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Anotacija. Mokykly vadovams tenka reik§mingas vaidmuo kuriant jtraukia mokyklg. Siuo tyrimu siekta i3-
nagrinéti Lietuvos bendrojo ugdymo mokykly vadovy patirtis valdant poky¢ius, jgyvendinant jtraukiojo ug-
dymo principus savo mokyklose. Tyrimui atlikti pasirinkta kokybiné prieiga — pusiau struktiiruotas kokybinis
interviu. Tyrime dalyvavo 35 $vietimo organizacijy vadovai. Tyrimo duomeny analizei taikyta turinio analizé.
Tyrimo rezultatai atskleidé skirtingas mokykly vadovy jtraukiojo ugdymo pokyciy valdymo patirtis: sto-
kojama bendruomeniy bendradarbiavimo ir partnerystés; isryskéja nepakankama esamy pedagogy kompe-
tencija ir $vietimo personalo trikumas; poky¢ius létina riboti finansai ir nesutvarkyta infrastruktara. Teigia-
mos mokykly vadovy patirtys iSgyventos sékmingai telkiant mokyklos bendruomenés bendradarbiavima,
komandinj darbg, tinklaveika.
Pagrindiniai ZodZiai: jtraukusis ugdymas, pokyciy valdymas, mokykly vadovy patirtys, jtraukiojo ugdymo jgy-
vendinimas.

Ivadas

XXI a. $vietimas grindziamas humanistinés $vietimo vizijos, Zmogaus teisiy ir orumo, socialinio
teisingumo, taikos vertybémis; kultiirinés, kalbinés, etninés jvairovés pripazinimo ir jtraukties prin-
cipais. Kokybigkas jtraukusis $vietimas — vienas i§ valstybiy darnaus vystymosi strategijos tiksly
(ED-2016/WS/28, 2016), tvarios plétros pagrindas (European Commission, Joint Research Centre,
2022), todél mokytojams keliami auksti ugdymo kokybés reikalavimai, o i§ mokykly vadovy tikima-
si jvairaus lygmens vadybiniy kompetencijy: poky¢iy lyderystés, gebéjimy transformuoti ugdymo
praktika mokykloje, remti besimokanciyjy jvairovés priémima ir kt. (Baily & Holmarsdottir, 2019).
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Tai inspiruoja moksline diskusija dél jtraukties $vietime uztikrinimo, taciau vis dar neaisku, kokie
poky¢iy valdymo veiksmai mokyklose reikalingi, kad politika ir praktika judéty j priekj (Ainscow,
2020).

Jtraukusis ugdymas tapo bendra tarptautine tendencija, nors néra priimta susitarimy, kokiais
sékmingos veiklos modeliais reikéty vadovautis praktikoje, kaip traktuotina globali moksliné jtrauk-
ties samprata. Kai kuriose $alyse jtraukusis ugdymas vis dar laikomas poziariu j nejgaliy mokiniy
ugdymga bendrojo ugdymo aplinkoje (fiziné vieta); platesne prasme - tai Zmogaus teisiy principas,
kuriuo remiama besimokanciyjy jvairove, lygybé ir teisingumas, nepriklausomai nuo lyties, nega-
lios, tautiniy, religiniy, kultaros, socialiniy ar kity skirtumy (Ainscow, 2020).

Tyrimais nustatyta, kad Svietimo bendruomenés skirtingai priima jtraukties i$sukj. Mokytojai
turi daugiau neigiamy nuostaty j kai kuriy negaliy turin¢iy mokiniy jtraukyjj ugdyma (pavyzdziui,
mokiniy, turinéiy autizmo spektro sutrikimg (Lindblom et al., 2020), elgesio ir (ar) emocijy sutriki-
my), palyginti su mokymosi sunkumy turin¢iy mokiniy ugdymu (Schwab et al., 2024). Mokytojams
kartais gana sudétinga jgyvendinti jtraukties principus ugdymo praktikoje (Nutbrown et al., 2013;
Paulsrud, 2024), nes yra daug veiksniy, tokiy kaip metodikos, didaktikos priemoniy pritaikymas,
atsizvelgiant j mokiniy specialiuosius ugdymosi poreikius. Mokytojai yra pagrindiniai jtraukiojo
ugdymo praktikos, kaip Svietimo poky<iy, diegéjai (Pit-ten Cate et al., 2019), o organizacijy vado-
vai — poky¢iy iniciatoriai. Butent $vietimo vadovai kaskaduoja pokyc¢ius mokykloje ir jgalina moky-
tojus juos jgyvendinti. Mokytojy jgalinimas jgyvendinti jtraukyjj ugdyma gali salygoti poreikj kelti
kvalifikacija vaiky, turinéiy specialiyjy ugdymosi poreikiy (SUP), ugdymo klausimais (Avramidis et
al., 2019; Admiraal et al., 2021). Corral-Granados (2024) tyrimas atskleidé, kad mokytojams reikia
kur kas daugiau negu tik mokymuy apie vaiky, turin¢iy SUP, ugdymo ypatumus; jiems taip pat reika-
linga vadovy parama.

Poky¢iy valdymas mokyklose — esminé kokybés vadybos praktika. Jprasminant poky¢ius, kaip
esminijus kokybigko Svietimo veiksnius, siekiama jveikti globalius ir lokalius demografinius, techno-
loginius, politinius ir ekonominius is$tkius (Beycioglu & Kondakci, 2014; Phillips & Klein, 2023).
Pokyciams reikia aiskios jgyvendinimo strategijos, apimancios tiksla, veiksmy plang, jvertinima,
stebéseng (Schuelka, 2018), mokykly vadovy lyderystés, aukstos kokybés vadybiniy kompetencijy
(Hussain et al., 2016). Jgyvendindami jtraukyjj ugdyma, lyderiai patys turi buti jtraukas, kad, pasi-
telkdami jvairius pedagogy gebéjimus, sustiprinty komanding dvasia, motyvuoty ir jgalinty moky-
klos bendruomene kartu kurti jtraukiaja kultiirg mokykloje, jveikti kasdienius issukius (Bortini et
al,, 2016).

Vadovy, siekianciy organizaciniy pokyc¢iy, uzduotis — sudaryti salygas stiprinti pasitikéjimo ir
pagarbos kulttirg, kad mokytojai ir (ar) specialistai galéty priimti bendradarbiavimu grjstus spren-
dimus. Tai itin svarbu jtraukiojo ugdymo kontekste — mokykly ir savivaldybiy komandy, adminis-
tracijos, tévy bendradarbiavimas neatsiejamas nuo efektyvios mokiniui teikiamos pagalbos (Keles,
2024).

Svietimo, kaip ir kity organizacijy, transformacijos laikotarpiu svarbu, kad vadovai suvokty dar-
buotojy nuostatas j pokycius, nes nuostatos lemia elgsena (Bigley, 2019). Diegiant poky¢ius, kuriais
siekiama tobulinti mokyklos kaip organizacijos veikla, vienas i$ keliy — mokyklose skatinti bendra-
darbiavimo kultiirg, panaudoti personalo profesinius jgiidzius, skatinti poky¢iy motyvacija, suvieni-
jus pastangas gerinti organizacijos veikla (Jones & Harris, 2014).

Daugumoje pasaulio $aliy, taip pat ir Lietuvoje, jtraukiojo $vietimo nuostatos jsitvirtinusios jau
keleta desimtmeciy, tac¢iau mokykly bendruomenés vis dar patiria i§$tkiy, susijusiy su praktiniu
jtraukiojo ugdymo jgyvendinimu. Pripazjstama, kad vienos i$§ esminiy jtraukiojo $vietimo salygy
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yra pozityvios mokykly bendruomeniy nuostatos j mokiniy mokymosi ypatingumy ir poreikiy jvai-
rove, tolerancija ir pagarba skirtybéms pasizyminti mokyklos kultara.

Vadovavimas mokyklai itin svarbus sékmingam jtraukiajam ugdymui jgyvendinti. Jtraukiausios
ir kokybigkiausios mokyklos yra tos, kuriy vadovai jgyvendina vizija, jtraukigsias vertybes, motyva-
cijg, savarankiskuma ir pasitiki mokyklos personalu (Schuelka, 2018).

Jtraukiojo ugdymo jgyvendinimas — nuolatiné, sisteminé, ilgalaiké $vietimo ir ugdymo organi-
zavimo, mokyklos kultairos ir vertybiy transformacija (Schuelka, 2018). Tai procesas, uz kurio val-
dyma didele dalimi atsakingi $vietimo vadovai. Organizacijos lygiu jie gali inicijuoti, skatinti, kurti,
stebéti poky¢ius, sudaryti lanksc¢ias mokymosi salygas mokiniams ir mokytojams, teikti paramg mo-
kytojams, kad keistysi jy nuostatos, formuotysi pasitikéjimo kultira, geroji praktika, komandinio
darbo sprendimai.

Taigi iSryskéja mokykly vadovy jtraukiojo ugdymo kaip svarbaus $vietimo pokycio valdymo pa-
tir¢iy ir i§$ukiy tyrimo aktualumas. Tyrimo problema apibudina klausimai: kaip mokykly vadovai
supranta jtraukyjj ugdymqg? Kokios yra mokykly vadovy jtraukios mokyklos kiirimo ir pokyciy valdy-
mo patirtys? Kaip mokykly vadovai apibiidina turimas svietimo pokyciy valdymo kompetencijas?

Tyrimo tikslas - isanalizuoti mokykly vadovy poky¢iy valdymo patirtis jgyvendinant jtraukyjj
ugdyma.

Tyrimo metodika

Atliktas tyrimas remiasi kokybinio tyrimo metodologine prieiga, tyrimu siekiant kuo geriau suvokti
tikrovés reiskinius (Flick, 2018). Duomenims rinkti taikytas pusiau struktruoto interviu metodas.
Tyrimo instrumentas konstruotas remiantis mokslinés literatiiros analize (Hayes, 2014; Bortini et
al., 2016; Kauftman, 2020; Struyf et al., 2022; Phillips & Klein, 2023; Keles, 2024, kt.). Tyrimo daly-
viams pateikti atvirojo tipo klausimai, siekiant atskleisti mokykly vadovy jtraukiojo ugdymo jgyven-
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dinimo mokyklose patirtis, i§$tkius, sprendimus, profesinio augimo ir tobuléjimo aspektus.

