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Anotacija

Straipsnyje atskleidziamos mokiniy, turinc¢iy dideliy specialiyjy ugdymosi poreikiy
(SUP), mokymosi specialiojo ugdymo jstaigose patirtys, kurios analizuojamos inkliu-
zinio ugdymo nuostaty bei uzsienio Salyse atlikty tyrimy kontekste. Tyrime laikoma-
si kokybinio tyrimo metodologiniy nuostaty. Pristatomi pusiau struktiiruoto mokiniy
individualaus interviu metodu surinkti duomenys. Tyrime isSry$kéja mokiniy nuomo-
nés apie ugdymosi specialiojo ir bendrojo ugdymo mokyklose galimybes ir ribotumus,
poziiris j mokymasi, atskleidziami psichosocialinés aplinkos specialiosiose mokyklose
ypatumai.

Esminiai ZodZiai: mokiniai, turintys specialiyjy ugdymosi poreikiy, dideli specialieji
ugdymosi poreikiai, ugdymosi specialiojo ugdymo jstaigoje patirtys, inkliuzinio ugdymo
kontekstas.

Jvadas

Problemos aktualumas. Pastaraisiais deSimtmeciais Europos $aliy ir JAV
Svietimo sistemy siekiamybé - inkliuzinis ugdymas, taciau islieka ir kontrover-
siSkai vertinama problema - specialiyjy mokykly vaidmuo inkliuzinio ugdymo
kontekste. Svarstymai apie Svietimo struktiirg, kuriems mokiniams ir kur turé-
ty buti teikiama pagalba, kaip jie turéty buti mokomi, buvo ir tebéra nuolatiniai
specialiojo ugdymo klausimai. Inkliuzinis ugdymas nereiskia, kad ankstesniy
deSimtmeciy ,integracijos“ politika tesiasi (Powell, 2009). Inkliuziniu ugdymu
siekiama pertvarkyti Svietimg taip, kad apimty visas besimokanciyjy jvairovés
kategorijas - negalios, socialinés klasés, lyties, etninés ir tautinés kilmés, seksu-
alinés orientacijos, religijos - ir besimokanciyjy jvairovés plétra tapty Svietimo
reformavimo pagrindu (Booth ir Ainscow, 2002). Svarbiausios inkliuzinio ug-
dymo vertybés yra Sios: pagarba mokiniy jvairovei - skirtybés laikomos galimy-
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bémis ir iStekliais, kuriais grindZiamas kiekvieno mokinio ugdymasis; aktyvus
mokiniy dalyvavimas; teigiamos mokytojy nuostatos, pagalba kiekvienam mo-
kiniui; auksti likesciai dél kiekvieno mokinio pasiekimy; bendradarbiavimas
komandoje mokykloje ir jvairiy Zinyby paslaugy dermé; nuolatinis pedagogu
profesinis tobuléjimas (Watkins, 2012). Pasak mokslininky (Kauffman ir kt.,
2016), svarbu suprasti, kad inkliuzija néra intervencija; tai néra ugdymo strate-
gija ar metodas, bet jsitikinimas, kur ir koks mokymasis yra veiksmingiausias.

Specialiosios mokyklos tiek uZzZsienyje, tiek Lietuvoje buvo laikomos tinka-
miausia ugdymosi aplinka, skirta mokiniams, turintiems dideliy SUP (specia-
liyjy ugdymosi poreikiy), siekiant sukurti lygiaverte bendruomene. Taciau Sis
pozitris, grindziamas segregacijos idéja, prieStarauja inkliuzinio ugdymo nuos-
tatoms (Ruskus, 2002). Inkliuzinio ugdymo kontekste specialiyjy mokykly isli-
kimo klausimas tampa itin problemiskas. Kauffman ir kt. (2016) teigimu, sagvo-
ka ,segregacija“, vartojama kalbant apie specializuotas klases, kelia baime buti
neprisijungus prie inkliuzijos judéjimo, klaidingai teigiant, kad labai speciali-
zuotas mokymas bet kokiu atveju yra Zemesnio lygio uz bendrajj ugdyma. Su-
pratimas ir tenkinimas konkreciy besimokanciojo poreikiy, susijusiy su negalia,
priklauso nuo to, kokia yra negalia, kaip ji veikia asmens dabartinj ir busima
gyvenima. Anot autoriaus, negalia kaip individo marginalizavimo prielaida ska-
tina mokiniy tévus leisti savo vaikus j bendrojo ugdymo mokyklas.

XXI a. vis dar svarstoma, kuri ugdymo forma (bendrojo ar specialiojo ugdy-
mo mokykla) geriausia mokiniy specialiesiems ugdymosi poreikiams tenkinti.
Mokslinés literatiiros apzvalga rodo, kad esama daug inkliuzijos Salininky, ta-
Ciau pastebimas ir specialiyjy mokykly palaikymas. Pasak Cera (2015), specia-
liosios mokyklos turéty biuti parama inkliuzinei sistemai, o ne jos alternatyva.
Kai kuriose Salyse specialiosios mokyklos traktuojamos kaip teikiancios para-
ma bendrojo ugdymo mokykloms (Meijer ir kt., 2003). Specialiosios mokyklos
gali buti svarbios tiek tiesiogiai ugdant vaikus, turinc¢ius SUP, tiek netiesiogiai,
t. y. dalijantis patirtimi su bendrojo ugdymo mokyklomis, palaikant inkliuzinio
ugdymo praktika (Armstrong, 2017).

Jungtinés Karalystés patirtis rodo, kad, laikantis inkliuzinio ugdymo nuosta-
ty, turéty buti siekiama atsisakyti mokykly skirstymo i bendrojo ir specialiojo
ugdymo mokyklas. Kuriant vientisg Svietimo sistema, pagrjsta lanksc¢iu biudzeto
paskirstymu, siekiama, kad: specialiosios ir bendrojo ugdymo mokyklos buty
sujungiamos (angl. co-located schools), kuriant bendra fizine aplinka; mokytojai
ir specialistai galéty lanksciai dirbti jvairiuose sektoriuose, aplinkose; mokiniai
galéty lankyti ,dvigubg jstaiga“ (i$ dalies bendrojo ir specialiojo ugdymo moky-
klg); specialiosios ir bendrojo ugdymo mokyklos bendradarbiauty, remiantis
kiekvienos mokyklos stiprybémis, suderinant jy valdyma, sujungiant mokymo-
si sunkumy turin¢iy mokiniy mokymosi programas ir jy pasiekimus vertinant
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diferencijuotai; visos mokyklos ir visi mokiniai bty laikomi vienos bendruo-
menés atstovais (Department of Education and Science, 2007).

Faktas, kad inkliuzija duoda tuos pacius arba geresnius rezultatus kai ku-
riems ar daugeliui mokiniy, néra jtikinamas jrodymas, kad to paties pasieks visi
(Kauffman ir kt., 2016). Autoriy nuomone, reikia daugiau moksliniy tyrimy apie
mokykly ir Kklasiy tipus, kur mokiniai, turintys konkreciy ugdymosi poreikiy,
mokosi efektyviausiai. Autoriai sutinka, kad ,daugiau mokiniy nei praeityje ga-
léty ir turéty dalyvauti socialiniame ir akademiniame bendrojo ugdymo moky-
klos gyvenime, taciau tik tuo atveju, jei toks dalyvavimas suteikia nauda, lygia
arba didesne uz tas, kurios gaunamos specializuotose mokyklose*.

Remiantis Zigmond (2003) atlikty moksliniy tyrimy duomenimis, galimos
labai priestaringos iSvados: esama jrodymuy, kad mokiniai pasiekia gery rezul-
taty tiek bendrojo ugdymo, tiek specialiosiose mokyklose; o taip esama vienos
ir kitos mokyklos pranasumo jrodymuy. Todél, autoriaus teigimu, néra pagrindo
teigti, kad mokiniai, turintys negaliy, turéty mokytis vienoje ar kitoje mokyklo-
je: vieta néra tai, kas daro specialyji ugdyma ,specialiy“ ar veiksminga. Zigmond
nuomone, efektyvaus ugdymo strategijos ir individualus poZitris yra svarbesni
specialiojo ugdymo elementai, ir né vienas i$ jy néra susijes tik su viena konkre-
¢ia ugdymo aplinka. Pasak autoriaus, moksliniy tyrimy apZzvalga parodé, kad
tipiSkos bendrosios edukacinés aplinkos néra palankios vietos, kur biity galima
jgyvendinti tai, kas suprantama kaip veiksmingos mokymosi strategijos moki-
niams, turintiems negalia.

Probleminiai Klausimai: kokie yra ugdymosi skirtingose ugdymosi jstaigose
privalumai ir ribotumai, Zvelgiant i§ mokiniy perspektyvos? Kaip mokiniai, turin-
tys dideliy SUP, apibudina psichosocialine specialiosios mokyklos aplinkqg? Koks
yra mokiniy poZitiris j ugdymgsi, mokymosi stiprybes, patiriamus sunkumus?

Tyrimo objektas — mokiniy, turinciy dideliy SUP, mokymosi specialiojo ug-
dymo jstaigoje patirtys.

Tyrimo tikslas - atskleisti mokiniy, turin¢iy dideliy SUP, mokymosi specia-
liojo ugdymo jstaigoje patirtis.

Tyrimo uzdaviniai:

1. Atskleisti mokiniy, turin¢iy SUP, patirtis ir nuomone apie ugdymasi skirtin-
go tipo mokyklose.

2. Atskleisti psichosocialinés aplinkos, t. y. mokiniy ir mokytojy bei mokiniy
tarpusavio santykiy, specialiojoje mokykloje ypatumus, iSskiriant pozity-
vius aspektus ir issukius.

3. Atskleisti mokiniy, turin¢iy dideliy SUP, pozitrj i mokymasi (ugdymosi
reikSme, stiprybes, patiriamus ugdymosi sunkumus).

11



SPECIALUSIS UGDYMAS / SPECIAL EDUCATION 2019 1 (39)

4. Remiantis mokiniy, turin¢iy dideliy SUP, patirtimis bei uZsienio tyrimy re-
zultatais, atskleisti mokymosi skirtingo tipo mokyklose privalumus ir ribo-
tumus.

Tyrimo metodologija ir metodai

Moksliniuose tyrimuose daZnai analizuojamos mokytojy, tévy nuomonés ir
patirtys, susijusios su mokiniy, turin¢iy SUP, ugdymusi. Ugdymosi realybe kur
kas reciau pristatoma i$ paciy mokiniy perspektyvos (Cosgrove, McKeown ir
kt., 2014; Robinson, 2014; Squires, Kalabouka ir kt., 2016; ir kt.). Pristatant mo-
kiniy, turin¢iy dideliy SUP, nuomones ir patirtis, t. y. balsg, siekiama aktyvaus
mokiniy vaidmens. Laikomasi idéjos, kad mokiniy patirtys leidzia visiems mo-
kykly bendruomenés nariams (vadovams, pedagogams, tévams), reaguojant j
jas, izvelgti pokyciy mokyklose kryptis (Groves ir Welsh, 2010). Ne tik Lietu-
voje, bet, anot Robinson (2014), ir uZsienyje stokojama tyrimy, atskleidZianciy
mokiniy, turin¢iy SUP, nuomones apie ugdymasi.

Tyrimas grindziamas interpretaciniy (fenomenologiniy) tyrimy metodologi-
jos nuostatomis. Siekiant detalaus paaiSkinimo, kaip tyrimo dalyviai supranta
juos supancia realybe tam tikrame specifiniame kontekste, ugdymasis specia-
liojoje jstaigoje tyrime paZzjstamas per jos dalyviy (t. y. mokiniy) patirtis ir joms
suteikiamy reikSmiy sistemg (Travers, 2001). Tyrimo dalyviy patirtis tikslinga
interpretuoti siekiant jas paaiskinti giliau, t. y. apibendrinant, reflektuojant kity
autoriy atliktus tyrimus (Hatch, 2002; Stake, 2010).

