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Abstract 

Social work is a practical discipline that supports social change, development and integration, as well as 

empowering and liberating individuals. The social work profession considers social justice, human rights, and 

human dignity as fundamental values in working with disadvantaged and oppressed groups. The groups that social 

work serves typically consist of disadvantaged applicants who are at risk of social exclusion. Social exclusion is a 

complex and multi-layered process with political, social, economic, and cultural dimensions (Taĸĵēn, 2017). The 

visible dimensions of social exclusion are the breakdown of social connections, the inability to access public 

services, and the weakening of processes for participating in and contributing to social and solidarity networks 

(Silver, 2006). Individuals who are exposed to social exclusion have a lower level of social integration, face 

difficulties in forming meaningful social relationships, and have reduced motivation to participate in social 

activities. At the end of the process of social exclusion, individuals may be deprived of public services, the job 

market, education, and human rights. The social work profession aims to develop social inclusion policies and 

interventions to prevent such economic and psychological problems caused by social exclusion. In this study we 

are going to aim the importance of school social work and prevent social exlusion happening in schools.  

Key Words: social inclusion, school social work, social exclusion, social policy 

 

Introductio n 

Schools are important institutions that need to have a solid support system for students' academic 

success as well as their social and emotional development. In this context, school social work is critical 

to support students' social inclusion and ensure their success in school life. School social work includes 

goals such as providing social and emotional security, establishing positive relationships, understanding 

social roles and responsibilities, while helping students develop their social skills. School social work 

also plays an important role in celebrating diversity and embracing tolerance by encouraging students 

to be involved in different cultural and social groups. Reintegrating students who are socially excluded 

in schools into the education process and integrating them into the system with the social inclusion 

policy is considered as a phenomenon that can be possible with school social work. 

Consequently, school social work plays a central role in promoting social inclusion in schools. 

This service aims to create a positive school climate by focusing on the social and emotional 

development of students and to create positive effects on students' academic success and personal health. 

Schools enable students to reach their full potential, not only as a venue for knowledge transfer, but also 

by providing an environment that supports students' social connections, self-expression and meaningful 
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relationships with others. For this reason, the full implementation of school social work is considered as 

a very important phenomenon. 

 

Social Inclusion 

Society; It is a holistic system with structured social relations and institutions that will not be 

reduced to a simple crowd of individuals (Giddens & Sutton, 2020). The concept of society aims to 

examine the collective reality of human life rather than the private sphere of the individual. Society has 

a unique supra-individual and formative structure of individuals. In the macro sense, the functional and 

integrative aspect of society was accepted as a dominant perspective until the end of the 20th century. 

However, this acceptance has been subjected to criticism after the 1970s and it has been argued that the 

balanced and supra-individual discourse of social systems has lost its validity (Lyotard, 2014). Despite 

the criticisms that have developed due to the processes of social change, the structure-centered social 

understanding continues to be effective. However, unlike the previous periods, the limitations and 

problems about the society have started to be discussed more instead of the perspective that focuses on 

the static aspect of social processes. The main reason for the rise of such criticisms in the social structure 

is the loss of power of welfare state practices and the dominance of neoliberal economics. Such 

transformation processes reduce social solidarity and integration and ultimately lead to more widespread 

processes of social exclusion, which are the biggest barriers to social inclusion. 

The concept of social inclusion can be used simultaneously with similar concepts such as social 

participation, social integration, social cohesion and social integration. The reason why these concepts 

are used interchangeably is due to the fact that each of them has a similar meaning frame. On the other 

hand, these concepts, which have similar semantic frameworks, are due to the fact that the social 

problems in the region differ according to their definition and classification, that is, from social policy 

and social work practices. 

Social inclusion refers to the reintegration and adaptation to society of marginalized, excluded 

and poor groups (Sison, 2017). Social inclusion, in its broadest sense, is the acceptance of a person in 

all areas of society and the right to participate in processes. Education, employment, public services, 

social services, health and participation rights can be listed at the beginning of these participation areas. 

Social inclusion is the processes at the opposite pole of the processes of social exclusion. Being involved 

in the employment market, participating in social processes, supporting individual development, 

establishing close relationships with different people and groups support social inclusion processes 

(Hall, 2005). Macro indicators of social inclusion processes are the effective implementation of human 

rights and social justice processes in society. 

Social inclusion refers to the process of integrating with the society and establishing a sense of 

belonging. In this process, the basic indicator is that the person develops different social ties and feels 

belonging to the groups he or she finds close to. One of the most basic forms of integration and feeling 

of belonging in the society is the existence of certain statuses in the society and the roles attached to 
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these statuses. People with such roles play an active role in society and accept the cat as an active 

member of society. 

Although social participation processes are desirable processes for all groups in the society, 

special policies and social services need to be developed for the participation processes of disadvantaged 

groups. Social inclusion processes support the integration of poor and marginalized groups into society 

and reinforce social justice through the equitable distribution of public resources. 

 

Social Inclusion and Social Service 

Social work is an applied profession that works with individuals, families and groups for the 

purpose of social change, empowerment, emancipation and social integration in order to increase the 

well-being of the society (Thompson, 2014). In the process of supporting the well-being of the individual 

and society, the unit that creates the problem is evaluated as a whole with its environmental systems, 

and social support systems are used effectively in the solution phase. The reintegration of individuals 

and groups excluded in social work intervention into social systems supports and human rights and 

social justice principles are accepted as fundamental values in these processes of change (IFSW, 2023). 

In the process of working with groups at risk of social exclusion, social workers have various 

roles in order to ensure the social inclusion of the relevant groups. While working with the group at risk 

of social exclusion, social workers aim to understand the situation holistically by making a 

comprehensive assessment of the current situation and needs of the people. In the next step, it is ensured 

that the necessary social work interventions are activated in accordance with the identified needs. In 

order to ensure social inclusion, preventive and supportive and problem-solving intervention plans 

should be implemented. Another important point in social inclusion processes is to see possible risks 

early and to prevent the deterioration of the social functionality of disadvantaged groups. In this process, 

early identification of the groups that need service and bringing them together with appropriate service 

models will reduce the risk of social exclusion. 

One of the important contributions of social workers to social inclusion processes is advocacy for 

disadvantaged and vulnerable groups. In the advocacy role, social workers support the use of community 

and institutional resources to meet clients' needs. Social workers advocate for client groups so that 

people get a fair and just share in the allocation of resources (Sheafor & Horejsi, 2014). Another 

dimension of advocacy is representation in the political and public sphere in order to ensure social justice 

and protection against social risks for groups at risk of social exclusion. In the representation process, 

the relevant groups participate in the exchange process and gain the right to self-determination. Social 

workers take an active role in social cohesion and social inclusion processes of disadvantaged groups 

and one of these fields of study is school social work. 

 

Social Exclusion in Schools 

School social work is a field of social work that aims to maximize the educational and social 

potential of all students in the school environment. School social work practice that supports social well-

being by maximizing students' educational and social success; It works in coordination with schools, 
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families, teachers, society and political systems. Ecological system perspective is used in order to carry 

out a holistic study with all these systems. School social workers collaborate with other professional 

groups (special education teacher, teacher, psychological counselor, physiotherapist, psychologist, 

school nurse, school administration) in a multidisciplinary manner during the process of working with 

clients. 

One of the problems that school social workers work effectively is social exclusion. Social 

exclusion is a multidimensional and complex problem, and although it usually occurs in connection with 

poverty, the exclusion process has different dynamics (Taĸgēn, 2017). Social exclusion is a process 

where social ties weaken, access to services and social participation processes decrease (Silver, 2022). 

The person exposed to social exclusion may be deprived of forming meaningful and productive social 

relationships. At the end of the process of social exclusion, people are deprived of consumption, politics, 

public services, social security and social solidarity networks (Rawal, 2015). School social workers 

develop social inclusion policies and interventions for children at risk of social exclusion. The student 

groups that are likely to be exposed to social exclusion in the school environment are as follows: 

Å Disabled students 

Å Substance addicted students 

Å Children from poor families 

Å Refugee children 

Å Children exposed to neglect and abuse 

Å Children in need of protection 

Å Children belonging to minority religious or ethnic groups 

Å Children of families working in seasonal jobs. 

 

School Social Work 

All the values and accumulations of the society are transferred to individuals through education. 

In this respect, education has an undeniable importance in every society. The only way to present 

qualified manpower to the society is still possible with education, even after centuries, and education 

can benefit the society. 

Education first begins in the family and then continues in institutions where learning takes place, 

such as schools. Schools are not only places where theoretical knowledge is taught, but also important 

social institutions where children and adolescents learn to live together, share their feelings and realize 

themselves. However, schools that undertake such an important function have adopted the grading 

system in order to ensure the measurability of education and to motivate students . In this context, the 

concept of achieving success and being happy with academic results, which is important for the psycho 

-social development of children, has been placed in the center of the system willingly or unwillingly. 

However, this situation sometimes brings with it negative aspects (Abay & Keleĸoĵlu, 2016). 

When we look at today's school environments, many students from different age groups and 

families with different living conditions, starting from pre-school education institutions at primary and 
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high school levels, are faced with problems that negatively affect their education and school success. 

Many situations such as poverty, domestic problems, violence, neglect, abuse, illness, disability, and 

delinquency are among the most important factors that negatively affect students' attendance and school 

success. For this reason, school social work practice in school environments should be evaluated at an 

important point in order to cope with the problems of students and their families and to find solutions 

(¥zbesler & Duyan, 2009). 

School social work is a special application area of the social work discipline, which has a wide 

range of applications in different fields such as medicine, psychiatry, delinquency, old age, disability, 

poverty, education, family and child welfare. School social work is an important field of social work 

practice in schools in order to provide solutions to the problems that students encounter depending on 

their developmental stages, family and living conditions, to access the services they need, and thus to 

continue their educational activities successfully. The biopsychosocial factors that affect the student's 

school performance and academic success, risk, safety, protection and prevention. Children who have 

difficulties in adapting in the school environment, children with special needs and their families, children 

and youth who are absent from school due to psychosocial and economic reasons and have to leave 

school, children growing up in risky family environments, students and their families who are exposed 

to serious traumas, students who need to benefit from social resources and families are the need groups 

that the school social work intervenes. 

Social work practices carried out in school environments play an important role in solving various 

problems faced by students. Social workers working in the school environment act as an advocate for 

students at risk and their families, strengthen students and families, improve communication and 

cooperation between school and home, help families understand their children's psychosocial 

development characteristics and educational needs, and inform teachers about the student's living 

conditions, It performs many tasks such as directing children at risk and their families to institutions that 

provide services (¥zbesler & Duyan, 2009). 

 

History of School Social Work  

School social work practices first emerged for students who lacked financial means. Initially, 

school social work aimed to establish and develop mutual understanding and cooperation between 

school and home. The first unofficial independent practices were initiated in the cities of New York, 

Boston and Hartford in the 1906-1907 academic year. Hartley and Greenwich homes in New York 

thought of visiting schools and homes in order to get to know the teachers of the children who came to 

the city. In this way, two people were appointed to establish close relations between the school and 

community institutions, and to improve communication and cooperation. In Boston, the employees of 

the Women's Education Association worked as visiting teachers at schools in order to ensure cooperation 

between school and home and to facilitate the education of children. The first official practices were 

initiated by visiting teachers in Rochester and New York in 1913. In 1918, school attendance became 

compulsory in every state with legal regulations. In the 1920s, legal arrangements were made within the 
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framework of the Mental Health Movement regarding the treatment of mental disorders and behavioral 

problems in children. In the 1930s, school social work also increased with school counselors. Between 

1940 and 1960, social and personal studies were started in schools in cooperation and communication 

with teachers and other school personnel. In the 1960s, social workers were involved in the development 

of educational policies in schools. As rising inflation in the 1970s affected school budgets, the work of 

social workers was carried out by other school staff. In the 1980s, the American National Association 

of Social Workers addressed this situation of social workers, and in 1992 school social workers began 

to be credited with professional competency exams (¥zbesler & Duyan, 2009). 

The professional standards of school social work were established by the American Association 

of Social Workers in 1978 and updated in 1992. The school social worker is a part of the education team 

at the school and supports the social, emotional, behavioral and adaptive development of students by 

collaborating with teachers, administrators, psychological counselors, psychologists and families. 

 

Importance an Necessity of School Social Work  

School social work has the important task of maintaining a balance between rural and urban 

education and providing equal opportunities to disadvantaged groups. Social workers have the difficult 

task of promoting social justice, creating public policies, and setting the standard for providing services 

to underserved communities. As a result, the function of school social workers is crucial. In addition to 

actively coordinating the power dynamics between school, home, and society, school social work is 

crucial to helping students adjust to school. School social workers play a crucial role in assisting children 

in coping with their physical, mental, and financial issues as well as in giving teachers and families the 

assistance they need to get through challenges including communication issues, absenteeism, violence, 

and negative behaviors. 

Children come into contact with structural variables, such as socio-cultural traits of the society, 

before beginning school. These elements can occasionally become disadvantages, particularly those 

resulting from elements like gender, color, immigration, handicap, and socioeconomic background 

might keep students from achieving their objectives. The assistance and support of school social workers 

in this scenario is crucial because they may actively contribute to reducing or eliminating these 

responsibilities. School social work is a special and important area of social work discipline, and social 

workers present their knowledge, skills and experience to the school system. An important feature that 

distinguishes school social workers from other discipline members is that they aim to strengthen home, 

school, environment and community relations, thus they contribute to the efforts of the school to fulfill 

its academic duty. School is an important place to reach, intervene and provide psychological and social 

support to children in times of crisis and distress. It also plays a valuable role in protecting children at 

risk. School social workers aim to create a protective and supportive environment by organizing 

different activities, programs and seminars in order to increase the academic success of children by 

identifying the risk factors and problems that children are exposed to through professional cooperation. 

This may facilitate the work of school social workers (Babahanoĵlu & Baĸer, 2017). 
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School social work practice is considered as a very important phenomenon, especially in terms of 

eliminating the disadvantage of children who experience social exclusion and benefiting from education 

and social activities under equal conditions both within the school and in the society. 

 

School Social Work and Social Inclusion  

Today, "social inclusion", which is accepted as a basic concept in the efforts of states to produce 

and develop social policies, is the struggle to reach the highest living standards of the society in which 

they live by overcoming the problems of disadvantaged individuals and social segments in accessing 

rights, preventing marginalization and social-economic deprivation. The European Union also proposes 

the concept of "social inclusion" as a comprehensive solution to the "social exclusion" practices that it 

frequently emphasizes. This concept has a multidimensional meaning structure and its interpretation 

shows how valuable the individual and the social segment in question are in the society they are a 

member of. In this context, it also determines the content of efforts to ensure equal citizenship rights. 

One of the main points of school social work practice is to apply the concept of social inclusion 

most clearly to children who are seen as disadvantaged in schools. Especially in Turkey, which has a 

multicultural structure, there is a need for school social work practice in order to prevent the social 

exclusion of children who are poor, immigrants, delinquent or involved in substance use, and to 

implement the concept of social inclusion. 

School social work can be considered as an important element of the concept of social inclusion. 

Schools are seen as an environment that enables children and young people to integrate into society, 

have access to equal opportunities and be socially involved. School social workers play an important 

role in advocating social justice for disadvantaged groups and strengthening the principle of equality by 

supporting the social, emotional, behavioral and adaptive development of students. By identifying the 

difficulties experienced by students, school social workers can develop strategies to ensure social 

inclusion. They work in line with objectives such as supporting students from disadvantaged groups 

socially and economically, ensuring that they benefit from educational opportunities equally and 

preventing discrimination. In this context, school social workers help to overcome social exclusion and 

inequalities by working in collaboration with students' families, teachers, administrators and the 

community (Duman, 2016). 

By addressing the issues kids face in and around the school, school social work also takes action 

to enhance social inclusion. By planning programs and activities that promote student cooperation, it 

fosters social solidarity while assisting students in coping with issues like bullying, prejudice, and social 

exclusion. Additionally, they carry out the required tasks to guarantee the fair allocation of resources 

for underprivileged groups. 

In order to help children experience social inclusion, school social work serves as a conduit 

between the school and the community. It aids pupils in feeling a part of society, respecting social norms, 

empathizing, and becoming engaged citizens. Therefore, school social work aspires to play a significant 
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role in solving social problems, promote the principle of equality and justice, and reach out to 

underserved groups through promoting social inclusion. 