Tyrimas vykdytas 2024 m. balandzio-geguzés mén. Interviu vyko nuotoliniu budu (vaizdo kon-
ferencijy platforma ,,Zoom®), pasitelkus sinchronine komunikacija, siekiant isskirti kuo jvairesnes
skirtingy regiony $vietimo jstaigy vadovy jtraukiojo ugdymo jgyvendinimo patirtis.

Tyrimo duomenims analizuoti pasitelktas turinio analizés metodas. Sios analizés metodo esmé —
kokybiniai duomenys pateikiami tekstine iSraiska, jie analizuojami remiantis kokybine perspektyva
(Creswell, 2014). Analizuojant sutranskribuotus interviu (tekstus), tiriami jvairiy teksto elementy ir
gautos informacijos tarpusavio rysiai. I§skiriant kategorijas, vadovautasi dedukcine metodologine
nuostata. Analizuojant kokybinius duomenis, isrinktos svarbiausios kategorijos (Creswell, 2014). Ap-
radant duomenis laikytasi kokybiniam tyrimui badingo autentisko tyrimo dalyviy teiginiy pateikimo.

Tyrimo imtis sudaryta taikant netikimybinés tikslinés atrankos metodus, kai tiriamyjy grupé
formuojama atsizvelgiant j tyrimo tiksla. Tyréjas nusprendzia, kurie jj dominancios populiacijos
elementai yra informatyviausi tiriamo pozymio atzvilgiu (Creswell, 2009). Siuo atveju pasirinktas
kriterinis atrankos buidas: pirmas atrankos kriterijus — vadybiné pozicija, antras — jvairios apskri-
tys, trecias — jvairus darbo stazas. Tyrime dalyvavo 35 Lietuvos bendrojo ugdymo mokykly, kurios
vykdo pradinj, pagrindinj ir vidurinj ugdymga, vadovai: direktoriai, pavaduotojai ir skyriy vedéjai
i$ Siauliy (31,4 %), Kauno (22,9 %), Vilniaus (17,1 %) ir Klaipédos (14,2 %) apskri¢iy. Vadovy va-
dybinio darbo patirtis: 26-30 m. (20 %), iki 5 m. (17,1 %), daugiau kaip 30 m. (17,1 %), 11-15 m.
(14,2 %), 21-25 m. (8,6 %).
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Tyrimo etika. Atliekant tyrima, laikytasi tyrimo etikos ir duomeny apsaugos principy. Tyrimo
dalyviai informuoti apie tyrimo tiksla, laisva apsisprendimg dalyvauti tyrime ar galimybe bet kuriuo
metu atsisakyti testi tyrima; garantuotas tyrimo duomeny anonimiskumas, tyrimo dalyviy konfi-
dencialumas. Gautas tyrimo dalyviy Zodinis sutikimas dalyvauti tyrime, nuasmenintus ir apiben-
drintus tyrimo duomenis naudoti mokslo tikslais. Renkant tyrimo duomenis, atsizvelgta i tyrimo
dalyviy sutikimg ar nesutikimg daryti interviu garso jrasus.

Tyrimo rezultaty analizé
Mokykly vadovy jtraukios mokyklos kirimo ir pokyciy valdymo patirtys
Nagrinéjant mokykly vadovy suvoktis apie jtraukiojo ugdymo samprata (1 pav.), iSryskéjo Sios

interviu turinio subkategorijos: individualiy mokinio ugdymosi galiy ir poreikiy pripaZinimas; lygybé
ir lygiy galimybiy sudarymas kiekvienam mokiniui; Svietimo kokybeés, teikiant pagalbg, uztikrinimas.

1 pav.

Mokykly vadovy samprata apie jtraukyjj ugdymg (sudaryta autoriy, remiantis interviu duomenimis)

Ivairiy poreikiy ir gebéjimy
Individualiy mokinio R traukils
ugdymosi galiy ir poreikiy

pripazinimas Ugdymo personalizavimas

Lygiy mokymosi galimybiy
Lygybe ir lygiy galimybiy visiems uztikrinimas

P sudarymas kiekvienam
jtraUk|O]O mokiniui Vienody salygy (teisiy) ugdytis
ugdymo visiems mokiniams sudarymas
samprata

Kokybisko ugdymo visiems

Svietimo kokybeés, : 2 s
besimokantiesiems uztikrinimas

teikiant pagalba,

JRinimas Pagalbos kiekvienam uztikrinimas

Individualiy mokinio ugdymosi galiy ir poreikiy pripaZinimas atskleidziamas per mokiniy, tu-
rindiy jvairiy poreikiy, negaliy ir gebéjimy, jtrauktj. Mokykly vadovai akcentuoja siekj kurti ,,jvai-
rialype mokyklos bendruomeng®, ,kai kartu mokosi skirtingy gebéjimy turintys vaikai®, ,,atskleis-
ti kiekvieno besimokanciojo jvairove®, uztikrinti vaiky, turinciy specialiyjy ugdymosi poreikiy,
»itrauktj i ar¢iausiai gyvenamosios vietos esancig mokykla“ Jtraukiojo ugdymo samprata aiskinama
kaip ,,ugdymo(si) galimybiy kiekvienam ugdytiniui, ne tik specialiyjy poreikiy vaikams, sudary-
mas®. ISrySkinama ir ugdymo personalizavimo svarba, pazymint, kad ,,mokiniai atsakingi uz savo
mokymasi, ,,gali laisvai i§reiksti savo nuomone ir siekti mokymosi tiksly pagal savo gebéjimus;
padeda specialistai, draugai®, o mokytojai ,,stengiasi personalizuoti uzduotis®.

Minétina, kad vadovai jtraukiojo ugdymo sampratg sieja su tokiomis jtraukiojo ugdymo vertybé-
mis kaip kiekvieno mokinio individualiy poreikiy ir gebéjimy pripazinimas.
Lygybé ir lygiy galimybiy sudarymas kiekvienam mokiniui. Akcentuojama, kad turi bati su-

kuriamos lygios mokymosi galimybés visiems ,vaikams iki 16 mety” ,,mokytis bendrojo ugdymo
mokyklose®, ,kiekvienam, nepriklausomai nuo socialiniy ir ekonominiy salygy, sveikatos buklés bei
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gyvenamosios vietos, suteikiant galimybe ugdytis®, uztikrinant ,lygias galimybes skirtingy poreikiy
turintiems mokiniams®. Manoma, kad jtrauktis yra vienody ugdymosi salygy visiems mokiniams
sudarymas, ,,suteikiant tas pacias ir kuriant palankias mokymosi salygas® ,visaver¢iam dalyvavimui
ugdymosi procese®, ,,atliepiant kiekvieno mokinio poreikius ir interesus®. Tai patvirtina, kad vadovy
siekis stiprinti jtrauktj susijes su vertybiskai svarbios jtraukiojo ugdymo idéjos palaikymu.

Svietimo kokybés, teikiant pagalbg, uztikrinimas. Tyrimo dalyviai jtraukiojo ugdymo samprata
sieja su kokybisku ugdymu kiekvienam besimokanciajam (,,aukstos kokybés Svietimas®, ,,prieinamas
kiekvienam®, ,,nepaisant jy gebéjimy®), taip pat akcentuota ,,pagalba kiekvienam mokiniui ,atsi-
zvelgiant j jo poreikius®, o tai sudaro prielaidas ,,sékmingai mokytis klaséje®.

Itraukiojo ugdymo jgyvendinimo issikiai mokykly valdymo procesuose

Analizuojant interviu turinio analizés duomenis, iSry$kéjo esminiai pokyciy valdymo issukiai
(2 pav.). Mokykly vadovai, kurdami jtraukiaja mokyklos kultiirg kaip strateginio proceso dalj, pa-
tiria nepalankiy mokyklos bendruomenés nariy nuostaty j jtraukyjj ugdymg. Pazymima, kad vis dar
gajos ,neigiamos mokytojy ir tévy nuostatos®, ,dazniausiai girdimas teiginys — jtraukusis ugdymas
yra gerai, bet ne mano klaséje®. Tai rodo, kad kai kurios bendruomenés nuostatos riboja strateginio
proceso raida, todél vadovai iesko jveikos bidy ir priemoniy tikslams jgyvendinti minétas nuostatas
kei¢iant. Mokykly vadovy nuomone, teigiamos nuostatos yra lemiamas veiksnys jgyvendinant jtrau-
kyji ugdyma mokyklose, todél, kalbant apie vaikus, turinc¢ius specialiyjy ugdymosi poreikiy, neigia-
mas ,,visos mokyklos bendruomenés nuostatas svarbu keisti teigiamomis. Vadovai akcentuoja, kad
»svarbu formuoti teigiamas bendruomenés nuostatas j kiekvieng vaika“ ir siekti ,,visy vieningo po-
zitrio viena kryptimi“ Tyrimu nustatytos $ios priemonés ir badai, stiprinantys mokytojy teigiamas
nuostatas j jtraukiojo ugdymo jgyvendinima, t. y. psichologinés ir emocinés biisenos stiprinimo
priemonés: bendruomenés nariy palaikymas, skatinimas (,turime skatinimo tvarka®, ,naudojamos
motyvavimo priemonés“), parama mokytojams, pavyzdziui, isklausymas (,daug bendraujame®, ,,ne-
paliekame mokytojy vieny su problemomis, kalbamés®). Vadovai taip pat taiko pedagogy profe-
sinj tobuléjima skatinancias veiklas, pavyzdziui, skatina mokytojus organizuoti gerosios patirties
sklaidos renginius (,,sudarant galimybe dalintis geraja praktika®, ,,kity mokykly pasiekimais®), daly-
vauti pedagoginiy kompetencijy tobulinimo mokymuose (rengiant ,,kokybiskus praktinius mokymus
mokytojams®, ,suteikiant galimybe dalyvauti tarptautiniuose mokymuose®); rengti ir jgyvendinti
tarptautinius projektus ir mokslines ar metodines konferencijas. Pozityvios mokytojy nuostatos stipri-
namos kolegialaus griZtamojo rysio budais ir priemonémis. Mokykly vadovy teigimu, Svietimo
organizacijose svarbi nuolatiné refleksija, todél sudaromos salygos mokytis vieniems is kity, ,meto-
dinése grupése aptariant™ ,,geruosius praktikos pavyzdzius®, ,pasisekusias veiklas su mokiniais, tu-
rinc¢iais SUP teikiant ,kolegialig pagalba®, pagrista ,geranoriskumu vienas kitam®. Akcentuojama,
kad organizuojamos ,apskritojo stalo diskusijos; susirinkimai, konsultuojamasi su tarnybomis (nau-
dojamasi PPT pagalba) ir specialistais, pedagoginéje veikloje skatinama vadovautis ,,konkrec¢iomis
rekomendacijomis®.

