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Anotacija

Straipsnyje analizuojamas vadovy poziuris ir veiksmai jgyvendinant mokyklos pasi-
rinkta itraukyjj ugdyma stiprinantj projekta. Projekto jgyvendinimas Lietuvoje remia-
mas programos ,Renkuosi mokyti - mokykly kaitai!*, kuria siekiama jtraukiojo ugdy-
mo kaip démesio kiekvienam vaikui bei nuolatinés jo mokymosi pazangos didinimo.
Straipsnyje pateikti interviu su keturiolika programos ,Renkuosi mokytis - mokykly
kaitai!“ pirmajame etape dalyvavusiy Lietuvos bendrojo ugdymo mokykly vadovy. In-
terviu siekta i$siaiSkinti, koks yra mokykly vadovy poziiris i itraukyjj ugdyma ir kaip jie
planuoja ir valdo mokykloje vykstancius transformacinius procesus stiprindami jtrau-
kyji ugdyma. Taikant induktyvios kokybinés turinio analizés metoda i$skirtos keturios
temos, atskleidusios mokykly vadovy poziiriy ir veiksmy jvairove kuriant jtraukia
mokykla: 1) jtraukties fenomeno dekonstrukcija, kurioje iSskirtos individualumo pri-
pazinimo ir lygiy galimybiy, kiekvieno vaiko pazangos ir dalyvavimo, bendryjy kom-
petencijy ugdymo kategorijos; 2) asmeniné parengtis stiprinti jtraukti, kur iSrySkéjo
projekcijos, pasireisSkiancios vertybiniy prioritety ,,deklaravimu“ asmeniniu pavyzdziu,
mokytojus palaikanciomis ir jkvepian¢iomis iniciatyvomis; 4) organizaciniy struktiiry
pertvarkymas kuriant ir formalizuojant vidines tvarkas ir susitarimus, kolegialaus mo-
kymosi sistema ir priimant jvairaus pobudZzio iSteklius mobilizuojancius sprendimus.

Esminiai ZodZiai: jtrauki mokykla, vadovo poZiiiris ir veikmé, mokyklos transforma-
cija.
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Jvadas

Per pastaruosius SeSiasdeSimt mety visame pasaulyje socialinéje ir Svietimo
srityje jvyko daug pokyciu. Vienas iS$ jy - tradicinés ugdymo paradigmos virs-
mas i besimokantjjj orientuota ugdyma, i pagarba asmenybei, skirtybiy pripaZi-
nimay, tolerancija. XX a. astuntojo deSimtmecio viduryje JAV émé plisti jtraukiojo
ugdymo (angl. inclusive education) idéjos, kuriy pagrindas - tikéjimas, kad tei-
sé j ugdymasi yra pagrindiné Zmogaus teisé. Lygios galimybés ir jtrauktis - tai
vieni i$ svarbiausiy ateities Svietimo (iki 2030 m.) uZdaviniy, kuriuos 2015 m.
vykusiame Pasaulio $vietimo forume paskelbé UNESCO. Sig ateities $vietimo
kryptj dar labiau sustiprino tais paciais metais priimta JT Generalinés Asam-
bléjos rezoliucija , Keiskime miisy pasaulj: Darnaus vystymosi darbotvarkeé iki
2030 mety“ (Transforming our world..., 2015). Visuotinio Svietimo stebéjimo
ataskaitoje (UNESCO, 2020) teigiama, kad jtrauktis yra labai plataus turinio fe-
nomenas: ugdymo praktika turéty apreépti ne tik Zmones, turincius negalig, bet
visus, nepriklausomai nuo amziaus, lyties, rasés, socialinés ar etninés priklau-
somybeés, gyvenamosios vietos, turtinés padéties, kalbos, religijos, seksualinés
orientacijos, migracijos ir kity salygu.

Lietuvos nuostata stiprinti jtrauktj taip pat fiksuota politiniy susitarimy ir
teisiniy dokumenty lygmeniu. Svarbiausias dokumentas, nubréziantis visy Sa-
lies bendrojo ugdymo mokykly poky¢iy trajektorijas, yra Geros mokyklos kon-
cepcija (2015), kurioje kaip esminis sékmingos mokyklos poZymis traktuoja-
mas tinkamas mokyklos misijos jgyvendinimas, t. y. geri ugdymo(si) rezultatai
ir kiekvieno asmens turtingos, jsimenancios, prasmingos, malonios gyvenimo
mokykloje patirtys. Si nacionalinio lygmens mokyklos misijos apibréztis tie-
siogiai koreliuoja su jtraukiojo ugdymo nuostatomis: mokykla skirta kiekvie-
nam vaikui ir kiekvienas vaikas joje mokosi pagal savo galimybes ir gebéjimus
siekdamas pazangos. Susitarime dél Lietuvos Svietimo politikos (2021-2030),
orientuotame ir i Geros mokyklos koncepcijos jgyvendinima, pabréziama svar-
ba sudaryti lygias galimybes ir uztikrinti lygiavertes sglygas kiekvienam asme-
niui siekti iSsilavinimo bei jsipareigota garantuoti visiems vaikams saugia ugdy-
mo aplinkg, uzkertancia kelig patycCiy ir smurto apraiskoms. 2021 m. pradétoje
jgyvendinti nacionalinés pazangos programoje ,Tukstantmecio mokyklos“ sie-
kiama, kad kiekvienas Lietuvos vaikas turéty galimybe mokytis Siuolaikiskoje ir
atviroje mokykloje, nepaisant to, kur jis gyvena, kokia yra jj supanti socialing,
ekonominé ar kulttriné aplinka. Démesys skiriamas ir jtraukiojo ugdymo eko-
sistemai mokyklose kurti, tinklaveika gristam ugdymo organizavimui bei valdy-
mui diegti. Lietuvos Respublikos Svietimo jstatymo pokyciai nuo 2024 m. taip
pat orientuoti j teisiniy prielaidy sudaryma kurti kiekvieno mokinio ugdymosi
poreikius atliepiancig mokyklg. 2021-2022 m. organizuojamo mokykly iSorinio
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vertinimo! pagrindu pasirinktas jtraukties kriterijus (vertinama mokykly pa-
rengtis ugdyti kiekvieng mokinj pagal jo poreikius ir galimybes).

Pasak AliSauskienés ir Miltenienés (2018), jtraukusis ugdymas néra vien tik
ugdymo prieinamumas ir (arba) jtraukimas. Tikroji jtrauktis mokykloje - tai
vertybiy, nuostaty, jsitikinimy kaita, kaip nenutrikstantis mokyklos kultiiros,
politikos ir praktikos (Booth ir Ainscow, 2002, 2016) vystymosi procesas, nie-
kada nepasiekiantis galutinio tobulumo tasko. Jtraukios mokyklos kiirimas gali
biti traktuojamas ir kaip strateginis mokyklos vystymosi tikslas, uz kurio jgy-
vendinima atsakomybe prisiima mokyklos direktorius, kaip organizacijos lyde-
ris, jkvepiantis ir vedantis bendruomene vertybiniy susitarimy jgyvendinimo
link.

Viena i$ pirmuyjy iniciatyvy Lietuvoje sistemiskai stiprinti jtrauktj bendrojo
ugdymo mokyklose buvo 2017-2019 m. nevyriausybinés organizacijos , Moky-
kly tobulinimo centras“ vykdyta programa, Renkuosi mokyti - mokykly kaitai!*.
Programa siekta jtraukiojo ugdymo kaip démesio kiekvienam vaikui bei nuola-
tinés jo mokymosi pazangos didinimo. Programa mokykloms teiké jvairiapuse
paramag jtraukiajam ugdymui stiprinti: asmeny, turinciy aukstajj nepedagoginj
iSsilavinima, taciau norinciy prisidéti prie kiekvieno vaiko mokymosi sékmes,
ruoSimas dirbti mokykloje, kaita motyvuojanciy renginiy organizavimas pro-
jekte dalyvaujancioms mokykloms, pedagogy ir vadovy mokymai, tyréjuy kon-
sultacijos pokycio jgyvendinimo procese ir kt.

Visos programoje dalyvaujancios mokyklos dvejus metus rengé ir igyvendino
ju pasirinktg projekta, kurio tikslas - jtraukiojo ugdymo stiprinimas mokykloje.
Kiekvienos mokyklos projektas buvo savitas: skyrési apimtis, turinys, tiksliné
poveikio grupé, jgyvendinimo strategijos. Skyrési ir mokykly vadovy vaidmuo
jgyvendinant $j jtraukios mokyklos nuostatas ir praktikas vystantj projekta.

Kuriant jtraukiag mokyklg vadovai pripazjstami kaip svarbiausi pokyciy
agentai (Cohen, 2015; Devine 2013; Johnson ir Fuller, 2014), vadovo palaiky-
mas - reikSmingas organizacijos kaitos veiksnys, darantis tiek tiesiogine itaka
organizacijos pokyciams, tiek pasireiskiantis netiesiogiai skatinant organiza-
cinj mokymasi ir kuriant struktiras, jgalinanc¢ias mokytojams nuolat mokytis
vieniems i$ kity. Tyrimai rodo, kad vadovy sprendimai turi poveikj mokyklos
kultiiros ar kity veiklos rezultaty kaitai per mokytojy bendradarbiavimo akty-
vinima ir mokytojy lyderyste (Damkuviené ir kt., 2019). PaZindami skirtingus
mokiniy ugdymosi poreikius, atpazindami gabumus, formuodami nuostatas bei
kurdami mokykly struktiiras, rodydami aiSkia ir reiklig savo asmenine pozicija,
vadovai daro netiesiogine, bet didele jtaka mokiniy mokymuisi (Leithwood ir
Jantzi, 2008).

1 Svietimo, mokslo ir sporto ministro 2021 m. liepos 9 d. jsakymas Nr. V-1254.
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Vadovo vaidmuo mokyklos kaitos kontekste neatsiejamas nuo lyderystés. Ly-
derysté jtraukiajam ugdymui nagrinéjama per fasilituojancios (pvz., Jones ir kt.,
2013), demokratinés (pvz., Theoharis ir Causton, 2014), pasidalytosios (pvz.,
Kershner ir McQuillan, 2016), socialiai teisingos lyderystés (pvz., DeMatthews
ir Mawhinney, 2014) teorijy prizme. Urick (2016) lyderyste jtraukiajam ugdy-
mui jvardija kaip transakcinés, transformacinés ir instrukcinés lyderystés kom-
pleksa, teigdamas, kad mokyklos valdymo pagrindas yra transakciné lyderyste,
kurios esmé - vadovo galios ir atsakomybés dominavimas, aiSkiy taisykliy, lau-
kiamy rezultaty ir biidy, kuriais rezultatai turi biti pasiekiami, nustatymas, su-
tarto atpildo uz pasiektus rezultatus numatymas. Transakciniams vadovavimo
elementams Urick (2016) priskiria biudZeto sudarymga ir valdymga, iStekliy pa-
skirstymo, personalo sprendimus, mokymosi aplinkos saugumo ir patalpy prie-
Zitiros sprendimus, uztikrinancius, kad mokyklos bendruomené galéty sutelkti
démesij i pagrindine - ugdymo - veikla. Organizaciniy struktiiry pertvarkymas
reikalauja transformacinés vadovy lyderystés (organizacijos veiklos krypties
(vizijos) kiirimo, bendruomene jkvepiancio santykio, skatinanc¢io jos narius
prisidéti prie organizacijos tiksly siekimo, sprendimu, vystanc¢iy mokyklos pro-
fesinj kapitalg ir mokytojy lyderyste) (Urick, 2016). Transformaciné mokyklos
vadovo lyderysté siejama su gebéjimu inicijuoti ir skatinti pokycius (Navickaité,
2013), diegti naujoves keiCiant Zmoniy mastyma ir elgseng bei visg organiza-
cijos kultira. Transformacinés lyderystés elementai reikalingi tam, kad nuolat
besivystantys organizaciniai pajégumai skatinty naujo radimasi organizacijo-
je. Uztikrinant svarbiausig mokyklos veiklg - ugdymo kokybe, vadovai turi biiti
mokymosi (instrukciniai) lyderiai, telkiantys mokytojus, sudarantys salygas ju
kompetencijy ir veikly sinergijai vykti (Urick, 2016), patys aktyviai isitrauke ne
tik j administracinius, bet ir j ugdymo turinio kiirimo procesus.

Ateities Svietimui keliamy uzdaviniy kontekste vadovams tenka atsakomybé
tarptautiniy ir nacionaliniy susitarimy reikalavimus paversti mokykly praktika
(Ganon-Shilon ir Schechter, 2017). Esamy mokyklos veiklos, ugdymo praktiky
ir ,reikalaujamy” mokymo ir mokymosi praktiky atitiktis yra svarbiausias is-
bandymas mokykly vadovams, skatinantis kvestionuoti jprastus ugdymo pro-
cesus, metantis i$$tkj mokyklos status quo (Kaniuka, 2012), priverciantis ies-
koti pokyciy, reikalaujanc¢iy ugdymo idéjy prasmeés ir per jprasminimo (angl.
sense-making) procesus Sias nuostatas paversti mokyklos praktika.