 

Conclusion 

The earliest feasible introduction of school social work in Turkish schools will be a crucial step 

in reintegrating underprivileged kids into society and the educational system. It is advised that such a 

policy be implemented and spread. The social, emotional, and behavioral development of students can 

be supported through school social work, which is a crucial tool. By enhancing students' access to 

educational opportunities, this strategy seeks to assist people who are socially disadvantaged. Practices 

in school social work seek to increase students' academic progress while also preventing social 

marginalization and promoting social justice. As a result, the adoption and successful implementation 

of a school social work policy in Turkish schools will promote social inclusion and improve the delivery 

of services to underserved populations. 
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Abstract  

In this paper, I present theoretical models academics can use to design their syllabus and lessons upon 

reflecting on potential learning barriers and strategies, and follow up proactive actions they can integrate into their 

teaching to increase opportunities for access, participation and achievement of learning outcomes for all students 

without labelling. I also showcase appropriate systems that support all university studentsô learning within a 

holistic inclusive framework following adaptations/adjustments of teaching and lesson design that ensures active 

involvement and student progress for all. 

Key words: inclusive, academics as learners, university syllabus 

 

Introduction  

The need for educational change in terms of inclusion in Higher Education (HE) is driven by 

European University alliances such as INGENIUM and Erasmus plus Higher Education projects such 

as COALITION, which postulate that academics  ôrole needs to adapt as they need to become responsible 

for cultivating an inclusive and equity-driven learning environment where all students can succeed 

academically (Whittaker & Montgomery, 2014). Improving inclusive student centred pedagogies (i-

SCP) & faculty development (FD) interventions in HE within a holistic framework becomes imperative 

as academics appear to be resistant to bottom-up student-centred inclusive interventions (Zhidong, 2012; 

Bovill, 2016) and often neglect student academic competence-building (Dewsbury and Brame, 2019; 

OôLeary, Shapiro, Toma, S. et al., 2020). Faculty also teach based on implicit educational theories 

implying that since they are experts content-wise, they are also able to effectively teach discipline-

specific content to students while often prioritising instructor control over student agency (Reeve, 2009; 

Rajala et al., 2016). 

To overcome such conflict in HE, research (Davies and Elliott, 2009; Zepke et al., 2010) calls for 

more I-SCP teaching practises that empower students as equal partners to inform professors towards the 

design of supportive learning environments providing feedback about course design, instructional 

practises, engagement opportunities, attitudes, tools and assessment (Katsampoxaki-Hodgetts, 2022a). 

Following mapping academicsô competences in COALITION project, an educational i-SCP package of 

resources, exercises and interactive activities for faculty members is developed that is geared towards 

sustainable capacity building systems that coach academics as learners, focusing not only on training 

academics using targeted content but also focusing on more sustainable FD processes such as peer-

observation, peer-coaching, action research (Gibbs, Angelides and Michaelides, 2004), self- reflections, 

peer-discussions and self-assessments.  

To define I-SCP teaching practices in HE, Hockings (2010:1) calls for intentional pedagogies, 

curricula and assessment designed to engage students in meaningful and relevant equity-driven learning 
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experiences that are accessible to all. Research on faculty development (FD) calls for incorporating 

active engagement components in the HE syllabus design so as to align expected learning outcomes 

with evidence-based and measure activities that students in HE are engaged in (Katsampoxaki-Hodgetts, 

2022a). Herein, Inclusive student-centred pedagogies (I-SCP) in higher education are defined as the 

proactive and intentional teaching and learning activities, course design, curricula and assessment which 

foster equity during carefully designed learner-centred opportunities for student engagement, self-

awareness, self-regulation, and learner autonomy for all stakeholders in higher education 

(Katsampoxaki-Hodgetts, 2022b). 

 

Models supporting the enactment of inclusive pedagogy: identification of potential  

learning barriers in Higher Education without segregation 

As homogeneity of student populations is hardly the case in schools or HE, mainstreaming 

inclusive education is a key policy embraced by many countries, taking into account that in the last 30 

years, several researchers have failed to indicate the superiority of special classes despite the use of a 

variety of methodologies (Lindsay, 2007: 6). This does not mean that mainstream inclusive 

environments should not identify learning barriers in order to provide enhanced support for all students 

with a holistic approach to syllabus design. In higher education studies, inclusive education seeks to 

address potential barriers to the effective engagement of students in the learning process by providing 

them with the appropriate resources and practices to ensure student effective and flexible participation 

(Collins et al., 2019; Mori¶a, 2020). 

The term óinclusive education  ôhas been conceptualised following two popular theoretical models: 

the medical and the social one (Matthews, 2009; Oliver and Barnes, 2010). The former focuses on fixing 

recurrent issues and is reactive to óproblematicô conditions of individuals (Armstrong and Barton 1999:  

212) promoting labelling and segregation; the latter views disability, learning difficulties, diverse 

student learning styles or student learning preferences as expected conditions or óbarriers that exist in 

societyô (Tinklin, Riddell, and Wilson, 2004: 642). The social model aims to identify potential barriers 

so as to proactively create learning environments that allow learning and success opportunities for all 

students. Likewise, Doyle and Rodson (2002) in their seminal work ñAccessible Curricula: Good 

Practice for Allò, stress the need to reevaluate and re-design our institutional and teaching praxis in 

terms of holistic inclusion in order to cater to the needs of a wider community of students. 

Within the social context, learning barriers being physical, socio-cultural and/or cognitive can be 

explored by academics in order to proactively design curricula for all. Mori¶a (2020) states that the 

literature is limited to describing potential barriers but they do not discuss what academics do or can do 

with this knowledge and why. Table 1 provides some indicative examples of how some physical, socio-

cultural and cognitive barriers can be overcome. It also emphasises the need to see all potential barriers 

from diverse perspectives and take action avoiding labelling and segregation of certain student 

populations while being conducive to more inclusive learning environments that may benefit 

populations academics may have not taken into account. For example, providing online resources in 
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advance may help foreign student populations to cope with the cognitive load of new input but it may 

also help working parents who may miss a few lessons. Similarly, offering alternatives when engaging 

students with online discussion forums and face-to-face think-pair-share discussions may also benefit 

diverse student populations and help them overcome potential physical, social and cognitive barriers at 

the same time (see Table 1). 

 

Table 1. Examples of suggested follow-up proactive actions in response to potential learning 

barriers 

Potential learning barriers & 

suggested  follow up  

proactive actions 

Example of  Physical 

barriers  

Example of 

Sociocultural barriers 

Example of 

Cognitive barriers 

Build an environment with an 

ñincreased sense of 

belongingò; create a 

supportive community of 

learners that take 

responsibility for further 

support and action 

Offer alternative choices to 

tasks (in and out of class) 

Allow students to share their 

voice or complete tasks 

though diverse media and 

modes 

Involve students to think-

pair -share tasks instead of 

asking them to raise their 

hand and speak in public 

Ask students to complete an 

online quiz anonymously 

Fear of failure/ anxiety 

due to psychological or 

neurological, 

psychological or other 

physical conditions 

Fear of failure/ anxiety 

due to potential 

labelling or 

discrimination related 

to social, cultural, 

racial, socio-economic 

background (first time 

university student in 

their family or 

community); fear of 

losing face in front of 

peers. 

Fear of failure/ 

anxiety due to 

misconceptions or 

prior knowledge 

gaps. 

Provide a variety of 

presentation modes: oral,  

written, visual when giving 

instructions or explaining 

new concepts 

Define jargon on slides or 

provide glossaries  

Explain key concepts that 

new input is based on; 

conduct a quiz to check prior 

knowledge before moving on 

to presentation of new input. 

Insufficient time for 

processing tasks, 

instructions or concepts 

due to physical barriers 

such as visual or hearing 

impairment or lack of 

multimodal presentation 

of new input 

Insufficient time for 

processing tasks, 

instructions or concepts 

due to student speaking 

a foreign language or 

the use of technical 

jargon by professors 

Insufficient time for 

processing tasks, 

instructions or 

concepts due to lack 

of prior knowledge 
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In a very interesting paper in the Online Learning journal, Gonzalez and Ozuna (2021) also call 

for the need to identify barriers that inform innovative breakthroughs in learning when teaching online. 

Some examples are summarised in Table 2. 

Table 2. Examples of potential learning barriers associated with various knowledge categories 

(adapted from Gonzalez and Ozuna, 2021). 

Online Learning Knowledge 

types 

 

Potential barriers  Possible Explanation(s) 

Conceptually difficult  Misconceptions and 

misunderstandings 

Knowledge gaps being ignored 

Foreign Perspective conflicts with 

studentôs own  

Providing examples that are not linked 

to student real-life experiences 

 

Inert  Not activated knowledge New academic terms without 

explanation 

Modified technological processes 

without training 

 

Ritual (procedural) Unjustified routinised 

knowledge 

Ritualised pedagogies such as lecturing 

students face-to face being transferred 

in 3-hour Zoom sessions 

 

Tacit Implicit knowledge 

(second nature) 

Expected Pedagogy:  

The role of assessment being 

summative  rather than as a learning 

experience (assessment for learning) 

 

As indicated in a quote by Dom®nech et al. (2023), the role of faculty members can make or break 

learning barriers as  ñthe faculty can be a barrier [or] they can provide decisive help to prevent students 

from dropping out of the university and guarantee their academic success (Lombardi, Murray & Kowitt, 

2016)ò. 

Models for creating inclusive student centred lesson designs in Higher Education 

According to Bunburry (2020), an inclusive curriculum design promotes student-centred learning 

catering for a wider student community that may benefit from it (Davies and Elliott, 2009) and is time 

efficient as it reduces the need to make adjustments at a later stage. Theoretical models such as 

constructivism and Vygotskyôs concept of proximal development (1978) underpin student centred 
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pedagogies and have a universal appeal especially when they emphasise the significance of scaffolding 

by peers or teachers towards understanding, active engagement, learning and progress.  

In this context, the Universal Design for Learning (UDL) for learning framework in Higher 

Education can serve as a tool for I-SCP teaching practices (Behling and Tobin, 2018; Garc²a-Campos, 

Canabal and Alba-Pastor, 2020) calling academics to proactively allow for multiple  representations of 

new input that align with multiple follow up means of actions and expressions, and multiple means of 

engagement that accommodate needs of a diverse student population. This can be achieved by promoting 

executive cognitive functions such as cognitive flexibility, initiative, feedback response, metacognition 

and self-regulation (Canabal and Alba-Pastor, 2020) accommodating human differences taking into 

account cognitive, affective and strategic network dimensions for learning. 

          In line with this theoretical model, academics can provide diverse channels of communication that 

allow students to access and organise available material and input, manifest their competences and 

executive control through various modes (writing, speaking, listening or reading), in line with their 

visual, kinaesthetic and auditory preferences, preferable learning paths and metacognitive strategies in 

the accomplishment of academic activities and goals. Also, academics can integrate in their lessons a 

wide array of action proposals to promote student executive functions promoting flexibility that takes 

into account student multiple intelligences (Gardner and Hatch, 1989) and allows them to engage as 

equal partners (Cook-Sather, 2016). The potential of engaging students as partners (Cliffe et al, 2017: 

3) needs to be further explored as ñtoo many times, assumptions are made and protected, such as about 

who has knowledge about teaching and learning... Students as Partners, however, challenges those 

dynamics and provides insight into what faculty may not always realizeò. Within the same framework, 

key principles include tolerance of error,  promoting a supportive community of learners and designing 

in-class activities that assess participation, engagement and assessment for learning. Table 3 provides 

an example of how the UDL model can be applied in Higher Education. 

Another theoretical model that allows academics to design lessons and curricula that 

accommodate human differences is that of the Backward design (Wiggins and McTighe, 2006), which 

proposes designing curricula and lessons taking into account alignment of learner needs, learning 

outcomes and assessment. Academics do not initiate curriculum design by choosing target content but 

by answering questions such as  ñWhat evidence will demonstrate student understanding of the expected 

learning outcomes or standards?ò Though continuous and diverse assessment micro-products (Swanson 

& Deshler, 2003) that aim to raise student awareness regarding their own strengths and weaknesses and 

allows them to self-regulate upon adequate support and feedback. Following assessment, designing and 

sequencing learning activities that allow students to make meaningful connections to content is 

imperative as they remediate the target input through continuous opportunities for student agency. 
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Table 3. Example of how the Universal Design for Learning (UDL) model can be applied in Higher 

Education. [Adapted from https://udlguidelines.cast.org] 

 

Inclusive Curriculum design 
models  

 

Universal Design for Learning 

 

  

Engagement 

The WHY 

 

Representation  

The WHAT 

 

Action and Expression 

The HOW 

 

 

 

 

Access 

Optimise individual 
choice and autonomy 

Create multimodal 
presentation of new input 

Vary methods of 
response 

Optimise authenticity Offer alternatives to visual 
information (e.g. auditory) 

Optimise access to tools 

Minimise threats, barriers 
and distractions 

Provide resources that can 
be read by online readers 

 

 

 

Build 

 

 

Explain learning goals and 
expected standards 

 

Foster collaboration and 
create a community of 
learners with a strong 

sense of belonging 

 

Vary demands and 
resources to optimise 
challenge and access 

Decode text and clarify 
jargon and symbols 

 

Give examples though 
multiple media 

 

Clarify structure 

Use multiple media and 
tools for communication 

 

Solve problems using a 
variety of strategies 

   

Self-regulation 

 

Develop Self assessment 
and reflection 

 

Provide open access 
resources with adequate 
input, tasks and feedback 

Activate prior knowledge 

 

Highlight patterns and key 
features 

 

Guide information 
processing 

Provide graphic 
organizers and templates 

for data collection and 
organizing information 

 

Embed prompts for 
categorizing and 

systematizing 

 

Provide checklists and 
guides for note-taking 
Provide rubrics and 

evaluation criteria for all 
expected tasks 

 

https://udlguidelines.cast.org]/
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Models for creating sustainable inclusive support systems without labelling 

 

Inclusive support systems can be twofold; one can be geared towards empowering students and 

the other toward empowering academics to make appropriate decisions in order to create and sustain an 

inclusive learning environment. Open-access educational resources (Hockings, Brett and Terentjevs, 

2012) that provide adequate multimodal input regarding declarative, procedural and metacognitive 

knowledge should be a key priority for academics designing inclusive curricula. Students should not 

only be fully aware of the content to be taught, but also of the expected processes they are expected to 

follow, the tools or media they are expected to use, the activities they will be asked to participate in and  

the assessment modes and criteria they are expected to meet. As such, transparency and visibility of the 

curriculum should be a key priority of academics.  

Also, academics should be involved in sustainable FD processes that allow them to self-regulate 

their i-SCP competences within their own situated contexts. Utilising the affordances of inclusive 

student-centred learning and teaching pedagogies, Universal Design for Learning (UDL) and 

Scholarship of Teaching and learning (SolT) as a potential ñaction research scopeò can facilitate FD 

growth through awareness-raising equity-driven peer-feedback and reflective processes and training 

systems. Such prominent processes are often featured in the Journal of Academic Development and 

include: 

a. Developmental models of peer-observation where the observer does not assess what they 

observe but reflects on how the observations allowed them to modify and enhance their own 

teaching practice (Tennenberg, 2014). 

b. Being involved in peer coaching activities and action research that promote reflection and 

alignment of teaching practices (Carlson et al., 2020) 

c. Within a framework of critical dialogue, public sharing or work and engagement in an active 

Community of Practice (CoP) (Brennan, 2017; Parker et al., 2016), academics can write 

teacher reflective journals regarding aspects of inclusion. After mapping their decision making 

trajectories in these journals and share them anonymously with an active community of 

practice (CoP), academics can receive feedback and suggestions for further action. 

d. Open access FD self-regulation platforms that allow users to visualise their strengths and 

competences and suggest inclusive follow-up actions. 

Carballo et al. (2019) corroborated that Faculty development interventions successfully changed 

academicsô perceptions of disability towards embracing the social model of inclusion. Researchers 

verified that academics after the training did not perceive disability as a ñproblemò area they can do little 

about but they realised they can assume responsibility by designing inclusive lessons proactively and 

adequately adapting spaces, processes, and resources. 
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Conclusions 

In this paper, we have seen inclusion within a holistic framework that embraces the social 

dimension of inclusion, constructivist educational theories and the scholarship of students as equal 

partners. Also, the social and intellectual investments instructors can make during FD through i-SCP 

and UDL cannot only facilitate inclusive teaching practices and make content accessible (CAST, 2011) 

but also develop insights into practices that inform higher education  
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Abstract 

In this research, It is aimed to examine the disability diagnosis group comparatively according to the age 

of the disabled child and the age of the parent, individual innovation and happiness levels in parents of physically 

and mentally disabled children attending rehabilitation centers. Relational screening model was used in the study. 

