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Anotacija

Sis fenomenologinis tyrimas apraso Bengkalos (Balis, Indonezija) inkliuzinés mo-
kyklos mokiniy, turin¢iy klausos sutrikimg, patiriama rizikg ir jy atsparumo Saltinius.
Duomenys buvo gauti i$ keturiy mokiniy, turin¢iy klausos sutrikimg, ir su jais susiju-
siy informanty pasitelkiant pusiau struktiiruotg giluminj interviu ir stebéjima. Analizé
buvo atliekama taikant fenomenologine tyrimo strategija. Tyrimo rezultatai rodo, jog
(1) egzistuoja trys svarbiis rizikos faktoriai - skurdas Seimoje, mokinio sunkumai su-
prantant Zodine kalbg bei mokymosi medZiagg ir mokinio emocijy sutrikimas; (2) pen-
ki asmeniniai atsparumo Saltiniai, tokie kaip savarankiSkumas, bendradarbiavimo jgu-
dziai, talentai ar specialieji gebéjimai, dékingumas ir pozityvi viltis; (3) keturi socialinés
paramos atsparumo $altiniai - $eima, mokykla, bendraamziai ir bendruomené. Siame
tyrime taip pat svarstoma, kaip geriau prisidéti prie vaiky, turin¢iy klausos sutrikima ir
besimokanciy inkliuzinéje mokykloje, sékmingos psichologinés bei socialinés raidos ir
mokymosi pasiekimy.

Esminiai ZodZiai: rizika ir atsparumas; mokinys, turintis klausos sutrikimg; inkliuzi-
né mokykla; socialiné parama; psichologinis atsparumas; kurciyjy ugdymas.

Jvadas

Svietimo apZvalgininkams ir suinteresuotiesiems asmenims visame pasau-
lyje labai aktualus yra vaiky, turinciy specialiyjy poreikiy, ugdymas (Alothman,
2014; Tiwari, Das ir Sharma, 2015). Pasauliné specialiojo ugdymo konferencija,
vykusi Salamankoje (Ispanija) 1994 m. birZelio ménesj, tapo vienu i$ svarbiau-
siy inkliuzinio ugdymo renginiy. Konferencijoje dalyvave 92 vyriausybiy ir 25
tarptautiniy organizacijy atstovai patvirtino dinamiska naujg deklaracijg dél
visy vaiky, turiné¢iy negalig, ugdymo siekiant inkliuzijos. Be to, konferencijoje
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buvo priimta nauja veiksmy programa, kurios pagrindinis principas yra tai, kad
bendrojo ugdymo mokyklos turi priimti visus vaikus, nepaisant fiziniy, proti-
niy, socialiniy, emociniy, lingvistiniy ar kity veiksniy (UNESCO, 1994).

Programoje teigiama, kad bet kurios Svietimo politikos uzdavinys yra suda-
ryti salygas vaikams, turintiems negalig, lankyti ta mokykla, kurig jie lankyty,
jei neturéty negalios. Salamankos deklaracija dél inkliuzinio ugdymo (UNESCO,
1994) ir kitos pasaulio edukacinés konvencijos kviecia Jungtiniy Tauty organi-
zacijos narius jgyvendinti Svietima visiems (Education for All/EFA), suteikiant
iSsilavinimo galimybe kiekvienai bendruomenei né vienos nediskriminuojant,
taip pat jdiegiant inkliuzinj ugdyma siekiant panaikinti klititis vaikams, turin-
tiems specialiyjy poreikiy, ugdytis bendrojo ugdymo mokyklose kartu su jpras-
tos raidos vaikais.

Atsakydama j Salamankos deklaracija, Indonezijos vyriausybé isleido nauja
vyriausybés reglamenta ir pradéjo vykdyti inkliuzinio ugdymo jdiegimo para-
mos politika Salyje. Pirmoji nacionaliné konferencija dél inkliuzinio ugdymo In-
donezijoje buvo surengta 2004 metais, joje buvo paskelbta Bandungo deklara-
cija (Deklarasi Bandung), kurioje Indonezijos Svietimo apZvalgininkai iSreiské
paramag inkliuzinio ugdymo diegimui (Bandung Declaration, 2004). Kai kuriose
Salyse inkliuziniam ugdymui skiriamas ypatingas démesys (Ballard, 1999; Sal-
via, Ysseldyke, & Witmer, 2012), jis laikomas budu padéti vaikams, turintiems
negalig, valstybinéje edukacinéje aplinkoje ar valstybinése mokyklose (Florian,
Rouse, & Black-Hawkins, 2016; Fulcher, 2015). Tarptautiniu mastu inkliuzinés
prieigos déka palaikoma ir priimama mokiniy jvairove (UNESCO, 2001). Indo-
nezijos vyriausybés politikos kontekste inkliuzinis ugdymas yra ugdymo siste-
ma, suteikianti galimybe visiems mokiniams, turintiems specialiyjy ugdymosi
poreikiy, taip pat iSskirtinj intelektg ir (ar) talenta, kuri padeda jiems ugdytis
ir mokytis edukacinéje aplinkoje kartu su bendrojo ugdymo mokyklos moki-
niais (Indonezijos Respublikos $vietimo ministerija, 2009). Valstybinés mokyk-
los Indonezijoje turi padaryti iSvadas, kad inkliuzinio ugdymo teikéjai privalo
pritaikyti tam ugdymo turinj, jrangg ir infrastruktiirg, taip pat plétoti ugdymosi
sistemas, pritaikytas mokiniams, turintiems specialiyjy poreikiy.

Kai kurie autoriai ir specialiojo ugdymo apzvalgininkai argumentuoja, kad
visuotinai priimtame specialiojo ugdymo modelyje dominuoja individuali pri-
eiga (Reindal, 2008). Socialinés negalios (Oliver, 1983; 2013) ar ,socialiniy san-
tykiy negalios” (Reindal, 2008) modelis inkliuzinio ugdymo programose yra
tinkamesnis kovojant su vaiky, turinc¢iy specialiyjy poreikiy, diskriminacija.
Socialinés negalios modelio idéja kyla i Esminiy negalios principy dokumen-
to, pirma kartg isleisto XX a. 8 deSimtmecio viduryje (UPIAS 1976, cit. Oliver,
2013), kuriame teigiama, kad mus Zaloja ne negalia, bet luoSinantys barjerai,
su kuriais susiduriama visuomenéje. Vaiko, turincio specialiyjy poreikiy, mo-
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kymasis inkliuzinéje mokykloje reiskia ribos tarp vaiky, turinciy ir neturinciy
specialiyjy poreikiy, panaikinima.

Ankstesniy tyrimy rezultatai rodo, kad inkliuzinio ugdymo administravimas
Indonezijoje reikalauja daug démesio. Sunardi ir Sunaryo (2011) uzfiksavo, jog
inkliuzinio ugdymo jdiegimas jy Salyje patyré kokybés nuosmukius. Todél biiti-
nas didesnis vyriausybés démesys, mokytojy atsidavimas ir bendruomenés pa-
rama. Mudjito, Hrizal ir Elfindri (2012) rasé, kad inkliuziniy mokykly skaicius
Indonezijoje vis dar yra nepakankamas lyginant su vaiky, turin¢iy specialiyjy
poreikiy, skai¢iumi. Sunardi, Gunarhadi ir Yeager (2011) pazyméjo, kad kai
kurioms inkliuzinéms mokykloms nepavyko pritaikyti mokymo programos ar
patalpy ugdymo procesui, meninés bei sportinés veiklos, taip pat profesinio ug-
dymo vaikams, turintiems specialiyjy poreikiy. Tarnoto atliktas tyrimas (2016)
rodo, kad problemos, kurias patiria inkliuziné mokykla, yra Sios: nepakankama
mokytojy kompetencija, susijusi su vaiky, turinciy specialiyjy poreikiy, moky-
mosi procesu, tévy ripinimosi stoka, paramos is socialiniy institucijy, vyriausy-
bés ir atitinkamy specialisty inkliuzinéje mokykloje tritkumas.

Vaikai, turintys klausos sutrikima, patiria didele diskriminacijg dél klitciy
savo bendruomenéje (Young, Green, & Rogers, 2008). Vaiky klausos sutrikimas
siejamas su psichologinés ir socioemocinés raidos klititimis, taip pat su nega-
léjimu iSnaudoti viso savo potencialo (Young, Rogers, Green, & Daniels, 2011).
Vaikas, turintis klausos sutrikimg, inkliuzinéje mokykloje geba labiau pajusti ir
pacios visuomenés integruota pobiidi. Tac¢iau kai kuriuose tyrimuose ir moks-
linéje literatiiroje jauc¢iamas Svietimo praktiky ir politiky susiriipinimas dél to,
kad vaikas, turintis klausos sutrikima, gali patirti problemy adaptuodamasis
prie trukdziy ar psichologiniy kliti¢iy inkliuzinéje mokykloje (Sari, 2007; Hal-
lahan & Kauffman, 2004; Anita, Jones, Reed, & Kreimeyer, 2009; Anita, Reed, &
Shaw, 2011).

Preliminariis tyrimo, atlikto inkliuzinéje Bengkalos SDN 2 mokykloje (vie-
noje i$ valstybiniy pradiniy mokykly), rezultatai parodé, kad mokiniai, turin-
tys klausos sutrikimg, Sioje inkliuzinéje mokykloje btna kartu ir bendrauja su
girdinciais mokiniais. Savo unikalaus bendravimo biido gesty kalba déka ir pa-
dedami specialiojo asistento (mokiniy, turin¢iy klausos sutrikima, vertéjo) jie
kartu su mokytoju ir girdinciais mokiniais jsitraukia j klasés diskusija.

Sios mokyklos mokiniai, turintys klausos sutrikima, gebéjo pasiekti gery re-
zultaty Sokiy konkurse, atletikoje, tapyboje ir kitoje veikloje. Akademinéje sri-
tyje vienos mokinés gebéjimai buvo gana geri. Pasak mokytojy, vienai mokinei,
turinéiai klausos sutrikima, patinka ir gerai sekasi matematika. Sio tyrimo re-
zultatai yra viena i$ priezasciy teigti, kad moKkiniai, turintys klausos sutrikimg,
Sioje inkliuzinéje mokykloje turi resursy ir stiprybiy, nors ir patirdami jvairiy
problemy ir sunkumy dél klausos sutrikimo. IS rezultaty matyti, kad Siems vai-
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kams, turintiems klausos sutrikima, pavyko perZengti savo apribojimus, tokie
vaikai yra atsparts.

Bendrais bruoZais atsparumas yra apibréZiamas kaip gebéjimas reaguoti,
apsiginti ar sékmingai vystytis, taip pat kontroliuoti situacija jauc¢iant spaudima
ar sunkumus (Bernard, 2004; Yates, Tyrell, & Masten, 2015; Rutter, 2012). At-
sparis vaikai yra tokie, kuriems pavyksta adaptuotis ir kurie greitai prisitaiko
prie sunkumy ar nesékmiy (Garmezy & Streitman, 1974; Luther & Cicchetti,
2000), kurie geba mokytis, zaisti, myléti, buti pozityvis ir turéti ateities viltj
(Bernard, 2004). Atsparumo teorija turi dvi dimensijas. Visy pirma, tai rizikos
faktoriai, kurie tampa klittimis. Antrasis faktorius yra apsaugos faktorius, kuris
prisideda prie atsparumo ugdymo (Bernard, 2004; Masten, 2014; Rutter, 2012;
Zimmerman, 2013; Zolkoski & Bullock, 2012; Yates ir kt., 2015). Apsaugos ir
rizikos faktoriai yra dinamiski ir svyruoja priklausomai nuo konteksto, taigi at-
sparumo rezultatai gali buti taip pat skirtingi (Zolkoski & Bullock, 2012). At-
sparumas tampa optimalus, kai visi socioekologinio modelio apsaugos faktoriai
(t.y. individas, Seima ir bendruomené) yra sustiprinami (Bernard, 2004).