Setia ir kt. (2021), analizuodami vadovo vaidmenj kuriant jtraukig moky-
klg, kaip tik ir pradeda nuo vadovo ir bendruomenés nariy mgstysenos keitimo,
véliau iSskiria vadovo veiksmus apibréziancius vaidmenis: jtraukties praktiky
skatinimgq per jvairias programas, jtraukiojo ugdymo elementy diegimq moky-
mo ir mokymosi procese, rysio palaikymq su tévais ir vietos bendruomenémis.
Tyrimai rodo, kad vadovy poziiris ir mastysena turi jtakos jy elgsenai, t. y. pasi-
rinkimui, kaip spresti kasdienes problemas priimant strateginius organizacijos
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vystymo sprendimus (Hambrick ir Brandon, 1988). Vadovy mastysena, turinti
jtakos jy elgsenai ir sprendimams, atsispindi organizacijos rezultatuose (Moo-
re, 2017), pvz., vadovy nuostatos ir elgsena (kaip jie vadovauja organizaciniam
mokymuisi, kaip jie jgalina organizacijos narius mokytis vieniems is kity) reiks-
mingai susijusios su mokytojy darbu mokykloje (Louis ir Robinson, 2012).

Aptarta situacija aktualizuoja mokykly vadovy vaidmens analize mokyklos
kaitos procese, ypac turint omenyje tai, kad tyrimy, analizuojanciy vadovo vai-
dmenj sistemiskai kuriant jtraukig mokyklg, yra nedaug.

Tyrimo tikslas - atskleisti vadovy poziirj ir veikme jtraukios mokyklos
transformacijy procese.

Probleminiai klausimai: kokia jtraukiojo ugdymo samprata ir kokiomis
vertybémis vadovaujasi mokykly vadovai? kokie yra jy veiksmai ir lyderysté
planuojant ir valdant mokykloje vykstancius transformacinius procesus, stipri-
nancius jtraukyji ugdyma?

Tyrimo metodika

Tyrimas atliktas taikant bendraja kokybinio tyrimo metodologine prieiga
(angl. Generic Qualitative Research). Bendrieji kokybiniai tyrimai yra socio-
konstruktyvistine interpretacine epistemologija besiremiantys tyrimai, kuriais
siekiama suprasti, kaip Zmonés interpretuoja savo patirtj, kaip jie kuria savo
pasaulius ir kokia reikSme jie suteikia savo patirc¢iai (Merriam, 2009), taikyda-
mi pagrindines bendrasias imties formavimo kokybiniy duomeny rinkimo ir
analizeés technikas ir nesilaikydami kokiy nors nusistovéjusiomis filosofinémis
prielaidomis gristy metodiky, pvz., fenomenologija, etnografija ar grindZiamuo-
ju tyrimu (Percy, Kostere, K., Kostere, S., 2015).

Tyrimo imtis. Tyrimo dalyviai atrinkti taikant tikslinés imties metoda. In-
terviu buvo apklausti keturiolika programos ,,Renkuosi mokytis - mokykly kai-
tail“ pirmajame etape dalyvavusiy Lietuvos bendrojo ugdymo mokykly vadovy,
atsakingy uz mokyklos politikos kiirima (direktoriai ar jy pavaduotojai).

Duomeny rinkimas. Kaip duomeny rinkimo metodas pasirinktas pusiau
struktiiruotas interviu. Mokykly vadovai pagal parengta pokalbio struktirg
pasakojo apie pokycio jgyvendinima mokykloje projekto metu, tiesiogiai ar
netiesiogiai atskleisdami jy suvokiamg jtraukiojo ugdymo samprata, jos inter-
pretacijg, poziurj j jtraukiojo ugdymo stiprinimg mokykloje ir kaitos patirtis.
Pagrindinés pokalbiy temos:

e asmeninis pozilris j jtraukyjj ugdymga ir vertybes: nuostaty kaita, poziu-
ris | mokiniy jvairove, lygias galimybes;

e jkvépimas ir lyderysté: asmeninio poziirio j jtraukyjj ugdyma sklaida
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mokykloje, dalijimasis vertybémis, kity jkvépimas ir skatinimas;

e transformacijos ir jy jgyvendinimas: sprendimai, stiprinantys jtraukiojo
ugdymo raiska.

Interviu vykdyti 2019 m. vasario-kovo ménesiais. VidutiniS$kai vienas inter-
viu truko 45 min. Kiekviename pokalbyje su mokyklos vadovu dalyvavo du ty-
réjai. Interviu buvo jrasyti diktofonu ir transkribuoti.

Duomeny analizé. Duomenys buvo sisteminami taikant induktyviosios ko-
kybinés turinio analizés metoda (Kyngés, 2020; Thomas, 2006). Interviu trans-
kripcijos atidziai perskaitytos, atrinkti ir uzkoduoti reikSmingi leksiniai seman-
tiniai vienetai, suformuota daliniy kategorijy sistema ir iSskirtos teminés gru-
pés, aprasancios informanty asmeninj pozitrj j jtraukyjj ugdymg, jy vadybinés
praktikos, padedancius stiprinti jtraukyji ugdyma mokykloje, interpretacijos.
Siekiant padidinti tyrimo patikimuma, kategorijos aptartos tyréjy grupéje.

Tyrimo etika. Interviu metu laikytasi bendryjy socialiniy tyrimy etikos rei-
kalavimy: tyrimo teisétumo, tyrimo tiksly aiSkumo ir jy atskleidimo interviu
dalyviams, tyrimo dalyviy privatumo ir konfidencialumo i§saugojimo, apgaulés
ir manipuliavimo vengimo, mokslinio saziningumo. Tyrimas atliktas vadovau-
jantis humanitariniy ir socialiniy moksly tyrimy etikos principais (Atitikties
moksliniy tyrimy etikai vertinimo gairés, 2020).

Tyrimo ribotumai. Tyrimo rezultatai atspindi tikslingai jtraukiojo tyrimo
projektus jgyvendinusiy mokykly vadovy nuomone, todél negali biti interpre-
tuojami kaip buidingi visai Svietimo sistemai.

Tyrimo rezultatai

Atlikus interviu metu surinkty duomenuy, atskleidZianc¢iy mokykly vadovy
poZiiriy ir veiksmy jvairove kuriant jtraukia mokyklg, analize iSskirtos keturios
duomeny teminés grupés: 1) jtraukties fenomeno dekonstrukcija, 2) asmeniné
parengtis stiprinti jtrauktj, 3) lyderystés projekcijos, 4) organizaciniy struktiiry
pertvarkymas (Zr. 1 pav.).
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1 paveikslas

Vadovo poZitiris veikmé plétojant jtraukyjj ugdymq mokykloje: apibendrinty ty-
rimo duomeny schema

Ttraukties fenomeno ¢ Individualumo pripaZinimas ir lygios galimybés
dekonstrukcija e Kickvieno vaiko pazanga ir dalyvavimas
s  Bendrujy kompetencijy ugdymas

Asmeniné parengtis ) . . L

P L * Kaitos prasmeés suvokimas / internalizacija
i stiprinti jtraukt] s Kaitos idsukiy pripazinimas
Vadovo poziuris ir

veiksmai

s Vertybiniy prioritety ,,deklaravimas* asmeniniu
Lyderystés projekcijos pavyzdziv
e Mokytojus palaikanéios ir jkvepiancios
iniciatyvos

Organizaciniy Vidiniy tvarky ir susitarimy formalizavimas
struktiiry s Kolegialus mokymosi sistemos kiirimas
pertvrakymas Istekliy mobilizavimas

Jtraukties fenomeno dekonstrukcija

Kaita, reikalaujanti asmens elgsenos pokycio, priklauso nuo to, ar asme-
niui yra svarbi kaitos idéja (kokig prasme asmuo jai suteikia). Tyrime daly-
vavusiems vadovams jtraukiojo ugdymo prasmingumas glaudziai susijes su
jtraukiojo ugdymo vertybémis. Tokie pasisakymai, pvz., <..> reikia atsizvelgti
ir j vaiky prigimtj tiesiog, t. y., kq jie atsinesa is Seimy ir visa kita [V2], <..> man
svarbiausia yra lygios galimybés [V1], liudija, kad vadovams jtraukusis ugdymas
neatsiejamas nuo kiekvieno mokinio individualumo pripazinimo, lygiy gali-
mybiy kiirimo kiekvienam besimokanciajam. Pasak Booth, Ainscow (2016),
individualumo pripaZzinimas skatina pagarbg jvairovei ir supratimg, kad kie-
kvienas bendruomenés narys gali buti vertingas, prisidéti prie bendruomenés
augimo, atlikti pozityvy vaidmeni. Lygybeés ir lygiy galimybiy prioritetizavimas
yra esminé jtraukiojo ugdymo saglyga ir vertybiné nuostata, kurios suvokimas
ir jprasminimas nulemia mokyklos kaitos krypties bei procesy valdymo budy
pasirinkimg. Mokiniy individualumo pripazinimas skatina vadovus galvoti apie
skirtingus mokiniy poreikius, galimybes, pasiekimus. Geriau suvokus ir jpras-
minus jtraukties idéja, stipriau aktualizuojama kiekvieno vaiko paZangos ir
dalyvavimo uztikrinimo salyga:

Svarbiausia - vaikas, jo paZanga, jo gera jausena, jo galimybé pagal poreikius, pa-
gal galias dalyvauti visame ugdymo procese ir biti kartu su visais. <...> Per vieng
veiklg nieko labai nepadarysi. Ir j pamokq to jtraukimo turi bititi, kad tas kiekvie-
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nas vaikas btty pastebétas, sudarytos galimybés dirbti taip, kaip jis gali geriausiai
[V5].

[traukiojo ugdymo idéjas atspindincCioje Geros mokyklos koncepcijoje (2015)
pabréZiama, kad pagrindiniai ir pageidaujami mokyklos veiklos rezultatai yra
mokiniy asmenybiné branda, individualias galimybes atitinkantys mokymosi
pasiekimai ir nuolatiné mokymosi pazZanga. Mokiniy pasiekimai vertinami at-
sizvelgiant ne vien j apibréZtus, programinius ugdymo tikslus, bet ir i indivi-
dualias kiekvieno mokinio ypatybes bei iSgales, siekiant nuolatinés asmeninés
pazangos mokiniui tinkamu tempu. Siame dokumente i$ryskinta mintis, kad
mokykloje démesys turéty buti skiriamas tiek bendryjy asmens kompetenci-
ju, tiek dalykiniy pasiekimy ugdymui. Galbit vadovaudamiesi Siuo pazangiu
dokumentu ir Siuo metu atnaujinamo ugdymo turinio gairémis (Nacionaliné
Svietimo agentiira, 2019) kai kurie vadovai jtraukyjj ugdyma siejo su bendryjy
kompetencijy ugdymo svarba:

Jtraukusis ugdymas, bent jau man, is tikryjy yra susijes su bendrosiomis kompeten-
cijomis, t. y. kada tu pamokoje nustoji virs visko kelti dalykinj akademinj mokymasi,
kuris, beje, irgi yra labai svarbus. Siandienos kontekste mes suvokiame, kad bendro-
sios kompetencijos yra ne maziau svarbios, ir vis daugiau kalbame apie tai, kad turi
atsirasti dermé <..>. Ne egzaminams mes vaikq ruosiame. <...> turi biiti ne dalyko,
o vaiko mokytojas [V2].

Vadovai i$ dalies pripazino, kad mokykloje vis dar triksta dermés tarp ke-
liamy akademiniy ir kity ugdymo tiksly. Pernelyg sureikSminami akademiniai
pasiekimai ir nuvertinami kiti savarankiskam gyvenimui demokratinéje visuo-
menéje svarbiis gebéjimai ir jgiidZiai - gerbti demokratijos vertybes ir, remian-
tis jomis, kurti bendruomenine aplinka, jausti socialine atsakomybe, imtis ak-
tyviy veiksmy, kai paZeidziamos asmeninés arba kito asmens teisés, sékmingai
planuoti asmeninj ir profesinj gyvenima, tapti pilietiSkais visuomenés nariais.

Asmeniné parengtis stiprinti itraukti

Analizuojant vadovy poziirj i jtraukyji ugdyma akivaizdu, kad vadovai kelia
jtraukiojo ugdymo prasmés klausimg, interviu metu kalba apie kaitos prasmés
internalizacija, tiki jtraukiojo ugdymo idéja, laiko jg vertybiskai sava (Apskritai
as tuo tikiu. Man projektas labai patiko dél daugybés dalyky <...> bet Siaip is esmés
dél idéjos [jtraukiojo ugdymo]. Pirmiausia todél turbit [V1]). Kai kurie vadovai
pastebi pozityviai besikei¢iantj savo pozitrj:

Tai [projekto jgyvendinimas] ir paciai tokia asmeniné tgtis [V12]. Gal ¢ia irgi pro-
jekto yra [jtaka], nes, na, vien ta sqvoka jau atsirado ir galvoj. Ir ne tik burnoj tas
Jitraukusis ugdymas* [V2]. Tai va, ¢ia turi buti misy smegenyse. Kazkoks tai liiZis
ivykti, kad mes turim kazkaip kitaip elgtis su tais vaikais, kitaip su jais bendrauti,
kitaip juos mokyti. Ir tai yra gana sudétinga [V13].
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Kalbédami apie jtraukiojo ugdymo idéjas ne tik koncepciniu, bet ir praktiniu,
ju igyvendinamumo, lygmeniu, vadovai pripaZjsta kaitos issukius, kritiskai
vertina realig situacija:

Mokytojai ateina su dZiaugsmu dirbti darbg, vaikai ateina su dZiaugsmu j mokyklg,
kad jiems bus gera cia... AS kaip vadovas irgi ateinu laimingas ir dZiaugsmingai
praleidZiu visq darbo diengq ir visi laimingi? Bet taip néra is tikryjy! Suprantat, tas
gyvenimas mokyklos kasdieninis... Dedame visas pastangas, kad mokykloje biity
gera kiekvienam vaikui, bet tai yra tikrai sunku padaryti ir as neZinau, ar mes kada
pasieksim tokj lygij, kad visiems be isimties bus gera... [V2].