Tyrime siekiama identifikuoti, kaip reiSkinj (mokiniy ugdymosi patirtis)
suvokia tiriamieji, kokios reikSmeés suteikiamos $iai patirciai, kokios iSryskéja
probleminés sritys ir skirtumai tarp fenomeno teoriniy aspekty ir jo raiskos
socialinéje realybéje (Smith, 2000; Bitinas, RupSiené ir kt.,, 2008). Pristatant
tyrimo duomenis, t. y. mokiniy patirtis ir jy interpretacijas, daug démesio ski-
riama naratyvams, sukonstruotiems tyréjuy. Jais siekiama detaliai iliustruoti ty-
rimo dalyviy elgesj ir patirtis bei skatinti skaitytojus pajausti ,uzsléptas” temas
(Elliot, 2005).

Tyrimo duomenims rinkti taikytas pusiau struktiiruotas individualus inter-
viu. I§ anksto numatytos ir mokiniy interviu metu iSplétotos temos: mokiniy
patekimo i mokykla patirtys; psichosocialiné aplinka mokykloje (mokyklos
aplinka, mokiniy santykiai su mokytojais ir tarpusavyje); mokiniy poziiris j
ugdymasi ir ugdymosi sunkumus. Mokiniams buvo pateikiami ugdymosi moky-
kloje realybe ir ju nuomone, patirtis atskleidZiantys atviri klausimai. Vidutiné
individualaus interviu trukmé - 20 min. Tyrimo duomenys apdoroti kokybinés
turinio analizés metodu.
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Tyrime laikomasi kokybinés duomeny analizés principy, uZztikrinanciy duo-
meny teisingumaq bei pagrijstumq (angl. validity) ir patikimumgq (angl. credibili-
ty) (Kvale, 2008; Stake, 2010; ir kt.): duomeny trianguliacijos - tie patys tyrimo
objekto aspektai tirti i§ skirtingy Saltiniy (administracijos atstovy, pedagogu,
tévy) ir teoriniy pozicijy, tac¢iau Siame straipsnyje pristatomos tik mokiniy
nuomones; informatyvumo - tyrimo duomenys buvo renkami konkretaus lau-
ko kontekste, analizuojant duomenis, teiginiai konceptualizuoti, o jy pagrindu
formuluotos iSvados; duomeny pagristumo ir saugojimo - gauti tyrimo duome-
nys jrasSyti diktofonu ir saugomi garso jrasy bei rasytinio teksto forma. Siekiant
iSvengti iSankstiniy tyréjo nuostaty jtakos duomeny analizei ir vengiant duo-
meny iSkraipymo, siekta semantinio (vidinio) validumo (Bitinas, RupSiené ir kt.,
2008), t. y. duomenys buvo koduojami, analizuojami ir pertvarkomi tyreéjy, tu-
rincia skirtingg praktine ir moksline patirtj, grupéje.

Tyrimo imtis ir dalyviai

Remiantis Patton (2002) imties sudarymo metody Klasifikacija, Sio tyrimo
imtis sudaryta taikant tiksline kriterine atrankg. Mokiniai (N=29), dalyvaujan-
tys tyrime, atrinkti laikantis bendry kriterijy: SUP lygmuo (dideli mokiniy SUP
(N=29); negalia dél intelekto sutrikimo (N=22) ar kompleksiné negalia (N=7));
mokiniy amZius (vyresniojo mokyklinio amziaus mokiniai: 11-16 m. (N=23),
17-21 m. (N=6); ugdymo jstaigos tipas (specialiojo ugdymo jstaigos (N=4).

Taip pat siekta, kad tyrimo imtis leisty atskleisti kuo jvairesnes mokiniy pa-
tirtis, todél remtasi Siais mokiniy pasirinkimo dalyvauti tyrime kriterijais: skir-
tinga mokiniy patirtis (ugdymosi bendrojo ugdymo ir specialiojoje mokykloje
patirtis (N=8); ugdymasis tik specialiojo ugdymo jstaigoje (N=21)); ugdymo js-
taigos tipas (specialioji mokykla (N=2) ir joje besimokantys mokiniai (N=18));
specialiojo ugdymo centras (N=2) ir jame besimokantys mokiniai (N=11)); ug-
dymosi klasés tipas (mokiniai, besimokantys specialiojoje klaséje (N=19); lavi-
namojoje klaséje (N=7); socialiniy jgiidziy ugdymo klaséje (N=3)).

Tyrimo etika ir tyrimo ribotumai

Tyrime laikomasi etikos tyrimo dalyviy atzvilgiu. Uztikrintas asmeninés in-
formacijos konfidencialumas. Gauti visy tévy, kuriy vaikai dalyvavo interviu,
sutikimai rastu dél vaiky dalyvavimo apklausoje bei Zodiniai mokiniy sutikimai.
Tyrimo tikslas ir interviu klausimai pateikiami suprantamai, atsizvelgiant j mo-
kiniy komunikaciniy gebéjimy lygmenj. Mokiniy atsakymai j klausimus buvo
tikslinami, pateikiant papildomus klausimus. Tyrime pristatoma taisyta moki-
niy kalba, neiskreipiant iSsakytos minties.
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Tyrimo ribotumu laikomas vizualiniy ir kitokiy papildomos komunikacijos
priemoniy (temos, jausmy, vertinimo skaliy korteliy, atsakymuy iliustravimo
pieSiniais ir pan.) nenaudojimas interviu metu. Galima prielaida, jog Siy prie-
moniy taikymas biity sudares daugiau galimybiy mokiniams, turintiems dideliy
kalbinés raiskos sunkumy, iSreiksti savo nuomone.

Mokiniy nuomoné apie ugdymasi skirtingo tipo mokyklose

Mokymosi bendrojo ugdymosi mokykloje patirtys. Bendrojo ugdymo
mokykla mokiniy apibiidinama, kaip , didelé mokykla®, ,ten mokosi dideli vai-
kai“ ,ten griezti mokytojai“ Dalis mokiniy turi ugdymosi bendrojo ugdymo mo-
kykloje patirties. Remdamiesi ja, mokiniai paZymi, kad noréty mokytis bendro-
jo ugdymo mokykloje, jeigu joje biity sudarytos sqlygos, atitinkancios jy specia-
liuosius ugdymosi poreikius:

Atvykau cia, nes mokausi Brailio rastu, o ten jo nemokéjo <..> pamenu - padaryda-
vau namy darbus tiesiog , kad padariau” Daugiau tai laisvai bii¢iau galéjes ten mo-
kytis. [1M4] Masinéje mokykloje klaséje negalédavau nuo lentos nusirasinéti <...>
o Cia buvo viskas labiau pritaikyta. [1M3] Mokykloje klasés maZos. Tai dél mokslo
gerai. [IM3]

Dalis tyrime dalyvavusiy mokiniy nepaaiSkina, kodél jie mokosi specialiojo ug-
dymo jstaigoje, taCiau dalis jy ugdymasi Sioje jstaigoje sieja su bendrojo ugdy-
mo mokykloje patirtais ugdymosi sunkumais dél sudétingo ugdymosi turinio:

Mokytoja pasaké mano mamai, kad man labai sunkiai sekasi mokytis. [2M6] Tu-
riu problemy su atmintimi. Kartu su mama pasitarém ir nusprendéem. [ZM4] Mane
iSmeté dél moksly, kad blogai mokiausi. [3M4] Mane perkélé todél, kad galvojo,
kad ¢ia man bus lengviau mokytis. [4M3] Sekési nelabai gerai. Peréjau, nes mama
pasitlé. [4M6] Sekési normaliai, o peréjau, nes ¢ia palengvintos uzduotys. [4M7]

Svarstydami ugdymosi bendrojo ugdymo mokykloje galimybes mokiniai pir-
miausia iSskiria patyciy baime:

Jeigu eic¢iau j kitq mokyklg, i$ manes tyciotysi <..> dél to, kad visi vis tiek atkreips
démesj j isvaizdq, Zitréty, kaip tu reaguoji, vis tiek pastebéty. [2ZM5] Girdi visokius
gandus, kad ten musasi, jZeidinéja vienas kitq, Cia atrodo ramiau. [1M5] Visi vaikai
ten pykstasi. [3M6]

Mokiniai, vertindami savo mokymosi gebéjimus, projektuoja nesékminga mo-
kymasi bendrojo ugdymosi mokykloje:

Noréciau, bet neZinau, ar galéciau, nes mano pagrindinis dalykas yra atmintis. Ne-
Zinau, kaip atsiliepty mokslams. [2M5] Manau, kad ten blogai sektysi mokytis. Ten
uZduotis sunkias duoty. [3M6]
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Mokiniams reflektuojant turimas ugdymosi skirtingose mokyklose patirtis, is-

skiriamos didesnés tolesnio ugdymosi galimybés baigus bendrojo ugdymo mo-
kykla:

NeZinau, kodél blogai mokiausi. Neturéjau draugy. Sédéjau suole vienas. <..> no-
réciau ten grijzti. Ten geriau. Gali jstoti visur. Mokytis ¢ia lengviau, nes palengvinta
programa <..> Gal ir pavykty mokytis pagal bendrq programg, jei pasistengciau
<..> tik, kai ¢ia atéjau, supratau, kad reikia stengtis ir gerai mokytis <..> ne moky-
tojai turi padéti, as turéciau labiau stengtis <...> IS tos mokyklos kaZin kur nejstosi
<..> tikrai rinkciausi mokytis anoj mokykloj. [3M4]

Mokymosi specialiojo ugdymo jstaigoje patirtys. Didelé dalis tyrime da-
lyvavusiy mokiniy niekada nesvarsté ugdymosi bendrojo ugdymo mokykloje
galimybiy. Mokiniai laikosi nuomoneés, kad jie priprate mokytis specialiojoje
mokykloje ir jiems ¢ia lengviau mokytis:

Siq mokyklg noréciau baigti, nes ¢ia lengviau mokytis ir geriau sekasi. [3M2] Cia
kaZzkaip smagu... gal priprates. [IM6] Prie kity mokytojy biity sunku priprasti.
[1M3] Cia esu pripratusi. [3M3]

Mokiniai mokymosi specialiojo ugdymo jstaigoje triikumu laiko visavertiskesnio
bendravimo su bendraamZiais poreikj:

Buvo momentas, kai man ¢ia labai nepatiko... maZai draugy turéjau. Noréciau, kad
mokykloje biuty daugiau mergaiciy. [IM2] KaZkada kompanijos geros buvo <...>
dabar ne kas. Triiksta draugy. [1M3] Ten turéjau daug draugy <...> noréciau grijzti
ten. [3M2] Buvo draugiska klasé <...> Cia labai maZai vaiky, nelabai yra su kuo
bendrauti. [3M3]

Mokiniy iSsakomos mintys privercia suabejoti ne visada pagrijstu mokiniy ugdy-
musi specialiojo ugdymo jstaigoje:

Jau seniau mane noréjo j masine mokyklg siysti, nes as vienas cia toks ,sustresnis’,
o visi kiti ,léti” <...> dabar ima visokius mokinius, nes jy truksta <..> tik truputj
kas <..> ir i$ karto ima juos. Jeigu mokyciausi masinéje mokykloje, manau, kad irgi
mokyciausi aukstesniais balais. [IM3] Kartais net per lengva mokytis biina <...>
labiau ten patiko, bet nebegrijZciau j anq mokyklq, nes ¢ia esu pripratusi. [3M3]
Nelabai sunku mokytis <...> gal ir galéciau mokytis kitoj mokykloj, bet nesinori. Gal
priprates. [IM6]

Mokymosi specialiojo ugdymo istaigoje trikumu jvardijamas etiketizuojantis
mokyklos pavadinimas:

NeZinau kodél, bet jis man nepatinka. [2M6] Reikéty keisti mokyklos pavadinimg,
nes is jo matosi, kad cia mokosi vaikai su negalia. [3M3]
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skeksk

Mokiniy nuomoneés apie ugdymasi specialiojoje ir bendrojo ugdymo moky-
kloje i$ esmés sutampa su uzsienio mokslininky atskleistomis mokiniy patirti-
mis. Squires, Kalabouka ir kt. (2016), remdamiesi atlikto tyrimo duomenimis,
teigia, kad trecdalis tyrime dalyvavusiy SUP turin¢iy mokiniy, besimokanciy
specialiosiose mokyklose, turédami galimybe pasirinkti, noréty mokytis ben-
drojo ugdymo mokyklose. Tac¢iau kita dalis mokiniy dalijasi neigiamomis moky-
mosi bendrojo ugdymo mokykloje patirtimis, teigdami, kad daugiausia pagal-
bos jose jie sulaukdavo i§ mokytoju padéjéju, bet ne i$ mokytojy ar bendraam-
Ziy. Pazymima, kad mokiniy, peréjusiy j specialiaja jstaiga i$ bendrojo ugdymo
mokyklos, patirtys specialiojoje mokykloje yra pozityvesnés. Pasak Squires,
Kalabouka ir kt. (2016), specialiojo ugdymo mokykla vertinama palankiau dél
pagalbos, kuri jam teikiama, ir lengvesnio ugdymosi turinio. Tai svarbu ir Siame
tyrime dalyvavusiems mokiniams. Webster ir Blatchford (2014) tyrimo duome-
nys rodo, kad bendrojo ugdymosi mokykloje mokiniai, turintys SUP, net ketvir-
tadalj laiko leidZia ne klaséje, paZymima Zymiai maZiau saveiky su mokytojais
ir bendraamZiais.

Siame tyrime dalyvavusiy mokiniy patirtys aktualizuojamos ir uZsienio
praktikoje. Cosgrove, McKeown ir kt. (2014) atliktu tyrimu jrodyta, kad moki-
niai, turintys SUP, dazniau patiria patycias bendrojo ugdymo mokykloje negu
neturintys SUP. Sios grupés mokiniy paty¢ias dazniausiai lemia ,kitokia“ i$vaiz-
da, santykiy su bendraamziais ypatumai, ugdymosi sunkumai ir engiamajam
bidingos asmenybinés charakteristikos. Nepaisant fakto, kad ir specialiojoje
mokykloje pasitaiko patyc¢iy, mokiniai, peréje i$ bendrojo ugdymosi mokyklos,
specialigjg mokykla laiko saugesne ugdymosi aplinka (Squires, Kalabouka ir kt.,
2016).

Pischosocialiné aplinka specialiojo ugdymo jstaigoje

Mokytoju ir mokiniy santykiai. Dazniausiai mokiniy atsakymuose atsi-
skleidzia draugiski, | pagalbq mokiniams orientuoti mokytojy ir mokiniy santy-
kiai. Geru mokytoju, pasak mokiniy, yra laikomi kantrus, siekiantys padéti mo-
kiniams jsisavinti ugdomaja medZiaga mokytojai:

Mokytoja padeda, kq nesuprantam - pasako, kaip daryt. [4M1] Mokytojai yra geri.
SqZiningi. Pabart reikia, jeigu neklauso vaikai, uztaria gerq Zodj, pataria, pamo-
ko, ismoko visko. Mokiniai atsizvelgia | mokytojo pareigas, mokytojai — j mokiniy.
[4M3] Mokytojai draugiski, padeda vaikams. [3M6] Labai geri mokytojai yra tie,
kurie paaiskina, supranta, paguodZia, yra teisingi. [IM1] LeidZia bandyti paciam, o
po to padeda truputj <...> per pamokq labai daug dirbi ir pamokoje mokaisi, labai
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gerai jsisavini. O ne namy darby duoda ir ,kankinkis pats“ kazkiek valandy <...>
pajuokaujancios, linksmos <...> Zinancios savo dalykq. [1M3]

IS mokytojo mokiniai tikisi sudominimo mokomuoju dalyku ir mokiniy mokymo-
si motyvacijos skatinimo:

Svarbu, kad sudominty mokslu. [1M4] I[domiai per pamokas viskq sukuria, paaiski-
na ir sudomina <...> uzduotys jdomios. [1M5] Buvo viena mokytoja - nieko nei§mo-
kino, va atéjo nauja mokytoja ir pradéjom mokintis. [1M3]

Mokiniai, turintys itin ribotus kalbos gebéjimus, iSsako dazniausiai pozityvig
nuomone apie savo santykj su mokytojais, jos nepagrisdami, taciau apibudinda-
mi mokytojy veikla:

Su mokytojais sutariu gerai. [2ZM5] Su mokytoja draugauju. [2M4] Jie mane i§moki-
na. Moku skaiciuoti, rasyti, nes reikia iSmokti parasyti sakinj. [2ZM7]

Mokiniai, remdamiesi savo patirtimi, pamini psichologinj ir fizinj smurtg, kuris
moKkiniy jvardijamas kaip neigiamos mokytojy savybés (piktumas, grieZztumas,
keliamas balso tonas), ir taikomas fizines bausmes:

Turime mokytojq, kuri po keliy atsakymy pradeda saukti - tai nepatinka. Ji sako:
,Kaip tu gali nesuprasti?“ [1M3] Kai neklausom, bara, rékia, Saukia. [4M3] Blogas
mokytojas pyksta, uZ plauky paima. [3M7] Nepatinka, kai mokytoja per ausis duo-
da. [3M6]

Dalis mokytojy, pasak mokiniu, nemoka aiskiai ir suprantamai perteikti ugdo-
mojo turinio:

Blogi mokytojai yra tie, kurie nemoka paaiskinti, todél mokiniai nesupranta pamo-
kos, blogai mokosi ir mokytojai juos bara, kartais be reikalo, bet daznai jie patys
biina kalti, kad mokiniai nesupranta. [1M1]

Mokiniy patirtys atskleidzia mokytojy taikomga neteisingq ugdymosi pasiekimy
vertinimg, kuris skatina ugdymosi motyvacijos praradima:

Kartais mokytoja ne visai teisingai jvertina <..> kartq per matematikq gavau 5, o
klasiokas irgi gavo 5, bet mokytoja jam pridéjo 2 balus. AS klausiu: ,UZ kq jam pri-
déjote balus?”Ji sako: , Todél, kad jis labai gerai braizo kubus.” AS sakau:,, AS irgi ge-
rai braiZau.” Sako: , Taip, suprantu. Kitas balas uZ tai, kad jis padaré namy darbus.”
AS sakau: ,Ir a$ padariau.” Tada ta mokytoja israudonavo ir pasaké: ,AS tau kitq
kartq parasysiu geresnj pazymj.“ [1M1] Mokytojai nejvertina manes teisingai. Kitas
koks kq padaro, tai mokytoja sako ,perfect” Mano biina geriau padaryta, o giria ki-
tus. Kai kiti padaro namy darbus, giria juos, o man nieko nesako <...> kita mokytoja
keistai vertina. Klausia: ,Padarei namy darbus?“ Sakau: , Taip.” Sako: ,Gerai, rasau
sesis.”” Ateinu kitq kartq, sakau: ,Nepadariau namy darby.” Sako: ,Rasau penkis.”
Tai niekaip nesuprantu, kur ¢ia ta ,,ugnis“ daryti namy darbus ar nedaryti. Jeigu
taip vertina, tai mes dazniausiai pasirenkame nedaryti namy darby. [1M3]

17



SPECIALUSIS UGDYMAS / SPECIAL EDUCATION 2019 1 (39)

Mokiniy tarpusavio santykiai apibiidinami prieStaringai. Vienais atvejais
mokiniai iSskiria gerus ir draugiskus mokiniy tarpusavio santykius. Jie teigia tu-
rintys mokykloje draugy, su kuriais daZniausiai bendrauja, uZsiima mégstama
veikla, padeda vieni kitiems:

Klasés mokiniai draugiski. Su draugais laikas geriausias. [4M9] Muzikos klauso-
meés, kalbameés apie gyvenimg, pulq - ZaidZiam, Sokam kartu. Daug draugiy is kity
klasiy... Draugiski. Nesipyksta. [4M3] Cia labai geri draugai <...> turiu su kuo pasis-
neketi. [1M1] Klaséje visi draugiski, padeda vieni kitiems. [1M6]

[Skilus sunkumams pamokose, mokiniai dazniausiai kreipiasi j mokytojg prasy-
dami paaiskinti, taciau kai mokytojai pritriiksta laiko per pamoka, sulaukiama
pagalbos is bendraamZiy:

Klasés draugai padeda vienas kitam. Sako: , Tu atsakymo nesakyk, tik padék.” <...>
Ji paaiskina ir gaunu geresnius paZymius. [1M1] Biina, kad as$ kitiems padedu, nes
jam sunkiau mokintis. [3M3]

Kita vertus, tiek pat daznai mokiniy pasisakymuose paminimi mokiniy tarpusa-
vio nesutarimai, patycios ar net reketas:

Biina, kad pykstameés. [2ZM3] Kai kurie vaikai pykstasi, juokiasi vienas is kito. [2M4]
AS esu ir vienas i$ ty ,nuskriaustyjy“ <..> is manes juokiasi, nes as turiu visokios
kitokios veiklos: as dirbu su auklétojom, joms padedu, o jie tik apsneka. [IM3] Yra
tokiy, kurie visq laikq pykstasi, tiesiog ,minta tuo piktumu" [1IM5]

Musasi, keikiasi, nepasidalina kuo nors. [4M9] Biina pasityciojimy ir tarp berniu-
ky ir mergaiciy. Dél elgesio, drabuZiy Saiposi. Keikiasi. [3M3] Ypac nepatinka, kai
praso pinigy duoti. AS sakau ,neduosiu” Jie vis tiek lenda. [4M2] Kartais erzina dél
visokiy menkniekiy. Pvz., prie maZesniy labai kabinéjasi, musa, uZgauna, pravar-
dZiuoja. [4M3]

Mokiniy nuomone, pasitaiko atvejy, kai patys mokytojai netiesiogiai, netinka-
mo elgesio pavyzdZiu inicijuoja mokiniy patycias:

Biina, kad mokytojai bando pajuokauti, o mokiniai iSgirsta ir paskui tq patj kartoja.
[1M4]

Tarpusavio nesutarimai sprendZiami skirtingai. Vieni mokiniai linke kreiptis pa-
galbos j suaugusiuosius:

Nueinu mokytojoms pasakyti. Jos nuveda | klase ir sédi nulitides, nes prisidirbo.
[4M1] Nueinu pas pavaduotojq ar direktore ir pasakau. [4M3] Einu auklytei skys-
tis. Auklyte bara. [3M8]

Kiti mokiniai laikosi atokiai, vengdami jsitraukimo j konfliktq:

Bijau ljsti, nes pats gausiu. [3M8] Jeigu pamatyciau, kad kas nors kq nors pravar-

vy
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AsS asmeniskai nekreipiu démesio, nesikisu. Jeigu is jo tyciojasi, tequl. AS nesikisu.
Kai kurie vaikai gali pasakyti: Ko tu ¢ia kisies? Ko lendi?” [2M5]

Keli mokiniai pasakoja, kad tokiose situacijose patys bando padeéti silpnesnie-
siems:

Svarbu padéti draugui, nes manau, kad jei as jam padésiu ir jis man padés. [4M3] AS
tada sakau: ,Gal jis neturi pinigy nusipirkti kitokiy riby“ <...> svarbu jam padéti,
nes ji skaudina. [3M3] Bandau uZstoti, kai matau, kad kazkas pykstasi. [3M2]