Terminas atsparumas mokiniy, turinciy klausos sutrikima, kontekste pabré-
Zia sékme kasdieniame gyvenime kovojant su trikdZiais, susijusiais su klausos
sutrikimu, ir kitomis situacijomis, kurios trukdo, paralyZiuoja funkcijas ar atski-
ria juos nuo aplinkos (Young ir kt., 2008; 2011). Tam, kad buty atspards, vaikai,
turintys klausos sutrikima, turi turéti galimybiy ugdyti gebéjimus kaip apsau-
gos Saltinius per patirtis jveikiant rizikg ir kontroliuoti savo jsipareigojimus bei
veiksmus (Young ir kt., 2011; Anita ir kt.,, 2011; Greenberg, Lengua, & Calderon,
1997). Pastaryjy deSimtmeciy tyrimuose linkstama klasifikuoti vaikus, turin-
¢ius klausos sutrikimg, kaip individus, kurie yra rizikos grupéje ar yra pazei-
dziami, kai susiduria su nesékmémis ugdyme, adaptacijoje ar raidoje (Luckner
& Stewart, 2003, cit. Luckner, 2011). Vis délto negalima paneigti, kad mokymo-
si kokybé pamokoje (Arianto, 2013), bloga vaiky priezitra (Membela, 2016),
vaiky santykis su mokymosi aplinka (Yosiani, 2014), tarpasmeninio bendravi-
mo modeliai (Karnigtyas, 2014) ir socialiné parama taip pat turi jtakos vaiky,
turinciy klausos sutrikima, raidai. Tuo tarpu tyrimy, kurie koncentruojasi ties
egzistuojanciais resursais ir parama mokiniams, turintiems klausos sutrikima,
optimaliai vystytis ir sékmingai mokytis, yra nedaug (Luckner, 2011).

Siuo tyrimu siekiama atskleisti atsparumo $altinius, kuriuos pasitelkia Ben-
gkalos inkliuzinés mokyklos SDN 2 mokiniai, turintys klausos sutrikima, siek-
dami jveikti sunkumus ir sékmingai mokytis. Konkreciau Siame tyrime buvo
siekiama aprasyti (1) rizika, kurig mokiniai, turintys klausos sutrikima, gali
patirti inkliuzinéje mokykloje, (2) mokiniy, turin¢iy klausos sutrikimg, gebé-
jimus, jgudZius ir asmenines charakteristikas, jiems padedancias sékmingai
jveikti sunkumus, sékmingai ugdytis ir pasiekti ugdymo rezultaty, ir (3) iSori-
nius Saltinius, palaikan¢ius mokiniy ugdyma ir optimalig raida.
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Metodas, dalyviai

Tyrimas atliktas inkliuzinéje pradinéje mokykloje SDN 2 Bengkaloje, Bule-
lengo apskrityje, Siaurés Balyje. Dalyviai, keturi mokiniai, turintys klausos su-
trikima (trys mergaités ir vienas berniukas), buvo atrinkti patogiosios atrankos
bidu. Dvi mergaités buvo septyneriy mety amziaus, trecioji mergaité - dvylikos
mety. Berniukas buvo vienuolikos mety amziaus. Siems dalyviams nuo gimimo
buvo diagnozuotas klausos lygis, didesnis nei 91 dB, arba labai Zymus klausos
sutrikimo laipsnis (Moores, 2001).

Tyrime taip pat dalyvavo keletas pagrindiniy informanty: (1) mokyklos di-
rektoré, (2) pasirinkti mokytojai, turintys penkeriy mety darbo patirtj Sioje in-
kliuzinéje mokykloje, (3) du specialieji pedagogai, (4) vaiky, turinc¢iy klausos
sutrikimg, tévai, (5) girdintieji vaiky, turinciy klausos sutrikimg, bendraklasiai,
(6) dalyviy bendraamziai uz mokyklos riby ir (7) Bengkalos kaimo oficials as-
menys - kaimo senilinas ir suaugusieji, priklausantys bendruomenéms, esan-
¢ioms dalyviy kaimynystéje.

Procediiros

Tyrimas buvo atliktas naudojant kokybine fenomenologine metodologija
(Gall, M., Gall, J., & Borg, 2003). Pagal fenomenologine tyrimo strategija duome-
nys buvo gauti pasitelkus pusiau struktiiruotg giluminj interviu, taip pat stebé-
jimg su uzrasais.

Pusiau struktiiruotas giluminis interviu buvo vykdomas siekiant i§ dalyviy
gauti spontaniska informacija. Buvo uzduodami kai kurie protokoliniai klausi-
mai apie dalyviy patiriamus suvarzymus, asmenybés charakterio pobiudj, taip
pat apie paramos, gaunamos i$ aplinkiniy, formas. Buvo siekiama jsitikinti, jog
klausimai yra nesaliSki ir atitinka tyrimo tiksla.

Tyréjas (pirmasis autorius) sieké uzmegzti asmeninj rysj su dalyviais pa-
sitelkdamas aktyvaus klausymo jgudZius, siekdamas paskatinti dalyvius ana-
lizuoti savo atsakymus. Si strategija padeda nuspresti, kada laikytis numatyto
interviu protokolo, o kada nuo jo nukrypti, atsizvelgiant j pagrindinius dalyvius.
Tokia prieiga pasiteisino tuo, kad visi dalyviai, turintys klausos sutrikima, dali-
josi savo jausmais, mintimis ir patirtimis spontaniskai, be jokio nepagrijsto neri-
mo. Kiekvienam dalyviui buvo suteikiama galimybé pasirinkti sau pseudonima
pries interviu pradZia. Interviu procesas buvo vykdomas mokykloje pasikvietus
du gesty kalbos vertéjus, kurie buvo vaiky, turinc¢iy klausos sutrikimg, specia-
lieji asistentai. Jie padéjo iSversti tyréjo (pirmojo autoriaus) klausimus j gesty
kalbg dalyviams ir atvirksciai.

Interviu buvo vykdomas per du ar tris susitikimus su kiekvienu dalyviu ir pa-
grindiniais informantais. Kiekvienas susitikimas truko nuo vienos iki pusantros
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valandos. Visi interviu buvo jrasyti i diktofong ir transkribuoti. Taip pat buvo
vykdomas ir protokoluojamas pasyvus dalyviy stebéjimas. Stebéjimas vyko na-
tiralioje tyrimo aplinkoje, biitent per pamokas mokymosi proceso metu, per
pertraukas ir uzklasinéje veikloje (t. y. sporto, meno ar profesinés veiklos bire-
liuose). Tyréjas taip pat pildydavo tyrimo dienorastj, kuriame paZymédavo savo
stebéjimus, reakcijas ir jsptidZius kiekviename duomeny rinkimo etape. Jis taip
pat identifikavo savo SaliSkuma ir iSankstine nuostatg prieS duomeny rinkima
ir jo metu, siekdamas sumazinti bet kokias galimas interpretacijos klaidas. Siy
tyrimo uZrasy refleksija padeda tyréjui kiek jmanoma iSvengti SaliSkumo ir ne-
pagristy prielaidy.

Temos analizés procediira atlikta vykdant trianguliacijos procesg pagal pu-
siau struktiiruoto giluminio interviu su visais informantais uzrasus ir stebéjimo
uzrasus (Flick, 2004; Taylor, Bogdan, & DeVault, 2015). Duomenys validuojami,
jei atitinka bent tris trianguliacijas i$ informacijos Saltiniy (Thurmond, 2001;
Torrance, 2012).

Duomeny analizé

Duomenys buvo analizuojami pagal kokybinio fenomenologinio tyrimo
prieiga (Creswell, 2007, p. 159-160). Analizé buvo atliekama lygiagreciai su
duomeny rinkimo procesu. Pirmajame jos etape buvo sudarytas reikSmingy
teiginiy sarasas ir teiginiai sugrupuoti. Teiginiai, nusakantys situacija, biisena
ar dalykus, sukuriancius trukdymus, Klititis ar sunkumus, kuriuos besimokyda-
mi ar kasdieniame gyvenime patiria mokiniai, turintys klausos sutrikima, buvo
klasifikuojami kaip rizikos faktoriai. Teiginiai, kurie apibiidino asmenines savy-
bes, kompetencija ar jgiidzius, teigiamai veikiancius raidg ir pasiekimus ar nau-
dojamus dalyviy siekiant tapti atspariems, buvo klasifikuojami kaip asmeniniai
atsparumo Saltiniai. Teiginiai, nusakantys socialines aplinkos charakteristikas,
kurios prisideda prie dalyviy gebéjimo biiti atspariems ugdymo, buvo klasifi-
kuoti kaip socialiniai atsparumo $altiniai. Kitame etape buvo isskirti kodai, ku-
rie atitiko iSpléstus dalyviy teiginius. Po to Sie kodai buvo sugrupuoti pagal pa-
nasSuma, ir kai kurie tos pacios krypties kodai buvo sujungti ar iSgryninti toles-
niam duomeny valdymui. Kiekvienai suformuotai naujai grupei buvo suteiktas
pavadinimas, tada ji kategorizuota (t.y. rizikos faktoriai ir asmeninio atsparumo
Saltiniai ar socialinés paramos atsparumo Saltiniai). Pateikiamas detalus gauty
iSvady aprasymas siekiant padéti skaitytojams priimti sprendimg ir pritaikyti
rezultatus kitiems tiriamiesiems ar situacijai, turinc¢iai panasias charakteristi-
kas. Tyrimo autentiSkumas patvirtintas ilgalaikiu bendravimu su responden-
tais, trianguliacija, respondenty validavimu (angl. member checking), taip pat
sukuriant patikimumga ir audito sekg, kaip aiSkina Guba & Lincoln (1989).
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Rezultatai
Rizikos apibréZimas tyrimo kontekste

Rizika yra apibréziama kaip situacija, biisena, jgimta ar aplinkos charakte-
ristika, kuri turi negatyvy poveikj pasiekimams ir raidai. Tyrimas rodo, jog visi
keturi dalyviai jauté labiausiai trukdancius rizikos aspektus. Atskleisti tokie ri-
zikos faktoriai: skurdas Seimoje, sunkumai, suprantant Zodine kalbq bei mokomgq-
Jjg medZiaggq, ir emocijy sutrikimo pasekmés.

e Skurdas Seimoje

Tyrimo dalyviai teigé, kad jy Seimos finansiné padetis néra gera. Skurdas
sukeélé issukius ir kliatis ju ugdymuisi. Dél skurdo Seimoje jie negaléjo jsigyti
mokyklai reikalingy daikty, tokiy kaip tinkama mokykliné uniforma, ar atsines-
ti kiSenpinigiy | mokykla. LS pasakojo (i$ gesty kalbos iSverté specialusis asis-
tentas):

Mano mama labai retai man duoda pinigy uZkandziams, kai einu j mo-
kyklg, as taip pat noriu turéti naujy graZiy drabuZiy, naujus batus mokyk-
lai, bet mano tévai tam neturi pakankamai pinigy.

¢ Sunkumai suprantant Zodine kalba ir mokomaja medziaga

Dalyviai apibiidino savo sunkumus, patiriamus bendraujant Zodine kalba. Jie
teigé, kad mokomoji medziaga yra sunki, nes mokytojai didzigja jos dalj désté
zodine kalba. Klittys taip pat buvo patiriamos atliekant grupines uzduotis kartu
su girdin¢iais mokiniais. Sios Klifitys tapdavo dar sunkesnés, kai su jais nega-
ledavo dirbti specialusis asistentas (gesty kalbos vertéjas), todél jie nenoréjo
mokytis klaséje be jo pagalbos. UZ mokyklos riby jie taip pat teigé patiriantys
kliticiy bendraudami su girdinciais Zmonémis, ypac su tais, kurie nesupranta
gesty kalbos.