Teoriskai jtraukusis ugdymas - tai yra démesys kiekvienam vaikui. Démesys kie-
kvienam vaikui teoriskai, o praktiskai tq dalykq padaryti yra labai sunku [V7].

<..> tai dar labai didelé siekiamybé, nes mums dar taip neiseina visko uztikrinti -
,ops”ir viskas tobula pamokoje [V5].

Pirmiausia galima bty jzvelgti tam tikra vadovy skepticizma kalbant apie
jtraukiojo ugdymo idéjos jgyvendinima praktiskai, taciau pokyc¢iy valdymo kon-
tekste kaitos i$Stukiy aiskus jsivardijimas ir pripazinimas traktuotinas kaip svar-
bus etapas, leidziantis daryti prielaidg dél vadovy rimto ir atsakingo poZitrio j
pokyti. Tai gali reiksti, kad j jtraukiojo ugdymo nuostaty ir praktiky diegima va-
dovai zvelgia ne kaip j pavirsine ar ,dokumentine“ transformacija, sukuriancia
pasiekto rezultato (,,mes - jtrauki mokykla“) iliuzijg. Tai indikatorius, rodantis
vadovy supratima, kad tvarus pokytis Sioje srityje reikalauja dar daug sprendi-
my, paliecianciy ir kei¢ianciy organizacijos nariy poziiirj, nuostatas ir elgseng,
atsispindinciy organizacijos kultiiroje, siekiu tapti sutarta, prasme turincia or-
ganizacijos nariy mastysenos ir elgsenos savastimi (Robbins, 2004).

Lyderystés projekcijos

Treciosios temos, apibiidinancios vadovo vaidmenj mokyklos kaitos proce-
se, asis - vadovy lyderysté. Vadyba ir lyderysté yra esminiai veiksniai, lemiantys
organizacijos misijos jgyvendinima. Abu juos sieja itakos darymo kitiems pro-
cesai, keitiant individy ar jy grupiy elgseng. Gera vadyba pirmiausia siejama
su aisSkiu tikslu, reikalingy istekliy mobilizavimu jam pasiekti, tinkamu atsa-
komybés paskirstymu ir skaidriais kontrolés mechanizmais. Tyrime dalyvave
vadovai pabrézé vadovo ypatinga vaidmenj pirmiausia iSrySkinant mokyklos
vertybinius prioritetus, juos , deklaruojant” asmeniniu pavyzdZiu:

Pirmiausia kalbéti, kalbéti garsiai, kalbéti visose auditorijose, akcentuojant verty-
bes ir tam tikrus prioritetus mokyklos. <...> i$siskirti tokius, kokie yra svarbiis, kas
tikrai aktualuy, ir tikéti [V8]. Kas priklauso nuo vadovo? Tai kalbéti, skatinti, paciam
rodyti pavyzdj [V12]. Bet turi biti vis délto <..> vadovo pavyzdys [V14]. Kaip ir
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mokytojas vaikui negali duoti to, ko neturi pats, taip ir vadovas mokytojui sunkiai
duos tai, ko neturi pats [V1]. Galy gale as jau pati apeliuoju ir mokytojai sakau: jei
tai bity jisy aniikas? Nu, jis gal gimé ne toks, ne toj Seimoje, jei apie tai kalbéti.
Jeigu tai buty jisy vaikas, jus butumét patenkinta, jei kas su juo taip elgtysi? [V2].

Vadovo pavyzdys neturéty biiti tik zodziai ar pamokymai. Svarbus asmeninis
jsitraukimas j jgyvendinamus projektus, itraukiojo ugdymo kulttiros ir politikos
kiirima:

Vadovas turi dalyvauti, nenumesti kazkam tai. Ne tik suorganizuoti darbo grupes
kazkokias formaliai <...>, bet tuos siiliukus laikyti [V2]. Kad vykty tas darbas, ta
veikla, turi biti tas, kuris sujungia. AS, kaip iniciatoré, kaip vadové, tuos susirin-
kimus inicijavau ir inicijuoju iki $iol [V14]. Jeigu as vadovauju, a$ turiu jsitraukti
I tq visq procesq: tai skatina mokytojus neatsilikti [V14]. Jeigu atsirado nors vie-
nas Zmogus, kuris stabdo [nepagarby kolegos kalbéjimq apie mokinj], ir jeigu mes
[vadovai] palaikysim tq kultiirg, reiskia, tikrai sulauksim to laiko, kai kiekvienas
kalbés mokytojy kambaryje su pagarba vaikui ir supras, kad ¢ia ne turgus, o darbo
vieta [V9]. Turi pastebéti absoliuciai kiekvienq vaikq ir juos jtraukti j vienokias ar
kitokias veiklas tiesiogiai ir netiesiogiai [V11]. Vadovy déka tie vaikai suranda savo
vietq, nes ne kiekvienas vaikas kiekvienai mokytojai ir kiekvienai klasei [tinka]. Ir
mes labai jautriai ieSkom tam vaikui klasés ir aplinkos [V4].

Tokia vadovy nuomoné sutampa su teoriniuose Saltiniuose pabréziamu es-
miniu mokyklos vadovo vaidmeniu kuriant kiekvienam mokiniui draugiska mo-
kyklos aplinka (Faas ir kt., 2018).

Tyrime dalyvavusiy respondenty nuomone, vadovo lyderysté neatsiejama
nuo mokytojus palaikanciy ir jkvepianciy iniciatyvy. Vadovai akcentuoja
empatijos, tikéjimo mokytoju ir jo situacijos supratimo svarbg: Pirmiausia em-
patija, suvokimas, kad i$ tikryjy gyvenam tokiam laikotarpyje, kada mokytojai
jauciasi pakankamai nesaugiai dél daugelio priezasciy <..> [V6]; Bet mokytojui,
suprantat, dirbti su tuo skirtingu, jdomiu ir kitokiu vaiku yra daug sunkiau. Man,
kaip administratoriui, gal yra paprasc¢iau. Ir kai sakau, kad jis turétumet dirbti
kitaip, jis turite atkreipti démesj - tai suprantu ir tuos mokytojus <..> [V7], su-
vokia pareigg paskatinti, padrasinti mokytojus atpazinti ir jvertinti jy sékmes:

Pastoviai ir sgmoningai turi pastebéti gerus dalykus ir juos akcentuoti, kad Stai Cia
buvo labai gerai, kad cia Sauniai, kad jiis galit, kaip gerai, kad pabendradarbiavot.
<..> Mokytojams dabar labai reikia to palaikymo, kad tu is tikryjy darai gerai [V6].
Mokytojas irgi yra Zmogus, jis nori biti paskatinamas visq laikg, padrgsinamas
[V2]. Greta ty dalykiniy visy didaktiniy kompetencijy didelj démesj dabar turim
skirti <..> mokytojy jausenai: kai mokytojas gerai jauciasi, tai jisai daZniausiai ge-
rai ir dirba, ir jisai istransliuoja tam tikrq energijq vaikams <...> [V3]. Mes, kaip
vadovai, ripinamés tuo, kad miisy mokytojy savijauta bity gera. Mes organizuo-
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jam [isvykas], sakykim, per metus mes visq laikq du, tris kartus iSvaZiuojam. Tai
mokytojus tas paskatina [V10].

[traukiojo ugdymo kultira remiasi pagarba ir démesiu kiekvienam bendruo-
menés nariui. Jei naujos kultiros ir politikos formavimas - pirmiausia moky-
klos vadovy veikimo laukas, tai ugdymo praktikos kaita tiesiogiai susijusi su
mokytojo ir mokiniy savijauta, elgsena ir sgveika klaséje. ISrySkéjo nuomone,
kad nuo mokytojo emocinés biiklés priklauso tiek pamokos mikroklimatas, tiek
kuriamas santykis su kiekvienu vaiku pedagogui reaguojant j jo poreikius ir ug-
dymosi galimybes.

Pozityvus mokytojy poZitris j jtraukyji ugdyma, pasak mokykly vadovy,
skatinamas tokiomis priemonémis: mokytojo palaikymu ir ju profesionalumo
pripazinimu, pagyrimu ir motyvuojanciu griZtamuoju rySiu vadovams pastebé-
jus, kad mokytojas Zengia tikslius profesinius Zingsnius iSkelty tiksly link. Dalis
mokykly vadovy atkreipé démesi, kad pacioje mokytoju bendruomenéje galima
rasti tarpusavio emocinés paramos galimybiy. Tam puikiai tinka jvairiis moky-
tojy klubai, rytiniai pasikalbéjimai:

Mes inicijavom tas darbo grupes, kurios rtipinasi konkreciai mokytojais. Bendruo-
meneés telkimo grupe turim, kuri riipinasi, kad mokytojams biity kazkokia alterna-
tyva. Kad buvimas mokykloje sietysi ne tik su profesine veikla, bet ir su tuo, kas yra
jam paciam, kaip Zmogui, malonu ir kur galéty jis jsikrauti kaip asmenybé [V5].
Mes mokytojy klubq sukiiréme tam, kad mokytojai jau pradéjo prarasti tarpusavio
rysj. Jis issirutuliojo beveik be dideliy mtisy [vadovy] pastangy. Atsirado pavadini-
mu ,Rytiné mokyklélé” Ir Zmoneés ateina, jsivaizduokit, puse astuoniy tam, kad ga-
léty susésti, pasitaisyti kavos, Zmogiskai paplepéti <..> apie pyragus, knygas, filmus
ir apie tuos pacius vaikus [V11].

Tokios vadovy palaikomos iniciatyvos (mokytojy bendrystés klubai, mokyto-
ju bendruomenés telkimo grupés, kolektyvinés iSvykos ir kt.) gerina mokytojy
emocine savijauta, stiprina teigiamas socialinio gyvenimo mokykloje nuostatas.

Mokytojy lyderyste jgalinantys sprendimai. Kai svarstoma apie lyderys-
te, vis dazniau krypstama santykiy organizacijoje analizés link: nebesilaikoma
pozitrio, kad lyderis - tik vadovas, turintis iSskirtiniy bruozy ir keiciantis or-
ganizacijg gera valia ir jtikinimu sekti juo. Tik organizacijos nariy tarpusavio
sgveikos metu ir budu uztikrinamas organizacijos tobuléjimas, todél lyderysté
yra neatsiejama nuo sekéjy, o rezultatyvi ar sékminga lyderyste, kaip reiskinys,
vis dazniau yra apibréziama ne tik lyderio, bet ir sekéjy veiksmais. Pasidalytoji
lyderysté mokykloje reiskiasi, kai skatinama ugdytis lyderystés gebéjimus, vi-
siems bendruomenés nariams suteikiama laisvé rodyti iniciatyva, prisiimti at-
sakomybe uz iniciatyvas, sprendimus ir jy jgyvendinimg. Mokykly vadovai kal-
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béjo apie tai, kaip, kuriant jtraukig mokyklg, svarbu jgalinti ir skatinti bendruo-
mene diskutuoti, mastyti ir veikti kiirybiskai, siekiant bendrai i$sikelty tiksly:

Misy pagrindas, va taip, yra susitarimai su mokytojais, mokytojy isklausymas,
jokio negali biiti primetimo, jeigu nori darbo sékmés [V10]. Buri grupes, aptari,
kaZkaip privedi prie tos minties. Ateina is mokytojy kity idéjy salia to, aisku, bet
juos jtraukia, kad mokytojas tai biity dares, ne vadovas nuleido kazkq is virsaus,
bet kad tai atéjo is mokytojy [V5]. Mes [vadovai] neskubam biiti iniciatyvi grupé:
mes laukiam, kol mokytojai issakys savo nuomone. Mes tq nuomone priimam ir
tada galvojam, kaip padaryti tai, ko nori mokytojai [V9]. Tam tikry as jiems pata-
rimy kaip ir turéciau dabar, bet nenorédama gesinti tos jy lyderystés, nes jos tikrai
uzsidegusios dareé <..>, tai a$ laukiu, o paskui galbiit ir i$ tikryjy bus geriau, negu
man atrodo <..> praktiskai nieko nedarom be mokytojy. Mokytojai visur yra akty-
viis dalyviai. Visur tarémés mes su jais. Mokytojai patys, sakysim, tiek posédZiuose,
susirinkimuose <...> issako savo idéjas ir, kaip sutaria, stengiamés tai ir palaikyti,
matydami, kad jy idéjos yra svarbios, yra jgyvendinamos, tai ir motyvuoja turbiit
[V5]. <...> mokytojai patys noréjo ir jie iskélé sitq idéjq. Nebuvo taip, kad administ-
racija priverté: imkim dabar sédékim ir kalbékim Cia, kaip jis turit dirbti. Jie patys
buvo beveik organizatoriai, nes, man atrodo, tada Salia pasédéjau, pasiZitiréjau ir
uzsirasiau, kas ten vyksta [V9].