The research group of the study consisted of 102 parents with physically and mentally disabled children in 

rehabilitation centers in a province. As a data collection tool in the research; Individual Innovation Scale, Oxford 

Happiness Scale and Demographic Data Form were used. One-Way ANOVA and Indepentend Samples T Test 

techniques were used in the analysis of the data. In the research, It was found that 31.4% (n=32) of the parents 

whose children attended rehabilitation centers had a low level of individual innovation. In 29.4% (n=30) of these 

parents, happiness was found to be low.  In the study, it was found that the level of happiness in parents whose 

children were mentally disabled was significantly lower than in the physically disabled group. There was no 

significant difference between the individual innovation scores of parents whose children were physically and 

mentally disabled. According to the age of the disabled child, there is no significant difference between the 

individual novelty and happiness scale scores of the parents. According to the age of the parent; It was found that 

the level of individual innovation was higher in the parents of the '31-40' age group compared to other parents. 

According to the age of the parents, It was found that the level of happiness was significantly lower in the '41 years 

and over' parent group.  

Keywords: Physical disability, mental disability, individual innovation, happiness, rehabilitation.  

 

Introduction  

The birth of a disabled child in the family affects, the lives, feelings and behavior of family 

members adversely. The birth of a child with different characteristics than normal causes great changes 

in the social environment, expectations, plans, business life and financial issues of families (Akandere, 

et al., 2009). The diagnosis of their children with mental or physical disabilities is experienced as a 

traumatic situation for families. Parents with mentally or physically disabled children are under more 

stress and have higher anxiety levels than parents without disabled children (Uĵuz, et al., 2004). After 

the diagnosis of their disabled children, parents have significant problems in caring for the disabled 

child, meeting the needs of their other children, fulfilling their daily responsibilities and devoting time 

to themselves (Ciĵerli, at.al., 2014).  In a study, it is reported that mothers with mentally and/or 

physically disabled children have high levels of depression, low marital satisfaction, and feel more 

problems in family and spouse relationships (ķent¿rk, & Sara­oĵlu, 2013). The care, treatment and 
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rehabilitation of the mentally handicapped child requires more manpower, cost, time and 

multidisciplinary approach than the care of a healthy child (G¿rhopur, & Dalgē­, 2017). The child's type 

of disability negatively affects parents' dreams and plans for the future. On the other hand, these parents 

are usually exposed to pity, exclusion and laughter-ridicule reactions and experience discomfort in 

society (Cang¿r, at.al., 2013). The fact that the disabled child needs medical support, raise the issue of 

adaptation to such innovations for parents, the use of medical devices when deemed necessary and the 

implementation of medical interventions (Ciĵerli, at.al., 2014). The explanations made so far show that 

parents with disabled children will face many new practices, techniques and methods throughout the 

rehabilitation process and they should be open to innovations.  

Innovation, in order to provide more positive living conditions compared to the previous situation; 

It is defined as a situation of difference observed in areas such as new services, new methods, new 

technologies and new products compared to the previous situation. Innovation is; It is explained as the 

use of a thought-idea, product-object or application that is perceived as new and different by the 

individual or society (Birinci, 2011). Newness and innovation; It is a positive radical change in thinking, 

products and practices. (Kºker, 2001) It is defined as the change and difference made in products, 

services and business methods in order to create added value in socio-economic terms (El­i, 2007). 

When considered categorically, innovation and innovation; individual innovation, organizational and 

social innovation or radical innovation, technological innovation, consumer innovation, product-process 

innovation and business innovation (Kocasara­, 2018). On the other hand, individuals' acceptance of 

any innovation or change in social life may also differ (Akg¿n, 2017).  When evaluated in this context, 

parents with physically or mentally disabled children may also differ in their acceptance of innovations 

and changes in issues such as education, care, supervision and adaptation process of the disabled child, 

in other words, their level of innovation.  

In our study, it was based on the idea that the disability status of their children could affect the 

happiness levels of the parents and the happiness levels of the parents were examined comparatively. 

As one of the most important concepts in human life, happiness has been attracting the attention of 

theorists and researchers for many years (Sarē & ¢akēr, 2016). Happiness is characterized as an 

important variable that reflects the positive emotional states of individuals such as optimism and 

extroversion in daily life, which takes place among the daily activities of the individual (Keser, 2018) 

and is evaluated as the ultimate goal of human behavior (Sapmaz, & Doĵan, 2012).  In the researches, 

happiness is defined as the cognitive and affective evaluation of life. As an affective dimension; the 

frequency of experiencing positive emotions such as joy, joy, excitement, hope, confidence, courage is 

emphasized. The frequency of negative emotions such as anger, hatred, anxiety, fear, hopelessness, 

sadness is also considered as another part of the affective dimension (¢e­en, 2007; Sapmaz, & Dogan, 

2012; Doĵan, Sapmaz, & ¢ºtok, 2013). In other researches, it is reported that the negative thoughts and 

beliefs of the individual about himself can have a negative effect on happiness, and that self-esteem, 

self-evaluation, optimism and self-criticism affect happiness.  (Kºydemir, 2006; Dogan, 2009; 

Eryēlmaz, 2010).  
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Parents whose children receive special education or rehabilitation services in an institution; They 

live in constant interaction as an important component in processes such as individual innovation, 

organizational innovation, technological innovation, consumer innovation, product-process innovation 

and business innovation. In addition, it can be considered that parents with disabled children should be 

open to and adapt to organizational and technological innovations in terms of product-process-

application in special education and rehabilitation applications.  

When we look at the problem from the point of view of happiness, parents with disabled children; 

It can be thought that they experience negative emotions such as anger, hatred, regret, anxiety, fear, 

hopelessness and sadness more often. The frequency of positive emotions such as optimism, joy, cheer, 

excitement, hope, confidence, courage and self-confidence can be considered to be at a lower level. In 

the light of all these explanations, this research; It is thought that parents with physically and mentally 

disabled children can contribute to the literature and researchers on individual innovation and happiness 

levels.  

 

Aim of the Research 

Based on the explanations made above, in this research, individual innovation and happiness 

levels in parents of physically and mentally disabled individuals attending rehabilitation centers; It is 

aimed to examine the disability diagnosis group comparatively according to the age of the disabled 

individual and the age of the parent. Depending on this purpose, the research sought answers to the 

following questions:  

1. Parents whose children attend rehabilitation centers; Is there a significant difference between 

the individual innovation and happiness scale scores according to the disability diagnosis group, 

the age of the disabled individual and the age of the parent? 

 

Method 

 

Model of the Research 

In this study, relational screening model was used. In the relational screening model, it is 

examined whether two or more variables change together, and if there is a change together, how and at 

what level this change occurs (Karasar, 1986).  

 

Workgroup  

In the study, in a province in the 2022-23 academic year; Parents of disabled individuals who 

received special education or rehabilitation services in special education and rehabilitation centers were 

evaluated as a working group. 102 parents who voluntarily agreed to participate in the study were 

evaluated as a working group. Of the parents who voluntarily agreed to participate in the study, 70.6% 

(n=72) were female and 29.4% (n=30) were male. Parents; 37.3% (n=38) were in the '20-30' age group, 

32.4% (n=33) were in the '31-40' age group, and 30.4% (n=31) were in the '41 and over' age group. 

43.1% (n=44) of the individuals attending rehabilitation centers were mentally disabled and 56.9% 
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(n=58) were physically disabled. In the study, the sample was determined with the easily accessible 

sampling method and the data were collected. With this sampling method, it is aimed to collect data 

quickly and easily (Yēldērēm and ķimĸek, 2016). 

 

Data Collection 

In the study, firstly, ethics committee approval was obtained from the relevant university and 

application permissions were obtained from the relevant institutions. In order to collect the data, scale 

usage permissions were obtained via e-mail from the researchers who developed the scales used in the 

research. The scales were applied by the researchers on the basis of voluntary participation through 

Google forms over the internet and through individual interviews. 

 

Data Collection Tools 

In this research, as a data collection tool; Individual Innovation Scale, Oxford Happiness Scale 

and Demographic Data Form were used. 

 

Individual Innovation Scale 

There are 20 items in the five-point Likert-type scale developed by Hurt, Joseph and Cook (1977) 

and adapted by Kēlē­er and Odabaĸē (2010) in order to measure the innovation levels of individuals in 

general. In the Turkish version, the KMO value was calculated as 0.836 in the structural validity 

analyzes of the scale, and it was found that Bartlett's Sphericity test and Chi-Square value were 

significant (p<.05). Since the calculated KMO value was between 0.8 and 0.9, Bartlett's Sphericity test 

and Chi-Square value were significant, it was determined that the data matrix obtained from the sample 

was suitable and factorizable for factor analysis. In the reliability study; The reliability coefficient for 

the whole scale was found to be Ŭ=0.82. In the test-retest reliability study of the scale, it was seen that 

there was a high-level, positive and significant relationship between both applications [r(61)=0.87, 

p<.05]. 

 

Oxford Happiness Scale 

The original form of the scale was developed by Hills and Argyle (2002) to measure individuals' 

perceptions of happiness. The Turkish version of the scale was made by Doĵan and Sapmaz (2012). The 

scale is a 6-point Likert type scale and consists of a total of 29 items. As a result of Kaiser-Meyer-Olkin 

and Barlet Sphericity tests of the scale adapted by Doĵan and Sapmaz (2012) in Turkey, the KMO 

sample conformity coefficient was found to be 0.92 and the ɢ2 value of Barlett Sphericity Test was 

found to be 5032.35 (p<0.001). As a result of the analysis performed without any rotation with the 

principal components analysis, a structure with an eigenvalue of 8.3 and explaining 29.84% of the total 

variance was obtained. The CN value for the confirmatory factor analysis of the scale was found to be 

163.12. In the analyzes, the internal consistency coefficient of the scale was found to be 0.91 and the 
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reliability coefficient obtained by the test half-way method was found to be 0.86. Compound reliability 

was calculated as 0.91. 

 

Demographic Data Form 

In the study, parents whose children attend rehabilitation centers; Three questions were asked to 

determine the disability diagnosis group, the age of the disabled child and the age of the parent. The 

obtained data were grouped and entered into SPSS data environment.  

 

Analysis of Data 

One-Way ANOVA and Independent Samples T Test techniques were used in the analysis of the 

data.  SPSS 27.0 package program was used in the analyzes and 0.05 significance level was taken as the 

upper value. 

 

Results 

In the study, the individual innovation and happiness levels of parents whose children attended 

rehabilitation centers; The disability diagnosis group was tested comparatively according to the age of 

the disabled individual and the age of the parent. The findings are given in Table-1.  

Table 1. Comparison of parents' individual innovation and happiness scale scores according to 

the disability diagnosis group, the age of the disabled individual and the age of the parent. 

 

Variables 

 

n 

 

% 

Individual Innovation Happiness 

   XↄÑSD XↄÑSD 

Disability Diagnosis 

Group 

Mental 

Physical 

Test ve p  

 

 

44 

58 

 

 

 

43.13 

56.86 

 

 

58.72Ñ10.69 

58.39Ñ8.28  

t= .176; p= .861 

 

 

102.90Ñ26.06 

115.39Ñ16.22  

t= -2.971; p= .004 

Disabled Age 

1-10 (1) 

11-20 (2) 

21 and Over (3) 

Test ve p 

 

33 

37 

32 

 

32.35 

36.27 

31.37 

 

58.24Ñ10.28 

57.10Ñ8.34 

60.50Ñ9.39 

F= 1.157; p= .319 

 

108.06Ñ21.09 

114.81Ñ20.10 

106.46Ñ24.05 

F= 1.461; p= .237 

 

 

Parental Age  

20-30 (1) 

31-40 (2) 

41 and Over (3) 

Test ve p 

 

38 

33 

31 

 

 

37.25 

32.35 

30.39 

 

 

59.07Ñ8.85 

61.63Ñ9.87 

54.58Ñ8.16 

F= 5.02; p= .008  

(1-3; 2-3) 

 

119.28Ñ15.93 

116.81Ñ23.24 

91.38Ñ13.99 

F= 23.64; p= .000  

(1-3; 2-3) 

 

 

The findings in Table 1 can be summarized as follows: 

a. There was no significant difference between the individual innovation scale scores of the 

parents whose children were in the mental and physical diagnosis group (t=.176; p=.861; p>.05). The 
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level of happiness in parents whose children were in the mental diagnosis group was lower than in the 

parents whose children were in the physical diagnosis group (t= -2.971; p=.004; p<.01).      

b. According to the age of the disabled individual; There was no significant difference between 

the individual innovation (F=1.157; p=.319; p>.05) and happiness (F= 1.461; p=.237; p>.05) scale 

scores of the parents.  

c. According to the age of the parents; There were significant differences between individual 

innovation (F=5.02; p=.008; p<.01) and happiness (F=23.64; p=.000; p<.001) scale scores. When 

compared by age, life satisfaction is higher in the '31-40' age group (61.63Ñ9.87) than in other age 

groups. In terms of happiness; Parents in the '20-30' age group (119.28Ñ15.93) have higher happiness 

than other age groups.  

 

Discussion 

Research; It was found that 31.4% (n=32) of the parents whose children attended rehabilitation 

centers had a low level of individual innovation. These parents are; It can be argued that the child may 

have problems adapting to innovations such as needing medical support according to his/her disability, 

using medical devices when deemed necessary, implementing medical interventions, new services, new 

methods, new technologies and new products. They may also have problems with the application of new 

skills taught in psycho-educational practices related to the disabled child for parents in daily life. It is 

observed that 55.9% (n=57) of the parents have a medium level of individual innovation and 12.7% 

(n=13) have a high level of individual innovation.  It was found that 29.4% (n=30) of the parents whose 

children attended rehabilitation centers had low levels of happiness. This is in the daily life of parents; 

It can be thought that the frequency of experiencing positive emotions such as optimism, extroversion, 

joy, cheer, excitement, hope, confidence, courage may be at a lower level. It was observed that happiness 

was moderate in 45.1% (n=46) of the parents and high level of happiness was observed in 25.5% (n=26). 

In the study, it was found that there was no significant difference between the individual 

innovation scale scores of parents whose children were mentally and physically disabled.  However, it 

is observed that the level of happiness in parents whose children are mentally disabled is lower than in 

other parents. It can be thought that this situation is due to the fact that children with intellectual 

disabilities create more stress and strain in parents in the flow of daily life.   

In the comparison made according to the age of the disabled individual, it was found that there 

was no significant difference between the individual innovation and happiness levels of the parents.  

According to this conclusion, it can be considered that parents exhibit similar characteristics in terms of 

innovation and happiness according to the age of their disabled children.  

When the level of individual innovation is compared according to the age of the parents; It is 

observed that individual innovation is higher in the '31-40' age group of parents. However, in the '41 

and over' age group, it is observed that individual innovation is lower. When compared in terms of 

parents' happiness levels; It is observed that the level of happiness is higher in parents in the '20-30' age 
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group. However, in the '41 and over' age group, it is observed that happiness is lower. According to this 

conclusion, in terms of individual innovation and happiness, parents aged ó41 and overô can be 

considered to be more disadvantaged.  
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Abstract  

In this study, life satisfaction and anxiety levels in parents who received inclusive education of children; 

The diagnosis group of the inclusion student, the education level of the inclusion student, the parental monthly 

income and the differentiation status according to the parental education level were examined comparatively. 

Relational screening model was used in the study. The study group of the research consisted of 103 parents who 

received inclusive education in public primary, secondary and high schools in a province. As a data collection tool 

in the research; Life Satisfaction Scale, Beck Anxiety Inventory and Personal Information Form were used. One 

Way Anova and Indepentend Samples T Test techniques were used in the analysis of the data. In the research, It 

was determined that 36.9% (n=38) of the parents whose children received inclusive education had a low level of 

life satisfaction. Anxiety level was found to be high in 29.1% (n=30) of the parents. The findings of the research; 

It was found that anxiety levels were higher in parents with mentally disabled children than in parents with 

physically disabled children, and there was no significant difference between life satisfaction levels.  According 

to the education level of the inclusion student, there is no difference between the parents' life satisfaction and 

anxiety levels.  It was found that life satisfaction was low and anxiety levels were high in parents with low monthly 

income levels compared to parents with medium and high monthly income. It was found that life satisfaction was 

lower in parents with primary-secondary school graduation than parents with high school-university degrees. It is 

observed that there is no difference between anxiety levels. 

Keywords: Inclusive education, special needs student, anxiety, life satisfaction.  