¢ Emocijy sutrikimas

Dalyviai paminéjo, kad jie patiria sunkumy valdydami emocijas, daznai
jauciasi nestabilus, lengvai iZeidziami, lengvai supykstantys, daznai nusivyle.
Jie pykdavo, kai jy norai neissipildydavo. Jie susierzindavo ir nusivildavo, kai jy
draugai ar kiti girdintys Zmonés nesuprasdavo, k3 jie nori pasakyti gesty kalba.
Klasés mokytojas pasakojo:

Mokiniai, turintys klausos sutrikimgq, Sioje mokykloje linke supykti, ypa¢
jei jie nori kalbéti, bet jy nesupranta, kelis kartus RS (dalyvé) net iséjo is kla-
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sés (per pamoka), nes ji nesuprato pamokos déstymo Zodine kalba, kadangi
tq kartqg mokiniy, turinciy klausos sutrikimg, specialusis asistentas negaléjo
atvykti j mokykliq...

e Asmeniniai atsparumo Saltiniai

Tyrimo rezultatai rodo, kad egzistuoja penki asmeninio atsparumo - asme-
niniy savybiy, kompetencijos, igiidziy, kurie formuoja dalyviy gebéjima iveikti
sunkumus, patiriamus ugdyme ir kasdieniame gyvenime, taip pat trukdancius
optimaliai raidai ir ugdymo pasiekimams, - $altiniy tipai. Vyraujantys asmeni-
nio atsparumo Saltiniai yra savarankiskumas, bendradarbiavimo jgidZiai, talen-
tai ar specialieji gebéjimai, dékingumas ir pozityvi viltis.

Savarankiskumas

Dalyviai teigé, kad turi gebéjima jveikti sunkumus, kliiitis ir i$§ukius ugdyme
bei kasdieniame gyvenime. SavarankiSkumas yra resursas, kuris juos sustiprina
nelaimés akivaizdoje, tai iliustruoja dalyvio AR pavyzdys, iSsakytas gesty kalba
ir iSverstas specialiojo asistento:

Mokytis mokykloje ir ruosti namy darbus man yra sunku, as taip pat jau-
c¢iu, kad man sunku bendrauti su kitais Zmonémis (paprastai). Bet as tikiu,
kad viskq galiu jveikti, nes as esu stiprus...

Dalyvis pasakojo, kad mokykloje ir kasdieniame gyvenime yra daug sunku-
my, bet tiki, kad jis yra stiprus ir sugebés tinkamai juos jveikti.

Visi keturi dalyviai teigé, jog, susidiire su daugeliu sunkumy mokykloje ir
kasdieniame gyvenime, sugebédavo save jtikinti, kad jie yra stipris ir sugeba
jveikti sunkumus. Pasitikéjimo savimi déka jie jaucia, kad sunkumai sumazéja ir
yra lengviau jveikiami. SavarankiSkumas padeda jiems sékmingai pakelti sun-
kumus moksle ir gyvenime.

Bendradarbiavimas

Girdéjimo ir kalbos apribojimai netrukdo dalyviams uZsiimti bendra veikla
su savo girdinciais draugais. Nors ir patirdami komunikacijos sunkumy, jie su-
gebédavo mokytis, Zaisti ir uZsiimti jvairia veikla su girdinciais vaikais moky-
kloje ir uz mokyklos riby. AS (dalyvé) gesty kalba pasakojo:

AS noriu mokytis ir Zaisti mokykloje su visais savo draugais, negirdin-

Ciais ir girdin¢iais. Mano draugai ir Zmonés uz mokyklos riby manes neat-

stumia. Man patinka dalyvauti bendroje veikloje, religiniuose ritualuose ir

kitoje veikloje kartu su kitais kaimo gyventojais.
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Panasy teiginj iSsaké ir LS (dalyvé):

AS galiu bendrauti su bet kuo (draugais) mokykloje ir uz mokyklos riby
(kaimynystéje) netgi tokiu bendravimu (gestais)...

Mokytojai, draugai mokykloje ir kaimynai patvirtina $ig situacija ir pripa-
Zjsta, kad Sie vaikai yra atviri bendravimui ir veiklai su kitais mokyklos ar ben-
druomenés nariais. Jie taip pat zinomi kaip darbstiis vaikai, kurie daznai padeda
ir dalyvauja mokyklos ir kaimo veikloje.

Talentai ar specialieji gebéjimai

Visi dalyviai apibiidino savo talentus ir specialiuosius gebéjimus. LS (daly-
vé) paminéjo savo gabumus tapybai ir Sokiams. AR (dalyvis) pazyméjo, kad jam
gerai sekasi atletika ir fotografija. Pasak RS (dalyvé), ji tobulino savo talentus
tapybos ir Sokiy srityje, taip pat pradéjo naudotis informacinémis technologi-
jomis. AS (dalyvé) turi talentg Sokti ir gerai iSmano matematika. Visi dalyviai
paminéjo, kad jie prisijungé prie tradicinés Sokiy grupés ,Janger Kolok“ (Balio
Sokis su specifiniu dainavimu, atliekamas kurciyjy ar Kolok grupés). Talentas
ir specialieji gebéjimai jiems padéjo pasiekti laiméjimy. Dél Siy pasiekimy jie
labiau pasitiki ir didZiuojasi savimi.

Dékingumas

Dalyviai teigé, kad yra dékingi situacijai, nors jie gimé kurti ir turéjo kity
sunkumy. Jie paZymeéjo, kad per dékingumg jie gali susvelninti savo pyktj ir nu-
sivylima dél to, kad turi negalia, negirdi ir jy Zodinis bendravimas yra ribotas.
Jie rodo savo dékinguma per maldg ir religinius ritualus (Balio-Hindu), suorga-
nizuotus jy Seimos ar kaimo gyventojuy. Jie tiki, kad malda ir dékingumas visaga-
liam Dievui padés jiems jgyti jégy jveikti sunkumus ir kad visagalis Dievas jiems
turi geriausig ateities gyvenimo plana.

Pozityvi viltis

Dalyviai iSreiske savo viltj baigti moksla Sioje inkliuzinéje mokykloje ir siek-
ti auksStesnio iSsilavinimo lygmens (pagrindinéje ir vidurinéje mokykloje) tam,
kad gauty darbg, uZsidirbty pinigy ir pradZiuginty savo tévus. Visi dalyviai yra
uzsibréze savo ateities tikslus. Pavyzdziui, LS (dalyvés) teigimu, ji norinti tes-
ti moksla specialiojoje pagrindinéje mokykloje (SMPLB) ir siekti aukStesnio
mokslo lygmens. Jos ateities tikslas yra buti garsia dailininke.

Kita dalyvé iSreiSké nora toliau mokytis profesinéje technologijos mokykloje,
nes ji noréty dirbti fotografe ir kompiuteriy operatore. Dalyviy tévai pabrézé,
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kad, nepaisant klausos sutrikimo, jy vaikai sieja didelius liikesCius su tolesniu
iSsilavinimu. Klausydamiesi apie savo vaiky ateities planus. jie graudinasi. RS
mama pasakojo:

Ji sako, kad nori testi mokslq aukstesnéje mokykloje, kad tapty fotografe.
Ji tiki, kad vieng dienq galés paremti Seimgq finansiskai. AS susigraudinu, kai
tai girdZiu...

Atsparumo resursai per socialine parama

Atsparumo resursai per socialine parama yra dalyviy socialiné aplinka, pa-
siZzyminti pozityvumu ir teigiamai veikianti jy gebéjimus jveikti sunkumus, kad
dalyviai galéty perzengti savo apribojimus, parodyty optimalius pasiekimus ir
ju raida buty optimali. Buvo isskirti keturi aplinkos tipai, kurie yra socialinés
paramos atsparumo resursai, biitent: Seimos parama, mokyklos parama, bendra-
amZziy parama ir bendruomenés parama.

o Seimos parama

Dalyviai teige, kad jy tévai ir Seima yra stiprybés Saltiniai jveikiant iskilu-
sius sunkumus mokykloje ir uz jos riby. Jie pripazino, kad jy tévai yra tie, kurie
labiausiai juos supranta ir kurie visada palaiko, kai jie susiduria su sunkumais
mokykloje ir gyvenime. Tévai yra jy motyvacijos Saltinis, kada tik jie pavargsta
besistengdami jveikti sunkumus moksle ir kitoje veikloje su girdinc¢iais draugais
mokykloje ir uz jos riby.

Kiti Seimos nariai, pavyzdziui, broliai, seserys, kiti giminaiciai yra tie Zmo-
nés, kurie sustiprina juos susidiirus su sunkumais. Dalyviai taip pat pasakojo,
kad visi jy Seimos nariai padrasina juos ir nori, kad jiems sektysi, nors jie ir
patiria daug sunkumuy. IS visy savo Seimos nariy jie visada susilaukia didelés
paramos moksle bei talenty ir jgiidziy ugdyme. Tévy parama taip pat pazymi ir
mokyklos direktoré. Direktoré kalbéjo:

Mokiniy, turinciy klausos sutrikimg, tévai skiria daug démesio vaiky
ugdymo testinumui, bent kartq per savaite jie ateina j mokyklg paklausti,
kaip vaikams sekasi mokslas... Jprastai kiekvienq ménesj mokykla taip pat
kviecia tévus pasikalbéti apie vaiky raidg...

Direktoré pasakojo, kad mokiniy, turinc¢iy klausos sutrikima ir besimokanciy
Sioje inkliuzinéje mokykloje, tévai yra entuziastingi ir aktyviai bendradarbiauja
dél vaiky mokymosi, rodydami didelj nora, kad jy vaiky ugdymas inkliuzinéje
mokykloje bty sékmingas.
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¢ Mokyklos parama

Dalyviai pasakojo, kad suaugusieji mokykloje (direktoré, mokytojai ir spe-
cialieji pedagogai, dirbantys su mokiniais, turinciais klausos sutrikimg) jiems
suteikia motyvacijos ir padeda moksle bei uzklasinéje veikloje. Dalyviai teigé,
kad visi mokytojai mokykloje yra kantris juos mokydami ir jiems padédami,
ypac specialieji pedagogai. Specialieji pedagogai padeda jiems jveikti sunkumus
ir kliatis suprantant mokymosi medziagg ir mokantis kartu su girdinciais drau-
gais. Dalyviai pasakojo, kad mokytojai jiems padeda atskleisti talentus, pomé-
gius, jgidZzius, kad jie galéty laiméti konkursus.

e Bendraamziy parama

Mokiniai, turintys klausos sutrikima, teigé, kad i$ savo bendraamziy jie gau-
na parama, supratima ir ripestj mokykloje ir uz jos riby. Kai mokykloje dalyviai
patiria sunkumy suprantant mokymosi medZziaga, jiems daznai padeda girdin-
tys mokiniai. Jie nesijaucia atskirti nuo girdin¢iy mokiniy Zaidziant, mokantis
ar kitoje veikloje. Dalyviai pazyméjo, kad egzistuoja stiprus solidarumo rysys
tarp mokiniy, turin¢iy klausos sutrikimg ir besimokanciy mokykloje, ir moki-
niy, turin¢iy klausos sutrikimg, jau baigusiy mokyklg ir dirbanciy. Visi dalyviai
pripazino, kad juos jkvepia mokiniai, turintys klausos sutrikimg, kurie sékmin-
gai baigé mokyklg ir susirado darba.

e Bendruomenés parama

Dalyviai pasakojo, kad suaugusieji jy kaime (turintys klausos sutrikimg ir
girdintieji) rupinasi jais ir jy iSsilavinimu. Jie juos palaiko, padrasina ir moty-
vuoja, kad jie sékmingai mokytysi. Dalyviai teigé, kad visuomené jy nediskri-
minuoja. Kartu su kitais Bengkalos kaimo Zmonémis jie dalyvavo meniniame
»Janger Kolok“ Sokiy pasirodyme regiono ir Salies lygmeniu. Jie taip pat pasiro-
dé ir uzsienyje.