[galinto darbuotojo lyderysté - tai ir asmeniné profesiné tgtis, ir su ja su-
sijusiy idéjy reikSmés suvokimas ir sklaida organizacijoje, kaip jtakos proce-
sas, apimantis kolegy jtraukimg, pastangas jkvépti ir telkti kitus organizacijos
narius keistis. Mokytojai, prisiimantys formalig ar neformalig lyderyste, gali
biti vadinami pokyciy, kuriy poreikis mokyklose vis didéja, agentais. Vadovo
vaidmuo - pasitelkiant savo patirtj ir iSmintj suprasti, kada reikia sgmoningai
,pristabdyti“ savo jtaka ir dominavima, susilaikyti nuo patarimuy ir taip islais-
vinti mokytojus veikti, prisiimti atsakomybe uZ savo iniciatyva: Mes turim tokiy
Zmoniy, kurie i$ saves patys turi tos lyderystés. Sako: darom Sitaip. Bet kad Zmo-
guje galéty skleistis lyderysté, turi biti tinkama vadybiné terpé, nes jeigu tu ten
uzsiimsi $paragy politika, tai, ZodZiu, gali uZdengti ir neleisti augti. Tai, galvoju,
cia labai svarbu tiesiog pastebéjus, kad Zmogus turi potencialg, leisti jam skleistis
[V6]. Tokiy mokytojy pripazinimas, jvertinimas ir paramos jiems teikimas gali
turéti didele itaka organizacijos kaitai.

Organizaciniy struktury pertvarkymas

[traukiojo ugdymo politikos jgyvendinimas reiskia, kad jtraukiojo ugdymo
idéjas jtvirtinti siekiama visuose mokyklos dokumentuose. Kai mokykloje vyk-
doma politika, skatinanti kiekvieno nario jsitraukimg ir dalyvavima, pokyciai
strategiskai planuojami, bet kokia pagalba teikiama vadovaujantis jtraukties
principais (Booth, Ainscow, 2016). Tyrime dalyvave vadovai pabrézé vidiniy
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tvarkuy ir susitarimy formalizavimo svarba: Dabar apie tuos vaikus mes pra-
déjome kalbéti garsiai. Ir net savo vidaus dokumentuose juos apsiraséme, ir net-
gi turime savo planuose Siemet, kad mes turime jsivardinti, kas miisy mokykloje
yra tas atstumtasis vaikas, kaip mes visi vienodai jsivaizduojam ir kaip tuos visus
vaikus jtraukti simtu procentu nors j kokiq veiklg [V11]. Kas yra mokykloje, yra
svarbu visiems, turi Zinoti visi, kas vyksta, turi buti supaZindinami su visais musy
dokumentais [V13].

[traukiojo ugdymo politikos jgyvendinimo procesuose ypac svarbus yra dé-
mesys pagalbos sistemai ir saglygy sudarymas pripazjstant kiekvieno vaiko ge-
béjimus. Dalis informanty pasidalijo savo mokykly patirtimi, kaip svarbu turéti
lygias galimybes uztikrinancias vidines tvarkas ir ieSkoti pagalbos galimybiy
jvairiy poreikiy turintiems mokiniams:

Keitém atrankgq j burelius. Tarkim, muzika, sokis... Sakysim, neturi tu balso, bet tu
taip nori dainuoti - ir dainuoji. Ir, Zinokit, visai neblogai: ir pritaikom, ir tq balsq
pakoreguoja mokytoja, galbiit kokiq jis ten partijq atliks [V5]. Kiekvienas vaikas
turi savo nisq. Tarkim, tas, kurio pasiekimai néra auksti, turi elgesio problemy, ji-
sai gerai dirba su mokyklos aparatiira, yra didZéjus, padeda vesti renginius, jungia
aparattirq [V4]. Mama baltarusé, tévas arabas, kas reiskia: vaikas $neka arabiskai,
rusiskai, supranta vokiskai, kadangi buvo Vokietijoje. Jis papuolé j musy aplinkg.
Mes suséde galvojam [kaip padéti vaikui], vadovai, suprantat. [sivaizduokit tq vai-
kq, kaip jam yra, nes nei terminai, nei niekas neaisku. Kaip jis turi jprasti klaséje
bendrauti? Ir buvo problemy [V2].

Tinkamai kuriama jtraukiojo ugdymo politika didina mokyklos prieinamu-
ma3 ir atvirumg kiekvienam besimokanciajam; kai vengiama bet kokios selekci-
jos ir segregacijos apraisky, veiklos organizuojamos neskirstant besimokanciy-
ju pagal gebéjimus, pasiekimus, negalias (Booth, Ainscow, 2016).

Kolegialaus mokymosi sistemos kiirimas. Stiprinant jtraukyjj ugdyma
mokyklose neiSvengiamai reikia skirti démesio pedagogy profesinio tobuléji-
mo ir kompetencijy plétrai. Europos specialiojo ir jtraukiojo ugdymo agentiira
(2020) pedagogy jtraukiojo ugdymo profesinj tobuléjimag apibrézia kaip mo-
kytojy, pagalbos specialisty ir kity susijusiy darbuotojy reflektyviaja praktika
ir asmeniniy kompetencijy tobulinima, pagalbg vienas kitam ir darba drauge
pripazjstant ir priimant besimokanciyjy ivairove. Pabréziama visy ugdymo pro-
cese dalyvaujanciy darbuotojy kompetencijy tobulinimosi svarba, jy tarpusavio
bendradarbiavimas kaip profesinio tobuléjimo dalis. Tyrime dalyvave mokykly
vadovai kalba ir apie pedagogy tarpusavio komunikacijos, dalijimosi patirtimi
ir bendradarbiavimo sistemos kiirimo svarba:

Mes matéme, kad pats pagrindinis dalykas, kodél sunku jtraukyjj ugdymaqg pradéti,
kad mokytojas matyty ar kad vertinty vaikus, tai buvo tai, kad mokytojai neturi
galimybés pasikalbéti vieni su kitais. <..> pagrindiné mintis, kad sueity Zmonés j
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tokius pokalbius apie vaikg, apie galbtt klase. <...> reikia sudaryti sqlygas mokyto-
jams prasmingai kalbétis [V9].

Dabar kiekvienas mokytojas yra numates per mokslo metus pravesti bent vienq pa-
mokq atvirg, bent vienq integruotq. Ir tiesiog pasidarom plang, kada kas ves, kada
ateis kolega [stebéti]. Ir butinai ateina kolega. Tai didZiulis pokytis <..> [V12]. Jau
antri metai, kai kiekvienas mokytojas veda kolegialaus rysio pamokas, o pasikvie-
Cia tiesiog tq, is ko nori gauti naudos [V10]. Mokytoja dirba su to koncentro vienu
mokytoju, o tas mokytojas savotiskai turi perduoti savo patirtj kitiems koncentro
mokytojams [V4]. Visada stengémeés, kad pradiniy klasiy, penkty, astunty klasiy
mokytojai dalyvauty, is specialisty kas nors btity, administracijos, kad Zmonés jaus-
ty, kad mes - komanda [V9].

Vadovy interviu turinio analizé atskleidé, kad vadovai jZvelgia svarby savo
vaidmenj stiprinant mokytojy tarpusavio socialine saveika, leidZiancia kurti
bendra Zinojima apie kiekvieno mokinio mokymosi poreikius ir galimybes, ima-
si iniciatyvos skatinti kolegialy mokytojy mokymasi. Mokykly vadovy pasisaky-
mai atskleidZia, kad, diegiant tokia mokytojy kompetencijos tobulinimo formg,
svarbi vadybiné valia kurti kolegialaus mokymosi sistemg mokykloje. Bitinas
mokymosi stebint kity pamokas planavimas ir administravimas, uZtikrinant
mokytojy bendravimo ir bendradarbiavimo, veikimo kartu jvairove.

Tradiciniai pedagogy kompetencijy tobulinimo biidai, kai pedagogai dalyvau-
ja kursuose ar seminaruose, kuriuose siekiama jgyti specifiniy zZiniy, pasirodé
neefektyvils ar net stabdantys jtraukiojo Svietimo plétrg (European Agency for
Special Needs and Inclusive Education, 2021). Pastebima, kad tyrime dalyvave
mokykly vadovai taip pat nejvardija kursy, seminary kaip efektyvios tobuléjimo
formos - jZvelgia daugiau mokymosi praktiskai bendruomenéje privalumy:

Esu pastebéjusi, kad mokytojams reikia labai konkreciy metodiniy patarimy. Di-
dZiausiq poveikj daro tada, kai mokytojas turi konkreciq informacijq pirmiausia
apie vaikg, o antras dalykas, kai yra konkretts scenarijai ar konkrecios pagalbos
priemoneés, apie kurias jisai Zino: su kuo gali pasisnekéti, kas turi kazkokius recep-
tus <..>. Tiesiog reikia labai konkrecliy praktiky, patirciy jiems [V6]. Dalykai Sitie -
jie pakankamai létai juda apskritai, nes tai yra tokie pokyciai, kurie yra susije su
mokytojy kompetencijomis. Ir nepaisant to, kad mokymy ty [jtraukiojo ugdymo]
mokytojai gauna, [Ziniy] turi, sakykim, vis tiek nuosekliai tq daryti reikia, kad tapty
sistema kazkoks metodas, priemoné, neZinau - dar kazkas. Turi tai vykti nuolatos,
vykti ne Siaip ten kartq per savaite ar kartq per ménesj, bet pastoviai [V2].

Mokydamiesi praktiskai bendruomenéje kaip viena ambicinga profesionaly
komanda, mokytojai pasiekia aukStesniy individualiy ir bendry rezultaty, nes
mokomasi drauge ir vieniems i$ kity, dalijamasi patirtimi, atradimais, suma-
nymais, stebimos kolegy pamokos ir teikiamas kolegialus griztamasis rysys.
Taciau toks mokytojy kompetencijos tobulinimas i$§ vadovy reikalauja naujos
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personalo kvalifikacijos tobulinimo politikos ir administraciniy sprendimuy, su-
daranciy salygas mokytojams veikti kaip praktikos bendruomenés nariams.

Kitas svarbus vadovy vaidmens aspektas - istekliy mobilizavimas. Orga-
nizuojant jtraukyjj ugdyma, skatinant ir palaikant lygiavertj visy mokiniy mo-
kymasi, rekomenduojama atrasti ir panaudoti visus galimus materialiuosius ir
zmogisSkuosius iSteklius (Booth, Ainscow, 2016). Pagalbos vaikui specialisty ir
mokytojy bendradarbiavimg mokyklos vadovai mato kaip galima iStekliy itrau-
kiojo ugdymo kokybei uztikrinti:

Nes biidavo mokytojai - Cia, pagalbos specialistai - ¢ia. Ir tada atveda vaikq j [spe-
cialisto] kabinetq ir sako: dirbk su juo. O dabar dirbam kartu: ir klasés valandéle
veda kartu specialistas ir auklétoja [V9].

Kugelmass ir Ainscow (2004) pabréZia, kad vienas svarbiausiy lyderystés
jtraukiajam Svietimui veiksniy - bendradarbiavimo ir darbo komandoje skati-
nimas. Biitent Cia jZvelgiamas svarbiausias mokyklos vadovo vaidmuo. Prie i$-
tekliy mobilizavimo, kad pedagogai galéty veikti kartu, priskirtinas ir vadybinis
siekis efektyviau panaudoti pagalbos vaikui specialisty darbg pamokoje, mazi-
nant specialiyjy ugdymosi poreikiy turinciy vaiky atskirtj ugdymosi procese.
Kaip susitelkimg ir bendradarbiavimg skatinancios priemonés neretai pasitel-
kiamos IKT priemoneés ir skaitmeninés aplinkos, jgalinancios bendra mokytoju
darba su kiekvienu mokiniu:

Tada atidaromas IT jrankis, kuriame mokytojas turi paZyméti, kaip man tas vai-
kas atsiskleidZia pamokoj, kaip jisai dirba, ar jisai jsitraukes, kaip jo pasiekimai. Ir
kada atsidarius bendrinamame dokumente tu matai, kas salia kity mokytojy uzpil-
dyta, tai tu Zinai: o tai kaip ¢ia man, kodél jisai pas mane neturi motyvacijos. Ir tada
klasiy valandose ieSkome sprendimy, kaip tam mokytojui atrasti [sprendimgq dirbti
su vaiku]. IS tikryjy ir mokytojai patys sitilo, nes tie, kurie neturi tos problemos, tai
jie kalbasi, tariasi, kaip tq motyvacijq didinti. Sako, Zitrék: as padariau taip ir taip,
ir man suveikeé. Gal tu taip va padaryk [V4].

Interviu metu nustatyta, kad tikslingai administruojamas mokytojy darbas
virtualioje ir realioje mokyklos erdvése kuria palankias mokytojy bendravimo
ir bendradarbiavimo salygas priimant kolegialius sprendimus dél kiekvieno
vaiko ugdymo ir paZangos uztikrinimo klaséje. Vadovai supranta ir mokytojy
darbo laiko ne pamokoje administravimo, formalios bendradarbiavimo struk-
tiiros sukiirimo svarba:

Mes suorganizavom, va, biitent tq vienq dienq j savaite, kada (¢ia yra tvarkarasciy
logistikos sprendimai) visi mokytojai gali ateiti, nes pagal tvarkarastj turi tokiq
galimybe. Taip yra sukuriamas tam tikras laikas, kada mes pirmiausiai susirenka-
me visi. Na, ZodZiu, tokia tam tikra struktiira, o [mokytojai] ruosiasi tiems susitiki-
mams [V4].
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Tokia politika ir inicijuoti susitarimai dél formalios bendradarbiavimo struk-
taros sukirimo gali padidinti mokytojy tarpusavio sgveika, dalijimgsi informa-
cija, bendradarbiavima, paskatinti transformacinius procesus mokykloje sie-
kiant kiekvieno vaiko kokybisko ugdymo. Lambrecht ir kt. (2020) nurodo, kad
aiSki bendradarbiavimo struktiira turi teigiamos jtakos pagalbos mokiniams
planavimo ir realizavimo praktikai.