Nustatyta, kad $vietimo vadovams kuriant jtraukios mokyklos kultiirg, is$ukiy patiriama ne tik
strateginiame, bet ir pagrindiniame — ugdymo — procese. Isskirtini ugdymo organizavimo, $vietimo
pagalbos uztikrinimo ir ugdymo stebésenos i$$tukiai.

Ugdymo organizavimas. Mokykly vadovy teigimu, jgyvendindami jtraukiojo Svietimo princi-
pus, jie patiria bendrojo ugdymo organizavimo sunkumy dél didelio vaiky skaiciaus klasése, kai yra
»p0 5-7 mokinius, turin¢ius SUP“ (,,klaséje negali bati 27-30 mokiniy, i$ jy — 10 mokiniy, turinciy
SUP%), taip pat dél individualiy ugdymo plany ar tvarkaraséiy sudarymo. Kaip vieni i§ esminiy i$$0-
kiy jvardijami pagalbos mokiniui organizavimo tritkumai.
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Svietimo pagalbos uztikrinimas. Mokykly vadovai siekia stiprinti mokyklos vaiko gerovés ko-
misijos (toliau - VGK) veikla (,,ieSkome budy, kaip stiprinti VGK bendradarbiavimg, kad gautume
maksimaly darbo rezultata®, siekiama ,,jgalinti VGK, jos veikla turi bati ,,gyva“). Mokykly vadovy
teigimu, sprendziant $ias problemas, jiems tenka stebéti, nuodugniai analizuoti ugdymo procesg, jo
pertvarkymo budus, kad uztikrinty ,,sklandy organizavima®

Ugdymo proceso stebésena ir analizé svarbi norint ,yvisiems mokiniams uZztikrinti ugdymo ko-
kybe® ir tinkamai organizuoti mokytojy ir specialisty pagalba. Tai gali bati pasiekiama ,,vadovams
jsivertinant veikla®

Tyrimo rezultatai atskleidzia, kad $vietimo vadovai, kurdami jtraukios mokyklos kultara, susi-
duria su i§sukiais papildomuose (vadybine prasme) procesuose: bendradarbiavimo, partnerystés,
finansy ir infrastruktiiros valdymo. Bendradarbiavimas - vienas i$ jtraukiojo ugdymo principy.
Sioje srityje mokykly vadovai nurodo keleta i§stkiy. Pirmiausia, tai bendradarbiavimo stoka dél ,,su-
sitarimy mokykloje nesilaikymo® ir ,,susitarimy kultaros dél jtraukties nebuvimo®. Isskiriama ,kie-
kvienos pusés (ugdymo jstaigos ir mokiniy tévy (globéjy, rapintojy) lukes¢iy“ svarba, kai ,reikia
atliepti tévy poreikius, nepaminant pedagogy nuomonés®. Todél vadovai skatina specialisty ben-
dradarbiavima su mokiniy tévais (globéjais) (,,siekiame stiprinti <...> ugdanc¢iy mokinj specialisty
komunikavimg su vaiko $eima®).

Vadovai nurodo veiksmingos partnerystés su iSoriniais partneriais, institucijomis poreikj. Sti-
prinant tinklaveika, vadovy nuomone, svarbios pokyc¢iy priemonés — mokykly bendradarbiavimas
(,bendradarbiavimas su specializuotais centrais®, ,,i$oriniais partneriais, ieSkant paramos ir galimos
pagalbos (PPT specialisty konsultacijos, X mokyklos specialisty pagalba)), taip pat bendradarbia-
vimas su aukstojo mokslo jstaigomis (,,ateinanciy dirbti j masy jstaigg studenty klausimas®, ,,paren-
giant reikiama pagalbos specialisty skaic¢iy®) ir su ugdymo jstaigos steigéju (,,dél infrastruktiros —
bendradarbiavimas su steigéju®, ,,komunikavimas su steigéju dél papildomo finansavimo®).

2 pav.

Jtraukiojo ugdymo jgyvendinimo issiikiai mokykly valdymo procesuose (sudaryta autoriy, remiantis interviu
duomenimis)

(interviu turinio subkategorijos)

Nepalankios nuostatos j jtraukyjj
ugdyma
Ve ™ . : o
o Ugdymo organizavimas Bendrojo ugdymo organizavimo
E sunkumai
b=
] & .
: 5 Svietimo pagalbos Pagalbos mokiniui trikumai )
EQ uztikrinimas ugdyme
:g s Ugdymo proceso mokykloje
5 Ugdymo stebésena stebésena ir analizé
Jtraukiojo ugdymo a
lgyvendinimo isSukiai N\ Bendradarbiavimo stoka )
mokykly valdymo Bendradarbiavimas
procesuose Veiksmingos partnerystés su iSoriniais
= partneriais, institucijomis stoka
g
0 .
8 FETEET Mokytojy profesinio augimo
s uitikrinimas
§ Personalo valdymas _
o Personalo traokumas
g
a Materialiujy i?stekliq Ugdym.o ellplmkq lkur.llmnllr(ar)
. pritaikymo ribojimai
valdymas (finansai,
\ ) infrastruktura) Finansy stoka )
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Nustatyta, kad $vietimo vadovai, kurdami jtraukig mokyklos kultiirg, patiria personalo valdymo
issukiy. I$skirtinas mokyklos bendruomenés profesinio augimo uztikrinimas ir personalo tri-
kumas.

Vadovai akcentuoja nepakankamg mokyklos darbuotojy kvalifikacijg (,,$vietimo pagalbos specia-
listy, mokytojy kompetencijos trikumas®, ,pedagogams labai triksta praktiniy ziniy dirbti su kito-
kiais mokiniais®, ,,patirties vienu metu dirbti su daug skirtingy poreikiy turinciais vaikais®, o tai turi
jtakos ,,darbo kokybei®). Svarbus ,,profesinis specialisty, mokytojy parengimas“. Vadovy teigimu,
(ypac dideliy) ir negaliy [turinciais — aut.] mokiniais“ Vadovai pastebi, kad bendrojo ugdymo mo-
kyklose dirbantiems mokytojams triiksta pasiruo$imo, pedagoginiy kompetencijy ugdyti mokinius,
turincius jvairiy poreikiy. Tyrimo dalyviai akcentuoja ,tikslingo kvalifikacijos tobulinimo® ,,jtrau-
kiojo ugdymo tema“ svarbg, pasitelkiant tam tinkamas priemones: ieSkoma praktiniy mokymy $ia
tema, skiriama finansy ir laikas pedagogy kompetencijoms atnaujinti ir tobulinimuisi.

Mokykly vadovai nurodo, kad mokyklose triiksta ,,kokybiskai dirbanciy specialisty (psichology,
specialiyjy pedagogy, logopedy, mokinio padéjéjuy)“ (pavyzdziui, specialiojo pedagogo vadovas ies-
kojo ,.keturis ménesius ir tik vienas specialistas atsiunté gyvenimo aprasyma®). Siam istkiui spres-
ti mokykly vadovai taiko jvairias jveikos priemones: pasitelkiami visi jmanomi istekliai, siiilomas
konkurencingas atlyginimas, didinamas svietimo pagalbos specialisty skaicius panaudojant projekty
galimybes (pavyzdziui, ,tikstantmecio mokykly projektui skirty 1éSy tikslingas panaudojimas no-
rint jdarbinti daugiau specialiyjy pedagogy, logopedy®). Personalo valdymo issukiai iliustruoja, kad
$vietimo pagalbos efektyvuma lemia ne tik specialisty kompetencija, bet ir jy skaiciaus atitiktis $vie-
timo institucijy poreikiy, kad baty uztikrintas pagalbos besimokanciajam prieinamumas.

Kurdami jtraukia mokyklos kultairg, $vietimo vadovai susiduria ir su keletu i§stukiy, sietiny su
materialiaisiais iStekliais. I$skirtinas ugdymo aplinky pritaikymas ir finansy stoka.