Pasak mokiniy, mokytojai daznai taiko ne visada veiksmingas nuobaudas arba
kreipiasi pagalbos j kitus, didesne galiq turinCius asmenis, t. y. mokyklos direk-
toriy, mokiniy tévus, policijos pareigiinus, taciau toks konflikty sprendimas, jy
nuomone, néra veiksmingas:

Mokytojai pasako, kad ,kazkq darysim’, bet nieko nedaro. [1M4] NubaudZia vai-
kq. NeleidZia prie kompiuterio. [IM6] Mokytoja iSskiria, pasodina j suolus. [3M2]
Mokytojai veda mokinius pas direktore, jie raso pasiaiskinimus. Bet daZniausiai to
neuZtenka. Jie vis tiek tyciojasi. Mokytoja issikviecia tévus. Tada biina gerai. [3M3]
Mokytojai kreipiasi | policijq arba pas direktore, vyksta mokinio svarstymas. Bet
mokinio elgesys nepasikeicia. Tik pribijo direktorés ir pavaduotojos. [3M4]

*kk

Anot Squires, Kalabouka ir kt. (2016), mokiniai, turintys mokymosi tiek
bendrojo, tiek specialiojo ugdymo mokyklose patirties, specialiyjy mokykly
mokytojus laiko draugiskesniais ir orientuotais j pagalba mokiniui. Siy auto-
riy teigimu, geresnius mokiniy ir mokytojy santykius specialiojoje mokykloje
gali lemti maZesnis mokiniy skaicius, klasiy dydis. Manoma, kad Sios salygos
sudaro galimybe geriau suprasti mokiniy poreikius ir j juos reaguoti. Mokiniai,
turintys dideliy SUP, ir mokiniai, neturintys SUP, dalyvave Groves, Welsh (2010)
tyrime, reikSmingomis laiko panasias mokytojy charakteristikas: dalyko iSma-
nymas ir gebéjimas mokymasi susieti su realiu gyvenimu, entuziazmas, pozi-
tyvus ir pagarbus pozilris | mokinius bei teisingumas. Pasak Robinson (2014),
SUP neturintys mokiniai nemégstamais mokytojais laiko tuos, kurie kelia balsa,
demonstruoja nuotaikas, nemégsta savo darbo, yra chaotiski, daznai serga ar
dalyvauja pedagogy kvalifikacijos renginiuose. Manoma, kad tai turi jtakos mo-
kiniy savijautai mokykloje.

Cosgrove, McKeown ir kt. (2014) atliktas tyrimas atskleidzia, kad moki-
niams, turintiems SUP, draugysté yra itin svarbi jy socialinio gyvenimo dalis.
Mokiniai, turintys SUP, palyginti su mokiniais, neturinc¢iais SUP, mokykloje turi
maziau draugy. Specialiyjy mokykly mokiniai atskleidzia apdovanojimy uz po-
zityvy elgesj ir drausminimo uz netinkama elgesj sistemy taikymo svarbg bet
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kokio tipo mokykloje (Squires, Kalabouka ir kt., 2016). [$skiriamos patyciy pre-
vencijos bendrojo ugdymo mokykloje strategijos: draugisSka aplinka, bendraam-
Ziy pagalba, iSgyvenimo strategijy bei reagavimo budy mokymasis, mokytojy
jsitraukimas ir aktyvus vaidmuo, ugdymasis maZose grupése ar specialiosiose
klasése. Taigi, nepriklausomai nuo to, kokio tipo mokykloje mokomasi, patycios
yra laikomos mokyklos bendruomenés gebéjimy jas valdyti (kurti saugia aplin-
ka, ugdyti socialinius gebéjimus, skatinti j pagalba orientuota mokiniy draugys-
te ir kt.) rezultatu.

Mokiniy poziuris j ugdymasi

Mokymosi reik§meé. Mokiniy pozitris j mokymasi isreiSkiamas skirtingu ly-
gmeniu. Didzioji dalis mokiniy atskleidzia, kad jie supranta mokymosi reikSme,
ja siedami su geresnémis tolesnio ugdymosi galimybémis:

Svarbu gerai mokytis, kad gautum gerq issilavinimq. [3M2] Kad galétum jgyti ko-
kiq profesijg. [3M3] <..> kad uZauges galétum jstoti kur nori. [3M4] <...> nes galésiu
darbelj dirbti. [2M7] Baiges mokslus gausi pazyméjimgq ir galési eiti dirbti. [2ZM4]
Kad viskq Zinotum <...> nes kazkur dirbsi. [4M7]

Kiti mokiniai pazymi mokymosi reikSme tolesniame savarankiskame gyvenime:

Reikia gerai mokytis, kad susiskaiciuotum pinigus, kad neapgauty. [2M3] Be moks-
lo praZiitum, negyventum <...> visas mokslas yra skirtas tavo gyvenimui <..> tau
reikés savarankiskai kultiiringai gyvent. Kiekvienas mokytojas ar mama su téciu
neprisédés. [2M5] Jeigu nieko nemokési, ir gyvenimas bus prastas. Jeigu nemokesi
pinigy skaiciuot, neZinosi, kiek kas kainuoja. [4M3] Nes kitaip bus sunku gyvenime.
[2M6]

Mokiniai iSsako mintj, kuri reiSkia, kad mokymasis uztikrina ,normaly “ socialinj
gyvenima:
Reikia mokytis. Kad ismoktum, nes paskui nieko nemokesi, tai gyvensi gatvése. Jei
mokysiuos, turésiu namus, merging. [3M5] Reikia gerai mokytis, nes kitaip juoksis
is taves. [4M9] Jeigu gerai mokyciausi, tada normaliy draugy turéciau. [4M2]
Keliy mokiniy poziiris j ugdymasi pirmiausia siejamas su jy paciy vidine moty-
vacija arba siekiu pateisinti tévy liikescius:
Yra mokiniy, kurie gauna ketvertus ir jiems ,dzin" Jie Snekasi, o a$ einu mokytis.
[1M3] Galéciau geriau mokytis, bet néra tokio didelio noro. Man svarbu, kad tuo

dalyku susidoméciau. [1M4] Labai svarbu gerai mokytis, nes jei blogai mokausi,
tada mama pyksta. [IM1]

Nemaza dalis tyrime dalyvavusiy mokiniy teigia, kad reikia mokytis, siekiant
igyti esminiy komunikaciniy gebéjimy, detaliau to neargumentuodami:
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Reikia gerai mokytis, kad iSmoktum skaityti ir rasyti. [2M8] Noriu ismokti skaity-
ti. Reikia. [2M1] ] mokyklg noriu eiti, jei neisiu, nemokésiu rasyti. Kalédy Seneliui
reikia rasyti laiskq. [2M1] Reikia mokytis. Kad viskq iSmoktum. [3M1] Reikia gerai
mokytis. NeZinau kodél. [3M8] Reikia gerai mokytis, kad iSmoktum rasyti, skaityti,
skaiciuoti. Nieko nemokesi daryti. [4M8] Reikia gerai mokytis, klausyti mokytojy,
skaityti, rasyti. [4M4]

Mokiniy interesai ir mokymosi stiprybés. Mokiniai pasitenkinima ugdy-
musi mokykloje dazniausiai sieja su jiems patinkancia veikla: ,jdomiomis’, ,len-
gvomis’, i aktyviq veiklg” orientuotomis pamokomis arba pamokomis, kuriose
Lgerai sekasi”, t. y. atitinka jy gebéjimus, kiti mokiniai tiesiog jvardija juos domi-
nancius mokomuosius dalykus:

Mokytis nesunku. Mokausi gerai. [4M9] Man sekasi gerai darbeliai ir muzika todél,
kad esu labai gabi, todél mane mokytojai ir priima j tokius darbelius. [4M3] Idomi
matematika man biina tada, kai mokytoja duoda ,skaicialke” ir lapus, kur reikia
suskaiciuoti ir nuspalvinti. [4M3]

Mokiniai, kalbédami apie patinkancig veiklg ar jsimintinus jvykius, dienas mo-
kyklose, dazniausiai mini jstaigose organizuojamq neformalyjj ugdymq (btire-
lius, nepamokines dienas, ekskursijas ar projektines veiklas):

VaZiuojam j muziejus, ekskursijas, Zirgyng. [IM2] VazZiavom j botanikos sodq. Buvo
Zaidimy, piknikas. [1M3] Vaziavom koncertuoti j Cekijq. [1M4] Buvo kazkokia $ven-
té, vazinéjom dviraciais. [1M5] Cia yra daug uZsiémimy visokiy. [2M6] Lenkai kvie-
¢ia mus, mes nuvykstam pas juos, ir atvirksciai <..> fantanstiné isvyka. Visur einam,
visur vaZiuojam, man tai labai patinka <...> Kiekvienas tévas turéty dZiaugtis, kad
jo vaikas taip daznai visur vyksta. [2ZM5]

Tik keletas mokiniy reflektuodami savo sékmingo ugdymosi patirtis pazymi in-
dividualius asmeninius ar socialinius gebéjimus, kurie, ju nuomone, padeda jiems
mokantis:

Esu iskalbus, mokiniai klaséje padaro plakatus, o as visada turiu juos pristatinéti.
Arba saléje, kai reikia kq kalbéti, ekspromtu kalbu. Viskas puikiai pavyksta. [1M3]
A$ nemokéjau apsiginti. Buvau labai didelé bailé. Dabar manau, kad gebéciau save
atstovauti ir esu drgsesné. [IM5]

Tik nedidelé dalis mokiniy atskleidZia metakognityviniy strategijy taikymq ug-
dymosi procese ir kasdienéje veikloje, siekdami padédami sau mokytis:

Mums visq laikq mokytoja sako: ,Reikia pirma isklausyti, o paskui rasyti“ <...> ,rei-
kia tyléti, kai vienas sSneka" [2M3] Mokykloje stengiuosi daugiau uZsirasyt j sqsiu-
vinius, kad mokytojai nereikty kiekvienq kartq lakstyti. Prie kiekvieno juk nepribé-
gios <..> Mama su mociute man visada sako: ,UZsirasyk and lapuko.” <...> a$ kartais
nenoriu rasyti, noriu pati kaip nors prisiminti, bet man niekaip neiseina. [2M5] Kai
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biina sunki uZduotis pamokos metu, bandau aiskintis, kad suprasciau, o jei nepa-
vyksta, islaukiu, kad namuose galéciau visko ieskotis. [1M3]

Mokymosi sunkumai. DidZioji dalis mokiniy teigia nepatiriantys ugdymo-
si sunkumy. Kity mokiniy ivardijami ugdymosi sunkumai dazniausiai siejami
su ,sunkiomis pamokomis®, ,pamokomis, kuriose nesiseka“, ,nepatinkancia ar
sunkia veikla“:

Rasyt nepatinka. Kai rasai, atsibosta. [2ZM3] Jai nesiseka, nes ji nemoka skaiciuoti.
[2M7] Nesiseka daugybos lentelés jsiminti. [ZM6] Labiausiai nesiseka geografija
dél to, kad man per sudétingi tie Zemélapiai. [4M3] Sunkiausia - lietuviy k. ir mate-
matika. [4M1] Bina angly k. sunku. Parodo ten video angliskai, o man reikia atsa-
kyti lietuviskai. Kelis ZodZius suprantu, bet nedaug. [4M2]

Tik keletas mokiniy savo mokymosi sunkumus sieja su nepakankamais kognity-
viniais gebéjimais. Siy mokiniy ugdymosi sunkumy priezastimi laikoma silpna
atmintis:

Noréciau mokytis geriau, jeigu atmintis buty geresné. Tai man trukdo mokytis.
Biina, iSmokstu pamokg, o po kitos dienos manes paklausia, o as jau biunu uzmirsu-
si. [IM5] Negaléciau geriau mokytis <..> man blogai su atmintimi: btina, per pamo-
kq suprantu, kg mokytoja pasako, bet kai man liepia papasakoti, as viskq uZmirstu.
Net namuose, kai griZtu i§ mokyklos, pasidedu telefonq ant stalo, klausiu ,kur mano
telefonas?” Minutei pasidéjau ir jau nebeZinau, kur padéjau. [2ZM5]