 

Introduction  

Inclusion practices were initiated first in this country and then in other countries with the Inclusion 

Law enacted in the United States in the 1970s. The inclusion model stipulates that students with special 

needs due to any inadequacy should receive education together with their peers in general education 

schools (Sucuoĵlu, 2004).  Inclusive education aims to ensure the social adaptation of disabled students 

in their educational life (Aykara, 2011).  In a research, it is reported that there are various problems 

arising from parents, students, administrators, teachers and educational environments in inclusion 

practices. Parents need the help of teachers, guidance counselors, school administrators and doctors to 

solve these problems (Ko­yiĵit, 2015). Parents who receive child induction training are more likely to 

need to be accepted by other children in their child's class and school and their parents and to be able to 

come together with other parents due to the problems they experience (Tekinarslan et al. 2018).  Bolat 

and Ata (2017) stated in their research that inclusion students are not socially accepted by teachers, 

students and families.  The research given so far shows that inclusion students and their parents 

experience many problems together.  
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Based on the explanations made above, this study examined life satisfaction as the first basic 

variable that is thought to have an impact on the daily life of parents who receive inclusive education 

for children.  Life satisfaction is one of the basic elements that people need to have in order for their 

lives to gain meaning and to be happy and to be happy. Life satisfaction can be defined as a positive 

evaluation of the whole of life by the individual (Daĵlē, & Baysal, 2016). In general, life satisfaction 

shows the result of comparing the expectations of individuals from life with the real situation and covers 

the whole life of the individual (Uslan, 2016). In other words, it expresses the total pleasure or 

satisfaction that the individual will receive from the life he has lived in the past, lived in the present and 

will live in the future (Kanbur, 2018).  Life satisfaction, which expresses well-being in different aspects 

such as happiness and morale, is an evaluation of all life events such as family, health, work, free time, 

money and positive relationships (¢olakoĵlu, & Yurcu, 2019).  However, it also shows a close 

relationship with variables such as good efficiency and productivity (Akduru, G¿neri, & Semerciºz, 

2016). Life satisfaction is directly related to the mental and physical health of individuals and is very 

important for the quality of life, for the individual to be able to spare time for himself and his social life 

and for the healthy conduct of relationships (Can, Bakan, Erĸahan, & B¿y¿kbeĸe, 2022). 

In our study, anxiety was considered as the second main variable thought to have an impact on 

the daily life of parents who received inclusive education of children.  Anxiety can be experienced in 

the form of a feeling of distress and anxiety of unknown origin, from a slight sense of uneasiness and 

tension to an intensity up to the level of panic, as if it will receive bad news or a disaster will happen 

(¥zt¿rk & Uluĸahin, 2008).  Chest tightness, palpitations and shortness of breath, tension, mental effort 

that causes uneasiness about something bad happening, fear, belief that there is a danger at that moment 

and thoughts that you cannot cope with them are common symptoms of anxiety (La­in, & Demir, 2018).  

Anxiety is an emotional state characterized by constant and excessive anxiety (Eminoĵlu, G¿nel, 

Ak­akoca, Cang¿r, & ¥zt¿rk, 2020), which impairs the thinking, perception and learning abilities of 

individuals and causes attention problems (Yarar, Telci, & ķekerºz, 2020). 

 

Aim of the Research 

In this study, life satisfaction and anxiety levels in parents who received inclusive education of 

children; The diagnosis group of the inclusion student, the education level of the inclusion student, the 

parental monthly income and the differentiation status according to the parental education level were 

examined comparatively. In line with the purpose stated above, the following question was sought to be 

answered in this research: 

1. According to the diagnosis group of the inclusion student, the education level of the inclusion 

student, the parent monthly income and the parent education level; Is there a significant difference 

between parents' life satisfaction and anxiety scale scores? 

 

 

 



33 

 

Method 

Model of the Research 

In this study, relational screening model was used. In the relational screening model, it is 

examined whether two or more variables change together, and if there is a change together, how and at 

what level this change occurs (Karasar, 1986). 

 

Workgroup  

In the study, in a province in the 2022-23 academic year; 103 parents who received inclusive 

education in public primary, secondary and high schools were evaluated as working groups. Of the 

parents who voluntarily agreed to participate in the study, 55% (n=57) were female and 45% (n=46) 

were male.  33.9% (n=35) of the parents were primary school graduates; 22.3% (n=23) were secondary 

school graduates; 28.1% (n= 29) were high school graduates; 15.5% (n=16) were university graduates.    

35% (36 students) of the students receiving inclusive education are mentally disabled and 65% (67 

students) are physically disabled. There are 33.9% (36 students) at the primary school level, 28.1% (29 

students) at the secondary school level and 36.8% (38 students) at the high school level.  In the study, 

the sample was determined with k event accessible sampling method and data were collected. With this 

sampling method, it is aimed to collect data quickly and easily (Yēldērēm and ķimĸek, 2016). 

 

Data Collection 

In the study, firstly, ethics committee approval was obtained from the relevant university and 

application permissions were obtained from the relevant institutions. In order to collect the data, scale 

usage permissions were obtained via e-mail from the researchers who developed the scales used in the 

research. The scales were applied by the researchers on the basis of voluntary participation through 

individual practice. 

 

Data Collection Tools 

In this research, as a data collection tool; Life Satisfaction Scale, Beck Anxiety Inventory and 

Personal Information Form were used. 

 

Life Satisfaction Scale 

The scale, which aims to measure overall life satisfaction, can be applied to adults and 

adolescents. The scale was originally developed by Diener and Others (1985).   There are five positive 

expressions on the scale adapted to Turkish by Kºker (1991). The scale has a 7-point Likert type rating. 

Answering mechanism on scale; Not suitable at all (1), Not suitable (2), Somewhat unsuitable (3), 

Neither suitable nor unsuitable (4), Somewhat convenient (5), Suitable (6), Very convenient (7). The 

scores that can be taken from the scale vary between 5 and 35. By summing the values of the options 

marked on the scale, an overall life satisfaction score is obtained. The low score on the scale indicates 

that life satisfaction is also low. In the reliability analyses of the scale, the test-retest consistency 
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coefficient was calculated between .85 and the item-test correlations were calculated between .71 and 

.80.  The results of the factor analysis revealed that the Life Satisfaction Scale, as in the original scale, 

showed a single-factor structure and consisted of 5 items. In this study, the internal consistency 

coefficient of the scale was calculated as .88. 

 

Beck Anxiety Inventory 

The Turkish adaptation of the scale, originally developed by Beck, et al., (1988), was published 

by Ulusoy, et al. (1996) made by. This Likert-type scale consists of 21 items. Items are scored between 

0 and 3, and the points that can be obtained from the scale vary between 0 and 63.  The high total score 

indicates that anxiety is also high. For each of the 21 items on the scale; One of the options "None-0", 

"Mild (1)", Moderate (2)" and "Severe (3)" must be checked. By summing up these scores, the total 

anxiety score for each individual is obtained. In this study, the total anxiety scores of the participants 

were used. Cronbach's Alpha internal consistency coefficient of the scale was found to be 0.93. Item-

total score correlation coefficients were found to vary between 0.45 and 0.72. The test-retest reliability 

coefficient of the scale was calculated as r= 0.57. In the construct validity study of the scale, it was found 

that it could significantly distinguish the anxious group from other diagnostic groups.   

 

Personal Information Form 

In the study, four questions were asked to parents in order to determine the diagnosis group of the 

child receiving inclusive education, the education level of the inclusion student, the parental monthly 

income and the parental education level. The obtained data were grouped in line with statistical analysis 

and entered into SPSS data environment.   

 

Analysis of Data 

One-Way ANOVA and Indepentend Samples T Test techniques were used in the analysis of the 

data. SPSS 20.0 package program was used in the analysis of the data and 0.05 significance level was 

taken as the upper value.  

 

Results 

For the research question; It was tested whether there was a significant difference between the 

life satisfaction and anxiety scale scores of the parents according to the diagnosis group of the inclusion 

student, the education level of the inclusion student, the parental monthly income and the parental 

education level. The findings obtained as a result of the analyzes are given in Table-1. The findings in 

Table 1 can be summarized as follows: 

1. There was no significant difference between the life satisfaction levels of the parents whose children 

were in the mental and physical diagnosis group (t= -.002; p=.998; p>.05). The level of anxiety was 

higher in parents whose children were in the mental diagnosis group than in parents whose children were 

in the physical diagnosis group (t= 2.85; p=.005; p<.01).      
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2. According to the education level of the inclusion student, there was no significant difference between 

the parents' life satisfaction (t= -.002 p= .998; p>.05) and anxiety levels (F= 1.18; p= .309; p>.05).  

3. According to the monthly income level of the parents; There were significant differences between life 

satisfaction (t= 4.32; p= .001; p<.01) and anxiety levels (t= 3.19; p= .002; p<.01). Parents with low 

monthly incomes have lower life satisfaction and higher levels of anxiety.  

4. According to the education level of the parents, there was a significant difference between the levels 

of life satisfaction (t= -2.06; p= .042; p<.05). Life satisfaction is lower in parents with a primary-

secondary school degree. According to the education level of the parents, there was no significant 

difference between anxiety levels (t= -.374; p= .709; p>.05). 

Table 1. Comparison of parents' life satisfaction and anxiety scale scores according to the 

diagnosis group of the inclusion student, the education level of the inclusion student, the parental 

monthly income and the level of parent education 

 

Variables 

 

n 

 

% 

Life Satisfaction Anxiety 

   XↄÑSD XↄÑSD 

Inclusion Student 

Diagnosis Group 

 

Mental 

Physical 

Test ve p  

 

 

 

37 

66 

 

 

 

 

36 

65 

 

 

 

18.05Ñ10.16 

18.05Ñ8.77  

t= -.002; p= .998 

 

 

 

27.36Ñ8.09 

20.88Ñ12.22 

t= 2.85; p= .005 

Bonding 

Education Level 

Primary School (1) 

Middle School (2) 

High School (3) 

Test ve p 

 

 

36 

30 

37 

 

 

33.9 

28.1 

36.8 

 

 

18.88Ñ10.41 

18.13Ñ8.17 

17.21Ñ8.96 

F= .303; p= .740 

 

 

23.47Ñ13.47 

20.55Ñ11.11 

24.81Ñ9.02 

F= 1.18; p= .309 

 

 

Parental Monthly 

Income 

0-10.000 

10,000-20,000 

Test ve p 

 

 

49 

54 

 

 

 

47.57 

52.43 

 

 

 

14.24Ñ7.58 

21.51Ñ9.29 

t= -4.32; p= .001 

 

 

 

26.73Ñ9.09 

19.88Ñ12.25 

t= 3.19; p= .002 

 

 

Parent Education 

Level 

Primary-Secondary 

School 

High School-

University 

Test ve p 

 

 

58 

 

45 

 

 

 

56.3 

 

43.7 

 

 

 

16.43Ñ8.75 

 

20.15Ñ9.51 

 

t= -2.06; p= .042 

 

 

 

22.77Ñ12.19 

 

23.62Ñ10.26 

 

t= -.374; p= .709 

 

    

Discussion 

In this research, it was determined that life satisfaction and anxiety levels of parents whose 

children received inclusive education; The differentiation status according to the diagnosis group of the 

inclusive student, the education level of the inclusive student, the monthly income of the parents and the 

education level of the parents were examined comparatively. 
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In the research; It is observed that 36.9% (n=38) of parents whose children receive inclusive 

education have a low level of life satisfaction. These parents; they experience problems such as 

dissatisfaction with the life they live, not being able to achieve their expectations from life, pessimism 

or pessimism about life conditions. It was observed that 39.8% (n=41) of the parents had a moderate 

level of life satisfaction, and 23.3% (n=24) had a high level of life satisfaction. Anxiety level was found 

to be high in 29.1% (n=30) of the parents whose children received inclusive education. These parents 

are in daily life; They experience anxiety symptoms such as numbness, tingling, hot flashes, tremors in 

the hands and legs, tension, irritability and fear more frequently and intensely than other parents. Anxiety 

was moderate in 54.4% (n=56) of the parents, and low in 16.5% (n=17). 

In the study, it was found that there was no significant difference between the levels of life 

satisfaction of the parents whose children were in the mental and physical diagnosis group. This result 

obtained from the parents; It shows that they have similar characteristics in terms of finding their life 

close to the ideal in many ways, dissatisfaction with life conditions, getting what they want in life, and 

the desire for change in their life. In terms of anxiety, it is observed that the anxiety is higher in the 

parents of the mentally retarded inclusion students. In a study on this subject, it is reported that one-third 

of parents with a disabled child have moderate or severe depressive symptoms (K¿ll¿, 2008). 

In our study; It was found that there was no difference in terms of anxiety and life satisfaction 

levels in parents whose children received inclusive education at primary, secondary and high school 

levels. This situation shows that anxiety and life satisfaction in parents continue in a disadvantageous 

situation regardless of their child's level. 

In the research, it is observed that the life satisfaction is lower and the level of anxiety is higher 

in parents with low monthly income. It is observed that as the monthly income level increases, anxiety 

decreases and life satisfaction increases. It can be thought that this situation provides psycho-social 

convenience in coping with the difficulties of life for parents with a medium or high monthly income. 

In the study, it is observed that life satisfaction is lower in primary-secondary school graduate 

parents whose children receive inclusive education compared to high school-university graduate parents. 

It can be thought that this situation creates positive results in many ways in coping with the difficulties 

created by the disabled child as the education level rises. In a study on this subject, in parents with 

mentally retarded children; found that as the education level and monthly family income increase, life 

satisfaction also increases (Gen­, 2015). In our study, it was determined that there was no significant 

difference between parents' anxiety levels according to their education level. This shows that parents 

with different educational backgrounds have similar characteristics in terms of anxiety. 

According to these results obtained in the research; It can be suggested that psycho-social support 

should be given more intensively to parents of disabled children with low monthly income and education 

level.    
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Anotacija  

ǰtraukusis ugdymas yra pedagoginis poģiȊris, kuris pripaģǱsta, kad visi vaikai yra unikalȊs ir skirtingi jis 

siekia uģtikrinti, kad jie visi turǟtȎ lygias galimybes gauti kokybiġkŃ ugdymŃ. Jis remiasi idǟja, kad visi vaikai 

turǟtȎ turǟti galimybň pasiekti savo pilnŃ potencialŃ. Tai reiġkia, jog ugdymo institucijos turi remtis individualiais 

vaiko gebǟjimais ir skatinti savarankiġkumŃ, kad vaikai galǟtȎ Ǳgyti pasitikǟjimo savimi ir savo gebǟjimais. 

ǰtraukusis ugdymas ikimokyklinǟje Ǳstaigoje, bei pedagogȎ darbo galimybǟs yra gana naujas reiġkinys, tad yra 

labai maģai analizuotas ir nagrinǟtas. Ikimokyklinio ugdymo pedagogams kyla daug neaiġkumȎ, kokius bȊdus ar 

metodus taikyti sǟkmingam vaikȎ Ǳtraukimui Ǳ ugdomojo procesŃ. ǰtraukusis ugdymas ikimokyklinio ugdymo 

Ǳstaigoje yra labai svarbus, nes tai laikotarpis, kai vaikai pradeda susipaģinti su ġvietimo procesu ir formuoti savo 

poģiȊrǱ Ǳ mokymŃsi. Kaip teigia RaudeliȊnaitǟ ir Steponǟnienǟ (2020),  Ǳtraukusis ugdymas sukuria poreikǱ diegti 

ir kurti naujus mokymo(si) metodus, pereiti prie kiekvieno vaiko individualizuoto ugdymo, pritaikant ugdymo 

aplinkŃ ir naudojant Ǳvairias mokymosi formas. ǰtraukiojo ugdymo koncepcija Ǳpareigoja pedagogus gerai iġmanyti 

ir gebǟti derinti ugdymo technologijas, atitinkanļias visȎ ugdymo(-si) procese dalyvaujanļiȎ poreikius. ǰtraukusis 

ugdymas ï kokybiġkas ugdymas kiekvienam mokiniui, tai labai aiġkiai atsispindi Geros mokyklos koncepcijoje. 

ǰtraukȎjǱ ugdymŃ tikslinga sieti su personalizuotu kiekvieno mokinio ugdymu, atitinkanļiu kiekvieno vaiko 

ugdymosi galias ir poreikius. ǰtraukusis ugdymas apima ugdymo turinio, mokytojȎ rengimo, pagalbos mokiniui, 

mokytojui, mokyklai, vertinimo, ugdymo organizavimo sritis. (Nacionalinǟ ġvietimo agentȊra, 2022). Inkliuzinis 

ugdymas ï tai procesas, kuris uģtikrina kokybiġkŃ ugdymŃ(-si) visiems mokiniams, kai atkreipiamas dǟmesys Ǳ 

kiekvieno vaiko, jo tǟvȎ (globǟjȎ, rȊpintojȎ) norus, ugdymosi poreikiȎ ypatumus, pagalbos ir paslaugȎ reikmes,. 

Toks procesas uģkerta keliŃ Ăiġkristiñ iġ ġvietimo sistemos (Aidukienǟ, 2014). SpecialiȎjȎ ugdymosi poreikiȎ 

asmuo ï asmuo, kurio galimybǟs dalyvauti ugdymo procese ir visuomenǟs gyvenime yra ribotos dǟl ǱgimtȎ ar 

ǱgytȎ ilgalaikiȎ sveikatos sutrikimȎ. (Lietuvos Respublikos  socialinǟs integracijos Ǳstatymas, 2004. 