Dalyviai pasakojo, kad jie gavo iSmok3 i$ vyriausybés ir paramg i$ organiza-
cijos, kuri rupinasi vaiky, turin¢iy klausos sutrikimg, ugdymu visame pasaulyje.
Vietinés Bengkalos valdzios déka jie turi mokytojus. Jie pasakojo, kad gavo is-
moka i$ centrinés vyriausybés, taip pat paramg i$ socialinio fondo Indonezijos
vaikams, turintiems klausos sutrikimg, ir kity uzsienio Saliy fondy.

Diskusija
Tyrimo rezultatai parodé, kad egzistuoja trys pagrindiniai faktoriai, kurie
tampa isSukiais dalyviams siekiant sékmés moksle, ugdyme ir gyvenime. Sie
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faktoriai yra skurdas Seimoje, sunkumai suprantant Zodine kalba bei mokomaja
medZiagg ir emocijy sutrikimas. Rezultatai rodo, jog sunkumai ar rizikos fakto-
riai, patiriami dalyviy, egzistuoja vienu metu. Prie to prisideda negatyvios as-
menybés savybés, kurios yra susijusios su emocijy sutrikimu. Seimos lygmeniu
tai yra skurdi finansiné situacija. Mokyklos lygmeniu tai yra mokytojy ir moky-
mosi resursy, kurie galéty padaryti itaka mokomosios medZiagos supratimui,
trukumas.

Siekdami padéti mokiniams, turintiems klausos sutrikima, sustiprinti savo
psichologine ir socialine funkcijg, taip pat pagerinti mokymosi pasiekimus,
mokytojai, konsultantai ir Kiti specialistai inkliuzinéje mokykloje turi suprasti
rizika, kurig vaikai, turintys klausos sutrikimg, patiria mokykloje ir gyvenime.
Atsparumo teorijoje rizikos suvokimas, pasiruosimas jos valdymui ir valdymas
yra tiek pat svarbis, kiek ir apsaugos ar skatinimo atsparumo suvokimas. Rizi-
ka turi buti valdoma, ir rizikos analizé turi biti atliekama siekiant sukurti in-
tervencija, kad buity galima minimizuoti neigiama Sios rizikos poveikj (Yates ir
kt., 2015; Noltemeyer & Bush, 2013; Rutter, 2007; Suranata, 2015). Panasiai ir
vaiky, turinciy klausos sutrikima, kontekste biitina suprasti rizika ir rizikos me-
chanizma (Anita ir kt., 2011; Young ir kt., 2011).

Daugeliu atvejy Zmonés klausos sutrikima laiko jautrumo, nesékmeés ar ne-
galios $altiniu, ir jis traktuojamas kaip vaiky, turin¢iy klausos sutrikima, proble-
my Saltinis. Mokslinéje literatiiroje Young ir kt. (2008) iSreiskia nuomone, kad
klausos sutrikimas gali buti rizikos poZymis, bet savaime jis netampa rizikos
mechanizmu. Rutter (2007) aiSkina proksimalinj rizikos mechanizma. Teigia-
ma, kad saveika tarp charakterio bruoZo ir aplinkos konteksto, taip pat tarp
vykstancio proceso gali sukelti tam tikrg rizika. Nors daugelyje tyrimy ir moks-
liniy straipsniy parodoma, kad klausos sutrikimas yra siejamas su neigiamomis
pasekmémis, tokiomis kaip emocijy sutrikimas, prasti mokymosi rezultatai,
narkotiky vartojimas ir kt., bet tai nereiSkia, kad klausos sutrikimas yra rizi-
kos faktorius, kuris sukelia Sias neigiamas pasekmes (Young ir kt., 2008; 2011).
Emocijy sutrikimo atveju Arnold (1999) teigia, kad psichologinis spaudimas
vaikams, turintiems klausos sutrikimg, yra prognozuojamas daugelio tyrimy
rezultatuose. Klausos sutrikimas gali prisidéti prie emocijy sutrikimo, bet Sis
faktas yra tik neteisingos diagnozés rezultatas. Tai néra tas pats, kas sakyti, jog
emocijy sutrikimas atsiranda kaip klausos sutrikimo pasekmé. Spéjama, kad
egzistuoja kiti veiksniai, kurie sukelia psichologinj spaudima ir tiesiogiai prisi-
deda prie emocijy sutrikimo sukélimo (Arnold, 1999), tokie kaip socioekonomi-
né padétis ar genetiniai faktoriai.

Ankstesniuose tyrimuose pastebéta, kad mokiniy, turinc¢iy klausos sutriki-
ma, pasiruosima mokytis ir mokymosi pasiekimus stabdantys faktoriai yra Sie:
mokymosi metodai, taikomi mokykloje, rastingumo terapijos (angl. literacy the-
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rapy) netaikymas, kas sukelia mokiniams, turintiems klausos sutrikima, sunku-
my suprasti pamokos medZiaga Zodiniu metodu, jrangos vaikams, turintiems
specialiyjy poreikiy, stoka, mokytojai, kurie neturi pakankamai kompetencijos,
ir mokymosi metodai, nepritaikyti mokiniams, turintiems klausos sutrikima
(Cakraningrat & Fakhruddiana, 2015). Micucci (2015) paZymi, kad jei mokiniai,
turintys klausos sutrikima, pradeda mokytis inkliuzinéje mokykloje, kurioje vy-
raujantis mokymosi metodas yra Zodinis, jiems tampa sunku suprasti pamokos
medZiagg inkliuzinéje klaséje. Tuo tarpu daugelyje tyrimy akcentuojama, kad
skurdas Seimoje ar Zema socioekonominé padétis tampa vienu iS$ rizikos fakto-
riy, kuris sukelia problemas, susijusias su psichologiniu spaudimu ir emocijy
sutrikimu, prasta adaptacija ir Zemais mokymosi pasiekimais (Heaton, 2013;
Celik, Cetin, & Tutkun, 2014; Noor & Alwi, 2013; Mulloy, 2011; Winders, 2014).

Duomenys taip pat parodo, kad yra svarbu suteikti jvairiy galimybiy vai-
kams, turintiems klausos sutrikimg, inkliuzinéje mokykloje ugdytis savaran-
kiskuma, bendradarbiavimo ar tarpasmeninius jgiidzius, dékinguma, taip pat
ugdytis savo talentus ir specialiuosius gebéjimus, optimizmga ir pozityvia viltj
savo, ugdymosi ir ateities atzvilgiu. Teigiamas savivaizdis paskatina dalyvius
teigiamai zitiréti i save ir savo galimybes susiduriant su sunkumais. Tuo remda-
masis, Bandura (1994) teigia, kad savarankiskumas yra asmens tikéjimas savo
gebéjimais, i$ kuriy kyla pastangos ir motyvacija kg nors nuveikti jskaitant sun-
kumy ar kliti¢iy gyvenime jveikima. Atsparts vaikai tiki savo gebéjimais jveikti
Kliditis ar sunkumus gyvenime (Bernard, 2004). Sio tyrimo rezultatai sutampa
su ankstesniy tyrimy rezultatais ir mokslinés literatiiros teiginiais, kad savaran-
kisSkumas yra psichologinis faktorius ar dimensija, daug prisidedanti prie atspa-
rumo ugdymo (Werner, 1993; Masten, Hierbers, Cutuli, & Lafavor, 2010; Wu ir
kt., 2013; Crawford, 2006; Banatao, 2011; Martin & Marsh, 2008; Sagone & De
Caroli, 2013), taip pat ir vaiky, turin¢iy klausos sutrikimg, kontekste (Young ir
kt., 2008; Brice & Adams, 2011; Micucci, 2015).

Dalyviai gebéjo parodyti gerus bendradarbiavimo jgudZius, jie gali dirbti
grupéje kartu su kurciais ar girdinc¢iais bendraamzZiais ar suaugusiaisiais savo
bendruomenéje (t. y. mokykloje ar uZz jos riby). Klititys suprantant Zodine kalba
nesutrukdé jiems dirbti komandoje su kitais (girdin¢iais mokiniais). Si i$vada
atsako j kai kuriy tyréjy iSsakytus ar mokslinéje literatiiroje minimus nuogasta-
vimus, jog vaikali, turintys klausos sutrikimg ir besimokantys inkliuzinéje moky-
kloje, gali patirti rimty problemy, adaptuodamiesi prie girdin¢iyjy mokiniy, ir
jie gali pasijusti atskirti (Mudjito ir kt., 2012; Tarnoto, 2016; Young ir kt., 2008;
Anita ir kt., 2011; Sari, 2007; Hallahan & Kauffman, 2004).

Tyrimo dalyviai teigé, kad per dékinguma jie galéjo iSugdyti teigiama savo ir
patiriamy sunkumy vaizda. Dékingumas visagaliam Dievui suteikeé jiems jégy
nuslopinti neigiamas emocijas, kylancias dél jy patiriamo spaudimo ir iSsukiy.
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Jie jaucia dékinguma, kad galéjo iSsiugdyti savybes, kurios jiems padéjo tapti
atspariems. Si i$vada sutampa su tyrimais, rodanciais, jog dékingas poziiiris
padeda individams jgyti pozityvia emocine reakcijg savo ir aplinkos atZvilgiu
(McCullough, 2000; Hwei & Abdulah, 2013). Dékingumas visagaliam Dievui yra
susijes su dvasingumu ir religija (Javanmard, 2013; Hill & Pargament, 2003),
kurioje praktikuojamas tam tikras religinis ritualas (Hill ir kt., 2000). Kai kurie
ankstesni tyrimai taip pat pazymi, kad dékingumas (Hwei & Abdullah, 2013) ir
religinés nuostatos (Javanmard, 2013) atitinkamai prognozuoja atsparumo lygi.

Dalyviai yra pasieke laiméjimy srityse, kuriose jie turi talentg ar specialiyjy
gebéjimy. Jy talentai ir specialieji gebéjimai yra sékmingai ugdomi padedant
socialinei aplinkai (t. y. Seimai, mokyklai ir bendruomenei). Pasiekimy déka pa-
didéjo jy pasitikéjimas savimi, taip pat pageréjo ateities likesciai. Tyréjai, ty-
rinéjantys atsparuma, sutinka, kad pasiekimo patirtis ir galimybiy ugdyti savo
talentus ar gebéjimus turéjimas vaikams ar paaugliams gali prisidéti prie pasi-
tikéjimo savimi iSaugimo ir ateities tiksly numatymo (Yates ir kt., 2015; Masten,
2014).

Dalyviai iSreiSkia pozityvia viltj, siejama su iSsilavinimu ir ateities tikslais. Jie
taip pat tiki geresne ateitimi. Jie geba suplanuoti savo biisimas studijas, taip pat
ateities plany realizavima. Jy uzdavinys ir geresnés ateities siekis yra vidinés
motyvacijos iSraiska, kuri teigiamai veikia raidg ir skatina atsparumg (Bernard,
2004; Banatao, 2011; Celik ir kt., 2014; Lee, Cheung, & Kwong, 2012).