Keli mokiniai iSskiria démesio koncentracijos triikumus pamokoje, kurie, jy nuo-
mone, kyla dél netinkamo bendraamziy elgesio pamokoje:

Yra klasiokas, kuris dainuoja per pamokas <..> jis neklauso ir pradeda dainuoti.
Kiti mokiniai sako: , Tu mums trukdai.” <..> kai jis dainuoja, as puse darby atlieku
blogai vien per jj. Trukdo ir sunku sutelkti démesj. [1M1]

Mokiniai, turintys didesniy ugdymosi sunkumy, sulaukia isskirtinio mokytojos
démesio per pamoka ir geriau besimokantiems mokiniams kartais pritriksta
mokytojos démesio:

Reikty, kad mokytojos daugiau buty prie musy, nes kai kiti vaikai nesupranta, gal
daugiau btina prie jy. [2M6] Mokytoja galéty padéti, kad geriau mokyciausi. Ji ture-
ty dirbti su manimi viena. AS labiau sutelkciau démesj j tai, kq ji sako. [IM1]

L

Galima daryti prielaida, kad retai iSskiriamos individualios mokiniy moky-
mosi charakteristikos (sunkumai ir galios) rodo mokiniy menka saves pazinimg
ir pasirengimg suprasti savo mokymosi ypatumus. Pasak Squires, Kalabouka ir
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kt. (2016), biidas, kuriuo mokiniams pateikiamos mokymosi uzduotys, gali nu-
lemti mokiniy saves suvokima. Remiantis Cosgrove, McKeown ir kt. (2014) ty-
rimo duomenimis, mokiniai, turintys SUP, i§sako maZesnj pasitenkinima moky-
kla ir ypa¢ sudétingesniyjy mokomuyjy dalyky (skaitymo, raSymo matematikos)
mokymusi, nei SUP neturintys mokiniai. Mokiniai, neturintys SUP, teigiamai
vertina tas pamokas ir veiklas, kurios siejamos su jy interesais, taciau teigiama,
kad tokia praktika ir kitose Salyse yra reta (Groves ir Welsh, 2010).

Jdomu tai, kad tiek specialiojoje mokykloje besimokantys ir SUP turintys
mokiniai (atskleista Siame tyrime), tiek bendrojo ugdymo mokyklose besimo-
kantys mokiniai (Groves ir Welsh, 2010) pazymi individualaus mokytojo déme-
sio ar papildomy konsultacijy poreikj. Bendrojo ugdymosi mokykly pedagogai
taip pat vienu i$ pagrindiniy inkliuzijos i$Sukiy laiko mokytojy iSskirtinj démes;j
pamokose sunkumy patiriantiems mokiniams ir démesio stokg geriau besimo-
kantiesiems (Lambe ir Bones, 2006).

Siame, kaip ir Cosgrove, McKeown ir kt. (2014), tyrime atskleista, kad moki-
niai, turintys SUP, daZniausiai teigiamais laiko socialinius mokymosi mokykloje
aspektus, t. y. bendravima su bendraamziais, nepamokine veiklg ir neformalyjj
ugdymasi.

Apibendrinimas ir iSvados

¢ DaZnai specialiojoje mokykloje besimokantys mokiniai, turintys dideliy
SUP, abejoja mokymosi bendrojo ugdymo mokykloje galimybémis dél jy
poreikius atitinkancios pagalbos stokos, nesaugios emocinés aplinkos ir
patyciy bendrojo ugdymo mokyklose. Mokymasis specialiojo ugdymo mo-
kykloje mokiniy laikomas lengvesniu, o realiai vertinant yra geriau pritai-
kytas mokiniy gebéjimams ir poreikiams. Ugdydamiesi specialiojo ugdy-
mo jstaigoje, mokiniai iSskiria visavertiSko bendravimo su bendraamziais
poreikj ir jo stoka.

e Mokiniy patirtys bendraujant su mokytojais ir tarpusavyje yra jvairios.
Daugelis mokytojy apibiidinami kaip orientuoti j pagalba mokiniui, kiti
prieSingai - vertinami gana neigiamai dél asmeniniy savybiy ar pedago-
giniy kompetencijy stokos. Mokiniai neretai dalijasi patyciy tarp bendra-
amziy mokyklose patirtimi. Mokyklose iSryskéja patyciy prevencijos stra-
tegijy taikymo bei mokyklos bendruomenés gebéjimy jas valdyti poreikis.

¢ Daugelio mokiniy poziiris j ugdymasi neatsiejamas nuo vidinés motyvaci-
jos. Sékmingas ugdymasis laikomas didesniy tolesnio ugdymosi, ,norma-
laus*“ socialinio gyvenimo ir jsidarbinimo galimybiy prielaida, taciau dide-
lé dalis mokiniy nepaaiskina, kodél reikia mokytis. Mokiniams labiausiai
patinkancios yra j aktyvia, praktine mokiniy veiklg orientuotos pamokos
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ir mokyklose organizuojamas neformalusis ugdymas. Mokiniai ugdymosi
sunkumus daZnai paaiskina ,sunkiais“ mokomaisiais dalykais. Retai i$ski-
riamos individualios mokiniy mokymosi charakteristikos rodo mokiniy
menka saves paZinimg ir pasirengima suprasti savo mokymosi ypatumus.

¢ Tyrime iSryskéjo, kad dalis mokiniy, turin¢iy dideliy SUP, turi nuomone
apie mokymosi specialiojo ir bendrojo ugdymo mokykloje privalumus ir
ribotumus. Lietuvoje ir uzsienyje skirtingo tipo mokyklose besimokanciy
moKkiniy, turin¢iy SUP, patirtys analogiSkos. Tyrime atskleista, kad ugdy-
masis inkliuzinéje mokykloje mokiniy siejamas su didesnémis tolesnio
ugdymosi galimybémis, visavertiSkesniu bendravimu su bendraamziais,
taciau iSsakoma ugdymosi sunkumy ir patyciy baimé, individualios pagal-
bos mokantis stoka. Viena vertus, mokydamiesi specialiojoje mokykloje
mokiniai jauciasi saugiau, sulaukia daugiau pagalbos i§ mokytojy, jaucia
pozityvias mokytojy nuostatas, nepatiria dideliy ugdymosi sunkumuy. Kita
vertus, kaip ir bendrojo ugdymosi mokyklose, pasitaiko patyciy atvejy, pa-
Zymimas ne visuomet teisingas pedagogy elgesys, susiduriama su ugdy-
mosi turinio jsisavinimo sunkumais.
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MOKINIU, TURINCIY DIDELIY SPECIALIUJU UGDYMOSI POREIKIY,
MOKYMOSI SPECIALIOJO UGDYMO JSTAIGOSE PATIRTYS

Daiva Kairiené, Renata GeleZiniené, Irena Kaffemanieneé,
Rita Meliené, Lina Milteniené, Laima Toméniené

Santrauka

Straipsnyje atskleidZiamos mokiniy, turiné¢iy dideliy specialiyjy ugdymosi
poreikiy (SUP), mokymosi specialiojo ugdymo jstaigose patirtys, kurios ana-
lizuojamos inkliuzinio ugdymo nuostaty bei uZsienio Salyse atlikty tyrimy
kontekste. Tyrime iSrySkéja mokiniy nuomonés apie ugdymosi specialiojo ir
bendrojo ugdymosi mokyklose galimybes ir ribotumus, poZiiris | mokymasi,
atskleidziami psichosocialinés aplinkos specialiosiose mokyklose ypatumai.

Tyrimo tikslas - atskleisti moKiniy, turinciy dideliy SUP, mokymosi specialio-
jo ugdymo jstaigoje patirtis.

Tyrime dalyvvo mokiniai (N=29), turintys dideliy SUP, besimokantys specia-
liojo ugdymo jstaigose. Tyrimo duomenims rinkti taikytas pusiau struktiiruotas
individualus interviu. Duomenys analizuojami kokybinés turinio analizés meto-
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du. Tyrimas grindZiamas interpretaciniy (fenomenologiniy) tyrimy metodolo-
gijos nuostatomis.

Tyrime iSryskeéjo, kad specialiojoje mokykloje besimokantys moKkiniai, tu-
rintys dideliy SUP, abejoja mokymosi bendrojo ugdymo mokykloje galimybémis
dél jy poreikius atitinkancios pagalbos stokos, nesaugios emocinés aplinkos ir
paty¢iy bendrojo ugdymo mokyklose. Mokymasis specialiojo ugdymo moky-
kloje mokiniy laikomas lengvesniu, o, realiai vertinant, yra geriau pritaikytas
mokiniy gebéjimams ir poreikiams. Ugdydamiesi specialiojo ugdymo jstaigoje,
mokiniai iSskiria visavertiSko bendravimo su bendraamziais poreikj ir jo stoka.

Daugelis specialiojo ugdymo jstaigy mokytojy apibiidinami kaip orientuo-
ti | pagalba mokiniui, kiti prieSingai - vertinami gana neigiamai dél asmeniniy
savybiy ar pedagoginiy kompetencijy stokos. Mokiniai neretai dalijasi patyciy
tarp bendraamZiy mokyklose patirtimi.

Daugelio mokiniy pozitris i ugdymasi neatsiejamas nuo vidinés motyvaci-
jos. Sékmingas ugdymasis laikomas didesniy tolesnio ugdymosi, ,normalaus”
socialinio gyvenimo ir jsidarbinimo galimybiy prielaida, tac¢iau didelé dalis
moKkiniy nepaaiskina, kodél reikia mokytis. Mokiniams labiausiai patinkancios
yra j aktyvia, praktine mokiniy veiklg orientuotos pamokos bei mokyklose or-
ganizuojamas neformalusis ugdymas. Retai iSskiriamos individualios mokiniy
mokymosi charakteristikos rodo mokiniy menkg saves pazinima ir pasirengima
suprasti savo mokymosi ypatumus.

Lietuvoje ir uzsienyje skirtingo tipo mokyklose besimokanciy mokiniy, tu-
rin¢iy SUP, patirtys analogiskos. Tyrime iSry$kéjo, kad ugdymasis inkliuzinéje
mokykloje mokiniy siejamas su didesnémis tolesnio ugdymosi galimybémis,
visavertiskesniu bendravimu su bendraamziais, taciau iSsakoma ugdymosi sun-
kumy ir patyciy baimé, individualios pagalbos mokantis stoka. Viena vertus,
mokydamiesi specialiojoje mokykloje mokiniai jauciasi saugiau, jaucia pozi-
tyvias mokytojy nuostatas, nepatiria dideliy ugdymosi sunkumy. Kita vertus,
kaip ir bendrojo ugdymosi mokyklose, pasitaiko patycCiy atvejy, pazymimas ne
visuomet teisingas pedagogy elgesys, susiduriama su ugdymosi turinio jsisavi-
nimo sunkumais.
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EXPERIENCES OF PUPILS WITH SEVERE SPECIAL
EDUCATIONAL NEEDS AT SPECIAL EDUCATION
INSTITUTIONS

Daiva Kairiené, Renata Gelezinienég, Irena Kaffemaniene,
Rita Meliené, Lina Milteniené, Laima Toméniené
Siauliai University, Lithuania

Abstract

The article reveals the experiences of pupils with severe special educational needs
(SEN) at special education institutions, which are analyzed in the context of inclusive
education approach and research conducted in foreign countries data. The study follows
qualitative research methodology. The data collected employing the semi-structured
pupils’ individual interview method are presented. The study highlights pupils’ opinions
on the opportunities and limitations of education at special and mainstream schools,
their attitude to learning and discloses peculiarities of psychosocial environment at
special schools.