Raktiniai ģodģiai: Ǳtraukusis ugdymas, inkliuzinis ugdymas, specialiȎjȎ ugdymosi poreikiȎ asmuo. 

 

ǰvadas  

Temos aktualumas ir problema. ǰtraukusis ugdymas yra pedagoginis poģiȊris, kuris pripaģǱsta, 

kad visi vaikai yra unikalȊs ir skirtingi jis siekia uģtikrinti, kad jie visi turǟtȎ lygias galimybes gauti 

kokybiġkŃ ugdymŃ. Jis remiasi idǟja, kad visi vaikai turǟtȎ turǟti galimybň pasiekti savo pilnŃ potencialŃ. 

Tai reiġkia, jog ugdymo institucijos turi remtis individualiais vaiko gebǟjimais ir skatinti 

savarankiġkumŃ, kad vaikai galǟtȎ Ǳgyti pasitikǟjimo savimi ir savo gebǟjimais. 
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 ǰtraukusis ugdymas ikimokyklinǟje Ǳstaigoje, bei pedagogȎ darbo galimybǟs yra gana naujas 

reiġkinys, tad yra labai maģai analizuotas ir nagrinǟtas. Ikimokyklinio ugdymo pedagogams kyla daug 

neaiġkumȎ, kokius bȊdus ar metodus taikyti sǟkmingam vaikȎ Ǳtraukimui Ǳ ugdomojo procesŃ. 

ǰtraukusis ugdymas ikimokyklinio ugdymo Ǳstaigoje yra labai svarbus, nes tai laikotarpis, kai 

vaikai pradeda susipaģinti su ġvietimo procesu ir formuoti savo poģiȊrǱ Ǳ mokymŃsi.  

Kaip teigia RaudeliȊnaitǟ ir Steponǟnienǟ (2020),  Ǳtraukusis ugdymas sukuria poreikǱ diegti ir 

kurti naujus mokymo(si) metodus, pereiti prie kiekvieno vaiko individualizuoto ugdymo, pritaikant 

ugdymo aplinkŃ ir naudojant Ǳvairias mokymosi formas. ǰtraukiojo ugdymo koncepcija Ǳpareigoja 

pedagogus gerai iġmanyti ir gebǟti derinti ugdymo technologijas, atitinkanļias visȎ ugdymo(-si) procese 

dalyvaujanļiȎ poreikius. 

Temos naujumas. ǰtraukusis ugdymas ir jo proceso organizavimŃ yra gana naujas reiġkinys, tad 

yra labai maģai analizuotas ir nagrinǟtas. Ikimokyklinio ugdymo pedagogams kyla daug neaiġkumȎ, 

kokius metodus ar bȊdus taikyti sǟkmingam Ǳtraukiojo ugdymo proceso organizavimui bei pedagogȎ 

darbo galimybǟms. 

Darbo tikslas: atskleisti pedagoginio darbo galimybes Ǳgyvendinant ǱtraukȎjǱ ugdymŃ 

ikimokyklinǟje Ǳstaigoje. 

Darbo objektas: pedagoginio darbo galimybǟs Ǳgyvendinant ǱtraukȎjǱ ugdymŃ ikimokyklinǟje 

Ǳstaigoje. 

Darbo uģdaviniai: 1. Iġanalizuoti Ǳtraukiojo ugdymo teorinius aspektus; 2. Atskleisti 

ikimokyklinio ugdymo pedagogo galimybes Ǳtraukiojo ugdymo kontekste; 3. Nustatyti ikimokyklinio 

ugdymo pedagogȎ supratimŃ apie ǱtraukȎjǱ ugdymŃ ikimokyklinǟje Ǳstaigoje. 

Darbo metodai: Mokslinǟs literatȊros analizǟ, teisǟs aktȎ apģvalga; Anketinǟ apklausa; Turinio 

(content) analizǟ; StatistiniȎ duomenȎ analizǟ. 

Praktinǟ darbo reikġmǟ. Atlikus tyrimŃ, buvo atskleista, pedagogȎ nuomonǟ apie ǱtraukȎjǱ 

ugdymŃ, Ǳstaigos kurioje dirba pedagogai poģiȊris. Buvo iġsiaiġkinta kokias kompetencijas pedagogai 

norǟtȎ Ǳgyti ir tobulinti. Bei pedagogȎ pasiruoġimas dirbti su skirtingȎ poreikiȎ turinļiais vaikais 

 

1. ǰtraukusis ugdymas 

1.1. ǰtraukiojo ugdymo teoriniai aspektai 

Mokslinǟje literatȊroje sutinkame daug skirtingȎ apibrǟģimȎ, kas yra Ǳtraukusis ugdymas. 

Daģniausiai Ǳtraukusis/inkliuzinis ugdymas apraġomas kaip filosofija, kuri sako, kad vaikai su 

specialiaisiais ugdymosi poreikiais turi tokias pat galimybes dalyvauti ugdymosi procese kaip ir sveiki 

vaikai. Ġi filosofija skatina maģinti vaikȎ su specialiaisiais ugdymosi poreikiais atotrȊkǱ nuo bendrojo 

lavinimo siekiant Ǳdiegti ǱtraukȎjǱ ugdymŃ bendrojo lavinimo Ǳstaigose. 

ǰtraukusis ugdymas ï atsivǟrusi erdvǟ, orientuojanti tiek ġeimas, tiek bendrojo ugdymo Ǳstaigas 

veikti bendrai, darniai ir kȊrybingai, nes mȊsȎ visuomenǟ jau yra pasiekusi raidos tarpsnǱ, kai ġvietimo 

prieinamumas kiekvienam asmeniui tapo realybǟ (Grinceviļienǟ ir kt. 2015).  
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Pagal UNICEF vaiko teisiȎ konvencijos 28 straipsnǱ yra pripaģǱstama vaiko teisǟ mokytis (ugdytis) ir 

kad mokymo turinys bȊtȎ prieinamas visiems. Lietuvos Respublikos ġvietimo Ǳstatyme (2011) Ǳtrauktis 

apibȊdinama, kaip ġvietimo sistema, kuri sudaro sŃlygas kiekvienam asmeniui ugdytis, plǟtoti savo 

galias ir gebǟjimus, gauti reikiamŃ pagalbŃ, patirti sǟkmň mokantis, socialinǟje, kultȊrinǟje ir (ar) kitose 

veiklose ir bȊti nediskriminuojamam dǟl ugdymosi poreikiȎ Ǳvairovǟs ir (ar) ġvietimo pagalbos reikmǟs.  

 

1.2. ǰtraukiojo ugdymo Ǳgyvendinimas ikimokyklinǟse Ǳstaigose 

ǰtraukiojo ugdymo Ǳgyvendinimo perspektyvas ikimokyklinǟse ugdymo Ǳstaigose, galima teigti, 

kad ġiuo metu ģengiama tikslinga linkme ir pateikiamos visos reikiamos rekomendacijos. Tam svarbi 

tiek diferencijuojant mokyklinio ugdymo aplinkŃ, tiek kuriant mokymo programŃ ir mokymo bȊdus. 

Ikimokyklinǟs Ǳstaigos pritaikomos darbui su specialiȎjȎ poreikiȎ vaikais, o pedagogams rengiama daug 

mokymȎ kelti jȎ kvalifikacijŃ, pagilinti turimas ģinias. ǰvairiuose tyrimuose stebima, jog neǱgaliȎjȎ 

vaikȎ integracija bendrojo lavinimo mokykloje padeda formuoti neǱgaliȎjȎ vaikȎ socialinius ǱgȊdģius, 

gerina jȎ savivertň, o nesutrikusios raidos ugdytiniams diegiamos humanistinǟs vertybǟs, skatinamas 

neǱgaliȎjȎ ģmoniȎ problemȎ suvokimas, normalizuojamas jȎ integravimas visuomenǟje. 

  

2. Ikimokyklinio ugdymo pedagogas Ǳtraukiojo ugdymo kontekste 

ǰtraukusis ugdymas reikalauja, kad pedagogai taptȎ nuolatiniais mokymosi ir tobulǟjimo 

dalyviais, jog galǟtȎ geriau suprasti savo mokiniȎ turinļiȎ ǱvairiȎ ugdymosi sunkumȎ mokymosi 

poreikius. Tai reiġkia, kad pedagogai turǟtȎ domǟtis naujomis idǟjomis ir geriausiomis praktikomis 

Ǳtraukusio ugdymo srityje, kad galǟtȎ sǟkmingai pritaikyti jas savo ugdomojoje veikloje. 

Svarbu paģymǟti, kad Ǳtraukusis ugdymas yra nuolatinis procesas, o ne tik vienkartinis Ǳvykis. 

Pedagogai turǟtȎ siekti nuolat tobulǟti ir plǟtoti savo Ǳtraukusio ugdymo ǱgȊdģius, jog galǟtȎ uģtikrinti, 

kad visi jȎ ugdytiniai gautȎ geriausiŃ galimŃ ugdymŃ. 

Aptarus ikimokyklinio ugdymo pedagogo galimybes Ǳtraukiojo ugdymo kontekste galima daryti 

iġvadŃ, jog mokytojo vaidmuo yra labai svarbus. Nepaisant to, jog Ǳtraukusis ugdymas sieja visos 

bendruomenǟs ir tǟvȎ pastangas, vis dǟlto ikimokyklinio ugdymo pedagogai atsiģvelgia Ǳ kiekvieno 

ugdytinio poreikiȎ Ǳvairovň, tam pritaiko ugdymo turinǱ ir priemones. Pritaikant ǱtraukȎjǱ lavinimŃ 

ikimokyklinio ugdymo Ǳstaigose pedagogai. 

 

3. Kiekybinio ikimokyklinio ugdymo pedagogȎ tyrimo rezultatai ir analizǟ 

Pasiteiravus pedagogȎ koks jȎ poģiȊris Ǳ ǱtraukȎjǱ ugdymŃ, gauti duomenys parodo, kad daugiau 

nei pusǟ 51 proc. pedagogȎ Ămano, kad tai tik apsunkins mokytojȎ darbŃñ, o 47 proc. Ămano, kad tai 

labai naudinga ir turǟtȎ bȊti plǟtojama kiekvienoje ugdymo Ǳstaigojeñ. O kad Ănieko neģinau apie 

ǱtraukȎjǱ ugdymŃñ atsakǟ tik 2 proc. respondentȎ. Ġiuos duomenis atspindi 1 paveikslas. 
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1 pav. PoģiȊris Ǳ ǱtraukȎjǱ ugdymŃ 

Analizuojant rezultatus apie tai kaip pedagogai vertina savo pasiruoġimŃ dirbti su skirtingȎ 

ugdymosi poreikiȎ vaikais rezultatai pasiskirstǟ gana apylygiai tarp variantȎ ĂVisiġkai sutinkuñ vidurkis 

ï 38,08 proc.  ir ĂSutinkuñ vidurkis ï 48,53 proc. ĂNesutinkuñ atsakymȎ vidurkis ï 12,43 proc. ir 

ĂVisiġkai nesutinkuñ atsakymȎ vidurkis ï 2,93 proc. todǟl galima teigti, kad respondentai teigiamai 

vertina savo pasiruoġimŃ dirbti su skirtingȎ ugdymosi poreikiȎ vaikais (2 pav.). 

ĂVisada galiu kreiptis Ǳ mokyklos administracijŃ, jei iġkyla problemȎ su vaiku, turinļiais 

specialiȎjȎ ugdymosi poreikiȎñ pusǟ respondentȎ pasirinko variantŃ Ăsutinkuñ, o Ăvisiġkai sutinkuñ 

pasirinko ï 44 proc. Su teiginiu, kad Ǳstaigos vadovybǟ skatina dalyvauti mokymuose sutiko 51 proc. 

respondentȎ, o Ăvisiġkai sutinkuñ atsakǟ 39,2 proc.  

Kad labai svarbus mokytojȎ tarpusavio bendradarbiavimas Ăvisiġkai sutikoñ ï 49 proc.  ir 

atsakymo variantŃ Ăsutinkuñ pasirinko ï 47,1 proc. pedagogȎ. Tai atspindi ir ugdymo Ǳstaigos specialistȎ 

pasiruoġimas padǟti (ĂVisiġkai sutinkuñ ï 29,4 proc. ir Ăsutinkuñ ï 49 proc.). Taipogi didelǟ dalis 

pedagogȎ pasisakǟ, kad su specialiȎjȎ poreikiȎ vaikais gali dirbti, tik specialieji pedagogai (33,3 proc. 

ir 45,1 proc.). 

Paklausus pedagogȎ ar jȎ darbovietǟ aprȊpina juos rekomendacinǟmis informacija, kaip dirbti su 

specialiȎjȎ poreikiȎ vaikais, jie nurodǟ, kad juos aprȊpina pilnai (21,6 proc. ir 49 proc.). 

 

 

2 pav. Pasiruoġimas dirbti su skirtingȎ specialiȎjȎ ugdymosi poreikiȎ turinļiais vaikais 
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Atliekant tyrimŃ, buvo siekiama iġsiaiġkinti kaip ikimokyklinio ugdymo praktikoje pavyksta 

Ǳgyvendinti teorinius Ǳtraukiojo ugdymo politikos modelius. Siekta iġsiaiġkinti, kokia vieta tenka 

strateginiams sprendimams Ǳstaigoje. 

3 paveiksle matyti, kad pedagogȎ nuomone Ǳstaigoje sǟkmingiausiai sekasi visus naujus vaikus 

supaģindinti su ugdymo Ǳstaiga ir leisti susidraugauti su Ǳstaiga (35 pedagogai atsakǟ ĂSutinkuñ ir  14 

ĂIġ dalies sutinkuñ). PedagogȎ kurie nesutiko su ġiuo teiginiu buvo 2. PedagogȎ nuomone, naujiems jȎ 

kolegoms pradǟjus dirbti Ǳstaigoje ir stengiant Ǳsitraukti Ǳ darbŃ jiems padedama susipaģinti su aplinka 

tik iġ dalies (ĂSutinkuñ atsakǟ 21 pedagogas, o ĂIġ dalies sutinkuñ ï 25), o kad su ġiuo teiginiu 

ĂNesutinkañ pasisakǟ 4 pedagogai. To pasǟkoje prieiname iġvados, kad ugdytinius atvykusius Ǳ ugdymo 

ǱstaigŃ siekiama priimti ir supaģindinti su aplinka labiau, nei Ǳstaigos darbuotoju. 

PedagogȎ taip pat buvo pasiteirauta, kaip jȎ ugdymo Ǳstaiga priima vaikus, ar siekiama priimti 

visus vaikus Ǳ ǱstaigŃ. Iġ respondentȎ atsakymȎ matyti, kad jȎ Ǳstaigos stengiasi priimti visus vaikus (33 

pedagogai atsakǟ ĂSutinkuñ ir 14 ĂIġ dalies sutinkuñ, pasisakiusi, kad nesutinka su ġiuo teiginiu buvo 

tik 2). Todǟl priimant vaikus su specialiais poreikiais jiems fiziġkai reikia pritaikyti ir savo patalpas bei 

aplinkŃ. Kad jȎ Ǳstaiga siekia pritaikyti savo pastatus Ăiġ dalies sutinkañ beveik pusǟ apklaustȎjȎ ï 24, o 

Ăsutinkuñ pasisakǟ -  19. 

Formuojant Ǳtraukias grupes labai  svarbu atsiģvelgti, kad visi vaikai bȊtȎ vienodai svarbȎ ir 

branginami. PedagogȎ teigimu, jȎ Ǳstaigoje tai vyksta gana sklandģiai, kadangi su teiginiu ĂSutinkañ 21 

pedagogas ir ĂIġ dalies sutinkañ ï 26 pedagogai. Paklausus pedagogȎ kaip jie vertina savo Ǳstaigos 

administracijos darbŃ dǟl paskyrimȎ ir paaukġtinimȎ ar jie skiriami sŃģiningai, pedagogai sutinka, kad 

pas juos Ǳstaigoje tai vyksta sŃģiningai (ĂSutinkuñ ï 19, ĂIġ dalies sutinkuñ ï 17). 

 

 

3 pav. Ugdymo Ǳstaigos, tinkanļios visiems, kȊrimas 

PedagogȎ kompetencijȎ tobulinimas yra ugdymo sistemos dalis, nes nuolat keiļiantis mokymo 

aplinkai, reikia atnaujinti ģinias, ǱgȊdģius ir gebǟjimus. Pedagogo kompetencijos apima Ǳvairius 

aspektus, kurie leidģia jam kokybiġkai vykdyti mokytojo funkcijas ir uģtikrinti sǟkmingŃ vaikȎ ugdymŃ 

bei mokymŃsi. Miltenienǟ ir Daniutǟ (2014), savo straipsnyje, sutinka su nuomone, Ăkad nuo pedagogo 

vertybiniȎ nuostatȎ, ģiniȎ ir gebǟjimȎ, t. y. kompetencijos, priklauso jo darbo rezultatai, veikla klasǟje, 

o galiausiai ir inkliuzijos sǟkmǟñ. 
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Pasiteiravus respondentȎ, kokias profesines kompetencijas jie norǟtȎ Ǳgyti ar pagilinti atsakymai 

pasiskirstǟ Ǳvairiai. Tai atspindintys duomenys pateikiami 4 paveiksle. 