ISvadose taip pat pazymina, kad pozityvi socialiné aplinka Seimoje, moky-
kloje, tarp bendraamziy ir bendruomenéje (t. y. palaikymas, rupestis, galimy-
bés dalyvauti suteikimas ir nediskriminavimas) ar socialinés paramos Saltiniai
skatina inkliuzinés mokyklos mokiniy, turin¢iy klausos sutrikimg, psichologine
raida, adaptacija ir pasiekimus. Si i§vada sutampa su Bernard (2004) atspa-
rumo teorija, taip pat kity tyrimy rezultatais ir moksline literatiira (Zolkoski
& Bullock, 2012; Celik ir kt.,, 2014; Anita ir kt., 2009; 2011; Cakraningrat &
Fakhruddiana, 2015; Micucci, 2015; Williams, 2011).

Socialiné kultiira Seimoje, mokykloje ir bendruomenéje Bengkalos kaime pa-
laiko dalyvius jiems adaptuojantis ir ugdantis. Mokiniy, turinc¢iy klausos sutri-
kima, tévai, inkliuzinés mokyklos mokytojai, kuriy dauguma kile i§ Bengkalos
kaimo, ir Sio kaimo gyventojai laikosi tradicinés savo protéviy, kurie tikéjo, jog
vaikais, turinciais klausos sutrikimg, turi biti ripinamasi ir jie turi biti ver-
tinami, kultiiros. Sis jsitikinimas formuoja vertybes, pozityvy poziirj ir vaiky,
turinciy klausos sutrikimg, supratima. Jie jaucia kalte, jei pasitaiko atvejy, kai
vaikai ignoruojami ar su jais netinkamai elgiamasi. Seimos ir visuomenés kul-
tiira sutampa su veiklos politika, kuri yra rekomenduojama atnaujinant Svieti-
mo sistemga ir skatinant inkliuzinj ugdyma (UNESCO, 2009). Taip pat inkliuzijos
indeksas, kurj mini Booth ir Ainscow (2011), parodo, kad inkliuzinio ugdymo
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jdiegimui reikalinga inkliuziné kultiura klaséje, mokykloje ir bendruomenéje,
kur specialiyjy poreikiy vaikai gauna teise jgyti vienoda iSsilavinima, galimybe
dalyvauti veikloje ir bendrauti be diskriminacijos, taip pat atitinkama parama
ugdymuisi ir pasiekimams.

Dalyviai teigé, kad jie buvo labai motyvuojami testi moksla tuo, kad jie mate
draugus, kurie baigé mokykla, turéjo darbg ir uzsidirbdavo pinigy. Jie dar labiau
jsitikino, kad kurtumas jiems néra Klititis siekti iSsilavinimo ir ateities tiksly.
Misy tyrimas rodo, jog socialinis modelis, kurj rodo dalyviy draugai, kurie taip
pat turi klausos sutrikimg, juos teigiamai paveiké ugdant savarankiskuma ir pa-
laikant pozityvig viltj dél ateities. Tai sutampa su Banduros (1986; 1994) soci-
alinio iSmokimo teorija, pagal kurig savarankiSkumas gali augti ir tobuléti per
socialinio modelio teikiamas patirtis.

ISvados

Siame tyrime apibiidinami keturiy mokiniy, turinéiy klausos sutrikima ir
besimokanciy inkliuzinéje mokykloje, rizikos faktoriai ir atsparumo Saltiniai.
Tyrimo rezultatai parodé, kad egzistuoja trys pagrindiniai rizikos faktoriy ti-
pai, kurie dalyviams sukelia isstkius ar kliitis siekiant pasisekimo moksle ir
gyvenime. Sie faktoriai yra skurdas $eimoje, sunkumai suprantant Zodine kalba
bei mokomaja medziagg ir emocijy sutrikimas. Egzistuoja penki asmeninio at-
sparumo $altiniy tipai, kuriuos pasitelkia mokiniai, turintys klausos sutrikimg,
siekdami sékmingai iSspresti sunkumus ir kitus i$Siikius moksle ir gyvenime;
savarankiskumas, talentai ar specialieji gebéjimai, bendradarbiavimo jgudZiai,
dékingumas ir pozityvi viltis. Asmeninio atsparumo Saltiniai veikia lygiagreciai
su keturiomis teigiamomis socialinés aplinkos charakteristikomis arba sociali-
nés paramos atsparumo Saltiniais. Dalyviai gauna paramg i$ Seimos, mokyklos,
bendraamziy ir bendruomenés.

Tyrimo rezultatai suteikia informacijos ugdytojams, konsultantams ar psi-
chologams, taip pat kitiems specialistams, inkliuzinéje mokykloje dirbantiems
su vaikais, turinciais klausos sutrikima. Tai padeda aktyvinti ar stimuliuoti at-
sparumo Saltinius (asmeninio atsparumo ir socialinés paramos atsparumo Sal-
tinius), kurie nulemia vaiky, turinc¢iy klausos sutrikima, sékme susiduriant su
sunkumais ar i$$ukiais, kelianciais rizika psichologinei raidai, socialinei funkci-
jaiir pasiekimams. Tyrimo rezultatai atitinka teorija, pabréziama ankstesniuose
tyrimuose ir mokslinéje literatiiroje, kur parodomas teigiamos jtakos is aplin-
kos (t. y. Seimos, mokyklos, bendruomenés ir bendraamziy) prieinamumas,
prisidedantis prie sékmingos jaunuoliy asmeninio atsparumo Saltiniy raidos.
Rezultatuose taip pat pazymima, kad talenty ir pomégiy ugdymas uzklasinéje
veikloje, specialiojo asistento (gesty kalbos vertéjo) vaidmens optimizavimas,
mokymo programos ir mokymosi metody tobulinimas yra svarbiis mokiniy,
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turin¢iy klausos sutrikima ir besimokanciy inkliuzinéje mokykloje, sékmingo
ugdymosi faktoriai.
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Santrauka

Straipsnyje apraSoma Bengkalos (Balis, Indonezija) inkliuzinés mokyklos
mokiniy, turin¢iy klausos sutrikima, patiriama rizika ir jy atsparumo Saltiniai.
Fenomenologiniame tyrime autoriai analizuoja mokiniy, turin¢iy klausos sutri-
kimg, rizikos faktorius, asmeninius atsparumo S$altinius ir socialinés paramos
Saltinius. Tyrime dalyvavo trys mergaités ir vienas berniukas.

Inkliuzinio ugdymo programos yra modelis, tinkamesnis kovojant su vaiky,
turinciy specialiyjy poreikiy, diskriminacija. Ta¢iau inkliuzinio ugdymo jdiegi-
mas Indonezijoje patyré kokybés nuosmukiy ir mokykloms nepavyko pritaikyti
mokymo programos ar patalpy ugdymo procesui. Problemos, kurias patiria in-
kliuziné mokykla, yra tokios: nepakankama mokytojy kompetencija, susijusi su
vaiky, turinciy specialiyjy poreikiy, mokymosi procesu, tévy ripinimosi stoka,
paramos i$ socialiniy institucijy, vyriausybés ir atitinkamy specialisty inkliu-
zinéje mokykloje trikumas. Bengkaloje mokiniai, turintys klausos sutrikimga,
inkliuzinéje mokykloje biina kartu ir bendrauja su girdinciais mokiniais. Savo
unikalaus bendravimo buido gesty kalba déka ir padedami specialiojo asistento
(mokiniy, turinciy klausos sutrikima, gesty kalbos vertéjo), jie kartu su moky-
toju ir girdinciais mokiniais jsitraukia j klasés diskusija.

Tyrimas rodo, kad visi keturi dalyviai jauté labiausiai trukdancius rizikos
aspektus. Rizikos faktoriai buvo skurdas Seimoje, sunkumai suprantant Zodine
kalbg bei mokomaja medziagg ir emocijy sutrikimo pasekmeés. Dél skurdo Sei-
moje jie negaléjo jsigyti mokyklai reikalingy daikty, tokiy kaip tinkama moky-
kliné uniforma, ar atsinesti kiSenpinigiy i mokyklag. Mokymo ir mokymosi kon-
tekste klititys tapdavo dar sunkesnés, kai su mokiniais, turinciais klausos sutri-
kimg, negalédavo dirbti specialusis asistentas (gesty kalbos vertéjas), todél jie
nenoréjo mokytis klaséje be jo pagalbos. Mokiniai, turintys klausos sutrikima,
teigé uz mokyklos riby taip pat patiriantys kliti¢iy bendraudami su girdinciais
Zmoneémis, ypac su tais, kurie nesupranta gesty kalbos. Jie taip pat patiria sun-
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kumy valdant emocijas, daZnai jauciasi nestabiliis, lengvai jsiZeidZia, supyksta,
daznai biina nusivyle. Jie pykdavo, kai jy norai neissipildydavo.

Nors mokiniai, turintys klausos sutrikimg, jauté daug sunkumy mokykloje ir
(ar) kasdieniame gyvenime, jie sugebédavo save jtikinti, kad yra stipris ir suge-
ba jveikti sunkumus. Jie sugebédavo mokytis, Zaisti ir uzsiimti jvairia veikla su
girdinciais vaikais mokykloje ir uz mokyklos riby. Mokiniai taip pat prisijunge
prie tradicinés Sokiy grupés ,Janger Kolok“ (Balio Sokis su specifiniu dainavi-
mu, atliekamas kurciyjy ar Kolok grupés), kad galéty iSreiksti savo talentus ir
specialiuosius gebéjimus. Jie tiki, kad malda ir dékingumas visagaliam Dievui
padés jiems jgyti jégy jveikti sunkumus ir kad visagalis Dievas jiems turi geriau-
sig ateities gyvenimo plana. Dalyviai teigé, kad jy tévai ir Seima yra stiprybés
Saltiniai jveikiant sunkumus, iskilusius mokykloje ir uz jos riby. Mokyklos di-
rektoré, mokytojai, specialieji pedagogai, jy kaimo suaugusieji vaikams taip pat
suteikia motyvacijos ir padeda moksle bei uzklasinéje veikloje.

Autorius susirasinéjimui: Kadek Suranata,
el. pastas sura@konselor.org
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Abstract

This phenomenological study describes some risks and sources of resilience of
students with hearing impairment in an inclusive school at Bengkala, Bali, Indonesia.
The data were obtained from four students with hearing impairment, and some
related key informants, through semi-structured in-depth interview and observation.
The steps of analyses followed a phenomenological research approach. The result of
the study shows that (1) there are three serious risk factors, namely family poverty,
student’s difficulties in understanding verbal language and learning materials, and
student’s emotional distortion; (2) there are five personal sources of resilience, they
involve self-efficacy, cooperation skills, talents or special skills, gratitude, and positive
hope; (3) there are four social support sources of resilience, they are family, school,
peers, and community. This study also discussed an attempt to improve the success of
children with hearing loss through developing psychological and social functioning, and
enhancing achievement in inclusive schools.

Keywords: risk and resilience; student with hearing impairment; inclusive school;
social support; psychological resilience; deaf education.

Risks and Resilience of Students with Hearing Impairment in an
Inclusive School at Bengkala, Bali, Indonesia

Educational observers and interested others around the world have a
strong interest in the education of children with special needs. (Alothman,
2014; Tiwari, Das, & Sharma, 2015). The World Conference on Special Needs
Education, held in Salamanca, Spain in June 1994 became one of the frameworks
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of inclusive education. Attended by representatives from 92 governments and
25 international organizations approved a dynamic new statement on the
education of all children with disabilities, who called for the inclusion of norms.
In addition, the Conference adopted a new Framework for Action, the guiding
principleis that ordinary schools should accommodate all children, regardless of
physical, intellectual, social, emotional, linguistic or other conditions (UNESCO,
1994).

All educational policies, the Framework said, should establish that disabled
children attend environmental schools’ which will be attended if the child has
no disability. Salamanca’s statement about inclusive education (UNESCO, 1994)
and the other world educational conventions appeals to the members of United
Nation for bringing Educational for All (EFA) into reality, providing educational
access for every community without discrimination, as well as implementing
inclusive education to eradicate the barrier of children with the special needs to
get education in regular schools along with normal children.