Pedagogy nuostaty keitimas. Kaip jau minéta, jtraukios mokyklos kiirimas
yra nesibaigiantis procesas, reikalaujantis ne tik pavieniy iniciatyvy jgyvendini-
mo, bet sistemiskos ir kryptingos visos bendruomenés veiksenos, kurios sunku
tikétis be poziirio ir mastysenos kaitos. Natiiralu, kad esamo status quo pajudi-
nimas sukelia neigiamy emocijy ir pasiprieSinimo, todél mokykly vadovai kalba
apie nuolatinj poreikj vertinti ir koreguoti mokytojy nuostatas, mastysena:

Yra mokytojy, kurios gal jau laukia tos dienos, kada jau iseis j tq uZtarnautq poilsj.
Mes jau per direkcinj kalbéjom <...>. Kalbam su ta mokytoja, tikrai kalbam, psicho-
logé labai daug kalbéjo. Bet... ji turi klase, ir prasideda tas risiavimas <...> [V2]. Tie
Zmoneés, kurie rékia, Saukia, nu, ta prasme, jie turi kazkokj tokj vardg, jvaizdj ar au-
toritetq, sakykim, taip. Kas yra jdomiausia, ir kiti Zmonés, nenorédami konfliktuoti,
tai tiesiog arba pritaria, arba tyliai sutinka su ta nuomone [V7]. Ir valdyti tuos irgi
labai svarbu, kurie neigiamg nuomone skleidZia. Nes yra ir tokiy. Mes turim sugal-
voti, kokiais buidais ,prigesinti” tuos, kurie demotyvuoja, kuriems visq laikq viskas
blogai [V6].

Vadovy nuomone, jtraukiojo ugdymo stiprinimas - sudétingas, nuoseklus ir
ilgalaikis procesas, reikalaujantis priimty vadybiniy sprendimy analizés ir pa-
daryty klaidy refleksijos. Vadovai kalba apie jsipareigojimg nuolat ieskoti in-
dividualiy sprendimy ir poveikio biidy, galinciy pakeisti konkretaus mokytojo
nuostatas, mokymo praktika:

Bandém sugalvoti metodus, kaip padaryti ir kaip pasikviesti mokytojus j maZas
grupeles, organizuoti ty nuostaty keitimq, kaip jiems jsijausti j tq vaikq ir pamatyti
<..> [V9]. Visgi kompetencijos stoka. Sakykim, penkiasdesimtmeciui, SeSiasdesim-
tmeciui mokytojui jau keistis, tam dalykui pasiruosti yra sunkoka. Ir turim kelis
mokytojus, kuriems sunkiai sekasi dirbti su kitokiais mokiniais. Jis gerai dirba su,
sakykim, stipriais, su gabiais, su tokiais vidutiniais gabumais, bet labai sunkiai se-
kasi dirbti su tais isskirtiniais, turinciais kitokius gebéjimus mokiniais. Kalbameés,
tariamés, siunciam juos pas kitus kolegas, kazkodél kitiems iseina dirbti su ta klase,
o tam konkreciam [vyresniam] mokytojui neiseina [V7].

Europos specialiojo ir jtraukiojo ugdymo agentira (2021) nurodo, kad mo-
kyklos vadovy pastangos padéti mokytojams keistis yra labai svarbios, nes
pastebima, kad vienos mokyklos ir mokytojai vis dar skirsto ir segreguoja mo-
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kinius, o kitos sékmingai ugdo mokinius, turincius jvairiy ir labai individualiy
poreikiy. Rouse (2008) teigia, kad mokytojai labiau linke taikyti jtraukiojo ug-
dymo praktika tada, kai tiki, kad kiekvienas vaikas gali mokytis. Ir atitinkamai
mokytojai labiau tiki, kad kiekvienas vaikas gali mokytis, jei geba Zinias apie
jtraukyji ugdyma taikyti praktiskai. Sékmei svarbios Sios abi salygos.

ISvados

Tyrime dalyvavusiems vadovams jtraukiojo ugdymo samprata ir prasmin-
gumas yra glaudziai susije su tokiomis jtraukiojo ugdymo vertybémis kaip kie-
kvieno mokinio individualumo pripaZinimas, lygiy galimybiy kirimas kiekvie-
nam besimokanciajam. Mokiniy individualumo pripaZinimas skatina vadovus
galvoti apie skirtingus mokiniy poreikius, galimybes, pasiekimus ir kiekvieno
vaiko paZangos ir dalyvavimo uZtikrinimo svarba.

Vadovy asmeninis pasirengimas stiprinti jtrauktj glaudZziai susijes su kaitos
prasmeés internalizacija, patikéjimu jtraukiojo ugdymo idéja, laikant jg vertybis-
kai sava ir svarbia. Stebimos pozityvios vadovy nuostatos vertinant jtraukuyjj
ugdyma idéjiniu konceptualiu ir vertybiniu lygiu, taciau skepticizmo ir kritisko
pozilrio daugiau atsiranda kalbant apie praktinj jtraukties realizavima.

Tyrime dalyvave vadovai pabreézé ypatinga vadovo, kaip organizacijos lyde-
rio, vaidmenj iSryskinant ir aiSkiai apibréziant mokyklos vertybinius priorite-
tus, juos jprasminant ir realizuojant asmeniniu pavyzdziu ir jsitraukimu j ak-
tualiy problemy sprendimg, pozityviu mokytojy profesionalumo taikant jtrau-
kiojo ugdymo paradigma palaikymu, motyvuojanciu griZtamuoju rySiu. Kuriant
jtraukig mokykla svarbu jgalinti ir skatinti bendruomene diskutuoti, mastyti ir
veikti kirybiskai, siekiant bendrai iSsikelty tiksly, palaikyti mokytojy lyderyste.

Vadovai jZvelgia savo vaidmenj ir atsakomybe kuriant ir jgyvendinant jtrau-
kiojo ugdymo politika mokykloje. To siekiama inicijuojant naujus bendruome-
nés susitarimus, gristus lygiy galimybiy principais, juos formalizuojant vidiné-
mis tvarkomis, mobilizuojant iSteklius ir kuriant kolegialaus mokymosi sistema
organizacijoje. UZtikrinant efektyvius naujy susitarimy praktinio jgyvendinimo
procesus ir valdant galimg pasiprieSinimg, pabréZiamas biitinumas nuolat ies-
koti individualiy sprendimy ir poveikio budy, padésianciy keisti konkretaus
mokytojo nuostatas, skatinanciy jo mokymo praktikos kaitg siekiant kokybiskai
ugdyti kiekvieng mokinj.
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Santrauka

Straipsnyje analizuojamas vadovy pozitiris ir veiksmai jgyvendinant moky-
klos pasirinktg jtraukuyjj ugdyma stiprinantj projekta. Projekto jgyvendinimas
Lietuvoje remiamas programos ,Renkuosi mokyti - mokykly kaitai!“, kuria sie-
kiama jtraukiojo ugdymo kaip démesio kiekvienam vaikui bei nuolatinés jo mo-
kymosi pazangos didinimo.

Aptarta situacija aktualizuoja mokykly vadovy vaidmens analize mokyklos
kaitos procese, ypac turint omenyje tai, kad tyrimy, analizuojanciy vadovo vai-
dmenj sistemiskai kuriant jtraukiag mokyklg, yra nedaug.

Tyrimo tikslas - atskleisti vadovy poziirj ir veikme jtraukios mokyklos
transformacijy procese.Probleminiai klausimai: kokia jtraukiojo ugdymo sam-
prata ir kokiomis vertybémis vadovaujasi mokykly vadovai? kokie yra jy veiks-
mai ir lyderysté planuojant ir valdant mokykloje vykstancius transformacinius
procesus, stiprinancius jtraukyjj ugdyma?

Tyrimas atliktas taikant bendraja kokybinio tyrimo metodologine prieiga
(angl. Generic Qualitative Research). Bendrieji kokybiniai tyrimai yra socio-
konstruktyvistine interpretacine epistemologija besiremiantys tyrimai, kuriais
siekiama suprasti, kaip Zmonés interpretuoja savo patirtj, kaip jie kuria savo
pasaulius ir kokig reikSme jie suteikia savo patirc¢iai (Merriam, 2009), taikyda-
mi pagrindines bendrgsias imties formavimo kokybiniy duomeny rinkimo ir
analizés technikas ir nesilaikydami kokiy nors nusistovéjusiomis filosofinémis
prielaidomis grjsty metodiky, pvz., fenomenologija, etnografija ar grindZiamuo-
ju tyrimu (Percy, Kostere, K., Kostere, S., 2015).

Tyrimo dalyviai atrinkti taikant tikslinés imties metoda. Interviu buvo ap-
klausti keturiolika programos ,Renkuosi mokytis - mokykly kaitai!“ pirmajame
etape dalyvavusiy Lietuvos bendrojo ugdymo mokykly vadovy, atsakingy uz
mokyklos politikos kiirima (direktoriai ar jy pavaduotojai).
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Kaip duomeny rinkimo metodas pasirinktas pusiau struktiiruotas interviu.
Mokykly vadovai pagal parengta pokalbio struktiirg pasakojo apie poky¢io jgy-
vendinima mokykloje projekto metu, tiesiogiai ar netiesiogiai atskleisdami jy
suvokiamg jtraukiojo ugdymo samprata, jos interpretacija, poZiiirj j itraukiojo
ugdymo stiprinimg mokykloje ir kaitos patirtis. Pagrindinés pokalbiy temos:
asmeninis poZilris i jtraukyjj ugdyma ir vertybes: nuostaty kaita, poziiiris j mo-
kiniy jvairove, lygias galimybes; jkvépimas ir lyderysté: asmeninio poziirio j
jtraukyjj ugdyma sklaida mokykloje, dalijimasis vertybémis, kity jkvépimas ir
skatinimas; transformacijos ir jy igyvendinimas: sprendimai, stiprinantys jtrau-
kiojo ugdymo raiska.

Tyrime dalyvavusiems vadovams jtraukiojo ugdymo samprata ir prasmin-
gumas yra glaudziai susije su tokiomis jtraukiojo ugdymo vertybémis kaip kie-
kvieno mokinio individualumo pripazinimas, lygiy galimybiy kiirimas kiekvie-
nam besimokanciajam. Mokiniy individualumo pripaZzinimas skatina vadovus
galvoti apie skirtingus mokiniy poreikius, galimybes, pasiekimus ir kiekvieno
vaiko pazangos ir dalyvavimo uZztikrinimo svarba.

Vadovy asmeninis pasirengimas stiprinti jtrauktj glaudZiai susijes su kaitos
prasmeés internalizacija, patikéjimu jtraukiojo ugdymo idéja, laikant jg vertybis-
kai sava ir svarbia. Stebimos pozityvios vadovy nuostatos vertinant jtraukuyjj
ugdyma idéjiniu konceptualiu ir vertybiniu lygiu, taciau skepticizmo ir kritiSko
poZitrio daugiau atsiranda kalbant apie praktinj jtraukties realizavima.

Tyrime dalyvave vadovai pabrézé ypatingg vadovo, kaip organizacijos lyde-
rio, vaidmenj iSryskinant ir aiSkiai apibréziant mokyklos vertybinius priorite-
tus, juos jprasminant ir realizuojant asmeniniu pavyzdziu ir jsitraukimu j ak-
tualiy problemy sprendima, pozityviu mokytojy profesionalumo taikant jtrau-
kiojo ugdymo paradigma palaikymu, motyvuojanciu grjZtamuoju rysiu. Kuriant
jtraukia mokyklg svarbu jgalinti ir skatinti bendruomene diskutuoti, mastyti ir
veikti kirybiskai, siekiant bendrai issikelty tiksly, palaikyti mokytojy lyderyste.

Vadovai jzvelgia savo vaidmenj ir atsakomybe kuriant ir jgyvendinant jtrau-
kiojo ugdymo politikag mokykloje. To siekiama inicijuojant naujus bendruome-
nés susitarimus, gristus lygiy galimybiy principais, juos formalizuojant vidiné-
mis tvarkomis, mobilizuojant iSteklius ir kuriant kolegialaus mokymosi sistema
organizacijoje. Uztikrinant efektyvius naujy susitarimy praktinio jgyvendinimo
procesus ir valdant galimg pasiprieS$inimg, pabréziamas bitinumas nuolat ie$-
koti individualiy sprendimy ir poveikio budy, padésianciy keisti konkretaus
mokytojo nuostatas, skatinanciy jo mokymo praktikos kaitg siekiant kokybiskai
ugdyti kiekvieng mokinj.