Dauguma pedagogȎ (17,37 proc.) nori tobulinti ĂUgdytiniȎ skirtybiȎ ir galimybiȎ paģinimo 

kompetencijañ. Labai panaġiai atsakymai pasiskirstǟ tarp ġiȎ kompetencijȎ: ĂUgdymo proceso 

modeliavimo ir realizavimo kompetencijañ (14,97 proc.) ir ĂAsmeninio tobulǟjimo ir mokǟjimo mokytis 

kompetencijañ (14,37 proc.). Kaip svarbiŃ ir norimŃ tobulinti kompetencijŃ pedagogai pasirinko 

ĂUgdytiniȎ pasiekimȎ ir paģangos vertinimo kompetencijañ (12,57 proc.).  

Tobulinti savo kompetencijas, kurios Ăiġryġkina socialinio kapitalo reikġmň, kai mokytojo 

profesionalumas auga priklausant profesinei bendruomenei ir Ǳvairiems jos tinklams, teikiant tarpusavio 

pagalbŃ, kartu sistemingai puoselǟjant ir savo profesinǱ kapitalŃñ (Pedagogo profesijos kompetencijȎ 

apraġas, 2021). Ġiai sriļiai priklauso: konstruktyvaus bendravimo ir bendradarbiavimo su ġeima / 

globǟjais / rȊpintojais kompetencija, jŃ tobulinti pasirinko ï 11,98 proc. respondentȎ. Darbo komandoje 

ar / ir vadovavimo jai kompetencija ï 7,78 proc. respondentȎ. Ġiuo metu labai aktuali ĂnaujȎ 

technologijȎ ir informacijos valdymo kompetencijañ, jŃ Ǳgyti ar tobulinti norǟtȎ 11,98 proc. pedagogȎ. 

Profesinǟs kultȊros srities kompetencijas (kultȊrinio identiteto ir pilietiġkumo kompetencija ir 

profesinǟs etikos kompetencija) norintys tobulinti pasirinko maģiausiai respondentȎ, atitinkamai ï 5,99 

proc. ir 2,99 proc. 

 

 

4 pav. PedagogȎ kompetencijos 

 

A. Galkienǟ (2005) teigimu, asmens kitoniġkumas yra suprantamas ir priimtinas tada, kai 

suprantamos jo prieģastys ir reikġmǟ asmens ir visos bendruomenǟs gyvenimo kokybei. Kad mokytojas 

teisingai priimtȎ vaikŃ, suprastȎ jo kitokio elgesio ar mokymosi motyvacijos nebuvimo prieģastis, 

reikalinga iġsami informacija apie specialiuosius vaiko poreikius, sutrikimus ir jȎ laipsnius.  
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5 pav. PedagogȎ pasiruoġimas dirbti su skirtingȎ poreikiȎ turinļiais vaikais 

 

Iġ 5 paveiksle pateiktȎ duomenȎ matyti, jog pedagogai dar nǟra tinkamai pasiruoġň dirbti su 

skirtingȎ specialiȎjȎ ugdymosi poreikiȎ turinļiais vaikais. Tik 25,5 proc. pedagogȎ teigia, kad yra 

pasiruoġň dirbti su vaikais, turinļiais specialiȎjȎ ugdymosi poreikiȎ (58,8 proc. ï iġ dalies sutinka su 

teiginiu, 15,7 proc. ï nesutinka), taļiau vertinant skirtingus ugdymosi sutrikimus didģioji dalis pedagogȎ 

jauļiasi tik iġ dalies arba visiġkai nepasiruoġň: didelǟ dalis pedagogȎ nepritaria tam (56,9 proc. 

nesutinka, 39,2 proc. ï iġ dalies sutinka, o sutinka tik 3,9 proc.), jog turi reikiamas ģinias, kad galǟtȎ 

ugdyti vaikus, turinļius regos sutrikimus, panaġiai rezultatai pasiskirstǟ ir apie turinļius kalbos 

sutrikimus (56,9 proc. nesutinka, 37,3 proc. ï iġ dalies sutinka, o sutinka tik 5,9 proc.). Taip pat, kad 

trȊksta ģiniȎ darbui su vaikais turinļiais intelekto sutrikimȎ (38 proc. nesutinku). 

Daugiau nei pusei tyrime dalyvavusiȎ pedagogȎ tik iġ dalies sutinka (51 proc.), kad turi ģiniȎ  

ugdyti vaikus, turinļius Ǳvairiapusius raidos sutrikimus ir turinļius mokymosi sunkumȎ. 

Pagal gautus tyrimo duomenis, didelǟ dalis pedagogȎ (31,4 proc. sutinka, 52,9 proc. iġ dalies 

sutinka) pritaria teiginiui, jog turi reikiamas ģinias ugdyti vaikus, turinļius elgesio ir emocijȎ sutrikimȎ. 

Dalis pedagogȎ (21,6 proc. sutinka, 47,1 proc. ï iġ dalies sutinka) pritaria, jog turi reikalingas ģinias 

dirbti su vaikais, turinļiais kalbos ir kalbǟjimo sutrikimȎ, o kad trȊksta ģiniȎ nurodo ï 31,4 proc. 

Dirbant su specialiȎjȎ poreikiȎ vaikais, pedagogams kyla ǱvairiȎ iġġȊkiȎ ir problemȎ. 

Analizuojant atsakymus Ǳ ĂSu kokiomis problemomis susiduria pedagogai dirbdami grupǟse su vaikais 

turinļiais specialiȎjȎ poreikiȎ?ñ Didelǟ dalis pedagogȎ pasisakǟ, kad dirbant su specialiȎjȎ poreikiȎ 

vaikams jiems trȊksta ģiniȎ  ir patirties trȊkumas, bei specialistȎ bei padǟjǟjȎ trȊkumas. Taip pat 

pedagogai pabrǟģǟ vaikȎ skaiļiȎ: ĂDidģiausias problema, ta jog nemaģinamas skaiļius grupǟje kai yra 

su specialiais poreikiais vaikaisñ. Taip pat pedagogai, kaip problemŃ paminǟjo ir priemoniȎ trȊkumŃ.  

Svarbu suprasti, kad kylanļios problemos yra Ǳprastos ir natȊralios dirbant su specialiȎjȎ poreikiȎ 

vaikais. ǰstaigȎ vadovai turǟtȎ uģtikrinti pedagogams reikiamŃ paramŃ, mokymus ir iġteklius, kad jie 

galǟtȎ efektyviai dirbti su ġiais vaikais. Taip pat svarbu kurti bendradarbiavimŃ tarp Ǳstaigos specialistȎ, 

kurie galǟtȎ dalintis gerŃja patirtimi. 
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Paskutiniuoju anketos klausimu buvo papraġyta pateikti savo pasiȊlymus, idǟjos siekiant sudaryti 

geresnes sŃlygas pedagogȎ darbo galimybǟms Ǳtraukiojo ugdymo kontekste. Pedagogai pasisakǟ, kad 

jei grupǟje yra spec. poreikiȎ vaikȎ bȊtȎ skiriamas ĂAtskiras mokytojo padǟjǟjas ar mokytojas spec. 

poreikius turinļiam vaikuiñ. Taip pat pedagogai pabrǟģǟ, mokymȎ, kursȎ bei bendradarbiavimo svarbŃ: 

ĂReikia tinkamo pasiruoġimo pedagogams, reikia pereiti specialiuosius kursusñ. ĂBendravimas ir 

bendradarbiavimas ï tǟvai, mokinys, mokytojasñ. 

Apibendrinat anketinǟje apklausoje gautus duomenis, galima teigti, kad Ǳtraukusis ugdymas dar 

pakankamai naujas reiġkinys, bet keliantis nemaģai diskusijȎ. Dauguma pedagogȎ pasisako, kad dirbant 

Ǳtraukiose grupǟse vaikȎ skaiļius turǟtȎ bȊti maģinamas, skiriama daugiau kvalifikuotȎ specialistȎ 

pagalbos, bei darģelio aplinka bȊtȎ pritaikyta tam. Pedagogai siekia sukurti aplinkŃ, kurioje visi vaikai 

galǟtȎ bȊti aktyvȊs dalyviai, turintys galimybň iġreikġti savo mintis ir jausmus, siekti savo potencialo 

visose sferose ï emocinǟje, socialinǟje, fizinǟje ir intelektualinǟje. ǰtraukusis ugdymas ikimokyklinǟje 

Ǳstaigoje padeda formuoti tolerantiġkŃ ir Ǳvairialypň visuomenň, kurioje kiekvienas vaikas yra 

vertinamas ir palaikomas. 

 

Iġvados 

1. Atlikus mokslinǟs literatȊros ir dokumentȎ analizň galima teigti, kad Ǳtraukusis ugdymas yra 

nenutrȊkstamas procesas, kuris atsiģvelgia Ǳ visȎ mokiniȎ poreikius ir galimybes. VisavertǱ ir 

kokybiġkŃ ugdymŃ siekiama uģtikrinti kiekvienam vaikui. Labai svarbu, kad ikimokyklinio, 

ugdymo pedagogas suvoktȎ vaikȎ ugdymosi galimybiȎ skirtumus, pastebǟtȎ kiekvieno vaiko 

unikalumŃ ir uģtikrintȎ kokybiġkŃ jo ugdymŃ. 

2. ǰtraukusis ugdymas reikalauja, kad pedagogai taptȎ nuolatiniais mokymosi ir tobulǟjimo dalyviais, 

jog galǟtȎ geriau suprasti savo mokiniȎ turinļiȎ ǱvairiȎ ugdymosi sunkumȎ mokymosi poreikius. 

Pritaikant ǱtraukȎjǱ ugdymŃ ikimokyklinǟje Ǳstaigoje pedagogai privalo suprasti visȎ mokiniȎ 

skirtingus poreikius bei nustatyti, kaip derinti lavinimo metodus, kadangi pedagogo ǱgȊdģiai 

planuoti ir organizuoti mokymo procesŃ turi Ǳtakos paļiai mokymosi kokybei.  

3. Iġanalizavus tyrimo duomenis, galima teigti, kad pedagogai nuosekliai ir tikslingai ruoġiasi 

ǱtraukiŃjam ugdymui, tobulina savo kompetencijas, bendradarbiauja su Ǳstaigos administracija ir 

specialistais. Pedagogai siekia sukurti aplinkŃ, kurioje visi vaikai galǟtȎ bȊti aktyvȊs dalyviai, 

turintys galimybň iġreikġti savo mintis ir jausmus. 
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OPPORTUNITIES FOR PEDAGOGICAL WORK IN IMPLEMENTING INCLUSIVE 

EDUCATION IN A PRE -SCHOOL INSTITUTION  

Abstract  

Inclusive education is a pedagogical approach that recognises that all children are unique and different 

and aims to ensure that they all have equal access to quality education. It is based on the idea that all 

children should be able to reach their full potential. This means that educational institutions should build 

on children's individual abilities and promote independence so that children can gain confidence in 

themselves and their abilities. Inclusive education in pre-school, and the possibilities for educators to 

work with it, is a relatively new phenomenon and has been little analysed and researched. Preschool 

teachers have many uncertainties about what techniques or methods to use to successfully involve 

children in the educational process. Inclusive education in pre-school education is very important 

because this is the period when children begin to become familiar with the educational process and to 

form their own attitudes towards learning. 

Key words: inclusive education, person with special educational needs.  
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VAIKO SU SPECIALIAISIAIS UGDYMOSI POREIKIAIS 

ADAPTACIJA DARĢELYJE: TǞVȍ POĢIȉRIS 

EDITA VOSYLIENǞ 

Marijampolǟs kolegija 

 

Anotacija 

Ġiame straipsnyje vaikȎ adaptacija ikimokyklinio ugdymo Ǳstaigoje analizuojama emociniu aspektu. 

Esminis dǟmesys skiriamas tǟvȎ patirties, leidģiant specialiȎjȎ ugdymosi poreikiȎ turintǱ vaikŃ Ǳ pirmŃjŃ ugdymo 

ǱstaigŃ, pasidalijimui. Leisdami vaikŃ Ǳ darģelǱ tǟvai iġgyvena daugybň jausmȎ, lȊkesļiȎ. Atsiskyrimas nuo tǟvȎ, 

naujȎ savarankiġkumo, socialiniȎ ǱgȊdģiȎ ugdymas vaikui yra svarbi raidos dalis. SpecialiȎjȎ ugdymosi poreikiȎ 

turinļio vaiko atǟjimas Ǳ kolektyvŃ sukelia ǱvairiȎ sunkumȎ pedagogams, vaikams, tǟvams. Tyrimo rezultatai 

iġryġkino SUP vaiko adaptacijos ikimokyklinio ugdymo Ǳstaigoje problemas, suteikǟ informacijŃ apie pagalbos 

galimybes.  

Raktiniai ģodģiai: adaptacija, vaikas, SUP (specialiȎjȎ ugdymosi poreikiȎ vaikas), ikimokyklinǟ Ǳstaiga. 

 

ǰvadas 

     Mokslinǟ problema, temos aktualumas ir iġtirtumo lygmuo. Adaptacija, kaip asmens 

prisitaikymo naujoje aplinkoje, procesas yra individualus. Jo trukmǟ, stiprumas, raiġka priklauso nuo 

daugelio nagrinǟjamȎ aspektȎ: vaiko amģiaus, lyties, socialinio ir emocinio brandumo, sŃmoningumo, 

ryġio su artimaisiais, charakterio, sveikatos bȊklǟs ir pan.  Vaiko adaptacija ikimokyklinǟje Ǳstaigoje yra 

vaiko, jo tǟvȎ, bei visos ikimokyklinǟs Ǳstaigos veiklos organizavimo rȊpestis. Nuo sǟkmingos vaiko 

adaptacijos priklauso teigiama vaiko, ġeimos savijauta, ugdymo ikimokyklinǟje Ǳstaigoje efektyvumas 

(Visockienǟ E., 2019). Anot Kornilaviļienǟs I. ir kt. (2016), adaptacija ikimokyklinǟje Ǳstaigoje yra 

pirmasis perǟjimas tarp dviejȎ mokomȎjȎ aplinkȎ ï ġeimos ir ugdymo Ǳstaigos aplinkos. 

     Ġeimoms, auganļioms specialiȎjȎ ugdymosi poreikiȎ turintǱ vaikŃ kyla daugybǟ klausimȎ 

vaiko auginimo, prieģiȊros, maitinimo, ugdymo ir kt. srityse. LR Ġvietimo Ǳstatymo pakeitimo Ǳstatyme 

(2011 m. kovo 17 d. Nr. XI-1281) apibrǟģiama, jog ĂSpecialieji ugdymosi poreikiai ï pagalbos ir  

paslaugȎ ugdymo procese reikmǟ, atsirandanti dǟl iġskirtiniȎ asmens gabumȎ, ǱgimtȎ ar ǱgytȎ 

sutrikimȎ, nepalankiȎ aplinkos veiksniȎ.ñ Vaiko pedagoginius, psichologinius, asmenybǟs 

sunkumus, specialiȎjȎ ugdymosi poreikius nustato ir pagalbos priemones rekomenduoja 

Pedagoginǟs psichologinǟs tarnybos (PPT) specialistai ï psichologai, logopedai, socialiniai 

pedagogai, specialieji pedagogai, neurologai. Jie Ǳvertinimo metu nustato ġvietimo pagalbos ir 

paslaugȎ reikmes, rekomenduoja ikimokyklinio ugdymo programos, prieġmokyklinio, pradinio, 

pagrindinio, vidurinio ugdymo bendrosios programos, profesinio mokymo programos, 

neformaliojo vaikȎ ġvietimo programos pritaikymŃ, specialiŃsias mokymo ir techninǟs pagalbos 

priemones, ugdymosi aplinkos pritaikymo bȊdus, siekiant sudaryti specialiȎjȎ ugdymosi poreikiȎ 

turinļiam mokiniui (vaikui) optimalias ugdymosi sŃlygas (LR Ġvietimo ir mokslo ministro Ǳsakymas 

Dǟl mokinio specialiȎjȎ ugdymosi poreikiȎ (iġskyrus atsirandanļius dǟl iġskirtiniȎ gabumȎ) 
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pedagoginiu, psichologiniu, medicininiu ir socialiniu pedagoginiu aspektais Ǳvertinimo ir specialiojo 

ugdymosi skyrimo tvarkos apraġo patvirtinimo, 2011 m. rugsǟjo 30 d. Nr. V-1775, Vilnius). Mokinio 

specialiȎjȎ ugdymosi poreikiȎ pirminǱ ǱvertinimŃ atlieka Vaiko gerovǟs komisija (VGK)1. Mokinio 

specialiuosius ugdymosi poreikius (iġskyrus atsirandanļius dǟl iġskirtiniȎ gabumȎ) pedagoginiu, 

psichologiniu, medicininiu ir socialiniu pedagoginiu aspektais Ǳvertina Pedagoginǟ psichologinǟ tarnyba 

ir specialȎjǱ ugdymŃsi skiria Pedagoginǟs psichologinǟs tarnybos vadovas, atskirais atvejais ï mokyklos 

vadovas su tǟvȎ (globǟjȎ, rȊpintojȎ) sutikimu ġvietimo ir mokslo ministro nustatyta tvarka (Lietuvos 

Respublikos Ġvietimo Ǳstatymo nr. I-1489 14, 21 ir 23 straipsniȎ pakeitimo Ǳstatymas 2021 m. birģelio 

30 d. Nr. XIV -484. Vilnius). Aptarus vertinimo poreikǱ su ugdymo Ǳstaiga arba medikais, rengiami 

reikalingi dokumentai, ġeima ir vaikas ruoġiasi vertinimui. Kompleksinis Ǳvertinimas suteikia 

aiġkumo tiek ġeimai, tiek ir vaiko ugdytojams. Ġeima gali atsakingai rinktis ugdymo ǱstaigŃ, 

paģinti pedagogus ir kitus pagalbos specialistus, kreiptis Ǳ techninǟs pagalbos neǱgaliesiems 

centrus. Ikimokyklinio ugdymo Ǳstaiga, turint PPT tarnybos iġvadas, gali tinkamai priimti vaikŃ 

ir uģtikrinti geras ugdymosi bei adaptacijos sŃlygas. 