As a response to the Salamanca statement, the Indonesian Government has
issued new government regulations and policies to support the implementation
of inclusive education in Indonesia. The first national conference on Inclusive
Education in Indonesia was held in 2004 and known as Deklarasi Bandung
it constitutes support from some Indonesian education observers towards
the implementation of inclusive education (Bandung Declaration, 2004). In
some countries inclusive education is a special concern (Ballard, 1999; Salvia,
Ysseldyke, & Witmer, 2012) regarded as an approach to supporting children
with disabilities within public educational settings or public schools (Florian,
Rouse, & Black-Hawkins, 2016; Fulcher, 2015). Internationally, this inclusive
approach supports and welcomes diversity amongst all learners (UNESCO,
2001). In the context of Indonesian government policy, inclusive education is an
education system that provides opportunities for all learners who have learning
needs and have special intelligence and/or talents enabling them to follow
education or learning in the educational environment along with learners in
public schools (Ministry of the National Education Republic of Indonesia, 2009).
The implications for designated public schools in Indonesia are that providers
of inclusive education must make adjustments in terms of their curriculum,
educational facilities, and infrastructure, as well as the development of learning
systems tailored to students with the specials needs.

Some authors and observers of special needs education argue that the model
of special needs education is more dominated by an individual approach which
is an orthodox model (Reindal, 2008). Model of social disability (Oliver, 1983;
2013) orrelational disability (Reindal, 2008) as in inclusive education programs
is amodel that is more suited to the issue of anti-oppression and discrimination
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against children with special needs. The idea behind the social disability
model comes from the Fundamental Principles for the Disability document
first published in the mid-1970s (UPIAS 1976, as cited by Oliver, 2013), which
states that we are not defective by our damage but by the crippling barriers we
face in society. Placing a child with special needs in an inclusion school means
removing the line between children with special needs and normal children.

Previous research results show that the administering of inclusive education
in Indonesia needs serious attention. Sunardi and Sunaryo (2011) recorded
that the implementation of inclusive education in Indonesia had decreased in
quality. Therefore, more serious government attention is needed including the
commitment of teachers and community support. Accordingly, Mudjito, Hrizal,
and Elfindri (2012) wrote that there were too few inclusive schools in Indonesia
when compared to the total population of children with special needs. Sunardi,
Gunarhadi, and Yeager (2011) reported that some inclusive schools had failed
to apply adjustments to the curriculum, or to provide facilities to support the
learning process. Further they did not have art and sports activities as well as
vocational education for children with special needs. A study by Tarnoto (2016)
showed that the problems faced by inclusive schools are linked to teachers’
competence in developing an appropriate learning process for children with
special needs, the lack of parental care, poor support from social, government,
and related professionals within the inclusive school.

Children having a hearing impairment, experience major discrimination
from obstacles within their community. (Young, Green, & Rogers, 2008). Hearing
impairment in children tends to be associated with obstacles in psychological
and socio-emotional development, along with their achievement of full potential
(Young, Rogers, Green, & Daniels, 2011). A child with hearing impairment in
an inclusive school is more able to appreciate the integrated nature of society
in general. However, some studies and scientific literature note that there is
apprehension amongst educational practitioners and policy makers, indicating
that children with hearing impairment may experience problems in adjusting to
obstacles or psychological obstructions if they entered an inclusive school (Sari,
2007; Hallahan & Kauffman, 2004; Anita, Jones, Reed, & Kreimeyer, 2009; Anita,
Reed, & Shaw, 2011).

The preliminary study results at inclusive school ‘SDN 2 Bengkala’ (one of
the Public Elementary Schools at Bengkala), showed that students with hearing
impairment in this inclusive school mingled and interacted well with students
without hearing impairment. With their unique communication style through
sign language along with their special teacher (the translator for the students
with hearing impairment), they were involved in class discussion together with
their teacher and other students who had normal hearing. These students with
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hearing impairment were able to show their achievement in a dancing contest,
athletics, painting and other skilled activities. In the academic field, their ability
was ‘good enough’ and they could compete with other students without hearing
impairment. One student with hearing impairment had very good mathematic
ability. This phenomenon shows that students with hearing impairment in
this inclusive school are different from other common students with hearing
impairment who are vulnerable to self-adjustment problems or hampered in
their development and achievement.

The students with this hearing impairment in this school can demonstrate
their achievements in dancing, athletics, painting and other skilled activities.
In the academic field, there is one student who has good enough ability. Based
on information from teachers at school, one of the students with hearing
impairment is like and pursue mathematics subjects and successfully achieves
good learning outcomes. The results of this study are one of the reasons to
suggest that children with hearing impairment in these inclusion schools
have resources as strengths although on the other hand deal with a variety of
problems and disabilities due to hearing impairment. This result indicates that
they are children with hearing loss who succeed to rise from their limitation,
they are resilient children.

In general terms, resilience is defined as a capacity to respond, defend, or
succeed in one’s development and to control the situation whilst being under
pressure or in difficulties. (Bernard, 2004; Yates, Tyrell, & Masten, 2015; Rutter,
2012). Resilient children are those who can adapt and are quick to adjust to
difficulties or failure (Garmezy & Streitman, 1974; Luther & Cicchetti, 2000)
They able to learn, to play, to love well, be positive and have hope for the future
(Bernard, 2004). Resilience theory has two dimensions. Firstly, a factor that
counters influences towards risk factors becoming obstructions. The second
is a protective factor that supports the development of resilience (Bernard,
2004; Masten, 2014; Rutter, 2012; Zimmerman, 2013; Zolkoski & Bullock,
2012; Yates et al., 2015). Protective and risk factors are dynamic units which
fluctuate based on context, so they could also lead to different resilience results
(Zolkoski & Bullock, 2012). Resilience becomes optimal when all the protective
factors of the socio-ecological model (i.e. individual, family, and community) are
strengthened (Bernard, 2004).

The term resilience, in the context of students with hearing impairment,
emphasises the pupils’ successful navigation of disturbances in daily life, whilst
managing their condition of hearing loss, and other conditions that obstruct or
paralyse function, or separate them from their surroundings (Young et al., 2008;
2011). To be resilient, the children with hearing impairment need opportunities
to develop abilities as protective sources through experiences in overcoming
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risks and to manage their required responsibilities and actions (Young et
al, 2011; Anita et al,, 2011; Greenberg, Lengua, & Calderon, 1997). Studies
conducted in recent decades tend to classify children with hearing impairment
as individuals who are at risk or who are vulnerable to encounter failures in
education, self-adjustment and development (Luckner & Stewart, 2003 in
Luckner, 2011). Nevertheless, also cannot be denied if the quality of learning
in the classroom (Arianto, 2013), poor handling of children (Membela, 2016),
relationship characteristic of children with learning space (Yosiani, 2014),
intrapersonal communication patterns (Karnigtyas, 2014), and social support
also affects the development of children with hearing impairment. Meanwhile,
the studies concentrating on the existent resources and power support the
students with hearing impairment to develop optimally and develop their
achievement are limited (Luckner, 2011).

This study was aimed at revealing sources of resilience used by students with
hearingimpairmentat an inclusive school, SDN 2 Bengkala. Also, how these were
used in overcoming difficulties and in gaining achievement. Particularly, this
study was intended to describe (1) the manifested risks of students with hearing
loss at an inclusive school, (2) the ability, skills and/or personal characteristic
of students with hearing loss at inclusive school in facing difficulties, the
development and gaining of achievement, and (3) external sources supporting
achievement and optimal development.

Method
Participants

This study was conducted at an inclusive elementary school named SDN
2 Bengkala in Buleleng Regency, North Bali. The participants were chosen
purposively and constituted four students with hearing impairment. They
consisted of three female students and one male student. Two were seven-
year-old female students and one was a twelve-year-old female student. The
male student was eleven-year-old. The participants had suffered from hearing
impairment since they were born, with a hearing impairment level of more than
91 dB, or in the category of profound loss (Moores, 2001).

Additionally the study used key informants including (1) the school principle,
(2) chosen teachers who had five years teaching experience in this inclusive
school, (3) two special supervisors, (4) the parents of the students with hearing
impairment, (5) students without hearing impairmentin the same class with the
participants, (6) participant’s peers outside the school, and (7) public figures in
Bengkala village, namely the head of the village and adults from communities
within the participants broader neighbourhood.
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Procedures

The study was conducted using a qualitative phenomenological methodology
(M. Gall, J. Gall, & Borg, 2003). In accordance with the phenomenological
approach, data were obtained through the use of semi-structured in-depth
interviews and observation with field notes.

Semi-structured in-depth interviews are conducted with the aim of obtaining
spontaneous information from the participants. Some protocol questions
were developed about participants’ perceived constraints, the nature of their
personality and character as well as the forms of support available from people
around. These used to ensure that the questions were unbiased within the
purpose of the study.

Theresearcher (firstauthor) attempts to develop personal relationships with
participants, using active listening skills and encouraging participants to analyse
their answers. This strategy helps to determine when to follow the appropriate
interview protocol and when to deviate by following the lead participants.
This approach succeeded in getting all participants with hearing impairment
to share their feelings, thoughts and experiences spontaneously, without any
undue anxiety. Each participant was given the opportunity to choose his or her
own fictitious name before the start of the interview. The interview process was
conducted by inviting two sign language translators who were special assistant
instructors for the children with hearing impairment in the participant schools.
They translated the questions from the researcher given verbal language (first
author) into sign language for the participants, and vice versa.

The interview was conducted over two to three meetings for each participant
and with the key informants. Each meeting took one to one and a half hours. All
interviews were transcribed and audiotaped. Passive participant observation
was also held in line with the interview and also transcribed. The observation
took place in a natural field setting, namely in the class during the process of
learning and outside the class during break hours and extracurricular time
(i-e. sports and arts activities and skilled section). In addition, the researcher
maintained a field diary with entries from his observations, reactions, and
impressions of all stages of data collection and these were transcribed. He also
identified his biases and prejudices, both before and during the data collection,
in an attempt to reduce any flaws in interpretation. Reflecting on all of these
field notes helps the interviewer to set aside his biases and assumptions as
much as possible.

The procedure of theme analysis is done by performing the triangulation
process from all respondents based on scripts from semi-structured in-
depth interview, observation with field notes and then analyzed (Flick, 2004;
Taylor, Bogdan, & DeVault, 2015). Data is validated if it meets at least three
triangulations from information sources (Thurmond, 2001; Torrance, 2012).
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Data Analysis

An analysis of all the data was carried out within a qualitative pheno-
menological approach (Creswell, 2007, pp.159-160). The analyses of the data
were conducted in tandem with the process of data collection. The first step of
analysis involved arranging significant statements as a list and then grouping
them. Content that described the situation and condition or things creating
obstructions, obstacles or difficulties experienced by the students with hearing
impairment in pursuing education or in daily life, were classified as risks.
Content that described personal characteristics, competence or skills promoting
a positive impact to the development and achievement or used by participants to
become resilient students, were classified as the personal sources of resilience.
Content that described social environmental characteristics that contribute to
participants’ development of the capability to become resilient were classified
as social sources of resilience. The next step was to identify codes that were
suitable with the participants’ statements when expanded. These codes were
then grouped according to their similarities and some codes which were in the
same direction were combined or refined for further data management. Every
new cluster formed was labelled and categorised (i.e. risk factors and sources of
personal resilience or social supportsources of resilience). Detailed descriptions
obtained from findings has been presented to help readers in making a decision
and in applying the result to other populations or situations having similar
characteristics. The authenticity of the research was ratified through prolonged
engagement with respondents, triangulation, and member checking, as well as
creating dependability and an audit trail as explained by Guba & Lincoln (1989).