Mokykly vadovai jvardija specialiyjy mokymo priemoniy stygiy ir ugdymui skirty techninés pagal-
bos priemoniy jsigijimo sunkumus, pazymi ,,specialiyjy ir daugiafunkciy priemoniy nepakankamu-
mga". Problema sprendziama kuriant ,,priemoniy baze® ,,su specialistémis tariantis, kokios priemo-
nés reikalingos® (pavyzdziui, ,priemonés, kuriy reikia konkretiems atvejams®, ,,autistiskiems (Sirmuy,
ausiniy, ,,nameliy“ ir t. t.)% ,neprigirdintiems®, ,,akliesiems, silpnaregiams“ vaikams). Vadovai taip
pat susiduria su mokyklos aplinkos pritaikymo jvairiy poreikiy turintiems mokiniams ir infrastruk-
titros modernizavimo sunkumais. Akcentuojami fizinés aplinkos ir erdviy pritaikymo ir gerinimo
sunkumai, neatitinkant vaiky poreikiy (,esamos aplinkos pritaikymas tokiems mokiniams®, ,,netu-
rime aplinkos, pritaikytos fizine negalia turintiems mokiniams®). Konkretizuojama, kad mokyklose
reikia ,,pritaikyti mokomasias dirbtuves” Zzmonéms, turintiems negalia, ,,klasiy patalpos yra per di-
delés, todél reikia pritaikyti klases, kabinetus®, ,didZiausia kliatis - fizinés aplinkos, nes reikia daug
remonto darby, kad bty uztikrintas nejgaliy asmeny patekimas j patalpas®, pazymima, kad dabar-
tinése mokykly patalpose Zzmogus, turintis fizing negalia, ,negali judéti tarp auksty”. ISreiskiamas
multisensoriniy kambariy trikumas (,néra galimybés jrengti erdviy autizmo spektrg turintiems
mokiniams“), pazymétas ir techninés jrangos jvairiy poreikiy turintiems mokiniams (stokojama lif-
ty ar keltuvy) uztikrinimas, jvardijant, kad tai sudétingas procesas, reikalaujantis nuolatinio vadovy
ir kity institucijy démesio, finansiniy istekliy. Siekiant uztikrinti kokybiska mokymo(si) aplinka vi-
siems ugdytiniams, bendrojo ugdymo jstaigy vadovams butina $iuos i$$ukius spresti sistemingai ir
nuosekliai. Tai gali bati pasiekta per glaudy tarpinstitucinj bendradarbiavimg, ieskant finansavimo
galimybiy (pavyzdziui, rengiant tarptautinius projektus, ieskant réméjy).
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Vadovy nuomone, svarbts issukiai, kuriy kyla kuriant jtraukiojo ugdymo kultirg mokyklose,
yra susij¢ su finansais. Akcentuojama, kad pagrindas ,,nusimatytiems jtraukiojo ugdymo tikslams
pasiekti“ yra ,finansinés mokyklos galimybés®. Finansavimas apibréziamas kaip ,,nepakankamas®,
»neaiskus, per mazas®, mokyklos $io finansavimo ,,ne visada sulaukia®, todél sudétinga sukurti jtrau-
kig ugdymosi aplinka (priemonéms jsigyti ,skirtas mazas finansavimas®, ,,1ésy stoka sensoriniam
ar nusiraminimo kambariui (erdvei) jrengti®, ,1éSy aplinky pritaikymui pagal mokiniy poreikius
triakumas®, ,,problemos, kurioms spresti iStekliy néra ir neskirta®). Nustatyti infrastruktiiros valdymo
issitkiai, teigiant, kad tikslinga ,,papildomai skirti 1é§y pertvarkai (lifty jrengimas ir pan.)“. Vadovai
iesko galimybiy, kaip gauti papildomy lésy, pavyzdziui, finansavimo sensorinéms erdvéms jrengti.
Kaip vieng i$ finansiniy i$tekliy ir infrastruktaros gerinimo sprendiniy vadovai i§skiria dalyvavi-
ma Takstantmecio mokykly projekte, panaudojant 1ésas ,,sensoriniam kambariui, ,nusiraminimo
kambariams® jkurti ar jrengti ,,keltuvus nejgaliesiems, lifta pagrindiniame mokyklos pastate®

Tyrimo duomenys atkleidzia ir jtraukiojo ugdymo pokyciy valdymo gerasias patirtis. Jtrau-
kioji mokyklos kultiira formuojama pasitelkus tévy pedagoginj svietimg (,tévams vykdome $vieti-
ma apie jtrauktj, prevencinius pokalbius - tai labai aktualu ir naudinga®). Taip pat iSskirtinas ,,visos
bendruomenés pozityvus nusiteikimas®, tapatumo jausmas, empatija. Pazymima, kad ,,mokykloje
visi mokiniai yra gerbiami, paisoma jy nuomonés®.

Vadovai akcentuoja mokyklose puoseléjamos bendradarbiavimo kultiiros svarbg. (,,stiprioji
mokykly pusé yra bendradarbiavimas®, ,bendradarbiavimo kultara, pagrjsta tolerancija®, ,atvirumu
viskam®). Tai iliustruoja kuriama ,tarimosi kultara tarp pedagogy, $vietimo pagalbos specialisty ir
tévy“. Mokykly bendruomenése vyksta ,,nuolatinis dalijimasis patirtimi, ,,taikoma praktika - patir-
tinis mokymasis stebint kolegy atvirgsias pamokas ir veiklas® Tai leidzia tobuléti (,,mtsy mokykloje
¢ia daroma didelé pazanga“). Vienas i§ vadovy pazymi, kad ,,mokykla jtraukyjj ugdyma pradéjo
prie$ 8 metus. Siuo metu joje ugdoma jvairiy poreikiy turin¢iy mokiniy. Jie sudaro apie 26 proc. visy
mokiniy. Stiprioji masy pusé yra veikimas kartu jtraukciai®.

Atskleidziamas bendro tinklo su vietos bendruomene, $vietimo jstaigomis, socialiniais partne-
riais, uzsienio $vietimo bendruomenémis sukiirimas (,,bendradarbiavimas tarp mokykly (centry),
kurios jau turi patirties ugdyti kitokius mokinius®, ,,mokykla aktyviai dalyvauja veiklose su jvairiais
socialiniais partneriais — vykdomi bendri renginiai, projektai, kuriuose dalyvauja jvairiy galimy-
biy ir poreikiy turintys mokiniai®, ,partnerystés rysiai su uzsienio $alimis per jvairias programas ir
projektus®). Akcentuojama i$plétota pagalbos mokiniui sistema. Tai liudija Vaiko gerovés komisijos
veiklos efektyvumas (,,$iuo metu mokykloje puikiai veikia profesionali specialisty komanda®), speci-
aliojo pedagogo pagalba pamokose (,esant keliems vaikams klaséje arba atsizvelgiant j dalyka, temas,
mokiniai mokosi tg pacia temg kartu ir su specialiuoju pedagogu klaséje®), mokytojo padéjéjo pagal-
ba (,,formuojant klases turime mokytojy padéjéjy bent 2-3 pamokoms per dieng®).

Ugdymo jstaigose jgyvendinami atviryjy klasiy modeliai': visiskos jtraukties modelis, ,kuriuo
remiantis visi mokiniai, turintys SUP, mokosi bendrojo ugdymo klasése (,,pamoky metu padeda
specialusis pedagogas, mokytojo padéjéjas, ,turime dvi atvirgsias klases®, ,,pateike projekta LR Svie-
timo, mokslo ir sporto ministerijai gavome finansavima steigti atvirasias klases®); mobilios jtraukties
modelis, ,kai SUP turintys vaikai mokosi kartu, bet atskiroje klaséje, t. y. dalyvauja visose moky-
klos veiklose, tik pamokos vyksta atskirai: pagal kiekvieno i$ jy galimybes ir gebéjimus® (,,mokiniai
mokosi bendroje mazesnéje klaséje, kartu [dirba — aut.] mokytojo padéjéjas ir [taikytina — aut.]
specialisty pagalba®, ,,turime atskiras klases pagrindiniams dalykams mokyti, o po truputj jtraukia-

! Mokiniy jvairovei atviry grupiy, klasiy sudarymo ir ugdymo organizavimo jose tvarkos ir finansavimo salygy aprasas.

(2023). TAR, 2023-05-02, Nr. 8308. Suvestiné redakcija nuo 2023-09-29.
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me atskirus mokinius j bendras klasiy veiklas®); srauto jtraukties modelis (,,jgyvendinamas srauto
jtraukties modelis 8-10 klasése®).

Bendrojo ugdymo organizavimas pasizymi mokymo metody jvairove (,,pedagogai taiko jvairius
metodus, atsizvelgdami j mokinio gebéjimus, poreikius®), ugdymo personalizavimu (,mokymosi
planai kuriami atsizvelgiant | mokiniy poreikius®, ,,jgyvendinamas personalizuotas mokymas®).

Mokykly vadovams bitiny kompetencijy jtraukiojo ugdymo pokyciams valdyti plétojimas

ISryskéja mokykly vadovams buitiny kompetencijy jtraukiojo ugdymo pokyciams valdyti pléto-
jimo poreikis (3 pav.). Tyrimo duomenys atskleidzia vadovy bendryjy kompetencijy — vadovavimo
zmonéms kompetencijos — stygiy. Vadovai pazymi, kad stokoja ugdomojo vadovavimo (,,koucingo®)
gebéjimy, siekdami atskleisti Zmoniy potencialg, ,,padéti kolegai, mokytojui, vaikui®. Taip pat vado-
vai noréty plétoti gebéjimg dirbti komandoje, formuoti ir valdyti komandas (,komandinis darbas ir
efektyvi pagalba®), stebéti kity veiklg ir ,teikti griztamagjj rysj*.

3 pav.

Mokykly vadovams bitiny kompetencijy jtraukiojo ugdymo pokyciams valdyti plétojimo poreikis ir galimybés
(sudaryta autoriy, remiantis interviu duomenimis)

{ Plétojimo poreikis b
Gebéjimas jgalinti veikti

bendradarbiauti su kitomis Svietimo Gebéjimas formuoti

jstaigomis Svietimo jstaigos

Gebéjimas ir noras é'_”””____”___“_””_”3 strategine veiklos

ugdyti Zmones, cemeaa, . seeeens krypti, rengti

Gebéjimas telkti mokyklos
bendruomene

atskleisti jy E H strateginius bei veiklos
i H Strateginio :
Eoteley : Svietimo |staigos ¥ “Igmn H pioos
Gebéjimas dirbti : Vadovavimo partnerystés ir jstaigos H
komandoje, - S, RREC R bendradarbiavimo valdymo e fereens Inovacijy diegimo
formuoti ir valdyti : kompetencijos kompetencijos kompetencijos : poreikis
komandas H a A a H
Gebéjimas stebéti : g : g Programy ir
kity veiklq ir teikti ,,,,__E E E L. projekty valdymo
griztamaji rysi Teverrrenrerenensd Mokyqu vadovq .................. ; poreikis
\. e A
kompetencijy
g reveveree. plétojimas T h
i H P Asmeniné
6 E 5 mentorysté

Dalyvavimas — sseeee, . : . / :
Erasmus+ B v lesllngas v

projektucse Trumpalaikiai kvallfl‘ka.cuos Proaktyvas Mokymasis i§
mobilumo tobulinimas asmeniniai Svietimo pagalbos
: projektai renginiuose tobuléjimo specialisty
Dalyvavimas B H biadai
staZuotese H H
Dalyvavimas  palyvavimas ~ Dalyvavimas  palyvavimas . savisvieta
mokymuose, konferencijose ~ Svietimo paskaitose
seminaruose forumuose
Y Tobuléjimo galimybés Y,

I$skirtinos kelios vadovavimo srities kompetencijos, t. y. §vietimo jstaigos partnerysteés ir ben-
dradarbiavimo bei strateginio $vietimo jstaigos valdymo kompetencijos. Tyrimo duomenys rodo
vadovy poreikj gebéti telkti mokyklos bendruomeng ir jgalinti jg veikti. Svarbus bendruomenisku-
mas, visy mokyklos bendruomenés suinteresuotyjy poreikiy pripazinimas, bendro emocinio rysio
karimas. Vadovams aktualu jgalinti mokyklos mokytojus ir $vietimo pagalbos specialistus strate-
giskai kurti jtraukia mokykla. Tuo tikslu galima sutelkti besimokancias bendruomenes veikti kartu.