     Pastaraisiais metais startavňs Ǳtraukiojo ugdymo modelis siekia uģtikrinti visaapimantǱ ir 

lygiavertǱ kokybiġkŃ ġvietimŃ kiekvienam vaikui. UNESCO skatina Ǳtraukiojo ugdymo sistemas, kurios 

gerbia Ǳvairius poreikius, gebǟjimus ir ypatumus, ġalina kliȊtis visȎ besimokanļiȎjȎ dalyvavimui ir 

pasiekimams, naikina bet kokias diskriminacijos formas ugdymo aplinkoje (ĠMM. Lietuva. Ġvietimas 

ġalyje ir regionuose 2022. ǰtraukusis ugdymas. Vilnius: Nacionalinǟ Ġvietimo agentȊra, 2022). 

ǰtraukiojo ugdymo Ǳgyvendinimo ikimokyklinio ugdymo Ǳstaigose rekomendacijose (2021, p.13) 

teigiama, jog Ăǰstaigos VGK posǟdyje su vaiko tǟvais (globǟjais, rȊpintojais) aptariami ir nustatomi 

sǟkmingos adaptacijos kriterijai, pvz.: atsiskiria nuo tǟvȎ; iġbȊna nustatytŃ laikŃ grupǟje; dalyvauja 

grupǟs veikloje su mokytojo padǟjǟjo pagalba arba vienasñ. PagalbŃ tǟvams ir pedagogams gali suteikti 

ir Nacionalinǟ ġvietimo agentȊra. Specialieji ugdymo poreikiai Ǳvertinami tik tokiu atveju, jeigu to 

pageidauja vaiko tǟvai. Adaptacinio laikotarpio trukmǟ ir sklandumas priklauso nuo tinkamo darbuotojȎ 

pasirengimo, aplinkos pritaikymo, ugdymo ir pagalbos proceso organizavimo bei vaiko individualiȎ 

savybiȎ ir ugdymosi poreikiȎ. Sǟkmingas ġeimos ir ugdymo Ǳstaigos bendradarbiavimas uģtikrina 

lengvesnň SUP vaiko adaptacijŃ. 

    MoksliniȎ straipsniȎ, raġanļiȎ apie ikimokyklinuko su spec. ugdymosi poreikiais adaptacijŃ 

darģelyje yra nedaug. Daugiau kalbama apie mokyklinuko ir prieġmokyklinuko adaptacijŃ (A. 

Andrijauskienǟ, 2007, Ģ. Rutkauskaitǟ, 2015, N. Voloseviļienǟ, 2017 ir kt.). Mokslinǟje erdvǟje daug 

kalbama apie specialistȎ pasirengimŃ Ǳtraukiajam ugdymui, apie tǟvȎ nenorŃ laiku nukreipti savo vaikŃ 

iġtyrimui PPT tarnyboje, apie pedagogȎ patiriamas problemas dǟl SUP vaiko atǟjimo Ǳ bendrojo ugdymo 

Ǳstaigas. Todǟl itin svarbu aptarti tǟvȎ poģiȊrǱ Ǳ SUP vaiko adaptacijos darģelyje problemas, numatyti 

pagalbos vaikui galimybes. 

 
1 Vaiko gerovǟs komisija - komisija, vykdanti Lietuvos Respublikos vaiko minimalios ir vidutinǟs prieģiȊros 

Ǳstatyme nustatytas funkcijas. Vaiko gerovǟs komisija veikia kiekviename darģelyje, bendrojo ugdymo mokykloje 

ir profesinio mokymo Ǳstaigoje. [ģiȊrǟta 2023-06-06] prieiga per internetŃ Vaiko Geroves Komisija_web (smm.lt) 

https://e-seimas.lrs.lt/portal/legalAct/lt/TAD/TAIS.395105
https://e-seimas.lrs.lt/portal/legalAct/lt/TAD/TAIS.395105
https://e-seimas.lrs.lt/portal/legalAct/lt/TAD/TAIS.395105
https://www.nsa.smm.lt/wp-content/uploads/2016/01/4_lankstinukai_arch_Vaiko-Geroves-Komisija_web.pdf
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Tyrimo objektas: vaiko su specialiaisiais ugdymosi poreikiais adaptacija darģelyje.  

Tyrimo tikslas: atskleisti tǟvȎ poģiȊrǱ Ǳ vaiko su specialiaisiais ugdymosi poreikiais adaptacijŃ 

darģelyje.  

Tyrimo uģdaviniai: Iġanalizuoti vaiko su specialiaisiais ugdymosi poreikiais adaptacijos darģelyje 

sampratŃ; Aptarti Ǳtraukiojo ugdymo modelǱ ikimokyklinǟje Ǳstaigoje; Nustatyti tǟvȎ poģiȊrǱ Ǳ patiriamus 

SUP vaiko adaptacijos sunkumus. 

Tyrimo metodai: Mokslinǟs literatȊros analizǟ, teisǟs aktȎ analizǟ, pusiau struktȊruotas interviu, 

kokybinǟ turinio (content) analizǟ.  

 

SpecialiȎjȎ ugdymosi poreikiȎ vaikȎ samprata 

SpecialiȎjȎ poreikiȎ vaikas ï tai vaikas, kuris dǟl ǱgimtȎ ar ǱgytȎ sutrikimȎ gali ribotai dalyvauti 

ugdyme ir visuomenǟs gyvenime. Ugdymosi sunkumȎ gali kilti dǟl sutrikusio intelekto, klausos, regos, 

fiziniȎ, emocijȎ ir elgesio, specifiniȎ paģinimo ar kitȎ vaiko raidos sutrikimȎ (Lietuvos Respublikos 

Ġvietimo Ǳstatymo pakeitimo Ǳstatymas, 2011). MokiniȎ, turinļiȎ specialiȎjȎ ugdymosi poreikiȎ, grupǟs 

nustatomos ir jȎ specialieji ugdymosi poreikiai skirstomi Ǳ nedidelius, vidutinius, didelius ir labai 

didelius. 

Samuel kirk S. ir kt (2008) pateikia tokiŃ vaikȎ vystymosi sutrikimȎ klasifikacijŃ:  

1. Sutrikusio intelekto vaikai.  

2. Mokymosi sunkumȎ turintys vaikai.  

3. Komunikacijos sutrikimȎ turintys vaikai.  

4. Sutrikusios klausos vaikai.  

5. Sutrikusios regos vaikai.  

6. Sutrikusio elgesio vaikai.  

7. Vaikai, turintys ģymiȎ kompleksiniȎ sutrikimȎ.  

8. Vaikai, turintys fizinio vystymosi sutrikimȎ.  

VaikȎ vystymosi sutrikimȎ klasifikacija yra kintantis ir diskutuotinas objektas, priklausantis nuo 

vaiko raidos. Ikimokykliniame amģiuje ypaļ sparļiai kinta vaiko raida. Raida - tai progresuojantys ir 

nuoseklȊs vaiko motorinǟs, kognityvinǟs, socialinǟs, kalbos bei adaptacinio elgesio plǟtotǟs pokyļiai. 

Ġiuos pokyļius rodo sudǟtingos, tarpusavio priklausomybe susietos raidos kompetencijos sistemos 

(Kraigas P. G., 2000). Visapusiġka raida Ǳmanoma tik tuo atveju, jei visos sistemos vystosi vienodai. 

VaikȎ, turinļiȎ specialiȎjȎ ugdymosi poreikiȎ, raida vyksta taip pat kaip ir kitȎ vaikȎ, taļiau jos 

specifiġkumŃ lemia sutikimo pobȊdis. VaikȎ raida vyksta trimis aspektais:  

1. Fizinǟ raida. Vaiko motorikos, smulkiosios motorikos, fiziologiniȎ procesȎ branda organizme 

(biologinǟ).  

2. Kognityvinǟ raida. Suvokimas, atpaģinimas, uģduoļiȎ sprendimas ir komunikacija 

(psichologinǟ).  

3. Psichosocialinǟ raida. Asmenybǟs suvokimas, adaptacija, tarpasmeniniai santykiai 

(socializacija).  

https://www.google.lt/search?hl=lt&tbo=p&tbm=bks&q=inauthor:%22Samuel+Kirk%22
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Psichosocialinǟ raida siejama su vaiko fizine ir kognityvine raida. Emocinǟ vaiko raida siejama 

su socialine vaiko plǟtote (Goleman D., 2001). Individui vystantis visi trys aspektai: biologinǟ raida, 

fiziologinǟ raida ir socializacijos raida vystosi lygiavertiġkai.  

Ġiuolaikiniame pasaulyje SUP vaikȎ integracija Ǳ ġvietimo Ǳstaigas tampa labai svarbiu uģdaviniu. 

Vykdomos Ǳvairios reformos, mokyklos pritaikomos fizinň negaliŃ turintiems vaikams, steigiamos 

mokytojȎ padǟjǟjȎ darbo vietos. LR Ġvietimo Ǳstatymo 14 straipsnyje teigiama, jog MokiniȎ, turinļiȎ 

specialiȎjȎ ugdymosi poreikiȎ, ugdymo paskirtis ï padǟti mokiniui lavintis, mokytis pagal gebǟjimus, 

Ǳgyti iġsilavinimŃ ir kvalifikacijŃ, pripaģǱstant ir plǟtojant jȎ gebǟjimus ir galias.  SUP mokiniȎ ugdymas 

organizuojamas vadovaujantis MokiniȎ, turinļiȎ specialiȎjȎ ugdymosi poreikiȎ, ugdymo 

organizavimo tvarkos apraġu. Specialusis ugdymasis suprantamas kaip bendrosios programos 

pritaikymas, individualizavimas, atsiģvelgiant Ǳ nustatytus mokinio specialiuosius ugdymosi 

poreikius, mokinio, tǟvȎ (globǟjȎ, rȊpintojȎ) pageidavimus ir vadovaujantis pedagoginǟs 

psichologinǟs tarnybos arba ġvietimo pagalbos tarnybos iġvadomis ir rekomendacijomis. Ugdymo 

paskirtis ï padǟti mokiniui lavintis, mokytis pagal gebǟjimus, Ǳgyti iġsilavinimŃ ir kvalifikacijŃ. 

Specialusis ugdymasis gali bȊti nuolatinis ar laikinas. Mokiniui padarius paģangŃ, mokyklos 

vaiko gerovǟs komisija gali kreiptis dǟl specialiojo ugdymo nutraukimo arba pakartotinio ugdymosi 

poreikiȎ vertinimo. Specialieji ugdymo(si) poreikiai nǟra kliȊtis siekti norimo iġsilavinimo. Taļiau 

tokiems vaikams ypaļ svarbi aplinkiniȎ pagalba ir supratimas. Pagalba teikiama kompleksinǟ, 

pasitelkiant Ǳvairius reikalingus individualiam atvejui specialistus. Siekiant uģtikrinti visapusiġkŃ vaiko 

raidŃ, galima paminǟti pagrindinius darbuotojus su vaikais ir jȎ teikiamŃ pagalbŃ (Eidikienǟ E., 2021):  

a) Specialusis pedagogas arba socialinis darbuotojas. Skatina vaiko savarankiġkumŃ bei 

psichosocialinň raidŃ, moko bendravimo ir kognityvinǟs raidos.  

b) Logopedas. Padeda vystyti komunikacine raidŃ (moko tinkamai tarti ģodģius, artikuliuoti).  

c) Kineziterapeutas. Lavina vaiko motorinň raidŃ (judesiai, paprasļiausiȎ kȊno funkcijȎ 

lavinimas).  

d) Ergoterapiautas. Padeda tenkinti asmeninius poreikius, moko savarankiġkai gyventi, apsirengti, 

pavalgyti, nusiprausti, ruoġti ir gaminti maistŃ. 

Kiekvienas atvejis vertinamas individualiai, nes negalios ir poreikiai bȊna labai skirtingi ir 

individualȊs.  

 

ǰtraukiojo ugdymo modelis ikimokyklinio ugdymo Ǳstaigose 

ǰtraukusis ugdymas ï kokybiġkas ugdymas kiekvienam mokiniui, sietinas su personalizuotu 

kiekvieno mokinio ugdymu, atitinkanļiu kiekvieno vaiko ugdymosi galias ir poreikius. ǰtraukusis 

ugdymas apima ugdymo turinio, mokytojȎ rengimo, pagalbos mokiniui, mokytojui, mokyklai, 

vertinimo, ugdymo organizavimo sritis.  

2024 m. rugsǟjo mǟn. Ǳsigalios Lietuvos Respublikos Ġvietimo Ǳstatymo Nr. I-1489 5, 14, 21, 29, 

30, 34 ir 36 straipsniȎ pakeitimas ir Ǳstatymo papildymas 45 straipsniu, kurie numato, kad kiekvienam 
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vaikui turi bȊti sudarytos sŃlygos ugdytis artimiausioje ugdymo Ǳstaigoje (darģelyje, mokykloje) kartu 

su savo bendraamģiais. Ġios rekomendacijos parengtos siekiant padǟti ikimokyklinio ugdymo Ǳstaigai 

pasirengti ugdyti ǱvairiȎ ugdymosi poreikiȎ turinļius vaikus (mokinius) ir tobulinti jau teikiamȎ 

paslaugȎ kokybň (ǰtraukiojo ugdymo Ǳgyvendinimo ikimokyklinio ugdymo Ǳstaigose rekomendacijos. 

Klaipǟda. PPT. 2021). 

SiȊloma ǱtraukȎjǱ ugdymŃ ikimokyklinio ugdymo Ǳstaigose organizuoti ġiais etapais: planavimas, 

Ǳgyvendinimas, veiklos analizǟ, korekcija. Kiekvieno etapo Ǳgyvendinimas turǟtȎ vykti trijuose ugdymo 

Ǳstaigos lygiuose: ikimokyklinio ugdymo Ǳstaigos, grupǟs, individualiu (ugdytinio) lygmeniu. 

Kiekvienas iġ minǟtȎ etapȎ svarbus ir bȊtinas, siekiant kuo geresnio proceso supratimo bei sǟkmingo 

Ǳgyvendinimo. Visi sǟkmingi ir nesǟkmingi rezultatai turǟtȎ bȊti analizuojami ir tapti pagrindu 

sekanļioms priemonǟms bei etapams vykdyti. Prie Ǳtraukiojo ugdymo Ǳgyvendinimo privalo prisidǟti 

visi Ǳstaigos bendruomenǟs nariai, kurie turi bȊti pasirengň ir aktyvȊs nuolat mokydamiesi reikalingȎ 

ǱgȊdģiȎ. Tinkamas pasirengimas gali ģymiai sustiprinti bendruomenǟs vieningumŃ, komandinǱ darbŃ ir 

padǟti pasiekti teigiamus rezultatus. Siekiant teikiamos pagalbos efektyvumo, pagrindinis vaidmuo 

tenka Ǳstaigos darbuotojams bei ġvietimo pagalbos specialistams, kurie turi ne tik iġnaudoti turimus 

ǱgȊdģius bei resursus, bet ir plǟsti savo kompetencijas, objektyviai analizuoti taikomas priemones, 

vertinti ugdytinio paģangŃ, kelti naujus tikslus sau ir komandai, Ǳtraukti ugdytinio tǟvus Ǳ 

bendradarbiavimŃ.  