Results
The risk

Risks are defined as the situation, condition, or innate and environmental
characteristics resulting in negative impacts on achievement and development.
The study shows that the most disturbing aspects of risk were felt by all four
participants. The risks involved family poverty, difficulties in comprehending
verbal language as well as comprehending learning materials, and the effects of
emotional disorder.

Family poverty

The participants of the study stated that the financial condition of their
family was not good. This poverty created challenges and obstacles for their
education. Family poverty meant that the participants could not have their
educational needs met, such as proper school uniforms, and having money to
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buy things at school. LS described (through sign language translation by the
special assistant instructor):

Tiang tusing taen bekeline jak i meme, dot meli baju baru, sepatu ang-
gon masuk sing taen bange pis... (My mother very seldom gives me mo-
ney for snack when I went to school, I also want to have some nice new
clothes, new shoes to go to school, but my parents do not have enough
money for it)

Difficulties in understanding verbal language and learning
materials

The participants expressed their difficulties when communicating through
verbal language. They found learning materials difficult to understand because
most of the materials were delivered by their teacher using verbal language.
Obstacles were also experienced when working in a study group with other
students without hearing impairment. Those obstacles became more difficult
when their special teacher (signer) was not able to supervise them, thus they did
notwantto learn in the class without being accompanied by their special teacher.
Outside school they expressed that they faced obstacles in communicating with
hearing people, especially to those who could not understand sign language.

Emotional disorder

The participants expressed their difficulties in managing their emotions and
that they often felt unstable, were easily offended, quick to become angry and
often disappointed. They were angry when their wishes were not fulfilled. They
were frustrated and disappointed when their friends, or other people without
hearing impairment did not understand them when they communicated in sign
language. The class instructor described:

“Anak-anak tuli di sekolah ini cenderung mudah marah, mudah
tersinggung apalagi ketika dia mau bicara tetapi tidak dimengerti,
pernah beberapa kali Rs. (the participant) keluar dari ruang kelas (saat
pelajaran berlangsung) karena tidak mengerti pelajaran yang diberikan
menggunakan bahasa verbal, karena waktu itu guru pendamping
khususnya berhalangan datang ke sekolah...” (“The students with hearing
impairmentin this school tend to be easily angry, especially when he wants
to talk but not understood, ever several times Rs. (the participant) walk
out of the classroom (during the lesson) because they did not understand
for the lessons which given in verbal language, because at that time the
special assistant of the student with hearing impairment were unable to
come to school...)
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The personal sources of resilience

The results of the study show five types of sources of personal resilience that
constitute personal characteristics, competence as well as skills that form the
abilities of the four participants in overcoming difficulties faced in education
and daily life or in developing optimally and in gaining the achievement. The
dominant sources of personal resilience are self-efficacy, cooperation skills,
talent or special skills, gratitude, and positive hope.

Self-efficacy

The participants believed that they had the ability to cope with their
difficulties, obstacles,and challengesin educationandin everydaylife. Participant
expressions that illustrated self-efficacy as a resource that reinforces them in
the face of adversity, such as AR’s statement (the participant), was through sign
language translated by the sign language assistant, which defines that:

“Melajah di sekolah keweh, jumah masih meme lan bape keweh,
ngomong ngajak anak len keweh, namun tiang yakin tiang bisa mengatasi,
tiang kuat...” (The school activities are difficult for me, so do to learning at
home activity, I am also feel difficulty communicating with other people
(normally). But I'm believe I can survive for that all, I'm a strong...”)

The participant described the many difficulties he found at school and in
everyday life, but he believed that he was a strong child being able to resolve
these difficulties properly.

All four of the participants said that in the many difficulties experienced in
education and/or everyday life, they were able to convince themselves that they
were strong, and able to overcome these difficulties in either field. Using self-
confidence, they felt the difficulties were perceived as lighter and more easily
passed over. Their belief in self-efficacy helped them to pass over the difficulties
in education and life with good results.

Cooperation

The limitations in hearing and speech did not restrict the participants
in undertaking activities together with their non-deaf friends. Although
experiencing communication difficulties, they were able to learn, play, and take
part in activities together with non-deaf children at school and outside school.
AS (the participant) stated by sign language (translated):

Tiang biase melajah, meplalianan di sekolah jak timpal kolok, timpal
normal. Mekejang timpal ngajak tiang. Tiang masi sesai milu melajah
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bareng-bareng, gotong royong, ngayah di pura ngajak mekejang.. (“I am
eager to learn or to play at school with all of my friends, both the deaf
and the students without hearing loss. My friends and people outside the
school do not reject me. I like to take part in mutual cooperation activities,
religious rituals, and other activities together with other villagers”.)

A similar statement was made by LS (the participant) by revealing:

Tiang melajah meplalianan ngajak timpal di sekolah, dijumah masi,
meskipun kadang-kadang nganggo bahasa isyarat dogen.. (“.. I can hang
out with anyone (friends) at school and outside school (in residential
neighborhoods) even with the communication as it is (with a gesture) ..”)

Teachers, friends at school and villagers around the participant’s residence
justify this condition. They acknowledge that these children are open to
connecting and interacting with other school or community members. They are
also known as diligent children, they often help and take part in school and
village activities.

Talent or special skills

All of the participants described their talents and special skills. LS (the
participant) brought out her talent in painting and dancing. AR (the participant)
expressed that he was good at athletics and art photography. According to RS
(the participant), she was developing her talent in painting and dancing, and
she also started to practice using information technology. AS (the participant)
is talented in dancing and good at mathematics. All of the participants said that
they had joined a traditional dance group, known as Janger Kolok (Balinese
dance with typical singing performed by a group of deaf people or Kolok).
Their talents and special skills have enabled them to gain achievement. These
achievements had made them confident and proud of themselves.

Gratitude

The participants described that they were grateful about their condition
although they were born as deaf children and had other difficulties. They stated
that through their gratitude they could soften their anger and disappointment
about having a disability of hearing loss and some limitations in verbal
communication. They showed their gratitude through praying and following
religious rituals (Balinese-Hindu) organised by their family and the people in
their village. They believed that praying and being grateful to Almighty God
would give them power to face their difficulties. They believed that Almighty
God has his best plan for their future life.
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Positive hope

The participants recounted their hope to finish their education in this
inclusive school and continue to the higher level of education (Junior and Senior
High School) in order to get a job, earn some money, and make their parents
happy. All of the participants had set up their future goals. For example, LS (the
participant) described by sign language (translate by special assistant teacher):

“.yen tiang be tamat uli SD, tiang dot masuk ke SMP (SMPLB) terus
masuk. Pang ngidaang tiang dadi pelukis ane sugih..” The participant
says, she wants to continue her study up to the special junior high school
(SMPLB) and to the higher level of education. And her future goal is to be
a great painter

RS (the participant) also described (by sign language):

“..tiang dot masuk di sekolah SMK, tiang dot dadi potografer jak megae
komputer....

The other participant expressed she would like to continue her education
in the technological vocational school, because she would like to work as a
photographer and computer operator. The parents of the participants have
stressed that, despite their deafness, their children have strong expectations for
their further education. They express sadness when they hear the future ideals
of their children. The Mother of RS describe:

“Niki panak tiange Rs dotne ngelanjutang sekolahan pang ngidaang
kone dadi tukang foto, pang ngidaang kone membantu meme jak bapane,
kadang-kadang mekite ngeling tiang mirengang...” (She said that want to
continue education to a higher school in order to become a photographer.
He hopes one day can support the family economy. [ want to cry to hear
it..")

Social support, sources of resilience

Sources of resilience through social support within the participants’ social
environment have positive characteristics and give a positive impact towards
their ability in overcoming their difficulties. They canrise above theirlimitations
and can show an optimal achievement and development. Four environments
were identified as social support sources of resilience, namely family support,
school support, peer support, and community support.

Family support

The participants described that their parents and family were the sources
of power in overcoming difficulties involved in and outside the school. They
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expressed that their parents were the figures who had the most understanding
and who always accompanied them in facing difficulties at school and in their
life. Their parents were the source of their motivation whenever they felt tired
in trying to overcome the difficulties in learning and doing activities with their
hearing friends inside or outside the school.

Other members of their family, for example their brother and sister and
other relatives were the people who strengthened them in facing their
difficulties. The participants also recounted that all of the members of their
family encouraged them and wanted them to become successful people, even
though many difficulties were experienced. The strong support towards
education, the expansion of their talents and skills were encouraged from all
family members. Parental support is also explained by the school principal. The
principal described:

“Orang tua dari anak-anak tuli bisu yang sekolah di sini memberikan
perhatian yang baik terhadap keberlangsungan pendidikan anak-anak
mereka, paling tidak seminggu sekali mereka (orang tua anak tuli bisu)
datang ke sekolah untuk menanyakan bagaimana anak-anaknya belajar di
kelas... secara rutin setiap satu bulan sekali pihak sekolah juga mengundang
para orang tua anak tuli bisu untuk datang ke sekolah untuk mendiskusikan
perkembangan anak-anaknya...” (The parents of the hearing impairment
students pay the good attention to the continuity of their children’s
education, at least once a week they (the parents) come to school to asked
how their children are studying in the classroom ... regularly every once
a month the school also invites the parents to discuss the development of
their children ... “)

One respondent described in her transcript; parents of hearing impaired
students are enthusiastic following inclusion at this school. They have shown
good cooperation demonstrating their strong desire for the successful education
of their children in inclusive schools.

School support

Participants said that adults at school (principal, teacher, and special teacher
for a student with hearing loss or hearing impairment) had motivated the
children and helped them in both learning and extracurricular activities at
school. Participants expressed that all of the teachers at school were patient in
teaching and guiding them, especially their special teacher. The special teachers
helped them in overcoming difficulties and obstacles in understanding learning
materials, and when they were learning with their friends without hearing
impairment. The participants said that the teachers had led them in enhancing
their talents, hobbies, and skills so that they could gain some achievement by
winning competitions.
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Peers support

The students with hearing impairment stated that they got support,
thoughtfulness and care from their peers inside and outside the school. At school,
the participants were often helped by hearing students when they were facing
difficulties in understanding learning materials. They did not feel excluded from
students who non-hearing impairment in play, learning and other activities. The
participants said that a strong solidarity had been created amongst the students
with hearing impairment in school and those who had finished their study and
who were in employment. All participants expressed they were inspired by
their hearing-impaired peers who had successfully completed school and had
gota job.

Community support

The participants recounted that adults in their village (both the adults with
hearing impairment and without hearing impairment) cared about them and
their education. They also gave support, encouragement and motivation to the
participants to pursue their education properly. The participants described
that society did not discriminate them. They had participated together with
other people at Bengkala village in an art performance of Janger Kolok Dance in
regional and national levels. They had also performed abroad.

The participants said that they had received a governmental grant and some
aids from the Society that organises the education of deaf children from around
the world. The local government of Bengkala had provided instructors for them.
They said that they had received a grant for their education from the central
government as well as aids from the social foundation for Indonesian children
with hearing loss and other foundations from other countries.

Discussions

The results of the study indicated that there are three major factors that
challenge participants in achieving success in education, development, and life
generally. These factors are family poverty, difficulties in understanding verbal
language and learning materials, and emotional disorder. The findings show
that the difficulties or risks experienced by the participants occur cumulatively.
They involve negative personality traits which are related to the emotional
disorder. At the family level, this involves the condition of poverty. In a school
environment, it involves the limitation of teacher and teaching resources which
will have an impact on the understanding of learning materials.