ISryskéja gebéjimo formuoti Svietimo jstaigos strateging veiklos kryptj, rengti strateginius ir veiklos
planus tobulinimo poreikis (,,noréciau dalyvauti efektyvaus strategavimo mokymuose®, ,,reikéty pa-
simokyti efektyvaus strategavimo®). Svietimo jstaigy vadovai noréty tobulinti kompetencijas, Zinias
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ir jgiidzius, kuriuos panaudoty kurdami mokyklos vizija, tikslg ir formuluodami konkrecius uzdavi-
nius. ISryskéja vadovy gebéjimo planuoti ir valdyti pokycius (,,mano silpnoji vieta — pokyc¢iy planavi-
mas®), diegti inovacijas (,,daug vyresniy pedagogy inertiski ir viskg jau zino, kaip reikia dirbti, todél
reikia diegti naujoves®) bei programy ir projekty valdymo poreikis.

Svietimo jstaigy vadovai, tobulindami vadybines kompetencijas, dazniausiai naudojasi $iomis
profesinio mokymosi ir tobuléjimo galimybémis: tikslingu kvalifikacijos tobulinimu renginiuose;
trumpalaikiais mobilumo projektais ir proaktyviais asmeninio tobuléjimo biidais. Kvalifikacija ke-
liama ,tikslingai dalyvaujant mokymuose® (,itraukties ir universalaus dizaino principy taikymo
mokymosi procese tema, pavyzdziui, ,Misija - jtraukusis ugdymas®, TUM programos mokymai
,»Veiksminga $vietimo lyderysté“; taip pat naudojamasi ,,platinine Pedagogas.lt platforma, kurioje
yra daug ir labai vertingy mokymy®). Kvalifikacija keliama dalyvaujant seminaruose (,tikslingas
kvalifikacijos tobulinimas <...> seminaruose®), tokiuose kaip ,jtraukiojo ugdymo UDM prieigos
studijose®. Kaip vienas i$ lyderystés kompetencijy augima skatinanciy aspekty i$skiriamas ugdymo
jstaigos bendruomenés bendradarbiavimas ir dalyvavimas tarptautiniuose projektuose (,,dalyvauja-
me Erasmus+ projektuose®). Svietimo jstaigy vadovai uZsiima proaktyvia savisvieta, t. y. asmenine
mentoryste, mokymusi i$ §vietimo pagalbos specialisty.

Diskusija
Mokykly vadovams tenka reik§mingas vaidmuo kuriant jtraukig mokyklg. Siuo tyrimu siekta i$na-
grinéti Lietuvos bendrojo ugdymo mokykly vadovy patirtis valdant poky¢ius, jgyvendinant jtrau-

kiojo $vietimo principus savo mokyklose. Tyrimo rezultatai suteikia vertingy mokykly vadovy jzval-
gy apie isSukius ir galimus sprendimus jgyvendinant jtraukyjj Svietima.

Tarptautiniu mastu jtrauktis vis placiau suprantama kaip jvairovés $vietime principas. Tikslas —
panaikinti socialine atskirtj, kuri yra pozitriy ir reakcijy j rasés, socialinés klasés, etninés priklauso-
mybés, religijos, lyties ir gebéjimy jvairove pasekmeé. Vis délto daugelyje jtraukiojo Svietimo tyrimy
nagrinéjami mokiniy, turinciy specialiyjy ugdymosi poreikiy, jtraukiojo ugdymo is$ukiai. Kai ku-
riose Salyse jtraukusis Svietimas vis dar suprantamas kaip vaiky, turin¢iy negalig, ugdymas bendrojo
ugdymo jstaigose (plg. Ainscow, 2020). Taip jtrauktj Svietime supranta ir musy tyrime dalyvave
mokykly vadovai.

Sékmingo jtraukiojo ugdymo jgyvendinimo ir aktualiy poky¢iy salyga yra aiski jtraukties sam-
prata. Esminiai veiksmingi jtraukios mokyklos komponentai: aiski j visus vaikus orientuota vizija,
kurig palaiko visa mokyklos bendruomené; visi vaikai klasése ugdomi kartu; visapusiska pagalba
mokiniams ir parama mokytojams; bendradarbiavimo komanda mokyklose; lanks¢ios mokymo
programos ir aukstos kokybés mokymas taikant jrodymais gristus metodus; palaikomoji lyderys-
té, apimanti bendry sprendimy priémima; démesys kokybiskam pedagoguy profesiniam tobuléjimui
(Qvortrup & Qvortrup, 2017). Visi minéti veiksniai apibudina jtraukios mokyklos pozymius. Vis

evy =

délto, jgyvendinant jtraukiojo ugdymo pokycius, vis dar patiriama is$akiy.

Atliktas tyrimas atskleidé mokykly vadovy sampratg apie jtraukyjj ugdyma kaip mokiniy, turin-
¢iy negalig, ugdyma kartu su bendraamziais. Vadovai savo sampratg grindzia jtraukiojo ugdymo
principais (individualiy mokinio ugdymosi galiy ir poreikiy pripaZinimas; lygybé ir lygiy galimybiy
sudarymas kiekvienam mokiniui, Svietimo kokybés, teikiant pagalbg, uztikrinimas), taciau jtraukyjj
ugdyma jie suvokia daugiausia remdamiesi orientacija | mokiniy, turin¢iy negaliy, ugdymo orga-
nizavima. Tai, kad traksta visuotinai priimto mokslinio jtraukties apibrézimo, yra problema, nuro-
doma ne tik kity tyréjy moksliniuose tyrimuose - tai taip pat reiskia jtraukties praktinio jgyvendi-
nimo problemg. Sgvokos ir tai, kaip sagvokoms suteikia prasme $vietimo politikai, mokytojai, tévai
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ir vaikai, turi didele reik§me tam, kaip tie patys dalyviai praktiskai jgyvendina jtraukties principus
(Qvortrup & Qvortrup, 2017).

Daugelyje tyrimy akcentuojamos ne tik teigiamos mokykly patirtys, bet ir patiriami sunkumai,
pabréziama butinybé i esmés pakeisti Svietimo politika, pereiti prie jtraukiosios $vietimo aplinkos.
Nors jtraukusis $vietimas daugelyje $aliy yra teisiskai reglamentuotas, vis délto mokiniai patiria klia-
¢iy visapusiskai dalyvauti §vietimo sistemoje tiek dél nepakankamo mokytojy ir pagalbinio persona-
lo profesinio pasirengimo, tiek dél finansavimo trikumo ir netinkamos infrastruktiros mokyklose
(Gorel & Hellmich, 2022; Murphy et al., 2023).

Mokyklos kultara - svarbus jtraukios mokyklos karimo veiksnys, kuriam badinga gana daug as-
pekty: pozityvios nuostatos ir atvirumas kaitai; empatiska, toleruojanti ir gerbianti skirtumus moky-
tojy, mokiniy, jy tévy bendruomené; parama ne tik mokiniams, bet ir mokytojams (Sunko & Kaselj,
2020); mokytojy, $vietimo pagalbos specialisty, mokykly vadovy bendradarbiavimas tarpusavyje ir
su mokiniais bei jy tévais (Urton et al., 2014; Sunko & Kaselj, 2020; Gorel & Hellmich, 2022). Taigi,
kuriant jtraukigja mokykla, reikalingi esminiai mokykly poky¢iai. Atliktas tyrimas atskleidé, kad
$vietimo vadovai, kurdami jtraukiojo ugdymo kultirg mokykloje, igyvendina strateginius pokycius
ir patiria ne tik jvairaus lygio i§$takiy, bet ir turi gery patirciy.

Mokykly vadovy patirtys atskleidzia jtraukios mokyklos kiirimo sudétinguma dél mokyklos ben-
druomenés nuostaty, materialiyjy istekliy stokos, nepakankamo mokykly infrastruktairos pritaiky-
mo, personalo trakumo, pedagogy kompetencijy tobulinimo ir kt.

Tyrimas atskleidé mokykly vadovy gebéjima valdyti jvairius jtraukiojo $vietimo is§ukius. Jveik-
dami i$§ukius mokykly vadovai pirmiausia siekia keisti bendruomenés neigiamas nuostatas j vaikus,
turin¢ius SUP. Nuostaty j jtrauktj tyrimai dazniausiai atskleidzia teigiamas mokytojy nuostatas j
jtraukyji ugdyma, taciau gali rodyti ir kitokias jy patirtis, susijusias su praktiniais mokiniy, turinciy
negaliy, ugdymo is§ukiais (Murphy et al., 2023). Sunkumy kyla dél mokytojy nepasitikéjimo savo
gebéjimais ugdyti mokinius, turinéius specialiyjy ugdymosi poreikiy, ar dél nepakankamo mokyto-
ju profesinio pasirengimo jtraukciai (Paju et al., 2015; Yada & Savolainen, 2017). Mokykly vadovy
apklausos rezultatai rodo, kad nuostaty keitimas yra itin strategiskai reikémingas zingsnis jtraukios
mokyklos kiirimo link. Moksliniai tyrimai patvirtina, kad teigiamos mokytojy nuostatos j jtraukyjj
ugdyma yra sékmingo jo jgyvendinimo salyga (Saloviita, 2020).