Ikimokyklinio ugdymo Ǳstaigos lygmeniu formuojamos bendruomenǟs nariȎ vertybinǟs 

nuostatos, tradicijos, tarpusavio santykiai. Turi bȊti uģtikrintas ugdymo aplinkos pritaikymas ir 

modernizavimas, reikalingȎ priemoniȎ, atitinkanļiȎ Ǳvairius ugdymosi poreikius, Ǳsigijimas. MokytojȎ 

ir kitȎ ugdymo procese dalyvaujanļiȎ asmenȎ kompetencijȎ, reikalingȎ dirbti su Ǳvairiomis specialiȎjȎ 

ugdymosi poreikius (SUP) turinļiȎ vaikȎ grupǟmis, tobulinimas. Todǟl pagrindinǟ pasirengimo veiklos 

dalis turi bȊti vykdoma ugdymo Ǳstaigoje. Veiklos analizǟ ir tobulinimas sudaro galimybň kiekvienam 

darbuotojui Ǳvertinti savo indǟlǱ Ǳ bendrus ugdymo Ǳstaigos rezultatus. Grupǟs lygmeniu sudaromos 

sŃlygos ugdytiniui bendrauti su bendraamģiais, dalyvauti bendroje veikloje, parodyti savo gebǟjimus, 

gauti reikiamŃ darbuotojȎ, specialistȎ pagalbŃ. Nuo darbuotojȎ veiklos daģniausiai priklauso gera 

grupǟs atmosfera, kitoniġkumo supratimas ir priǟmimas, atskirties maģinimas. Individualiame 

lygmenyje kryptinga pagalba ugdytiniui gali bȊti teikiama tik Ǳvertinus individualius vaiko ugdymosi 

poreikius, jo galias, sunkumus, vaiko bei jo ġeimos pasirengimŃ dalyvauti ǱtraukiŃjame ugdyme. 

 

SpecialiȎjȎ ugdymosi poreikiȎ vaikȎ adaptacija darģelyje 

Ģodis adaptacija reiġkia prisitaikymŃ. Tai savo vietos pagal savo asmeninius poreikius radimas. 

Ġiame laikotarpyje vaikai iġgyvena sunkius, ǱtampŃ kelianļius jausmus, nerimŃ, baimň, stresŃ. Ġie vaikȎ 

jausmai yra ypaļ stiprȊs, nes tokǱ daģnŃ ir ilgai trunkantǱ atsiskyrimŃ nuo artimȎjȎ vaikas patiria pirmŃ 

kartŃ. O maģyliȎ jausmai tokie stiprȊs, kad jie neģino bȊdȎ, kaip juos kontroliuoti. Jausmai juos uģvaldo 

ir nevarģomi iġsilieja paļiais netinkamiausiais bȊdais. 
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Kalbant apie adaptacijŃ ir ugdymŃ ikimokyklinǟje Ǳstaigoje, pabrǟģiama ikimokyklinio maģiaus 

specifika. G¿nindi Y. (2013) akcentuoja, kad ikimokyklinis amģius apima laikŃ, kai vaiko vystymasis 

yra greiļiausias ir kurio metu formuojasi vaiko asmenybǟs pagrindai, vaikŃ labai veikia jǱ supanti 

aplinka ir jis yra atviras Ǳvairiems mokymams. VaikȎ adaptacijos ir socialiniȎ ǱgȊdģiȎ plǟtojimas 

ikimokykliniame amģiuje tampa jo socialinǟs adaptacijos ir ǱgȊdģiȎ pagrindu vǟlesniais metais. Todǟl 

vaikui labai svarbu plǟtoti socialinň adaptacijŃ ir ǱgȊdģius dar ikimokykliniame amģiuje. Kituose 

ġaltiniuose nurodoma, kad ikimokyklinis amģius gali bȊti traktuojamas kaip pirmoji socializacijos 

stadija, kuriai esant vaikas perpranta, kaip ne tik bȊti kartu, bet ir bendradarbiauti su kitais, ruoġiantis 

gyvenimui sociume. Ikimokyklinio amģiaus periode susipina grupǟs ģaidimai ir nuolatinǟ vaiko sŃveika 

su bendraamģiais (Kornilaviļienǟ I. ir kt., 2016). KitȎ autoriȎ teigimu, ikimokyklinis amģius sŃlygoja 

poreikǱ vaikui prisitaikyti prie naujos aplinkos sŃlygȎ ir reikalavimȎ taip, kad vaikas galǟtȎ susidoroti 

su sunkumais, atsiģvelgiant Ǳ atsiradusius poreikiȎ tenkinimo pokyļius ir apribojimus, atlikti tam tikrus 

socialinius vaidmenis, jausti dǟl to vidinǱ pasitenkinimŃ (BrzeziŒska et al., 2013).  

Nustatyta, kad geriausia leisti vaikŃ Ǳ ikimokyklinň ǱstaigŃ tuomet, kai jam sukanka treji metai 

(Ġulcienǟ I., 2012; Chranovskienǟ S., 2013; BrzeziŒska et al., 2013 ir kt.). Ikimokykliniame amģiuje 

vaikas iġgyvena sudǟtingŃ raidos laikotarpǱ, kuris veikia tolimesnio vaiko ugdymosi mokykloje 

sǟkmingumŃ (Kornilaviļienǟ ir kt., 2016; Skouteris H. et al., 2012; BrzeziŒska et al., 2013). Adaptacija 

ikimokyklinǟje Ǳstaigoje, anot I. Kornilaviļienǟs ir kt. (2016), pasireiġkia, kaip pirmasis perǟjimas tarp 

dviejȎ mokomȎjȎ aplinkȎ ï ġeimos ir ikimokyklinǟs Ǳstaigos aplinkos.  

Vaikas turi prisitaikyti prie ikimokyklinǟs Ǳstaigos reikalavimȎ, laikytis nustatytȎ elgesio 

taisykliȎ. Ikimokyklinǟ Ǳstaiga yra pirmoji svarbi aplinka vaikui po ġeimos (namȎ) aplinkos. 

Ikimokyklinǟs Ǳstaigos lankymas tampa reikalingu, kadangi ġeimos aplinkos nepakanka, kad ji galǟtȎ 

patenkinti visus vaiko socialinius ir edukacinius poreikius (G¿nindi, 2013). Vaikai, kurie geriau 

prisitaiko ikimokyklinǟje Ǳstaigoje, geba geriau integruotis Ǳ pradinň mokyklŃ (Skouteris H. et al., 2012), 

jauļia aukġtesnň savigarbŃ, sǟkmingiau Ǳsitraukia Ǳ tarpusavio santykius (Ak­inar, 2013). Sǟkminga 

adaptacija lemia vaiko pasitikǟjimŃ savimi, daro ǱtakŃ ugdymosi motyvacijai.  

 

Empirinio tyrimo re zultatȎ analizǟ 

ǰtraukiojo ugdymo Ǳgyvendinimo ikimokyklinio ugdymo Ǳstaigose rekomendacijose (2021) 

teigiama, jog pirmieji mǟnesiai ikimokyklinǟje Ǳstaigoje skausmingi ne tik maģiesiems, kai vaikui tenka 

priprasti prie naujos dienotvarkǟs, grupǟs draugȎ, nepaģǱstamȎ ģmoniȎ, ģaislȎ, naujȎ veiklos formȎ, bet 

ir tǟvams bei pedagogams.  

2023 metȎ balandģio mǟnesǱ atliktas kokybinis tyrimas parodǟ tǟvȎ poģiȊrǱ Ǳ SpecialiȎjȎ 

ugdymosi poreikiȎ turinļiȎ vaikȎ adaptacijos ugdymo Ǳstaigoje problemas. Kokybinis tyrimas 

pasitelktas siekiant uģmegzti artimesnǱ santykǱ su negaliŃ turinļiȎ vaikȎ tǟvais. Iġ anksto parengtas 

pusiau struktȊruotas interviu klausimynas leido plǟtoti pokalbǱ tyrimui aktualia tema.  Vystytas pokalbis 

grindģiamosios metodologijos pagrindu leido iġsiaiġkinti tǟvȎ poģiȊrǱ Ǳ vaikȎ adaptacijos komponentȎ 
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ǱtakŃ bei suinteresuotȎ subjektȎ vaidmenǱ vaikȎ adaptacijos procese, bet ir Ǳ vaikȎ Ǳtraukiojo ugdymo 

politikŃ, procesŃ ir problemas.  

Tyrime dalyvavo penkios mamos, auginanļios sunkiŃ ir vidutinň negaliŃ turinļius 2-4 metȎ 

amģiaus vaikus. Duomenys apie respondentus pateikti pirmoje lentelǟje. 

 
1 lentelǟ. Duomenys apie respondentus 

 
Tyrime dalyvavo penkios moterys iġ ǱvairiȎ Lietuvos regionȎ: Marijampolǟs, łģuolȎ BȊdos, 

Alytaus rajono, Vilniaus, AnykġļiȎ. Dauguma jȎ augina kelis vaikus ġeimoje. Vienas iġ jȎ ï specialiȎjȎ 

ugdymosi poreikiȎ vaikas, pradǟjňs lankyti darģelǱ bȊdamas dviejȎ metȎ amģiaus. Pagal lytǱ vaikai 

pasiskirstǟ beveik vienodai: du berniukai ir trys mergaitǟs. Keturi vaikai turi miġrȎ raidos atsilikimŃ. 

MiġrȊs specifiniai raidos atsilikimai (F82, F83) (MiġrȊs specifiniai raidos sutrikimai. [ģiȊrǟta 2023-06-

06] prieiga per internetŃ F83 Diagnozǟ (tlk-kodai.lt) apima sutrikimus, kuriems bȊdingas specifiniȎ 

tarimo ir kalbos, mokymosi sugebǟjimȎ ir judesiȎ raidos sutrikimȎ miġinys. F82 diagnozei priskiriami 

ir autizmo spektro sutrikimai.  

Tyrime dalyvavo ir mama, auginanti ketvirtŃ berniukŃ, sergantǱ cerebriniu paralyģiumi (VCP). 

VaikȎ cerebrinis paralyģius ï tai galvos smegenȎ suģalojimas prieġ vaiko gimimŃ, gimimo metu ar per 

pirmuosius metus po gimimo, kuris sukelia vaiko judǟjimo sutrikimus. Gali sŃlygoti kitas problemas, 

tokias kaip epilepsijos traukulius, kalbos ir psichinio vystymosi atsilikimŃ, mokymosi sunkumus, 

regǟjimo, klausos, jutimȎ pakenkimus (Tertelis J., 2003). Visi minǟti sutrikimai vaikui ir jo ġeimai 

atneġa daug streso ir nerimo. Daugeliu atvejȎ ġios ligos yra nepagydomos ir tik nuo tǟvȎ sugebǟjimo 

kontroliuoti daugelǱ faktoriȎ, tokiȎ kaip vaiko poģiȊris Ǳ negaliŃ, savalaikǟ medicininǟ, pedagoginǟ, 

psichologinǟ ir socialinǟ parama, priklauso vaiko vystymosi galimybǟs, jo socialinis prisitaikymas. 

Ak­inar B. (2013), Bankauskienǟ N. ir kt. (2006) paģymi, kad maģȎ vaikȎ prisiriġimas prie ġeimos 

ankstyvais gyvenimo metais formuoja pamatŃ vǟliau atsirasiantiems ryġiams, o tinkamas auklǟjimo 

stilius sŃlygoja vaiko kokybiġkȎ santykiȎ su bendraamģiais plǟtojimŃsi, kuris palengvina adaptacijŃ 

naujoje aplinkoje. Nustatyta, kad lengviau adaptuojasi tie vaikai, kuriȎ tǟvai yra dǟmesingi vaikȎ 

poreikiams, pasiģymi jautrumu, geba kurti saugiŃ pasitikǟjimo atmosferŃ ġeimoje. Ġis saugumo jausmas 

atsispindi vaikȎ santykiuose su kitais asmenimis, todǟl padeda vaikams geriau jaustis ugdymo Ǳstaigoje, 

https://tlk-kodai.lt/F83.html
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leidģia geriau pasirengti naujai aplinkai. Empirinio tyrimo rezultatai rodo, jog SUP vaiko adaptacija 

ikimokyklinio ugdymo Ǳstaigoje yra uģsitňsusi, komplikuota. Vaikai nenoriai lanko darģelǱ, serga. 

AdaptacijŃ apsunkina ir tai, jog SUP vaikai kelis kartus Ǳ metus dalyvauja mǟnesio trukmǟs 

reabilitacijos programose sanatorijose, lankosi VaikȎ raidos sutrikimȎ ankstyvosios reabilitacijos (AR) 

ambulatorijose. Iġryġkǟjo ir specialistȎ (kineziterapiautȎ, ergoterapiautȎ, psichologȎ, logopedȎ) 

ikimokyklinǟse Ǳstaigose trȊkumo problema. Tǟvai ieġko privaļiȎ specialistȎ paslaugȎ (ģr. 2 lentelǟ). 

 

 
2 lentelǟ. SUP vaiko adaptacijos problemos. 

 

Taļiau pasitaiko ir sǟkmingos, greitos adaptacijos atvejȎ, kuomet vaikas (kaip rodo tyrimo 

duomenys, mergaitǟs) sǟkmingai Ǳsilieja Ǳ ugdymo procesŃ, bendraamģiȎ kolektyvŃ ir veiklas. 

Remiantis ǰtraukiojo ugdymo Ǳgyvendinimo ikimokyklinio ugdymo Ǳstaigose rekomendacijomis 

(2021), vaikȎ adaptacijos procesas paprastai trunka nuo dviejȎ savaiļiȎ iki dviejȎ mǟnesiȎ. Kiekvienas 

vaikas skirtingai reaguoja Ǳ aplinkos pokyļius, dǟl to kiekvieno vaiko adaptacija trunka labai individualȎ 

laikŃ. Galima daryti prielaidŃ, jog SUP vaiko adaptacijos procesas yra individualus ir iġ dalies priklauso 

nuo turimo sutrikimo. 

Kaip paģymi respondentǟs (ģr. lentelň nr. 3.), ikimokyklinǟs Ǳstaigos lankymas atneġǟ jȎ vaikams 

teigiamȎ ir neigiamȎ pokyļiȎ.  
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3 lentelǟ. Pokyļiai vaiko elgesyje. 

 

Iġ teigiamȎ pokyļiȎ galima paminǟti savarankiġkumo ir socialiniai ǱgȊdģiȎ susiformavimas, gera 

savijauta tarp bendraamģiȎ: Ă daug visko iġmoko ï pats pavalgyti, ģaisti su vaikais, tapo drŃsesnisñ 

(Reda, augina berniukŃ), Ămergaitǟ iġmoko savarankiġkumo, daugiau kalba, daugiau bendrauja su 

vaikais, lengviau prisileidģia suaugusiusñ  (Vaida, augina mergaitň). Pastebǟti tokie neigiami pokyļiai: 

irzlumas ar nuotaikȎ kaita: Ăatsisveikinant iġsirǟkia, iġsikankina, o kai atvaģiuoji pasiimti, nenori namoñ 

(Vaida, augina mergaitň). Sveikos ir sutrikusios raidos vaikams adaptacijos periodu bȊdinga nuotaikȎ 

kaita rodo jȎ reakcijas Ǳ stresŃ, nerimŃ ir naujŃ aplinkŃ. Todǟl galima daryti prielaidŃ, jog SUP vaiko 

elgesio pokyļiai pradǟjus lankyti darģelǱ maģai skiriasi nuo normalios raidos vaikȎ elgesio. 

Tyrimo metu analizuotas ir darģelio bendruomenǟs poģiȊris Ǳ SUP vaikŃ tǟvȎ akimis (ģr. lentelǟ 

nr. 4).  

 
4 lentelǟ. Darģelio bendruomenǟs poģiȊris Ǳ SUP vaikŃ 

 

Tyrime dalyvavň mamos pabrǟģia, jog pirmiausias sunkus barjeras, kurǱ teko Ǳveikti, buvo paļios 

motinos baimǟs ir gebǟjimas priimti gailestǱ, jauļiamŃ jai ir vaikui. Kitas sunkus uģdavinys ï 

ikimokyklinǟs Ǳstaigos pasirinkimas, kurǱ sŃlygoja surinkta informacija apie esamus ir trȊkstamus 