Autoreés el. pastas susiraSinéjimui: lina.milteniene@vdu.lt
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Abstract

The article analyses the attitudes and actions of school leaders in implementing
a project enhancing inclusive education, chosen by a school. The implementation
of the project in Lithuania is supported by the programme “I choose to teach - for
school change!”, which aims to increase inclusive education as a focus on each child
and the child’s continuous learning progress. The article presents interviews with
14 principals of Lithuanian general education schools, who participated in the first
stage of the programme “I choose to teach - for school change!”. The interviews were
aimed at finding out school leaders’ attitudes towards inclusive education, their
actions of planning and managing transformational processes taking place in school
while strengthening inclusive education. Applying the method of inductive qualitative
content analysis, four themes revealing the diversity of school leaders’ attitudes and
actions in creating the inclusive school were distinguished: 1) the deconstruction of the
phenomenon of inclusion, singling out the categories of acknowledgment of individuality
and equal opportunities, every child’s progress and participation, and the development
of general competencies; 2) personal readiness for strengthening inclusion, where the
elements of internalization of the sense of change and acknowledgment of challenges
of change have come to light; 3) leadership projections manifesting themselves through
the “declaration” of value priorities by personal example, initiatives supporting and
inspiring teachers; and 4) reorganisation of organizational structures in creating and
formalising internal procedures and agreements, the collegial learning system and in
making decisions that mobilise various types of resources.

Key words: inclusive school, the leader’s attitude and actions, school transformation.
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Introduction

Over the last sixty years, there have been many changes in the social and
educational area around the world. One of them is the transformation of the
traditional educational paradigm into learner-centred education, respect for
the personality, acknowledgment of differences, tolerance. In the mid-1970s of
the 20" century, the ideas of inclusive education, grounded on the belief that the
right to (self-)education is a fundamental human right, began to spread in the
United States. Equal opportunities and inclusion are among the key tasks for
future education (until 2030), published by UNESCO at The World Education
Forum in 2015. This direction of future education has been further enhanced by
the resolution of The United Nations General Assembly (2015) “Transforming our
World: the 2030 Agenda for Sustainable Development”, adopted in the same year.
The Global Education Monitoring Report (UNESCO, 2020) states that inclusion
is a phenomenon with a very broad content, which in the educational practice
should encompass not only people who have disabilities but all regardless of
age, gender, race, social or ethnic origin, place of residence, financial situation,
language, religion, sexual orientation, migration and other conditions.

Lithuania’s approach to enhancement of inclusion has also been recorded
at the level of political agreements and legal documents. The main document
outlining the trajectories of change of all general education schools in the
country is The Concept of the Good School (2015), according to which the
most important feature of the successful school is the proper implementation
of the school’s mission; i.e., good educational outcomes and rich, memorable,
meaningful, enjoyable life experiences at school for everyone. This definition
of the school’s mission at the national level directly correlates with the
provisions of inclusive education: the school is intended for every child and
each child learns in it according to his/her possibilities and abilities to achieve
progress. The Agreement on Lithuanian Education Policy (2021-2030),
which also focuses on the implementation of The Concept of the Good School,
accentuates the importance of creating equal opportunities and ensuring equal
conditions for every person to pursue education and commits to guarantee safe
educational environment for all children, preventing manifestations of bullying
and violence. The National Progress Programme “The Millennium School
Programme”, launched in 2006, aims to ensure that every Lithuanian child has
the opportunity to learn in a modern and open school and regardless of where
the child lives, of the surrounding social, economic or cultural environment, the
focus is on the development of the inclusive educational ecosystem in schools
and on the introduction of network-based organization and management of
education. From 2024, changes in the Law on Education of the Republic of
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Lithuania are also oriented to establishing legal preconditions for creating the
school responsive to every student’s educational needs. The inclusion criterion
has also been chosen as a basis of the external evaluation of schools!, organised
in2021-2022 (assessing readiness of schools to educate every student according
to his/her needs and possibilities).

According to AliSauskiené and Milteniené (2018), inclusive education is
not just about accessibility and/or inclusion of education. True inclusion at
school constitutes change in values, approaches, beliefs as a continuous process
of developing school culture, policy, and practice (Booth and Ainscow (2002,
2016)), which never reaches its ultimate point of perfection. At the same time,
the creation of the inclusive school can also be treated as a strategic aim of school
development, the responsibility for which is assumed by the school principal
as an organization’s leader who inspires and leads the community towards the
implementation of value agreements.

One of the first initiatives in Lithuania to systematically strengthen inclusion
in general education schools was in the programme “I Choose to Teach - for
School Change!” implemented by the non-governmental organization “School
Improvement Centre”. The programme was aimed at increasing inclusive
education as attention for every child and his/her continuous learning progress.
The programme provided versatile assistance to schools to strengthen inclusive
education: preparation of persons with higher non-pedagogical education,
who are willing to contribute to every child’s successful education, for work at
school, events motivating for change in schools involved in the project, training
courses for teachers and leaders, researchers’ consultations in the process of
implementing change, etc.

For two years, all schools participating in the project were preparing and
implementing the project they have chosen, aimed at strengthening inclusive
education at school. Every school’s project was peculiar: it differed in its scope,
content, target group of impact, implementation strategies. The school leaders’
role in implementing this project developing inclusive school approaches and
practices also varied.

In creating the inclusive school, leaders are acknowledged as the most
important agents of change (Cohen, 2015, Devine 2013; Johnson and Fuller
2014), and support to the leader is a significant factor in organizational
change, which both directly affects organizational change and manifests
itself indirectly in promoting organizational learning and creating structures
enabling school teachers to continuously learn from each other. Research shows
that leaders’ decisions have an impact on change in school culture or other
performance through activation of teacher collaboration and teacher leadership

1 Order of the Minister of Education, Science and Sports No. V-1254, dated July 9, 2021
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(Damkuviené et al., 2019). By acknowledging students’ different educational
needs, recognizing talents, forming approaches and creating school structures,
showing a clear and demanding personal position, leaders have an indirect but
significant impact on student learning (Leithwood and Jantzi, 2008).

The leader’s role in the context of school change is inseparable from
leadership. Leadership for inclusive education has been investigated through
the lenses of facilitated (e.g., Jones et al. 2013), democratic (e.g., Theoharis and
Causton 2014), shared (e.g., Kershner and McQuillan 2016), and social justice
leadership (e.g., DeMatthews and Mawhinney 2014) theories. Urick (2016)
identifies leadership for inclusive education as a complex of transactional,
transformational, and instructional leadership, arguing that school governance
is based on transactional leadership whose essence is dominance of the leader’s
power and responsibility, setting clear rules, expected outcomes and ways to
achieve them, and prediction of an agreed reward for achieved results. According
to Urick (2016), transactional leadership elements are budgeting and budget
management, resource allocation, staffing decisions, decisions on safety of
learning environment and maintenance of premises, which ensure that school
community can focus on its core - educational - activities. Transformation
of organizational structures requires transformational leadership of school
principals; i.e.,, setting a direction (vision) of the organisational activity,
creation of the relation inspiring the community and encouraging its members
to contribute to seeking the organization’s goals, decisions that develop the
school’s professional capital and teacher leadership (Urick, 2016). The school
principal’s transformational leadership is associated with the ability to initiate
and promote change (Navickaité, 2013),introduce novelties by changing people’s
mindset and behaviours as well as the entire organisational culture. Elements
of transformational leadership are needed for promotion of emergence of new
phenomena in the organisation through constantly evolving organizational
capacity. To ensure the school’s main activity - the quality of education, leaders
must be instructional, mobilizing teachers, creating conditions for the synergy
of their competencies and activities (Urick, 2016), actively participating not only
in administrative but also in the curriculum development processes themselves.

In the context of tasks for future education, leaders become responsible for
translating requirements of international and national agreements into school
practice (Ganon-Shilon and Schechter, 2017). Correspondence between existing
school activities, educational practices and “required” teaching and learning
practices is a major challenge for school leaders, encouraging to question usual
educational processes, challenging the school’s status quo (Kaniuka, 2012),
requiring the search for the sense of educational ideas necessitating change and
translation of these approaches into school practice through sense-making
processes.
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Analysing the leader’s role in creating the inclusive school, Setia et al. (2021)
start namely with change in the mindset of the leader and community members,
further distinguishing the roles that define the leader’s actions: promotion of
inclusive practices through various programmes, introduction of inclusive
education elements in the teaching and learning process, maintaining the
relationship with parents and local communities.

Research shows thatleaders’ attitude and mindsetinfluence their behaviours;
i.e.,, the choice how to address day-to-day problems and strategic decision
making regarding organizational development (Hambrick and Brandon, 1988).
Leaders’ mindset that influences their behaviours and decisions is reflected in
organizational outcomes (Moore, 2017); for example, leaders’ approaches and
behaviours (how they lead organizational learning, how they empower the
organisation’s members to learn from each other) are significantly related to
teachers’ work at school (Louis and Robinson, 2012).

The discussed situation actualises the analysis of the school leaders’ role
in the process of school change, especially bearing in mind that there are
few studies analysing the leader’s role in the systematic development of the
inclusive school.

The research aim is to reveal the leaders’ attitude and actions in the trans-
formation process of the inclusive school.

Problem questions: What conception and values of inclusive education are
followed by school leaders? What are their managerial actions and leadership in
transformational processes taking place in the school while enhancing inclusive
education?

Research methodology

The research was conducted using the generic qualitative research. Generic
qualitative research is research based on socioconstructivist interpretivist
epistemology, aimed at understanding how people interpret their experiences,
how they create their worlds, and what meaning they give to their experiences
(Merriam, 2009), using basic generic sampling, qualitative data collection and
analysis techniques and not adhering to any methodologies based on established
philosophical assumptions, such as phenomenology, ethnography, or grounded
theory (Percy, Kostere, K., Kostere, S., 2015).

The research sample. Research participants were selected using the
purposive sampling method. School principals of Lithuanian general education
schools, responsible for the development of the school policy (principals or
their deputies), who participated in the first stage of the 14" programme “I
Choose to Study - for School Change!”, were interviewed.
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Data collection. Semi-structured interviews were chosen as the data collec-
tion method. According to the prepared structure of the interview, school prin-
cipals talked about the implementation of change in school during the project,
directly or indirectly revealing their perception of the inclusive education con-
ception, its interpretation, their attitude towards strengthening inclusive edu-
cation at school and the experiences of change. The main themes of talks:

e Personal attitude towards inclusive education and values: attitudinal
change, attitude towards student diversity, equal opportunities.

e Inspiration and leadership: dissemination of the personal attitude towards
inclusive education at school, sharing values, inspiring and encouraging
others.

e Transformations and their implementation: decisions needed for enhance-
ment of manifestation of inclusive education.

Interviews were conducted in February-March, 2019. On average, one
interview lasted 45 minutes. Each interview with the school principal involved
tworesearchers. The interviews were recorded on a dictaphone and transcribed.

Data analysis. Data were systematized using the method of inductive
qualitative content analysis (Kyngas, 2020; Thomas, 2006). The interview
transcripts were carefully read, significant lexical-semantic units were selected
and coded, the system of partial categories was formed, and thematic groups
describing the informants’ personal attitudes towards inclusive education and
interpretations of their managerial practices helping to strengthen inclusive
education were identified. To increase the reliability of the study, the categories
were discussed in the researchers’ group.

Research ethics. General requirements for research ethics in social sciences
were observed during the interviews: legality of the research, clarity of the
research aims and their disclosure to interview participants, protection of
the research participants’ privacy and confidentiality, avoidance of deception
and manipulation, scientific integrity. The study was conducted in accordance
with the ethical principles of research in the humanities and social sciences
(Guidelines for Assessment of Compliance to Research Ethics, 2020).

Limitations of the research. The research results reflect the opinion of school
leaders who have purposefully implemented inclusive education projects;
therefore, they cannot be interpreted as characteristic of the whole system of
education.
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Research results

Having performed the analysis of the data collected during the interviews, which
reveal the diversity of attitudes and actions of school leaders in creating the
inclusive school, four thematic groups were distinguished: 1) deconstruction of
the phenomenon of inclusion, 2) personal readiness for strengthening inclusion,
3) leadership projections, and 4) organizational restructuring (see Fig. 1)

Figure 1

The attitude and actions of the leader in developing inclusive education at scho-
ol: a schema of generalized research data

Deconstruction of ‘ e Acknowledgment of individuality and

equal opportunities
the p henomenon * Every child’s progress and involvement

of inclusion * Development of general competencies

e

Personal readiness * Perception/internalisation of the sense of

. for strengthening change
The leader’s inclusion + Acknowledgment of challenges of change
. \ "
attitude and .
actions . * “Declaration” of value priorities by
% Leadershlp personal example
projections + Initiatives supporting and inspiring
teachers
Organi zational + Formalisation of internal procedures and

agreements
* Development of the collegial learning system
* Mobilisation of resources

restructuring

Deconstruction of the phenomenon of inclusion

Change requiring a change in a person’s behaviour depends on how meaningful
the idea of change is to the person (what sense the person has given to it). For
school principals involved in the research, the meaningfulness of inclusive
education is closely related to the values of inclusive education. Such statements
as <..> just the nature of children should also be taken into account; i.e.,, what they
bring from their families and everything else. [V2], <...> the most important thing
for me is equal opportunities [V1] testify to the fact that inclusive education
for school principals is inseparable from acknowledgment of every student’s
individuality, creation of equal opportunities for each learner. According to
Booth, Ainscow (2016), acknowledgment of individuality promotes respect for
diversity and understanding that everyone can be a valuable member of the
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community, contribute to the community’s growth by playing a positive role.
Meanwhile, the prioritization of equality and equal opportunities is an essential
condition of inclusive education and a value approach, the understanding and
interpretation of which determines the choice of the direction of school change
and ways of managing processes. Acknowledgment of students’ individuality
encourages school principals to think about different needs, opportunities,
and achievements of students. With deeper perception and sense-making of
the idea of inclusion, the condition for ensuring every child’s progress and
involvement is more strongly actualized:

The most important thing is the child, his/her progress, well-being, the possibility
to participate in all educational process according to his/her needs and abilities
and to be together with everyone. <...> You won’t do much through one activity.
And there must be inclusion in the lesson so that every child is noticed, given the
opportunities to work as he can best [V5].