Nustatyta, kad mokytojy teigiamos nuostatos j jtraukyjj ugdyma reik$mingai koreliuoja su to-
kiais kintamaisiais kaip mokytojy saviveiksmingumas (angl. self-efficacy), orientacija j vaiko po-
reikius, mokinio padéjéjo pagalbos prieinamumas (Saloviita, 2020). Kadangi mokytojy jtraukiojo
ugdymo kompetencijos svarbios ugdymo kokybei, tyrime dalyvave mokykly vadovai daug démesio
skiria mokytojy kvalifikacijai tobulinti, bendradarbiavimo kultiirai mokyklose. Kity tyréjy atlikti tyri-
mai patvirtina, kad vienas i$ labiausiai pageidaujamy iStekliy yra mokymai, kuriais siekiama gerinti
mokytojy Zinias apie vaiky, turinciy negalia, ugdyma, o Ziniy stoka lemia neigiama pozitrj i jtrauk-
ti (Yada & Savolainen, 2017; Saloviita, 2020). Papildomo mokymo ir kvalifikacijos tobulinimo bei
veiksmingesnio specialiyjy pedagogy bendradarbiavimo su bendrojo ugdymo mokytojais, dalijimo-
si ziniomis poreikj patvirtino ir Paju ir kt. (2015) tyrimas.

Bendradarbiavimo kultiira, kaip rodo tyrimai, ypac svarbus jtraukios mokyklos kiirimo aspektas.
Mokyklos vadovui tenka pagrindinis vaidmuo, nes bendradarbiavimas su mokytojais yra esminis
plétojant mokyklg jtraukties link (Urton et al., 2014). Mokykly vadovy apklausa atskleidé jy pastan-
gas kurti bendradarbiavimo kultarg mokykloje: skatinamas mokytojy, $vietimo pagalbos specialisty
bendradarbiavimas tiek tarpusavyje, tiek su mokiniy tévais; plétojami partnerysteés rysiai su bendro-
jo ugdymo ir aukstosiomis mokyklomis, kitomis institucijomis.
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Tyrimu nustatyta, kad, kurdami jtraukia mokykla, mokykly vadovai daug démesio skiria jvai-
riems papildomuose procesuose kylantiems i$iikiams. Svietimo vadovams jgyvendinant poky¢ius
tenka valdyti i§$ukius, susijusius su materialiyjy ir zmogiskyjy istekliy stoka, skirti démesio ne tik
personalo, bet ir finansy paieskai, kad buty galima investuoti j tinkamg infrastruktiros atnaujinima,
$vietimo pagalbos prieinamuma, pedagogy personalo kvalifikacijos tobulinima.

Taigi pokyciams valdyti reikia kompleksiniy sprendimy, apimanciy jvairius vadovavimo moky-
klai lygmenis ir procesus. Tai patvirtina ir kity mokslininky atlikty tyrimy rezultatai — nuolatinis
mokytojy pedagoginés kompetencijos tobulinimas, mokykly vadovy pokyc¢iy valdymo kompetenci-
jos ir kt. kuria jtraukig mokykla, o poky¢iai gali buti jgyvendinami ir palaikomi tik tada, jei mokykly
vadovai emociskai ir intelektualiai jsitraukia j lyderyste (Hussain et al., 2016). Panasius duomenis at-
skleidé ir Gorel ir Hellmicho (2022) tyrimas, kuriuo nustatyta, kad esminiai sékmingo jtraukiojo ug-
dymo veiksniai - tai ne tik socialinés politinés salygos, politiné parama jtrauk¢iai, visy suinteresuoty
$aliy teigiamos nuostatos j jtrauktj, bet ir materialiyjy istekliy, pastaty infrastruktaros pritaikymas,
démesys mokytojy kvalifikacijos tobulinimui, bendradarbiavimo skatinimas mokyklose. Asmens ly-
gmeniu pokyciy lyderysté gali paskatinti individy jgalinima iSeiti i§ komforto zonos, organizaciniu
lygmeniu tai gali padéti sukurti atvirg atmosfera, leidziancia organizacijai augti, atsizvelgiant j visy
jos nariy stiprybes (Bortini et al., 2016).

Tyrimo ribotumai. Tyrimas apima bendrojo ugdymo mokykly vadovy patir¢iy analize, orien-
tuojantis | jtraukiojo ugdymo pokyciy valdymo is$ukius ir gerasias patirtis. Atspindima tik dalies
$vietimo bendruomenés nariy nuomoné, todél tikslesniems duomenims gauti tikslinga organizuoti
suinteresuoty grupiy kiekybinj tyrima.

ISvados

Svietimo organizacijy vadovai jtraukiojo ugdymo sampratg sieja su kiekvieno mokinio individualiy
poreikiy ir gebéjimy pripazinimu, lygybés ir lygiy galimybiy, Svietimo pagalbos principais. Paste-
bimos teigiamos jstaigos vadovy nuostatos j jtraukyjj ugdyma idéjiniu, konceptualiu ir vertybiniu
lygmenimis, taciau jtraukties principai labiau aktualizuojami sunkesniy negaliy ir specialiyjy porei-
kiy kontekste.

Mokykly vadovai i$gyvena jvairias jtraukios mokyklos karimo ir poky¢iy valdymo patirtis. Stra-
teginio jtraukiosios kultiiros kiirimo procese patiriama nepalankiy mokytojy nuostaty, jvairiy pa-
grindinio ugdymo proceso organizavimo ir $§vietimo pagalbos uztikrinimo sunkumy, stebésenos
ribotumy. Poky¢iy valdymas sudétingéja ir papildomuose vadybiniuose procesuose: stokojama ben-
druomeniy bendradarbiavimo ir partnerystés; i$ry$kéja nepakankama esamy pedagogy kompeten-
cija, truksta Svietimo personalo; jtraukties valdymo pokycius létina riboti finansai ir nesutvarkyta
infrastruktara. Teigiamos mokykly vadovy patirtys i§gyventos sékmingai telkiant mokyklos ben-
druomenés bendradarbiavimg, komandinj darba, tinklaveika (bendro tinklo su mokyklomis, tévy
bendruomene ir kitais partneriais kiirima). Kuriant jtraukios mokyklos kultiirg sékmingais atvejais
vadovy jvardijamas ir $vietimo pagalbos veiksmingumas, komandinio darbo naudingumas bei jvai-
riy metody, artimy personalizuotam vaiky ugdymui, pritaikymas ugdymo procese.

Svietimo organizacijy vadovai jvardija tris pagrindines kompetencijas, kurioms plétoti noréty
skirti daugiau démesio jtraukios mokyklos kiarimo kontekste. Tai vadovavimas Zmonéms, strategi-
nio ir $vietimo jstaigos valdymo bei partnerystés ir bendradarbiavimo kompetencijos. Svietimo js-
taigy vadovai jtraukiojo ugdymo pokyciy valdymo metu tobulina minétas kompetencijas profesinio
mokymosi ir tobuléjimo formomis - tikslingu dalyvavimu renginiuose ir trumpalaikiuose mobilu-
mo projektuose, kuriy turinys ir veiklos gali padéti plésti partneryste ir bendradarbiavima, tobulinti
strateginj ir poky¢iy valdyma.
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Jtraukiojo ugdymo jgyvendinimas:
mokykly vadovy patirtys valdant pokycius
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Violeta Valuntinaité
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Santrauka

Svietimas visiems yra vienas i§ tvaraus (darnaus) vystymosi tiksly, tac¢iau tam, kad jj baty galima globaliai
uztikrinti, politinius siekinius reikia jgyvendinti skirtingais lygiais ir konstruktyviai bei proaktyviai valdyti
poky¢ius $vietimo jstaigose. Jtraukiojo ugdymo jgyvendinimas - ilgalaikis Svietimo transformacijos procesas,
uz kurio valdyma didele dalimi atsakingi $vietimo vadovai. Tyrimo tikslas - i$analizuoti mokykly vadovy
jtraukiojo ugdymo poky¢iy valdymo patirtis.

Tyrimo metodika. Tyrimui atlikti pasirinkta kokybiné prieiga — pusiau struktaruotas kokybinis interviu.
Tyrimo instrumentas konstruotas remiantis mokslinés literataros analize (Hayes, 2014; Bortini et al., 2016;
Kauffman, 2020; Struyf et al., 2022; Phillips & Klein, 2023; Keles, 2024, kt.). Tyrimo dalyviams pateikti atvirojo
tipo klausimai, siekiant atskleisti mokykly vadovy jtraukiojo ugdymo jgyvendinimo mokyklose patirtis, is-
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stukius, sprendimus, profesinio augimo ir tobuléjimo aspektus. Tyrimas vykdytas 2024 m. balandzio-geguzés
meén. Tyrime dalyvavo 35 Lietuvos bendrojo ugdymo mokykly, kurios vykdo pradinj, pagrindinj ir vidurinj
ugdyma, vadovai (direktoriai, pavaduotojai ir skyriy vedéjai). Atliekant tyrima, laikytasi tyrimo etikos ir duo-
meny apsaugos principy.