In an effort to help the hearing-impaired students to enhance their
psychological and social functioning as well as their learning achievements
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through a teacher, counselor or other professionals, the inclusive school needs
to understand the risks that these children are experiencing in their school
and in their life. In resilience theory, the apprehension of and preparation for,
the management of risk is as important as the apprehension of protective and
promotable resilience. Risks and risk analysis should be managed to arrange
interventions that can minimize the negative impact of those risks (Yates et al.,
2015; Noltemeyer & Bush, 2013; Rutter, 2007; Suranata, 2015). Similarly, in
the context of hearing impaired children, risks and risk mechanisms should be
comprehended also (Anita et al.,, 2011; Young et al., 2011).

In most cases people often consider the hearing impairment as the source of
susceptibility, failure or disability, and it is considered as the source of problems
faced by children with hearing impairment. In a study of literature, Young et al.
(2008) opine that hearing impairment could be a risk indicator, but it does not
become the risk mechanism automatically. Rutter (2007) explains the proximal
risk mechanism. It is said that the interaction between trait and environmental
context as well as an occurring process lead to some risks. Although many
studies and scientific articles show that hearing loss is associated with poor
outcomes, such as emotional disorder, low learning achievement, drug abuse,
etc., it is not the same to say that the hearing impairment constitutes the risk
factor that causes those poor outcomes (Young et al., 2008; 2011). Arnold
(1999) states that psychological pressure put on hearing impaired children to
emotional disorder. Hearing impairment may contribute to emotional disorder,
but that fact is only as a result of an incorrect diagnosis. This is not the same
as saying that emotional disorder occurs as a result of hearing impairment.
It is predicted that there are other conditions that give rise to psychological
pressure and contribute in provoking the emotional disorder directly (Arnold,
1999), like socio-economic conditions or genetic factors.

Previous studies noted factors that hamper the learning readiness and
achievement of hearing impaired students were namely the learning method
they receive at school, such as no literacy therapy. This causes students with
hearing impairment difficulties in understanding lessons through verbal
method, a lack of facilities for children with special needs, teachers who do not
have not competence, and teaching methods which are not suitably adapted for
hearing impaired students (Cakraningrat & Fakhruddiana, 2015). Accordingly,
Micucci (2015) also notes that hearing impaired students enrolled in inclusive
schools with oral/verbal learning methods tend to present difficulties in
understanding the lesson in inclusive classes. Meanwhile, in a number of
studies, it is noted that family poverty or a low socio-economic status becomes
one of the risks which trigger problems related to psychological pressure and
emotional disorder, maladjustment, and low of achievement (Heaton, 2013;
Celik, Cetin, & Tutkun, 2014; Noor & Alwi, 2013; Mulloy, 2011; Winders, 2014).
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The findings also indicate the importance of a variety of opportunities for
hearing impaired students in inclusive schools in order to enhance their self-
efficacy, cooperation and interpersonal skills and gratitude. Also, to enhance
the development of their talents and special skills as well as to develop
optimism and positive hope about themselves their education, and future goals.
A positive self-image boosts the participants positivity towards themselves
and their abilities in facing difficulties. In support of this idea Bandura (1994)
mentions that self-efficacy is the belief in one’s personal ability resulting in
effort and motivation to achieve, including overcoming difficulties or obstacles
in life. Resilient children have a belief in their abilities to overcome obstacles
or difficulties in their lives (Bernard, 2004). There is a consistency between
the result of the study and previous studies and scientific literature stating
that self-efficacy is a psychological factor or dimension contributing strongly
to resilience (Werner, 1993; Masten, Hierbers, Cutuli, & Lafavor, 2010; Wu et
al,, 2013; Crawford, 2006; Banatao, 2011; Martin & Marsh, 2008; Sagone & De
Caroli, 2013), and in the context of students with hearing impairment (Young et
al,, 2008; Brice & Adams, 2011; Micucci, 2015).

Participants were able to show good cooperation skills, that they can work
together in a group both with their peers and with adults with and without
hearing impairment in their community (i.e. inside or outside the school).
Obstacles in understanding verbal language did not obstruct them to work in a
team with others (students without hearing impairment). This finding answers
some previous researcher’s worries and that of scientific literature noting
that children with hearing loss who are enrolled in an inclusive school could
experience serious problems in adjusting to students without hearing loss and
they could be isolated (Mudjito et al.,, 2012; Tarnoto, 2016; Young et al., 2008;
Anita et al., 2011; Sari, 2007; Hallahan & Kauffman, 2004).

The participants of the study conveyed that through gratitude, they could
develop a positive view of themselves and difficulties that they were facing.
Being grateful to Almighty God had given them the power to muffle negative
emotions arising from the impact of pressure and challenges they faced. They
felt gratitude that they had developed important attributes that had boosted
them to be resilient children. This finding is consistent with studies showing
that having a grateful attitude drives individual to imbibe a positive emotional
response to themselves and their environment (McCullough, 2000; Hwei &
Abdulah, 2013). Being grateful to Almighty God corresponds to a spiritual and
religious attitude and belief (Javanmard, 2013; Hill & Pargament, 2003), that
promotes a particular religious ritual (Hill et al,, 2000). Some previous studies
also record that gratitude (Hwei & Abdullah, 2013) and religious attitudes
(Javanmard, 2013) respectively predict the level of resilience.
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The participants gained achievement in undertaking their talents or
special skills. These had been developed through the support of their social
environments (i.e. family, school, and community). The achievement helped
them in expanding their self-confidence as well as nurturing a better future
hope. Researchers, focusing on resilience, agreed that the experience in gaining
achievement and having a chance to develop talents or skills contributed to the
expansion of self-confidence and the promotion of future goal for some children
and adolescents (Yates et al., 2015; Masten, 2014).

The participants expressed their positive hope for their education and future
goals. They also believed that they would have a better future. They were able
to arrange their plans to continue their studies and realise their future goals.
Their objectives and aspirations for a better future are an expression of intrinsic
motivation leading to the healthy development and promoting resilience
(Bernard, 2004; Banatao, 2011; Celik et al.,, 2014; Lee, Cheung, & Kwong, 2012).

The findings also indicated that it was important to foster a positive social
environment climate from their family, school, peers, and community (i.e.
supporting, care, giving a chance to participate and non-discriminatory)
and/or the social support sources of resilience, promotion of psychological
development, self-adjustment, and achievement within the inclusive school.
This finding is consistent with resilience theory from Bernard (2004) as well as
results from studies and scientific literature (Zolkoski & Bullock, 2012; Celik et
al,, 2014; Anita et al., 2009; 2011; Cakraningrat & Fakhruddiana, 2015; Micucci,
2015; Williams, 2011).

Social culture in family, school, and community at Bengkala village supports
the participants in adjusting and developing themselves properly. The parents
of the hearing-impaired students, the teachers in this inclusive school, in
which most of them come from Bengkala village, and the villagers of Bengkala,
preserve the conservative culture from their ancestors who believed that deaf
children should be taken care of and appreciated. That belief forms their values,
positive attitudes, and perceptions towards hearing impaired children. They
recognise feelings of guilt if they ignore or treat the children inappropriately.
The culture of the family and society is in accordance with the guidance of action
policies recommended in the renovation of the education system into inclusive
education (UNESCO, 2009). Similarly, the index for inclusion noted in Booth and
Ainscow (2011) states that the implementation of inclusive education needs an
inclusive culture in the classroom, school, and community where the students
with special needs receive their rights to get equal education, a chance to
participate, socialise without discrimination, and receive appropriate support
to develop themselves and gain achievement.

The participants expressed that they were greatly encouraged to continue
their education because of the fact that they saw their friends who had finished
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their education and had been working and earning some money. They became
more convinced that being deaf was not an obstruction in their aim to gain
an education and future goals. Our research shows that the social model of
inclusion shown by the participant’s friends who are also hearing impaired,
have given them a positive influence towards the development of self-efficacy
and positive hope for their future. It is in accordance with social learning theory
by Bandura (1986; 1994) in which self-efficacy can grow and develop through
experiences provided by the social model.

Conclusions

This study describes some risks and resilience sources of four students with
hearing impairment at an inclusive school. The results of the study show that
there are three kinds of serious risks felt as some conditions that raise challenges
and obstacles for the participants to be successful in education and their lives.
The risks are, family poverty, difficulties in understanding verbal language as
well as learning materials, emotional disorder. There are five kinds of personal
sources of resilience used by the hearing-impaired students in order to be
successful in resolving their difficulties and other challenges in education and in
life. They are self-efficacy, talents or special skills, cooperation skills, gratitude,
and positive hope. The sources of personal resilience develop in line with four
positive characteristics of their social environment or social support sources of
resilience. They are supported by family, school, peers, and community.

The result of the study presents some information to educators, counselors
or psychologists as well as other professionals who work with hearing
impaired children in inclusive schools. This helps to activate and promote
sources of resilience (sources of personal resilience and social support sources
of resilience) that determine the success of children with hearing loss /
impairment in facing difficulties or challenges that threaten their psychological
development, social functioning, and achievement. The result of the study
supports the theory highlighted by previous studies and scientific literature
that show the availability of positive characteristics from their surroundings
(i.e. family, school, community, and peers) These assist by giving a positive
contribution to the development of personal resilience sources for the young
people. The findings also indicate that the development of talents and interests
in extracurricular activities, optimising the special teacher (sign language
translator) role, and the improvement of curricula and learning methods are
important to support the success of the education of hearing impaired students
in inclusive schools.
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Summary
This article discussed some risks and sources of resilience of students with

hearing impairment in an inclusive school at Bengkala, Bali, Indonesia. We using
phenomenological study to analyses serious risk factors, personal sources of
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resilience, and social support sources for students with hearing impairment.
Three female students and one male student as subject of our research.

Inclusive education programs are a model that is more suited to the issue
of anti-oppression and discrimination against children with special needs.
However, implementation of inclusive education in Indonesia had decreased in
quality and failed to apply adjustments to the curriculum, or to provide facilities
to support the learning process. The problems faced by inclusive schools are
linked to teachers’ competence in developing an appropriate learning process
for children with special needs, the lack of parental care, poor support from
social, government, and related professionals within the inclusive school. In
Bengkala, students with hearing impairment in this inclusive school mingled
and interacted well with students without hearing impairment. With their
unique communication style through sign language along with their special
teacher (the translator for the students with hearing impairment), they were
involved in class discussion together with their teacher and other students who
had normal hearing.

The study shows that the most disturbing aspects of risk were felt by all four
participants. The risks involved family poverty, difficulties in comprehending
verbal language as well as comprehending learning materials, and the effects
of emotional disorder. Family poverty meant that the participants could not
have their educational needs met, such as proper school uniforms, and having
money to buy things at school. In teaching and learning context, the obstacles
became more difficult when their special teacher (signer) was not able to
supervise students with hearing impairment, thus they did not want to learn
in the class without being accompanied by their special teacher. In outside
school students with hearing impairment expressed that they faced obstacles
in communicating with hearing people, especially to those who could not
understand sign language. They also difficulties in managing their emotions
and that they often felt unstable, were easily offended, quick to become angry
and often disappointed. They were angry when their wishes were not fulfilled.

Nevertheless, students with hearing impairment felt many difficulties
experienced in education and/or everyday life, they were able to convince
themselves thatthey were strong, and able to overcome these difficulties in either
field. They were able to learn, play, and take part in activities together with non-
deaf children at school and outside school. They also joined a traditional dance
group, known as Janger Kolok (Balinese dance with typical singing performed
by a group of deaf people or Kolok) to expressed their talents and special skills.
They believed that praying and being grateful to Almighty God would give them
power to face their difficulties. They believed that Almighty God has his best plan
for their future life. They felt their parents and family were the sources of power
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in overcoming difficulties involved in and outside the school. School principal,
teacher, special teacher, adults in their village for a student with hearing loss or
hearing impairment also had motivated the children and helped them in both
learning and extracurricular activities at school.
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