The Concept of the Good School (2015), which reflects the ideas of inclusive
education, emphasizes the main and desired outcomes of the school’s activities -
students’ personal maturity, learning achievements corresponding to individual
capabilities, and the continuous learning progress. Students’ achievements are
assessed taking into account not only the defined, programmatic educational
goals butalso every student’s individual peculiarities and capabilities in seeking
continuous personal progress at a pace suitable for the student. This document
highlights the idea that the school should focus on the development of both
general personal competencies and subject achievements. Perhaps following
this progressive document and the currently updated curriculum guidelines
(National Agency for Education, 2019), some leaders associated inclusive
education with the importance of developing general competencies:

Inclusive education, at least for me, is really about general competences; i.e., when
Yyou stop putting academic learning of the subject above everything in the lesson,
which by the way, is also very important. In today’s context, we realize that general
competencies are no less important and we increasingly more talk about harmony
that must appear <...>. We prepare the child not for exams. <...> the teacher should
not be the teacher of the subject, but the child’s teacher [V2].

Leaders partly acknowledged that the school still lacks harmony between
academic and other educational goals. Academic achievements are over-
emphasized and other abilities and skills important for an independent life in
a democratic society are undervalued: to respect democratic values and based
on them, to create the community’s environment, feel social responsibility,
take active actions when personal rights or the rights of another person as an
individual are violated, successfully plan personal and professional life and
become civil members of the society.
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Personal readiness for strengthening inclusion

Analysing school principals’ attitudes towards inclusive education, it is
evident that during the course of the project strengthening inclusive education,
principals raise the question of the sense of inclusive education; during the
interviews, they talk about the internalization of the sense of change, the
belief in the idea of inclusive education, considering it as their own value (In
general, I believe in this. I liked the project very much because of many things
<..> but basically because of the idea [of inclusive education]. First of all, that’s
probably why [V1].). Some principals notice a positive change in their attitude:

It [implementation of the project] is also such personal growth [V12]. Maybe this is
also [the influence] of the project too, because, well, that concept alone has already
appeared in my head. I not only pronounce that ‘inclusive education’ [V2]. Here,
this must be in our brains. Some kind of turning point must take place, we have to
treat those children somehow differently, communicate with them differently, teach
them differently. And this is quite complicated [V13].

When talking about the ideas of inclusive education not only at the conceptual
level but also at the practical level about their feasibility, leaders acknowledge
the challenges of change, critically assessing the actual situation:

Teachers come to work with joy, children come to school with joy that it'll be
good for them here ... I, as a leader, also come being happy and spend the whole
working day joyfully and everyone is happy? But that’s not really the case! You must
understand that everyday life at school ... We make every effort to make every child
feel good at school, but that is really difficult to do and I don’t know if we will ever
reach such level that everyone without exception will feel good... [V2].

In theory, inclusive education means attention to every child. Attention to each
child is theoretical, but in practice it is very difficult to do that [V7].

<..> this is still a very big ambition, because we are not able to ensure everything
yet - “oops” and everything is perfect in the lesson [V5].

First, certain scepticism of leaders about the feasibility of the inclusive
education idea in practice can be envisaged, but in the context of change
management, clear identification and acknowledgment of challenges of change
should be treated as an important stage, which a'lows to assume leaders’ serious
and responsible attitude towards change. This may mean that principals do not
look at introducing inclusive education attitudes and practices as at a superficial
or “documentary” transformation that creates the illusion of an achieved result
(“we are an inclusive school”). This indicates leaders’ understanding that
sustainable change in this area requires many more decisions that will affect and
change the attitude, approaches and behaviours of the organization’s members,
which are reflected in the organizational culture, in order to become an agreed,

39



SPECIALUSIS UGDYMAS / SPECIAL EDUCATION 2022 1 (44)

meaningful identity of the organization members’ mindset and behaviours
(Robbins, 2004).

Leadership projections

The axis of the third theme describing the leader’s role in the process of
school change is the school principles’ leadership. Management and leadership
are key factors determining the implementation of the organization’s mission.
Both of them are related by the processes of influencing others, changing
the behaviour of individuals or their groups. Good management is first of all
associated with a clear goal, mobilization of resources necessary to achieve it,
appropriate distribution of responsibility and transparent control mechanisms.
Principals involved in the research accentuated the leader’s special role in the
first place while highlighting the school’s value priorities, “declaring” them
by personal example:

First of all, speak, speak loudly, speak to all audiences, emphasizing values and
certain priorities of the school. <..> to single out such that are important, what is
really relevant, and to believe [V8]. What depends on the leader? This is talking,
encouraging, leading by example [V12]. But there must be, nevertheless, I think
the leader’s example [V14]. Just like the teacher cannot give the child what he
doesn’t have himself, the leader will hardly give the teacher what he doesn’t have
himselftoo [V1]. In the end, I myself appeal and say to the teacher: If this were your
grandson? Well, maybe he was born different, not in that family, if we talk about
this. If this were your child, would you be happy if someone treated him like that?
[V2].

The leader’s example should not be just words or instructions. Personal
involvement in the projects under implementation while building culture and
policy of inclusive education are important:

The leader must be involved, not shift work onto someone else. Not only to organize
some working groups formally <..> but to keep those thin threads [V2]. For that
work, that activity to take place, there must be someone who connects. I as the
initiator, as the leader, initiated those meetings and am still initiating them [V14].
If I lead, I must get involved in that whole process: this encourages teachers not
to lag behind [V14]. If there is at least one person who is stopping [a colleague’s
disrespectful talk about a student] and if we [leaders] support that culture, it
means that surely time will come when everyone speaks in the teachers’ room with
respect for the child and realizes that this is not a market but the workplace here
[V9]. You must notice absolutely every child and involve them in one or another
activity directly and indirectly. [V11]. Thanks to leaders those children find their
place, because not every child [suits] for every teacher and every class. And we are
very sensitively looking for a class and environment for that child [V4].
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This opinion of school principals coincides with the essential role of the
school leader in creating school climate friendly for every student, emphasized
in theoretical sources (Faas et al., 2018).

According to the respondents who took part in the research, the principal’s
leadership is an integral part of the initiatives supporting and inspiring
teachers. Principals emphasize the importance of empathy, trust in the teacher
and understanding the teacher’s situation: First of all, empathy, the realization
that, in fact, we live in such a time period when teachers feel quite insecure for
many reasons <..> [V6]; But for the teacher, you understand, it is much more
difficult to work with that different, interesting and other child. Maybe it’s easier
for me as an administrator. And when [ say that you should work differently, you
have to pay attention - so, I also understand those teachers <...> [V7]), realize the
duty to incite, encourage teachers to recognize and evaluate their successes:

You must constantly and consciously notice good things and emphasize them,
that here, this was very good, that is great here, that you can, how good that you
cooperated. <..> Teachers now really need that support that you are really doing
well [V6]. The teacher is also a person, wants to be incited all the time, encouraged
[V2]. In addition to all subject and didactic competencies, we must now pay much
attention to the teachers’ well-being: when the teacher feels good, she/he usually
works well too, and he transmits certain energy to children <..> [V3]. As leaders,
we care about teachers’ well-being. We organize [trips], let’s say we always go
somewhere two or three times a year. This encourages teachers [V10].

Culture of inclusive education is based on respect and attention to every
member of the community. If building of new culture and policy is primarily the
school principals’ field of action, change in the educational practice is directly
related to the teacher’s and student’s well-being, behaviour and interaction
in the classroom. The opinion came to light that the teacher’s emotional
state determines the microclimate of the lesson and the relation created with
every child while the teacher responds to the child’s needs and educational
opportunities.

According to school principals, the positive disposition of teachers to work
in the paradigm of inclusive education is promoted by the following means:
teacher support and acknowledgment of their professionalism, praise and
motivating feedback when leaders notice that the teacher is taking precise
professional steps towards the set goals. A share of school principals pointed
out that opportunities for mutual emotional support could be found within
the very community of teachers. Various teachers’ clubs and morning talks are
perfect for this:

We have initiated those working groups that take care of teachers specifically. We
have a community mobilization group that makes sure that teachers have some
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alternative. So that being at school is related not only to professional activities but
also to what is pleasant for him/her as a person and where she/he could recharge
as a person [V5]. We created the teachers’ club because teachers have already
started losing touch with each other. It emerged almost without much effort from us
[leaders]. Appeared under the name “Morning School”. And people come, imagine,
at half past eight, to sit down, make a coffee, chat as people <...> about cakes, books,
movies and about the same children [V11].

Such initiatives supported by leaders (teacher communion clubs, teacher
community mobilisation groups, collective outings, etc.) improve teachers’
emotional well-being and strengthen positive approaches towards social life in
school.

Decisions enabling teacher leadership. When discussing leadership, there
is an increasing tendency towards analysing organisational relationships: there
is aretreat from the approach that the leader is only a leader who has distinctive
features and who changes the organization by good will and persuasion to
follow him. It is only the interaction between the organisation’s members that
ensures organisational development; therefore, leadership is an integral part of
followers, and efficient/successful leadership as a phenomenon is increasingly
often defined not only by the actions of the leader but also of the followers.
Distributed leadership in school manifests itself when all members of the
community are encouraged to self-develop leadership abilities, are given the
freedom to show initiative, take responsibility for initiatives, decisions and their
implementation. According to school principals, while creating the inclusive
school, it is important to empower and encourage the community to discuss,
think and act creatively to achieve shared goals:

Our basis, like this, is agreements with teachers, listening to teachers, there can be
no imposition if you want to achieve success at work [V10]. You organise groups,
discuss, somehow bring them to that idea. In addition to that, other ideas come
from teachers but, of course, teachers are involved, it must be something that the
teacher has done, not that the principal imposed from above, but that it came from
teachers [V5]. We [leaders] are in no hurry to be a proactive group: we wait for
the teachers to express their opinion. We accept that opinion and then think how
to do what teachers want [V9]. I would have some advice for them now, but [ don’t
want to extinguish their leadership, because they were really passionate while
doing everything, so I'm waiting, and later maybe it will be really better than it
seems to me <..> we practically do nothing without teachers. Teachers are active
participants everywhere. We discussed with them everything. Teachers themselves,
let’s say, they express their ideas in meetings and we try to support what they have
agreed upon, when we see that their ideas are important, are implemented, this
is probably what motivates them [V5]. <..> teachers themselves wanted and they
brought up this idea. It wasn’t that the administration forced: let’s sit down and
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talk now how you have to work here. They themselves were almost organizers,
because, it seems to me that then, I sat next to them, looked and wrote down what
was going on there [V9].

The leadership of the empowered employee is both personal professional
growth and awareness of the importance of ideas related to it, their
dissemination in the organization as the process of influence, which includes
colleagues’ engagement, efforts to inspire and mobilize other members of the
organization for change. Teachers who assume formal or informal leadership
can be called agents of change that is increasingly needed in schools. The
leaders’ role is by using their experience and wisdom to understand when it is
necessary to consciously “pause” their influence and dominance, refrain from
giving advice, this way freeing teachers to take action and responsibility for
their own initiatives: We have such people who have that leadership naturally.
They say: we do this way. But unfolding of leadership necessitates a suitable
managerial medium, because if you engage in asparagus policy there, you may
cover and prevent growth. So, I think it is very important that once you notice that
a person has a potential, allow it to unfold [V6]. Acknowledgment, appreciation
of such teachers and provision of support for them may have a significant impact
on organizational change.

Organisational restructuring

Implementation of the inclusive education policy means that it is aimed to
consolidate the ideas of inclusive education in all school documents. When the
school is implementing the policy that promotes everyone’s involvement and
participation, change is strategically planned, any assistance is provided based
on the inclusion principles (Booth, Ainscow, 2016). School principals involved
in the research emphasized the importance of formalizing internal procedu-
res and agreements: Now we began to speak about those children loudly. We
even described them in our internal documents, and we even have in our plans
this year that we have to name who that rejected child is in our school the way we
imagine and how to involve all those children one hundred percent in some activi-
ty [V11]. What is important to everyone in the school, everybody must know what
is happening, must be introduced to all our documents [V13].

In the processes of implementing the inclusive education policy, attention
to the assistance system and the creation of conditions for acknowledgment of
every child’s abilities are of particular importance. A part of informants shared
their school experience how important it was to establish internal procedures
ensuring equal opportunities and to look for assistance possibilities for stu-
dents who had various needs:
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We replaced selection with clubs. Let’s say music, dance... let’s say you don’t have
voice, but you want to sing so much and you sing. And you know, not bad at all:
we adjust, and the teacher corrects that voice, maybe he will perform some part
[V5]. Each child has his own niche. Let’s say the one whose achievements are not
high, who has behaviour problems, he is good at school equipment, is a DJ, helps
to organise events, connects equipment [V4]. The mother is Belarusian, the father
is Arab, which means what: that the child speaks Arabic, Russian, understands
German, because he has been in Germany. He fell into our environment. We,
principals, are thinking together [how to help the child]. Imagine that child, how
it is for him, because neither terms nor anything is clear. How will he start getting
used to communicate in the class? And there were problems [V2].