Tyrimo rezultatai atskleidé skirtingas mokykly vadovy jtraukiojo ugdymo poky¢iy valdymo patirtis:
strateginio jtraukios kultiiros kirimo procese patiriama nepalankiy mokytojy nuostaty, jvairiy pagrindinio
ugdymo proceso organizavimo ir §vietimo pagalbos uztikrinimo sunkumy, stebésenos ribotumy. Poky¢iy
valdymas sudétingéja ir papildomuose vadybiniuose procesuose: stokojama bendruomeniy bendradarbiavi-
mo ir partnerystés; iSry$kéja nepakankama esamy pedagogy kompetencija ir §vietimo personalo trikumas;
pokycius létina riboti finansai ir nesutvarkyta infrastruktara. Teigiamos mokykly vadovy patirtys isgyventos
sékmingai telkiant mokyklos bendruomenés bendradarbiavima, komandinj darbg, tinklaveikg. Kuriant jtrau-
kios mokyklos kulttirg sékmingais atvejais vadovy jvardijamas ir $vietimo pagalbos veiksmingumas, koman-
dinio darbo naudingumas bei jvairiy metody, artimy personalizuotam vaiky ugdymui, pritaikymas ugdy-
mo procese. Vadovai jvardija tris pagrindines kompetencijas, kurioms plétoti noréty skirti daugiau démesio
jtraukios mokyklos kiirimo kontekste. Tai vadovavimas zmonéms, strateginio ir §vietimo jstaigos valdymo bei
partnerystés ir bendradarbiavimo kompetencijos
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Abstract. Education for all is one of the goals of sustainable development, however, in order to ensure it glob-
ally, it is necessary to implement policy goals at different levels and to constructively and proactively manage
changes in educational institutions. The implementation of inclusive education is a long-term process of the
transformation of education, the management of which is largely the responsibility of educational leaders. The
aim of the research is to analyse the change management experiences of school heads in implementing inclu-
sive education. The qualitative approach chosen for the study was a semi-structured qualitative interview. The
study involved 35 heads of educational organizations. Content analysis was used to analyse the research data.
The research results revealed different experiences of school heads in managing changes in inclusive edu-
cation: in the process of strategic development of an inclusive culture, unfavourable attitudes of teachers,
various difficulties in organizing the basic education process and ensuring educational assistance, and limi-
tations in monitoring are encountered. Change management is also becoming more complex in additional
management processes: there is a lack of cooperation and partnership between communities; the competence
of existing teachers is insufficient and there is a shortage of educational staff; changes in inclusion manage-
ment are also held back by limited finances and unorganized infrastructure. Positive experiences of the school
heads were experienced through successful mobilization of the cooperation of the school community, team-
work, and networking. When creating the culture of an inclusive school, the managers name the effective-
ness of educational assistance, the usefulness of teamwork, and the application of various methods closer to
personalized child education in the educational process as successful cases. The managers identify three key
competences, to the development of which they would like to pay more attention in the context of creating
an inclusive school: people management, strategic and educational institution management, and partnership
and collaboration competences.
Key words: inclusive education, change management, experiences of school leaders, implementation of inclusive
education.
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Introduction

The education of the 21* century is based on the values of a humanistic vision of education, human
rights and dignity, social justice, and peace, and the principles of recognition of cultural, linguistic,
and ethnic diversity and inclusion. High-quality inclusive education is one of the goals of the sustain-
able development strategy of the states (ED-2016/WS/28, 2016), the basis of sustainable development
(European Commission, Joint Research Centre, 2022), therefore, high requirements for the quality of
education are placed on teachers, meanwhile, school heads are expected to have various levels of mana-
gerial competences: leadership of changes; abilities to transform the educational practice at school, to
support the acceptance of the diversity of learners, etc. (Baily, Holmarsdottir, 2019). This inspires a
scholarly discussion on ensuring inclusion in education, however, it is still unclear what change man-
agement actions are needed in schools to move policy and practice forward (Ainscow, 2020).

Inclusive education has become a common international trend, although there are no agreements
on what successful models of activity should be followed in practice and what the global scientific
concept of inclusion is. In some countries, inclusive education is still considered an approach to edu-
cating students with disabilities within general education settings (physical location); in a broader
sense, it is a human rights principle that supports diversity, equality and justice for learners, regard-
less of gender, disability, ethnic, religious, cultural, social, or other differences (Ainscow, 2020).

Research has found that educational communities respond differently to the challenge of inclusion.
Teachers have more negative attitudes towards the inclusive education of some students with disabili-
ties, such as those with autism spectrum disorder (Lindblom et al. 2020), behavioural and/or emo-
tional disorders, compared to students with learning difficulties (Schwab et al., 2024). Teachers some-
times find it quite difficult to implement the principles of inclusion in educational practice (Paulsrud,
2024, Nutbrown et al., 2013), because there are many factors, such as the adaptation of methodology,
didactics, and tools taking into account the special educational needs of students. Teachers are the
main implementers of inclusive education practice as educational change (Pit-ten Cate et al., 2019),
meanwhile, heads of organizations are the initiators of change. It is educational leaders who cascade
changes in the school and empower teachers to implement them. Empowering teachers to implement
inclusive education may cause the need to upgrade teachers’ qualifications on the issues of education
of children with special educational needs (SEN) (Avramidis et al., 2019, Admiraal et al., 2021). The
study by Corral-Granados (2024) revealed that teachers need much more than training on the specifics
of educating children with SEN; they also need support from managers.

Change management in schools is an essential practice of quality management. Making sense
of changes as essential factors in quality education, it is aimed to overcome global and local demo-
graphic, technological, political, and economic challenges (Phillips, Klein, 2023, Beycioglu, Kondak-
ci, 2014). Changes require a clear implementation strategy that includes a goal, an action plan, eval-
uation, and monitoring (Schuelka, 2018), leadership from school heads, high-quality managerial
competences (Hussain et al., 2016). When implementing inclusive education, leaders themselves
must be inclusive, so that, by using the various abilities of teachers, they can strengthen team spirit,
motivate and empower the school community to jointly create an inclusive culture at school, and
overcome daily challenges (Bortini et al., 2016).

The task of managers who seek organizational change is to create conditions that strengthen a
culture of trust and respect, in which teachers and professionals can make decisions based on co-
operation. This is particularly important in the context of inclusive education - the cooperation of
school and municipal teams, administration, and parents is inseparable from the effective provision
of assistance to the student (Keles, 2024).
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During the transformation period of educational organizations, as well as any other organiza-
tions, it is important for managers to understand employees’ attitudes towards change, because at-
titudes determine behaviour (Bigley, 2019). When implementing changes aimed at improving the
performance of a school as an organization, one of the ways is to promote a culture of cooperation in
schools, to use the professional skills of the staff, to promote motivation for change by uniting efforts
to improve the organization’s performance (Jones, Harris, 2014).

In most countries of the world, including Lithuania, the attitudes of inclusive education have
been established for several decades, however, school communities still face challenges related to
the practical implementation of inclusive education. It is recognized that one of the essential condi-
tions for inclusive education is the positive attitudes of school communities towards the diversity
of students’ learning characteristics and needs, and a school culture characterized by tolerance and
respect for differences.

Management of the school is extremely important for the successful implementation of inclusive
education. The most inclusive and high-quality schools are those where school heads are guided by
a vision, inclusive values, motivation, autonomy, and trust in school staft (Schuelka, 2018).

The implementation of inclusive education is a continuous, systematic, long-term transformation
of the organization of education and training, school culture and values (Schuelka, 2018); a process,
for the management of which educational leaders are largely responsible: at the organizational level,
they can initiate, promote, create, monitor changes, and create flexible learning conditions for stu-
dents and teachers, provide support to teachers to change their attitudes, develop a culture of trust,
good practice, and teamwork solutions.

Thus, the relevance of the research of school heads’ experiences and challenges in managing
inclusive education as an important educational change is highlighted. The research problem is de-
fined by the questions: how do school heads understand inclusive education? What are the experiences
of school heads in creating an inclusive school and managing change? How do they describe their com-
petences in educational change management?

The aim of the research is to analyse the change management experiences of school heads in
implementing inclusive education.

Research methodology

The conducted research is based on the methodological approach of qualitative research, with the
aim of obtaining the best possible understanding of the phenomena of reality through the research
(Flick, 2018). The method of semi-structured interview was used for data collection. The research
instrument was constructed on the basis of the analysis of scientific literature (Keles, 2024, Phillips,
Klein, 2023, Struyf et al., 2022, Kauffman, 2020, Bortini et al., 2016, Hayes, 2014, etc.). The research
participants were asked open-ended questions in order to highlight the experiences, challenges,
solutions, aspects of professional growth and development of school heads in the implementation of
inclusive education in schools.

The research was conducted in April-May 2024. The interview werr conducted remotely (video
conferencing platform “Zoom”), using synchronous communication, in order to reveal the most
diverse experiences of implementing inclusive education among heads of educational institutions
from different regions.
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The content analysis method was used for the analysis of research data. The essence of this analysis
method is that qualitative data are presented in text form and analysed from a qualitative perspec-
tive (Creswell, 2014). When analysing transcribed interviews (texts), the interrelationships between
various text elements and the information obtained are investigated. A deductive methodological ap-
proach was used when distinguishing the categories. When analysing qualitative data, the most impor-
tant categories were selected (Creswell, 2014). When describing the data, the authentic presentation of
the statements of the research participants, typical of qualitative research, was adhered to.

The research sample was formed using non-probability targeted sampling methods, where the
group of subjects is formed depending on the research aims. The researcher decides which ele-
ments of the population of interest are most informative regarding the characteristic under study
(Creswell, 2009). In this case, a criterion-based sampling method was chosen: the first sampling cri-
terion was managerial position, the second one was various counties, and the third one was various
years of service. The study involved 35 heads of Lithuanian general education schools that provide
primary, basic, and secondary education - principals, deputies, and heads of departments from
Siauliai (31.4%), Kaunas (22.9%), Vilnius (17.1%), Klaipéda (14.2%) counties. Managerial work ex-
perience of the school heads: 26-30 years (20%); up to 5 years (17.1%), more than 30 years (17.1%);
11-15 years (14.2%), 21-25 years (8.6%).

Research ethics. The research ethics and data protection principles were followed during the re-
search. The research participants were informed about the aim of the research, their free decision to
participate in the research or to refuse to participate in the research at any time; the anonymity of the
research data and the confidentiality of the research participants were guaranteed. Verbal consent
was obtained from the research participants to participate in the research and to use the anonymized
and summarized research data for scientific purposes. When collecting research data, the consent/
refusal of the research participants to audio record interviews was taken into account.

Analysis of the research results

Experiences of the school heads in building an inclusive school and managing change

When examining the school heads’ perceptions of the concept of inclusive education (Figure 1),
the following subcategories of the interview content emerged: Recognition of the student’s individual
learning strengths and needs; Equality and creating equal opportunities for every student and Ensuring
the quality of education in the provision of assistance.