Keywords: pupils with special educational needs; severe special educational needs;
experiences of education at the special education institution; the context of inclusive
education.

Introduction

Relevance of the problem. In recent decades, education system of
European countries and the USA strive for inclusive education; however, the
controversially assessed problem of the role of special schools in the context
of inclusive education remains too. Discussions on the structure of education,
for what pupils and where assistance should be provided, how pupils should
be taught were and still are permanent issues of special education. Inclusive
education does not mean the continuation of the policy of “integration” of
previous decades (Powell, 2009). Inclusive education aims to transform
education so that it encompasses all categories of learners’ diversity - disability,
social class, gender, ethnic and national origin, sexual orientation, religion -
and the development of learner diversity becomes the basis for reformation of
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education (Booth & Ainscow, 2002). The key values of inclusive education are
respect for pupil diversity - differences are seen as opportunities and resources
grounding every pupil’s education; pupils’ active participation; teachers’
positive attitudes, assistance for every pupil; high expectations regarding
every pupil’s achievements; collaboration in the team at school and coherence
of services provided by various agencies; teachers’ continuous professional
development (Watkins, 2012). According to researchers (Kauffman et al,
2016), it is important to understand that inclusion is not intervention; it is not
an educational strategy or method but a conviction where and what learning is
most effective.

Both abroad and in Lithuania, special schools were considered the most
appropriate educational environment for pupils with severe SEN (special
educational needs), seeking to create the equivalent community. However, this
approach grounded on the idea of segregation contradicts inclusive education
approach (Ruskus, 2002). In the context of inclusive education, the issue of
survival of special schools is becoming particularly problematic. According to
Kauffman et al. (2016), the term “segregation”, used speaking about specialized
classes, causes fear of not joining the inclusion movement, wrongly stating
that highly specialized teaching is in any case of lower level than mainstream
education. Understanding and meeting learner’s concrete needs related to the
disability depend on the type of disability, how it affects the person’s present
and future life. According to the author, the disability as a precondition for the
individual’s marginalization promotes pupils’ parents to send their children to
mainstream schools.

In the 21 century, it is still discussed which form of education (mainstream
or special education school) is best for meeting pupils’ special educational
needs. The review of scientific literature shows that there are many supporters
of inclusion, but support for special schools is also noticeable. According to
Cera (2015), special schools should act as supports for the inclusive system
rather than be an alternative to it. In some countries, special schools are treated
as providing assistance to mainstream schools (Meijer et al., 2003). Special
schools can play an important role both directly educating children with SEN
and indirectly; i.e., sharing experience with mainstream schools, supporting the
inclusive education practice (Armstrong, 2017).

The experience of the United Kingdom shows that following inclusive
education, it should be sought to refuse dividing schools into mainstream and
special education schools. Creating a unified education system grounded on
flexible budget distribution, it is sought that special and mainstream education
schools are co-located, creating a common physical environment; teachers
and professionals can work flexibly in different sectors and environments;
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pupils can attend a “double institution” (partly mainstream and partly special
education school); special and mainstream education schools collaborate, based
on the strengths of each school, coordinating their management, combining
learning programs for pupils with learning difficulties and assessing their
achievements in a differentiated way; all schools and all pupils are considered
as representatives of one community (Department of Education and Science,
2007).

The fact that inclusion produces the same or better results for some or many
pupils is not a convincing evidence that all will achieve the same (Kauffman et
al., 2016). In the authors’ opinion, more scientific research is needed on the
types of schools and classes, where pupils with particular educational needs
learn most effectively. The authors agree that more pupils than in the past could
and should participate in the social and academic life of mainstream education
but only if such participation brings benefits equal to or greater than those
obtained in specialized schools.

According to the data of scientific research conducted by Zigmond (2003),
very contradictory conclusions can be drawn: there is evidence that pupils
achieve good results in both mainstream and special schools, but there is also
evidence demonstrating advantages of one or the other school. Therefore,
according to the author, there is no reason to state that disabled pupils should
learn in one or the other school: the place is not what makes special education
“special” or effective. In Zigmond’s opinion, effective education strategies and
the individualized approach are more important elements of special education,
and none of them are related only to one concrete educational environment.
According to the author, the review of scientific research has shown that
typical common educational environments are not favourable places enabling
implementation of what is understood as efficient learning strategies for pupils
with disability.

Problem questions: What are the advantages and limitations of education
in different type educational institutions from pupils’ perspective? How do pupils
with severe SEN describe the psychosocial environment of the special school?
What is the pupils’ attitude to learning, the strengths of learning and experienced
difficulties?

The research object is learning experiences of pupils with severe SEN at
the special educational institution.

The research aim is to reveal learning experiences of pupils with severe
SEN at the special education institution.
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Research objectives:

1. To disclose experiences and opinions of pupils with SEN on education in
different types of schools.

2. To reveal the peculiarities of the psychosocial environment; i.e., pupil-
teacher relationships and pupils’ interrelationships, at the special school,
distinguishing positive aspects and challenges.

3. Todisclose the attitude of pupils with severe SEN to learning (importance of
education, strengths, experienced educational difficulties).

4. Based on the experiences of pupils with big SEN and the results of foreign
research, to reveal advantages and limitations of learning in different types
of schools.

Research Methodology and Methods

Scientificresearch often analyzes teachers’, parents’ opinions and experiences
related to education of pupils with SEN. Educational reality is considerably
less often presented from the perspective of the pupils themselves (Cosgrove,
McKeown et al., 2014; Robinson, 2014; Squires, Kalabouka et al., 2016; etc.).
Presenting opinions and experiences of pupils with severe SEN; i.e., their voice,
the pupils’ active role is sought. It is maintained that pupils’ experiences enable
all school community members (leaders, educators, parents), responding to
pupils’ experiences, to envisage the trends of change at schools (Groves &
Welsh, 2010). Not only in Lithuania, but, according to Robinson (2014), abroad
as well, there is a lack of research revealing the opinions of pupils with SEN on
education.

The research is grounded on the approaches of the interpretative
(phenomenological) research methodology. In order to provide a detailed
explanation how research participants understand the reality surrounding
them in a certain specific context, education at the special institution in this
study becomes known through its participants’ (i.e., pupils’) experiences and
the system of meanings attributed to them (Travers, 2001). It is expedient to
interpret research participants’ experiences in order to explain them deeper;
i.e.,, summarizing, reflecting on other authors’ conducted research (Hatch, 2002;
Stake, 2010).

The study seeks to identify how the phenomenon (pupils’ educational
experiences) is perceived by investigated persons, what meanings are given to
this experience, what problem areas and differences between the theoretical
aspects of the phenomenon and its manifestation in social reality come to
prominence (Smith, 2000; Bitinas, Rupsiené et al., 2008). Presenting research
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data; i.e., pupils’ experiences and their interpretations, considerable attention
is paid to narratives constructed by researchers, which are aimed at detailed
illustration of research participants’ behaviour and experiences and readers’
encouragement to feel the “hidden” topics (Elliot, 2005).

The research data were collected employing the semi-structured individual
interview. The topics foreseen in advance and developed during pupils’
interviews were as follows: pupils’ experiences of getting into the school; the
psychosocial environment at school (school environment, pupils’ relationships
with teachers and between each other); pupils’ attitude to learning strengths
and difficulties. Pupils were given open-ended questions disclosing the reality
of education at school and their opinion, experiences. The average duration of
the individual interview was 20 minutes. Research data were processed using
the qualitative content analysis method.

The study follows the principles of qualitative data analysis, ensuring
correctness, validity and credibility of data (Kvale, 2008; Stake, 2010, etc.):
data triangulation - the same aspects of the research object were investigated
from different sources (administrative representatives, educators, parents)
- and theoretical positions, but this article presents only pupils’ opinions;
informativeness - research data were collected in the context of a concrete field;
analyzing data, the statements were conceptualized and conclusions based on
them were formulated; validity and storage of data - the obtained research data
were recorded with a dictaphone and stored in the form of sound recordings
and written text. In order to avoid the influence of the researcher’s prejudice
on data analysis and avoiding data distortion, semantic (internal) validity was
sought (Bitinas & Rupsiené et al.,, 2008); i.e, the data were coded, analyzed and
rearranged in the group of researchers with different practical and scientific
experience.

Research Sample and Participants

According to Patton’s (2002) classification of sampling methods, the sample
of this study was made applying purposeful criterion-based selection. Pupils
(N=29) participating in the study were selected according to common criteria:
SEN level (pupils’ severe SEN (N=29); disability due to the intellectual disorder
(N=22) or complex disability (N=7)); pupils’ age (senior school age pupils: 11-
16 years (N=23); 17-21 (N=6)); type of educational institution (special education
institutions (N=4)).

[t was also sought that the research sample enables to reveal the most diverse
possible experiences of pupils; therefore, the following criteria for pupils’
selection to participate in the study were followed: pupils’ different experiences
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(experience of education at the mainstream school and special school (N=8);
education only at the special educational institution (N=21)); the type of
educational institution (special school (N=2) and pupils learning there (N=18);
special education centre (N=2) and pupils learning there (N=11)); the type of
the educational class (pupils learning in the special class (N=19); special class
for pupils with profound SEN (N=7); social skills development class (N=3)).

Research Ethics and Research Limitations

The study follows ethics with regard to research participants. Confidentiality
of personal information is ensured. Written consents of all parents whose
children participated in the interviews regarding children’s participation in the
survey as well as pupils’ verbal consents were obtained. The aim of the research
and interview questions were presented intelligibly, taking into account the
level of pupils’ communicative abilities. Pupils’ answers to the questions were
clarified by giving additional questions. The study presents pupils’ corrected
language without distorting the expressed thought.

[t is maintained that the limitation of the study is the absence of visual
and other additional means of communication (theme, feelings, grading scale
cards, illustrations of answers by drawings, etc.) during the interview. It may
be assumed that application of these measures would have created more
opportunities for pupils with severe language expression difficulties to express
their opinion.

Pupils’ Opinion on Education in Different Types of Schools

Experiences of learning at the mainstream school. Pupils describe the
mainstream school as “a big school”, “big children learn there”, “teachers are
strict there”. A share of pupils has experience of education at the mainstream
school. Based on it, pupils note that they would like to learn at the mainstream

school if conditions meeting their special educational needs were created.