A properly developed inclusive education policy increases the school’s
accessibility and openness for every learner, when any manifestations of
selection and segregation are avoided, activities are organized without dividing
learners according to their abilities, achievements, disabilities (Booth, Ainscow,
2016).

Development of the collegial learning system. When strengthening
inclusive education in schools, it is inevitably necessary to pay attention to
educators’ professional and competence development. The European Agency
for Special Needs and Inclusive Education (2020) defines teacher professional
development for inclusive education as reflective practice and the development
of personal competencies of teachers, assistance professionals and other related
staff, assistance to each other and working together while acknowledging and
accepting studentdiversity. Emphasisis placed on the importance of competence
improvement of all employees participating in the education process, their
mutual collaboration as part of the professional development. School principals
involved in the research also talk about the importance of developing the system
for communication among educators, experience sharing and collaboration:

We have understood that the main reason why it was difficult to start inclusive
education, to enable the teacher to see or assess children was that the teachers
did not have the opportunity to talk with each other. <..> the main idea is that
people come together for such talks about the child, perhaps about the class. <...> it
is necessary to create conditions for teachers to talk meaningfully [V9].

Now, every teacher plans to give at least one open lesson and at least one integrated
lesson during the school year. And we just make a plan, when and who will give a
lesson, when a colleague will come [to observe]. And the colleague definitely comes.
This is a huge change <..> [V12]. It is the second year that each teacher conducts
collegial relation lessons, and invites simply the one from whom he wants to benefit
[V10]. The teacher works with one teacher teaching that part of the subject,
who has to transfer his experience to other teachers teaching that part [V4]. We
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have always tried to invite teachers of primary classes, fifth, and eighth forms to
participate, to have someone from the specialists, administration, so that people
feel that we are a team [V9].

The content analysis of school principals’ interviews revealed that leaders
treated their role as importantin enhancing social interaction between teachers,
which allows creating common knowing about every student’s learning needs
and opportunities, and took the initiative to promote teachers’ collegial
learning. The statements of school leaders reveal that when introducing this
form of improvement of teacher competence in school, it is important that there
is managerial will to create the system of collegial learning in school. There
must be planning and administration of learning by observing other teachers’
lessons, ensuring diverse communication, collaboration of teachers and acting
together.

Traditional ways of improving teacher competencies when educators
participate in courses or seminars aimed at acquiring specific knowledge
turned out to be ineffective or even hindering the development of inclusive
education (European Agency for Special Needs and Inclusive Education, 2021).
Itis observed that the principals who took part in the research also do not name
courses and seminars as the most effective form of improvement but see more
advantages in practical learning in the community of practitioners:

I have noticed that teachers need very specific methodical advice. The greatest
impact is made when the teacher has specific information, first of all, about the
child, and the second thing, when there are specific scenarios or specific assistance
tools that he knows: who with he can talk to, who has certain recipes. They just
need very specific practices, experiences [V6]. These things - they move quite
slowly in general, because these are the kinds of changes that are related to
teacher competencies. And despite the fact that teachers receive training courses
on inclusive education, have [knowledge], let’s say, it is still necessary to do that
consistently so that some method, tool, I don’t know, something else turns into a
system. This has to happen continuously, constantly, not just once a week or once a
month, but constantly [V2].

By learning in the community of practice as one ambitious professional team,
teachers achieve higher individual and collective outcomes because they learn
together and from each other, share experiences, discoveries, ideas, observe
colleagues’ lessons and provide collegial feedback. However, improvement of
teacher competence in the communities of school practice requires that school
principals develop new professional development policy and administrative
decisions enabling teachers to act as members of the community of practice.

Another important aspect of the leaders’ role is mobilization of resources.
When organizing inclusive education, it is recommended that all possible
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material and human resources are discovered and used to promote and
support equal learning and participation of all students (Booth, Ainscow, 2016).
According to school leaders, a possible resource for ensuring the quality of
inclusive education is collaboration of child assistance specialists and teachers:

Because it used to be so: teachers - here, assistance specialists — here. And then they
bring the child to the [specialist’s] room and say: work with him. And now, we work
together: even the class meeting is conducted jointly by the specialist and the form
tutor [VI9].

Kugelmass and Ainscow (2004) emphasize that one of the most important
factors of leadership for inclusive education is promotion of collaboration and
teamwork. It is maintained that namely here the school leader plays the most
important role. The managerial pursuit to make a more effective use of child
assistance specialists’ work in the classroom, reducing the exclusion of children
who have special educational needs in the educational process, is also attributed
to mobilization of resources enabling educators to work together. Mobilisation
and collaboration are also often promoted by employing ICT tools and digital
environments, which bring teachers together for joint work with every student:

Then, the IT tool is opened, where the teacher has to mark how that child reveals
himself in the lesson, how he works, whether he is involved, what his achievements
are. And when you open the shared document and see what is filled in by other
teachers, then you know: what’s wrong with me, why he doesn’t have motivation
in my lesson. And then in class meetings we look for solutions to be discovered by
that teacher [the solution to work with the child]. In fact, the teachers also offer
themselves, because those who do not have that problem, they talk and discuss how
to increase that motivation. They say look: I have done in this and that way and it
worked for me. Maybe, you, here, do this way [V4].

During the interview, it was identified that purposefully administered work
of teachers in virtual and real school spaces created favourable conditions for
communication and collaboration of teachers in making collegial decisions
regarding every child’s education and progress assurance in the classroom.
School leaders also understand the importance of administrating teachers’
working time outside of classroom and of establishing a formal collaboration
structure:

We have decided that we meet namely on that one day a week, when (these are
the scheduling logistics solutions) all the teachers can come because the schedule
allows them. This way certain time is set when we all meet first. Well, so to say, a
certain structure, and [teachers] prepare for those meetings [V4].

Such policy and initiated agreements regarding the development of a formal
structure of collaboration can increase teacher interaction, information sharing,
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collaboration and promote transformational processes in school while seeking
quality education for every child. Lambrecht et al. (2020) indicate that a clear
structure of collaboration has a positive impact on practices of planning and
implementation of assistance for students.

Changing teachers’ approaches. As it has already been mentioned, the
creation of the inclusive school is a never-ending process requiring not only
the implementation of individual initiatives but also a systematic and purposive
action of the entire community, which can hardly be expected without a change
in the attitude and mindset. Naturally, moving the existing status quo evokes
negative emotions and resistance; therefore, school leaders talk about the
constant need to work with teachers’ approaches and mindset:

There are teachers who may be waiting for that day when they can go on that well-
deserved rest. We already spoke during the principal’s meeting <...>. We talk to that
teacher, we really do, the psychologist talked a lot. But ... she has a class, and that
sorting begins <..> [V2]. Those people who yell, shout, well, in that sense, they have
some kind of name, image or authority, let’s say so. What is most interesting, other
people who do not want to conflict, simply either approve or quietly quietly agree
with that opinion [V7].And itis very important to control those who spread negative
opinion. Because there are such. We have to think of the ways to “extinguish” those
who demotivate, for whom everything seems bad all the time [V6].

According to principals, enhancement of inclusive education is a complex,
consistent and long-term process requiring the analysis of managerial decisions
taken and reflection on mistakes made. Leaders talk about the commitment to
constantly search for individual solutions and ways of impact, which would
help change the specific teacher’s approaches enabling change in his teaching
practice while seeking quality education of every student:

We tried to come up with methods of how to do it and how to invite teachers to
small groups, to organize change of those approaches, how to help them empathize
with that child and see: so maybe something is missing from that, after all [V9].
Lack of competence, however. Let’s say a fifty-year-old, sixty-year-old teacher finds
it already difficult to change, it’s difficult to prepare for that, to change. And we
have several teachers, again, who find it difficult to work with different students.
He works well with, let’s say, strong, gifted students, with those who have average
abilities, but he has a very hard time working with those exceptional students who
have different abilities. We talk, we discuss, send them to other colleagues, for some
reason others succeed working with that class, but that particular [senior] teacher
doesn’t [V7].

The European Agency for Special Needs and Inclusive Education (2021)
points out that the efforts of school leaders to help teachers change are very
important, as it is observed that some schools and teachers still divide and
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segregate students, while others successfully educate students with diverse and
highly individual needs. Rouse (2008) states that teachers are more likely to
apply inclusive education practice when they believe that every child can learn,
and accordingly, teachers are more likely to believe that every child can learn
if they are able to apply knowledge of inclusive education in practice. Both of
these conditions are important for success.

Conclusions

The leaders involved in the research maintain that the conception and
meaningfulness of inclusive education are closely related to such values of
inclusive education as acknowledgment of every student’s individuality,
creation of equal opportunities for each learner. Acknowledgment of students’
individuality promotes leaders to think about different needs, possibilities,
achievements of students and the importance of ensuring each child’s progress
and participation.

School principals’ personal preparation for strengthening inclusion is
closely related to internalization of the sense of change, belief in the idea of
inclusive education, considering it personally valuable and important. The
approaches of leaders towards inclusive education at the conceptual and value
level are positive, but there is more scepticism and criticism when it comes to
the practical realisation of inclusion.

School leaders who participated in the research emphasized the special role
of the principal as the organization’s leader in highlighting and clearly defining
the school’s value priorities, making sense of them and implementing them
by personal example and involvement in the solution of relevant problems,
positive support for teachers’ professionalism to work in the paradigm of
inclusive education, and motivating feedback. In creating the inclusive school,
it is important to empower and encourage the community to discuss, think and
act creatively in seeking shared goals, support teacher leadership.

Leaders understand their role and responsibility in developing and
implementing the inclusive education policy in school. This is sought by
initiating new agreements of the community, grounded on the principles of
equal opportunities, and formalizing them in internal procedures, mobilizing
resources and creating a system of collegial learning in the organization.
Ensuring effective processes for practical implementation of new agreements
and managing possible resistance, emphasis is placed on the necessity to
constantly look for individual solutions and methods of impact, which would
help change the specific teacher’s approaches, encourage change in his/her
teaching practice to provide quality education for every student.
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Summary

The article analyses the attitudes and actions of school leaders in
implementing a project enhancing inclusive education, chosen by a school. The
implementation of the project in Lithuania is supported by the programme “I
choose to teach - for school change!”, which aims to increase inclusive education
as a focus on each child and the child’s continuous learning progress.

The discussed situation actualises the analysis of the school leaders’ role
in the process of school change, especially bearing in mind that there are
few studies analysing the leader’s role in the systematic development of the
inclusive school.

The research aim is to reveal the leaders’ attitude and actions in the
transformation process of the inclusive school. Problem questions: What
conception and values of inclusive education are followed by school leaders?
What are their managerial actions and leadership in transformational processes
taking place in the school while enhancing inclusive education?

The research was conducted using the generic qualitative research. Generic
qualitative research is research based on socioconstructivist interpretivist
epistemology, aimed at understanding how people interpret their experiences,
how they create their worlds, and what meaning they give to their experiences
(Merriam, 2009), using basic generic sampling, qualitative data collection and
analysis techniques and not adhering to any methodologies based on established
philosophical assumptions, such as phenomenology, ethnography, or grounded
theory (Percy, Kostere, K., Kostere, S., 2015).

Research participants were selected using the purposive sampling method.
School principals of Lithuanian general education schools, responsible for the
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development of the school policy (principals or their deputies), who participated
in the first stage of the 14™ programme “I Choose to Study - for School Change!”,
were interviewed.

Semi-structured interviews were chosen as the data collection method. Data
were systematized using the method of inductive qualitative content analysis
(Kyngas, 2020; Thomas, 2006). The interview transcripts were carefully read,
significant lexical-semantic units were selected and coded, the system of partial
categories was formed, and thematic groups describing the informants’ personal
attitudes towards inclusive education and interpretations of their managerial
practices helping to strengthen inclusive education were identified. To increase
the reliability of the study, the categories were discussed in the researchers’
group.

The leaders involved in the research maintain that the conception and
meaningfulness of inclusive education are closely related to such values of
inclusive education as acknowledgment of every student’s individuality,
creation of equal opportunities for each learner. Acknowledgment of students’
individuality promotes leaders to think about different needs, possibilities,
achievements of students and the importance of ensuring each child’s progress
and participation.

School principals’ personal preparation for strengthening inclusion is
closely related to internalization of the sense of change, belief in the idea of
inclusive education, considering it personally valuable and important. The
approaches of leaders towards inclusive education at the conceptual and value
level are positive, but there is more scepticism and criticism when it comes to
the practical realisation of inclusion.

School leaders who participated in the research emphasized the special role
of the principal as the organization’s leader in highlighting and clearly defining
the school’s value priorities, making sense of them and implementing them
by personal example and involvement in the solution of relevant problems,
positive support for teachers’ professionalism to work in the paradigm of
inclusive education, and motivating feedback. In creating the inclusive school,
it is important to empower and encourage the community to discuss, think and
act creatively in seeking shared goals, support teacher leadership.

Leaders understand their role and responsibility in developing and
implementing the inclusive education policy in school. This is sought by
initiating new agreements of the community, grounded on the principles of
equal opportunities, and formalizing them in internal procedures, mobilizing
resources and creating a system of collegial learning in the organization.
Ensuring effective processes for practical implementation of new agreements
and managing possible resistance, emphasis is placed on the necessity to
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constantly look for individual solutions and methods of impact, which would
help change the specific teacher’s approaches, encourage change in his/her
teaching practice to provide quality education for every student.

Corresponding Author‘s E-mail: lina.milteniene@vdu.lt

54