I came here because I'm learning in Braille, and there, they didn’t know it <..> |
remember that | would do my homework just for the sake of doing. Otherwise, |
would have been able to learn there easily. [1M4] In the classroom of the mainstream
school, I couldn’t copy from the board <..> and here everything was more tailored.
[1M3] Classes are small at school. That is good for learning. [1M3]

Part of the pupils involved in the study does not explain why they are learning at
the special education institution, but a share of them relates their education at
this institution to educational difficulties arising due to the complex curriculum,
experienced at the mainstream school.
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my teacher said to my mother that I had little success in learning. [2M6] I have
problems with memory. We discussed with my mom and decided. [2M4] I was
expelled because of underachievement, because I was doing badly. [3M4] I was
moved because they thought it would be easier for me to learn here. [4M3] [ was not
doing so well. I moved because my mother suggested. [4M6] I was doing normally,
and I moved because tasks are facilitated here. [4M7]

Considering the opportunities for education at the mainstream school, pupils
first of all distinguish the fear of bullying:

if  went to another school, I would be bullied <...> because everyone would anyway
pay attention to my appearance, they would look how you react, they would notice
anyway. [2M5] You hear all kinds of rumours that they are fighting, insulting each
other, here, it looks calmer. [1M5] All the children are angry with each other there.
[3M6]

Assessing their learning abilities, pupils design unsuccessful learning at the
mainstream school:

I would like, but I don’t know whether I could, because my main thing is memory. |
don’t know how this would affect my learning. [2M5] I think  would be doing badly
there. They would give difficult tasks there. [3M6]

Pupils’ reflections on the existing experiences of education at different schools
highlight bigger opportunities for further education upon completion of the
mainstream school:

I don’t know why I was learning badly. I didn’t have any friends. I was sitting at
the desk alone. <...> I would like to come back there. It’s better there. You can enter
everywhere. It’s easier to learn here because the program is facilitated <..> Maybe |
would succeed learning according to the general curriculum if I tried <...> just when
I came here, I realized that you must strive and learn well <...>, not the teachers
have to help, I should try harder <..> From that school you won’t enter anywhere
good <..>I would really choose to learn at that school. [3M4]

Experiences of learning at the special education institution. A large
share of pupils who participated in the study never considered possibilities of
education at the mainstream school. Pupils are of the opinion that they are used
to learn at the special school and they find it easier to learn here:

I would like to finish this school because it is easier to learn here and I do better.
[3M2] It’'s somehow fun here... maybe I have become accustomed. [1M6] It would
be difficult to get used to other teachers. [IM3] Here, I have become accustomed.
[3M3]

Pupils maintain that the disadvantage of learning at the special educational
institution is the need for more full-fledged communication with peers:
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there was a moment when I didn’t really like it here ... I had few friends. It would be
good if there were more girls at school. [1M2] Formerly, there were good companies
... now, it’s not good. I miss friends. [1M3] I had many friends there ... I'd like to come
back there. [3M2] The class was friendly <...> There are very few children here,
there are not so many children to communicate with. [3M3]

Pupils’ imparted thoughts arouse doubts about not always reasoned pupils’
education at the special education institution:

they wanted to send me to the mainstream school long ago, because I am one such
here, such “quicker’, and everyone else is “slow” ... now they are taking various
pupils because there is a shortage of them <...> if just a little bit something <...> and
take them right away. If I learned at the mainstream school, I think I would also get
higher points. [IM3] Sometimes, it’s even too easy to learn <...> I liked there more,
but I wouldn’t return to that school because I've got accustomed here. [3M3] It’s not
very difficult to learn <..> maybe I could learn at another school, but I don’t want
to. Maybe because I've got accustomed. [IM6]

According to pupils, the disadvantage of learning at the special education
institution is the labelling name of the school:

Idon’t know why, but I don't like it. [2M6] The name of the school should be changed
because it shows that disabled children are learning here. [3M3]

Pupils’ opinions on education at the special and mainstream school basically
coincide with pupils’ experiences disclosed by foreign scientists. Based on the
conducted research data, Squires, Kalabouka et al. (2016) state that one third of
SEN pupils involved in the research and learning at special schools would like to
learn in mainstream schools, if they had a possibility. However, another part of
pupils shares negative experiences of learning at the mainstream school, stating
that they received the most assistance from teacher assistants but not from
teachers or peers. It is noted that experiences of pupils at the special school
after moving to the special institution from the mainstream school are more
positive. According to Squires, Kalabouka et al. (2016), the special education
school is more favourably assessed because of the assistance provided to the
pupil and the easier curriculum. This is also important for the pupils involved in
this study. Research data of Webster, Blatchford, (2014) show that pupils with
SEN at the mainstream school spend as much as a quarter of their time not in
the classroom; significantly less interactions with teachers and peers are noted.

The experiences of pupils who participated in this study are given prominence
in foreign practice too. Cosgrove, McKeown et al., (2014) have demonstrated
by their study that pupils with SEN experience bullying more often at the
mainstream school than pupils without SEN. Bullying of this group of pupils
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is usually caused by “different” appearance, peculiarities of relationships
with peers, educational difficulties and personality traits characteristic to the
oppressed. Despite the fact that bullying also occurs at the special school, pupils
who have moved from the mainstream school maintain that the special school is
a safer educational environment (Squires, Kalabouka et al., 2016).

Psychosocial Environment at the Special Education Institution

Teacher-pupil relationships. Most often, pupil responses reveal friendly
relationships between teachers and pupils, oriented to assistance for pupils.
According to pupils, the good teacher is the one who is patient, seeks to help
pupils to master the educational material:

the teacher helps what we don’t understand - tells how to do [4M1] Teachers are
good. Honest. You need to scold a little if children don'’t listen; intercede for you,
advise, teach, teach everything. Pupils consider the teacher’s duties; teachers,
pupils’ duties. [4M3] Teachers are friendly, help children. [3M6] Very good teachers
are the ones who explain, understand, comfort, are fair. [IM1] Allow you to try
yourself, then help a little <...> during the lesson you work very much and you are
learning in the lesson, master very well. But don’t give homework and you “torture
yourself” for some hours <..> joking, cheerful <..> who know their subject. [1M3]

Pupils with very limited language skills most often express a positive opinion
about their relation with teachers without reasoning it but describing teachers’
activity:

I get along with teachers. [2ZM5] I'm a friend with the teacher. [2ZM4] They teach me.
I can count, write because you need to learn to write a sentence. [2ZM7]

Based on their experience, pupils mention psychological and physical violence,
which pupils name as teachers’ negative traits (crossness, strictness, raised tone
of voice) and applied physical punishments:

we have a teacher who starts yelling after several answers — we don'’t like it. She
says, “How can you not understand?” [IM3] When we don'’t listen, scolds, yells,
shouts. [4M3] A bad teacher gets angry, grabs by your hair. [3M7] I dislike when the
teacher strikes on ears. [3M6]

A part of teachers, according to pupils, is not able to clearly and understandably
covey the curriculum:

bad teachers are those who are not able to explain; therefore, pupils don’t
understand the lesson, they learn badly and teachers scold them, sometimes
needlessly but often they themselves are guilty that pupils don’t understand. [1M1]

Pupils’ experiences reveal teachers’ applied wrong assessment of learning
achievements, which promotes the loss of motivation for education:
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Sometimes the teacher evaluates not quite correctly <..> once I got 5 for maths,
and the classmate also got 5, but the teacher added 2 points for him. I ask, "For
what did you add the points?” She says, “Because he is very good at drawing cubes.”
I say, "I also draw well” Says: “Yes, I understand. Another point because he did his
homework’. I say, “And I did.” Then that teacher turned red and said, “Next time, Ill
write a better mark to you.” [IM1] Teachers don’t evaluate me correctly. Some other
pupil does something, then the teacher says “perfect” My work is done better but
she praises others. When others do their homework, the teacher praises them and
says nothing to me <..> another teacher strangely assesses. Asks, “Have you done
your homework?” I say, “Yes.” Says, “Good, I'm writing six”. | come next time, I say, “1
haven’t done my homework.” Says, “I'm writing five”. This way I don’t understand
where this “fire” to do homework or not to do is. If assesses like this, we usually
choose not to do homework. [1M3]

Pupils’ inter-relationships are characterized controversially. In some
cases, pupils distinguish good and friendly interrelationships between pupils.
They state that at school they have friends with whom they communicate most
often, engage in their favourite activities, help each other:

pupils in the class are friendly. Best time is with friends. [4M9] We listen to music,
speak about life, play pool, dance together. Many friends from other classes ...
Friendly. Don’t get angry. [4M3] There are very good friends here <..> [ have whom
to talk with. [1IM1] In the class, all are friendly, help each other. [1M6]

In case of difficulties in the lessons, pupils usually address the teacher asking
to explain, but when the teacher runs out of time in the lesson, assistance is
received from peers:

classmates help each other. Say: “You don’t say the answer, just help.” <..> She
explains and I get better marks. [IM1] There are cases when I help others because
it is more difficult for him to learn. [3M3]

On the other hand, equally frequently pupils mention disagreements between
pupils, bullying or even racket:

There are cases when we are angry [2M3] Some children are angry with each other,
are laughing at each other. [2M4] I am one of those “hurt” <...> they are laughing at
me because I have all kinds of other activities: | work with educators, help them, and
they just gossip. [IM3] There are such who are always angry with each other, they
just “nourish themselves with that evil.” [1M5] Fight, curse, don’t share something.
[4M9] There is bullying both among boys and girls. Mock for behaviour, clothes.
Curse. [3M3] I particularly dislike when they ask for money. I say “I won’t give”.
[4M2] Anyway, they don’t leave me. Sometimes tease for some trifles, for example,
carp at smaller ones, strike, hurt, nickname. [4M3]
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In the pupils’ opinion, there are cases when teachers themselves indirectly,
showing the example of inappropriate behaviour, initiate pupils’ bullying :

there are cases when teachers are trying to joke, and pupils hear and then repeat
the same. [1M4]

Pupils solve disagreements between themselves differently. Some pupils tend to
seek help from adults:

I go to teachers to say. They take to the classroom and he is sitting sad because he
did the wrong thing [4M1] I go to the deputy or director and tell. [4M3] I go to the
educator to complain. She scolds. [3M8]

Other pupils stay away, avoiding involvement into the conflict:

I'm afraid to get involved because I myself will be in for it [3M8] If | saw someone
nicknaming another, I wouldn’t interfere, because I myself would be in for it. [IM1]
I don’t get involved in conflicts. [IM2] I, personally, don’t pay attention, don’t
interfere. If they are bullying him, let them. I don’t intervene. Some children may
say, “Why are you interfering here? What are you after?”[2M5]

Several pupils tell they are trying to help the weaker in such situations:

it’simportant to help a friend because I think if I help him and he will help me. [4M3]
I then say, “Maybe he doesn’t have money to buy other clothes” <...> it’s important to
help him because this hurts him. [3M3] I'm trying to intercede when I see someone
is angry. [3M2]

According to pupils, teachers often apply penalties that are not always effective
or seek help from other persons who have more power; i.e., school director,
pupils’ parents, police officers; however, in their opinion, such conflict resolution
is not efficient:

teachers say that “we will do something” but they do nothing. [1M4] Punish the
child. Doesn’t allow to be at the computer. [IM6] The teacher separates, seats at
the desks. [3M2] Teachers take pupils to the director, they write explanations. But
most often this is insufficient. They're still bullying. The teacher calls parents. Then
it’s fine. [3M3] Teachers address the police or go to the director to have a discussion
about the pupil. But the pupil’s behaviour doesn’t change. Only is a little afraid of
the director and the deputy. [3M4]

According to Squires, Kalabouka et al., (2016), pupils who have learning
experience in both mainstream and special education schools treat teachers
of special schools as friendlier and supportive to the pupil. According to the
authors (Squires, Kalabouka et al., 2016), better pupil-teacher relationships
at the special school may be determined by the smaller number of pupils and
class sizes. It is maintained that these conditions lead to a better understanding
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of and response to pupils’ needs. Pupils with big SEN and pupils without SEN,
who participated in the study conducted by Groves & Welsh, (2010), distinguish
similar traits of teachers as significant: knowledge of the subject and the ability
to relate learning to real life, enthusiasm, positive and respectful attitude to
pupils and fairness. According to Robinson (2014), pupils without SEN dislike
teachers who raise their voice tune, are moody, do not like their work, are
chaotic, are often sick or participate in teacher qualification events. It is believed
that this affects pupils’ emotional state at school.

The study conducted by Cosgrove, McKeown et al., (2014) reveals that
friendship is a particularly important part of social life for SEN pupils. Pupils with
SEN, compared with pupils without SEN, have fewer friends at school. Pupils of
special schools reveal the importance of applying the system of awarding for
positive behaviours and disciplining for inappropriate behaviours at any type
of school (Squires, Kalabouka et al., 2016). Strategies for bullying prevention at
the mainstream school are distinguished: friendly environment, peer support,
learning of survival strategies and ways of responding, teacher engagement and
active role, education in small groups or special classes. Thus, irrespective of
the type of school the pupil attends, bullying is treated as the result of the school
community’s ability to manage it (create a secure environment, develop social
abilities, promote pupils’ friendship oriented to assistance, etc.).

Pupils’ Attitude to Learning

Importance oflearning. Pupils’ attitude to learning is expressed at different
levels. Most pupils reveal that they understand the importance of learning,
linking it to better opportunities for further education:

it is important to study well in order to get good education. [3MZ2] So that you can
acquire some profession. [3M3] <..> so that when you grow up you could enter
where you want. [3M4] <..> because I will be able to do some work. [2M7] After
graduation you will get a certificate and you will be able to go to work. [2M4] So
that you know everything ... because you’ll work somewhere. [4M7]

Other learners note the importance of learning in further independent life:

you need to learn well to count your money so that they don’t deceive you. [2M3]
Without science you would perish, not live <..> all science is intended for your life
<..> you will need to independently culturally live. Every teacher or mother with
father will not contribute. [2M5] If you don’t know anything, life will be poor. If you
aren’t able to count money, you won’t know how much things cost. [4M3] Because
otherwise it will be difficult to live. [2M6]

Pupils express the thought which means that learning ensures “normal” social

life:
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You need to study. So that you learn because then, you won’t know anything, so,
you'll live in the streets. If | study, I'll have a home, a girl. [3M5] You need to learn
well, otherwise they will laugh at you. [4M9] If I learned well, | would have normal
friends. [4M2]

Several pupils’ attitude to education is in the first place linked to their own
internal motivation or striving to justify parents’ expectations:

there are pupils who get fours and it’s all one to them. They talk but I go to learn.
[1M3] I could learn better, but there is no such great wish. It is important for me
that I should be interested in that subject. [IM4] It’s very important to learn well,
because if I learn badly, my mother is angry. [1M1]

Quite a large number of pupils involved in the study state that you need to learn
in order to acquire essential communicative abilities, without providing further
arguments:

you need to learn well so that you learn to read and write. [2ZM8] I want to learn to
read. You need. [2M1] I want to go to school, if I don’t go, I won’t be able to write.
You need to write a letter to Santa Claus. [2M1] Need to learn. So that you learn
everything. [3M1] Need to learn well. I don’t know why. [3M8] You need to learn
well so that you learn to write, read, and count. You won’t be able to do anything.
[4M8] You need to learn well, listen to teachers, read, write. [4M4]

Pupils’ interests and learning strenghts. Most often pupils relate their
satisfaction with learning at school to enjoyable activities: lessons that are
“Interesting’, “easy’, oriented to “active activities” or lessons where you “do well”;
i.e., which correspond to their abilities; other pupils simply name the subjects

they are interested in:

it’s not difficult to learn. I'm learning well. [4M9] I'm doing well in works and music
because I'm very talented; therefore, teachers accept me to do such work. [4M3]
Maths is interesting to me when the teacher gives a calculator and sheets, where
you have to count and colour. [4M3]

Speaking about enjoyable activities or memorable events, days at schools, pupils
most often mention informal education organized at the institutions (clubs, days
without lessons, excursions or project activities):

we go to museums, excursions, the stud. [1IM2] We went to the Botanical Garden.
There were games, a picnic. [1M3] We went to give a concert to the Czech Republic.
[1M4] There was some celebration, we were riding bicycles. [1M5] There are many
sorts of activities here. [2M6] The Poles invite us, we go to them and vice versa <...>
a fantastic tour. Everywhere we go, I like that a lot <..> Every father should be
happy that his child goes everywhere so often. [2M5]
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Only several pupils, reflecting on their successful learning experiences, note
individual personal or social abilities, which, in their opinion, help them in
learning:

I'm eloquent, pupils make posters in the classroom, and I always have to present
them. Or in the hall, when you need to talk, | speak impromptu. Everything goes
fine. [IM3] I wasn’t able to defend myself. | was a very big coward. Now, [ think |
could be able to represent myself and I'm braver. [1IM5]

Only a small share of pupils reveals application of metacognitive strategies in
the educational process and daily activities, seeking to help themselves to learn:

the teacher says to us all the time: “you first have to listen and then to write” <...>
“You must be silent when one speaks”. [2M3] At school, I try to write more in the
notebooks so that the teacher doesn’t have to run about every time. She won’t run
to everyone <..> Mom with my grandmother always say to me: “Write down on a
small piece of paper” <..> I sometimes don’t want to write, [ want to remember
somehow myself, but I never succeed. [2ZM5] When there is a difficult task in the
lesson, I'm trying to figure out so that I understand, and if I fail, I keep waiting so
that I could look for everything at home. [1M3]

Learning difficulties. The majority of pupils states they are not experiencing
educational difficulties. Educational difficulties named by other pupils are most
often associated with “difficult lessons”, “lessons where you fail”, “unenjoyable or
difficult activity”:

I don’t like writing. When you write, you are bored. [2M3] She fails because she can’t
count. [2ZM7] Can’t memorize the multiplication table. [2ZM6] I'm most unsuccessful
in geography because those maps are too complex for me. [4M3] The most difficult
subjects are Lithuanian and maths. [4M1] Sometimes English is difficult. They show
a video in English, and I need to answer in Lithuanian. I understand a few words,
but not many. [4M2]

Only a few pupils relate their learning difficulties to insufficient cognitive
abilities. It is maintained that these pupils’ educational difficulties are caused
by weak memory:

I'd like to learn better if the memory were better. This hinders my learning.
Sometimes I learn the lesson and the next day, they ask me and this is forgotten.
[1IM5] I couldn’t learn better <..> I have problems with memory: sometimes |
understand what the teacher says in the lesson, but when I am asked to tell, I forget
everything. Even at home, when I come back from school, I put a phone on the table
and ask “Where is my phone?” I put for one minute and I no longer know where |
putit. [2M5]
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Some pupils distinguish the lack of attention in the lesson, which they think
arises due to inappropriate behaviour of peers in the lesson:

There is a classmate who sings in the lessons <...> he doesn’t listen and starts singing.
Other pupils say “you are disturbing us” <..> when he is singing I do half of my
works badly only because of him. He disturbs and it’s difficult to concentrate. [1M1]

Pupils with more severe educational difficulties receive the teacher’s special
attention during the lesson and better learners sometimes lack the teacher’s
attention:

teachers should be more near us, because when other children don’t understand,
maybe they stay more near them. [2ZM6] The teacher could help so that I learn
better. She should work with me alone. I would concentrate more on what she is
saying. [IM1]

It can be assumed that the rarely distinguished pupils’ individual learning
characteristics (difficulties and strenghts) show pupils’ poor self-knowledge
and readiness to understand their learning peculiarities. According to Squires,
Kalabouka et al., (2016), the way in which learning tasks are given to pupils
can determine their self-awareness. Based on the research data of Cosgrove,
McKeown et al.,, (2014), pupils with SEN express lower satisfaction with school
and, in particular, with learning more difficult subjects (reading, writing, maths)
than non-SEN pupils. Pupils without SEN positively assess those lessons and
activities that are related to their interests, but it is stated that such practice is
rare in other countries too (Groves, Welsh, 2010).

Interestingly, both SEN pupils learning at the special school (revealed in
this study) and mainstream school pupils (Groves, Welsh, 2010) note the need
for the teacher’s individual attention or additional consultations. Mainstream
school educators also maintain that one of the main challenges of inclusion is
teachers’ special attention for pupils experiencing difficulties in the lessons and
lack of attention for better learners (Lambe, Bones, 2006).

This study, like the study of foreign authors (Cosgrove, McKeown et al,,
2014), reveals that, in SEN pupils’ opinion, positive aspects are usually the ones
of social learning at school; i.e, communication with peers, extra-curricular
activities and informal education.

Conclusions

1. Often, pupils with severe SEN, learning at the special school, have doubts
about the possibilities of learning at the mainstream school because of the
lack of support corresponding to their needs, unsafe emotional environment
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and bullying at mainstream schools. Pupils think that learning at the special
education school is easier and, assessing realistically, is better tailored to
pupils’ abilities and needs. Learning at the special education institution,
pupils distinguish the need for and the lack of full-fledged communication
with peers.

2. Pupils’ experiences of communication with teachers and between
themselves are diverse. Many teachers are described as supportive; others,
on the contrary, are assessed quite negatively due to personal qualities or
the lack of pedagogical competencies. Pupils often share the experience
of bullying among peers at schools. The need for application of bullying
prevention strategies and the school community’s ability to manage it at
schools come to prominence.

3. Many pupils’ attitude to learning is inseparable from internal motivation.
Successful learning is seen as a precondition for greater opportunities of
further education, “normal” social life and employment, but a large share
of pupils does not explain why they need to learn. Pupils mostly enjoy
lessons oriented to pupils’ active, practical activities and informal education
organized at schools. Pupils often explain learning difficulties by “difficult”
subjects. Rarely distinguished pupils’ individual learning characteristics
show pupils’ poor self-knowledge and readiness to understand their
learning peculiarities.

4. It comes to prominence in the study that a share of pupils with seveve
SEN has the opinion about advantages and limitations of learning at the
special and mainstream school. Experiences of SEN pupils’ learning in
different types of schools in Lithuania and abroad are analogous. The study
reveals that pupils associate learning at the inclusive school with greater
opportunities for further education, more full-fledged communication with
peers; however, they express fear for learning difficulties and bullying as
well as lack of individual support in learning process. On the one hand,
while learning at the special school, pupils feel safer, receive more support
from teachers, feel teachers’ positive attitudes, and do not experience
considerable learning difficulties. On the other hand, like in mainstream
schools, there are cases of bullying, not always fair behaviour of teachers is
noted, difficulties in mastering the curriculum are encountered.
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Summary

The article reveals the experiences of pupils with severe special educational
needs (SEN) at special education institutions, which are analyzed in the context
of inclusive education approach and research conducted in foreign countries
data. The study highlights pupils’ opinions on the opportunities and limitations
of education at special and mainstream schools, their attitude to learning and
discloses peculiarities of psychosocial environment at special schools.

The research object is learning experiences of pupils with severe SEN at the
special educational institution.

The research aim is to reveal learning experiences of pupils with severe SEN
at the special education institution.

Pupils with severe SEN (N=29) from special education institutions were
participating in the research. The research data were collected employing the
semi-structured individ ual interview. Research data were processed using the
qualitative content analysis method. The research is grounded on the approach
of the interpretative (phenomenological) research methodology.

Research data reveals, that pupils with severe SEN, learning at the special
school, have doubts about the possibilities of learning at the mainstream school
because of the lack of support corresponding to their needs, unsafe emotional
environment and bullying at mainstream schools. Pupils think that learning at
the special education schoolis easierand, assessingrealistically, is better tailored
to pupils’ abilities and needs. Learning at the special education institution,
pupils distinguish the need for and the lack of full-fledged communication with
peers.

Many teachers are described as supportive; others, on the contrary, are
assessed quite negatively due to personal qualities or the lack of professional
competencies. Pupils often share the experience of bullying among peers at
schools.

47



SPECIALUSIS UGDYMAS / SPECIAL EDUCATION 2019 1 (39)

Many pupils’ attitude to learning is inseparable from internal motivation.
Successful learning is seen as a precondition for greater opportunities of further
education, “normal” social life and employment, but a large share of pupils does
not explain why they need to learn. Pupils mostly enjoy lessons oriented to
pupils’ active, practical activities and informal education organized at schools.
Rarely distinguished pupils’ individual learning characteristics show pupils’
poor self-knowledge and readiness to understand their learning peculiarities.

Experiences of SEN pupils’ learning in different types of schools in Lithuania
and abroad are analogous. The study reveals that pupils associate learning at
the inclusive school with greater opportunities for further education, more
full-fledged communication with peers; however, they express fear for learning
difficulties and bullying as well as lack of individual support in learning
process. On the one hand, while learning at the special school, pupils feel safer,
feel teachers’ positive attitudes, and do not experience considerable learning
difficulties. On the other hand, like in mainstream schools, there are cases of
bullying, not always fair behaviour of teachers is noted, difficulties in mastering
the curriculum are encountered.
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