Recognition of the student’s individual learning strengths and need:s is revealed through the inclu-
sion of students with diverse needs, disabilities, and abilities. The heads of schools emphasize the aspi-
ration to create a “diverse school community”, “when children with different abilities study together”,
“to reveal the diversity of each learner’, to ensure the “inclusion of children with special educational
needs in the school closest to their place of residence”. The concept of inclusive education is explained
as “creating educational opportunities for every student, not just children with special needs.” The
importance of personalization of education is also emphasized, noting that “students are responsible
for their own learning’, “can freely express their opinions and achieve learning goals according to their
abilities; professionals and friends help’, meanwhile, teachers “try to personalize tasks.”

It can be noted that the managers associate the concept of inclusive education with such values of
inclusive education as the recognition of individual needs and abilities of each student.

Equality and creating equal opportunities for every student. It is also emphasized that equal
educational opportunities must be created for all “children under 16 years of age” to “study in general
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education schools”, “giving everyone, regardless of social and economic conditions, health status and
place of residence, the opportunity to receive education’, ensuring “equal opportunities for students
with different needs.” Inclusion is considered to be the creation of equal educational conditions for
all students, “providing the same, and creating favourable learning conditions” “for full participation
in the educational process”, “responding to the needs and interests of each student.” This confirms
that the managers’ aspiration to strengthen inclusion is related to supporting the idea of inclusive

education that is important in terms of values.

Figure 1.

School heads’ understanding of inclusive education (compiled by the authors, based on the interview data)

Inclusion of students with diverse

Recognition of the needs and abilities
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Ensuring the quality of education in the provision of assistance. The research participants asso-
ciate the concept of inclusive education with quality education for every learner (“high-quality edu-
cation’, “accessible to everyone”, “regardless of their abilities”), emphasis was also placed on “helping

each student”, “taking into account their needs”, which are prerequisites for “successful learning in
the classroom.”

Challenges of implementing inclusive education in school management processes

Referring to the data of the content analysis of the interviews, the essential challenges of change man-
agement emerged (Figure 2). The school heads, while creating an inclusive school culture as part of
a strategic process, experience unfavourable attitudes towards inclusive education among members of
the school community. It is noted that “negative attitudes among teachers and parents” are still preva-
lent, “the most commonly heard statement is: inclusive education is good, but not in my classroom.”
This shows that some community attitudes limit the development of the strategic process, therefore,
the managers are looking for coping methods and means to implement goals through changing atti-
tudes. According to the school heads, positive attitudes are a decisive factor in implementing inclusive
education in schools, therefore it is important to change negative attitudes of the “whole school com-
munity” towards children with special educational needs to positive ones. The managers emphasize
that “it is important to form positive attitudes of the community towards each child <..>” and to
strive for “a united approach of all in one direction.” The study found that the means and methods
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that strengthen teachers’ positive attitudes towards the implementation of inclusive education, i.e., the
means of strengthening the psychological and emotional state, are such as support and encourage-
ment from community members (“We have an incentive system”; “motivational measures are used”);
support for teachers, e.g., hearing out (“we communicate a lot <...>”, “we do not leave teachers alone with
problems, we talk”). The managers also implement activities that promote teachers’ professional de-
velopment, e.g., encourage teachers to organize events for the dissemination of good practice (“creating

» <«

an opportunity to share good practices”, “achievements of other schools”); to participate in training
courses to improve pedagogical competences (“quality practical training courses for teachers”, “providing
the opportunity to participate in international training courses”); to prepare and implement interna-
tional projects and scientific/methodological conferences. Positive attitudes of teachers are strengthened
through methods and means of peer feedback. According to the school heads, “continuous reflection”
is important in educational organizations, therefore, they create conditions for learning from each oth-
er, “discussing in methodological groups” “good practice examples’, “successful activities with students
with SEN”, providing “peer support” based on “benevolence towards each other” It is emphasized that
“round table discussions”, meetings are organized, consultations are held with the services (using the help
of the Pedagogical Psychological Service) and professionals; it is encouraged to follow “specific recom-

mendations” in pedagogical activities.

It has been identified that when creating an inclusive school culture, the educational leaders face
challenges not only in the strategic, but also in the main - educational - process, the process of or-
ganizing education, ensuring educational assistance, and monitoring of education.

Organization of education. According to the heads of schools, when implementing the princi-
ples of inclusive education in these processes, they experience difficulties in organizing general edu-
cation due to the large number of children in classrooms, when there are “5-7 SEN students in each”;
“there cannot be 27-30 students in a classroom, of which 10 are SEN students”; “creating individual
education plans/timetables” Shortcomings in the organization of student assistance are identified as

one of the key challenges.

Ensuring educational assistance. The school heads try to strengthen the activities of the school
child welfare committee (hereinafter - CWC) (“<...> we are looking for ways to strengthen the
cooperation of the CWC to get the maximum result of the work”; “To enable the CWC, its activities
must be ‘live”). According to the heads of schools, in solving these problems, they have to monitor
and thoroughly analyse the educational process and ways to restructure it in order to ensure “smooth
organization.”

Monitoring and analysis of the educational process is important in order to “ensure the quality
of education for all students” and to properly organize the assistance of teachers and professionals.
This can be achieved through “managers’ self-assessment.”

The results of the study reveal that the educational leaders, when creating an inclusive school
culture, face challenges in additional (in a managerial sense) processes — cooperation, partnership,
finance and infrastructure management. Cooperation is one of the principles of inclusive education.
The school heads point to several challenges in this area. The lack of cooperation stems from “non-
compliance with agreements in the school” and “lack of a culture of agreement on inclusion.” The
importance of “the expectations of each party (the educational institution and the students’ parents
(guardians, caregivers))” is highlighted, when “it is necessary to meet the needs of parents without
degrading the opinions of teachers” Therefore, the managers encourage the cooperation of pro-
fessionals with the parents (guardians) of students (“we seek to strengthen <...> communication
between the professionals educating the student and the child’s family <...>”).
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The managers indicate the need for effective partnerships with external partners and institu-
tions. In strengthening networking, according to the managers, an important tool for change is
cooperation of schools (“cooperation with specialized centres”; “external partners, seeking support
and possible assistance (consultations of specialists from the Pedagogical Psychological Service, as-
sistance from specialists from School X)”; cooperation with higher education institutions (“the issue
of students coming to work in our institution’, “preparing the necessary number of support special-
ists”) and with the founder of the educational institution (“regarding infrastructure — cooperation

with the founder”; “Communication with the founder regarding additional funding”).

Figure 2.

Challenges of implementing inclusive education in school management processes (compiled by the authors,
based on the interview data)
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It has been identified that the educational leaders, when creating an inclusive school culture, ex-
perience personnel management challenges: two can be distinguished - ensuring the professional
growth of the school community and staff shortage.

The managers emphasize insufficient qualifications of school employees (“lack of competence of
educational support specialists and teachers”; “teachers lack practical knowledge for working with
different students’, “experience in working with children with many different needs at the same time”,
which affects the “quality of work”). “Professional training of specialists and teachers” is important:
according to the managers, “teaching assistants are not prepared for practical work’, and teachers are
not prepared “for working with students with various needs (especially severe) and disabilities.” The
managers note that teachers working in general education schools lack the preparation and peda-
gogical competences to educate students with diverse needs. The research participants emphasize
the importance of “targeted qualification improvement” “on the topic of inclusive education”, using
appropriate tools for this purpose: practical training courses on this topic are being sought, finances
and time are being allocated for updating and improving teachers’ competences.
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The school heads say that schools lack “quality specialists (psychologists, special educators,
speech therapists, student assistants)”; for example, the manager was looking for a special educator
“for four months, and only one specialist sent a resume.” To address this challenge, the school heads
use various coping measures: all possible resources are used, a competitive salary is offered, the num-
ber of educational support specialists is increased by using project opportunities (e.g., “Targeted use of
funds allocated for the Millennium Schools Project to employ more special educators and speech
therapists”). The challenges of personnel management illustrate that the effectiveness of educational
assistance is determined not only by the competence of professionals, but also by their number
meeting the needs of educational institutions, in order to ensure the accessibility of assistance to the
learner.

Educational leaders face several other challenges related to material resources when creating an
inclusive school culture: adaptation of educational environments and lack of finances.

The heads of schools identify a shortage of special teaching aids and difficulties in acquiring techni-
cal assistance tools for education; they note the “insufficiency of special and multifunctional tools.”
The problem is solved by creating a “base of tools”, “by discussing with the specialists what tools
are needed” (for example, “measures needed for specific cases”; “for children with autism (screens,
headphones, “houses’, etc.)”, “for children with hearing impairments”, “for blind, partially sighted
children”). The educational leaders also face the difficulties of adapting the school environment to stu-
dents with diverse needs and modernizing infrastructure. The difficulties of adapting and improving
the physical environment and spaces due to their mismatch with children’s needs are emphasized
(“adapting the existing environment for such students”; “we do not have an environment adapted
for students with physical disabilities”). It is specified that in schools it is necessary to “adapt educa-
tional workshops for people with disabilities”, “classroom facilities are too big, so the classrooms and
offices need to be adapted”; “the biggest obstacle is the physical environment, as a lot of renovation
work is needed to ensure access for people with disabilities to the premises”; it is noted that in the
current school premises “a person with a physical disability cannot move between floors” The lack
of multisensory rooms is expressed (“there is no possibility to equip spaces for students with autism
spectrum”); the provision of technical equipment for students with various needs (lack of elevators/
lifts) is also noted, stating that this is a complex process that requires the constant attention of man-
agers and other institutions, as well as financial resources. In order to ensure a high-quality teaching/
learning environment for all students, it is necessary for the heads of general education institutions
to address these challenges systematically and consistently. This can be achieved through close inter-
institutional cooperation, seeking funding opportunities, for example, developing international pro-

jects, searching for sponsors.

According to the managers, important challenges that arise in creating a culture of inclusive edu-
cation in schools are related to finances. It is emphasized that the basis for “achieving the intended
goals of inclusive education” is the “financial possibilities of the school.” Funding is described as
“insufficient”, “unclear, too low”, schools “do not always get it” Therefore, it is difficult to create an
inclusive educational environment (“there is little funding for the acquisition of equipment”, “lack of
funds for setting up a sensory or calming room (space)”; “lack of funds for adaptation of environ-
ments according to the needs of students”, “problems that do not have the resources to solve them
and no resources have been allocated”. Challenges of infrastructure management have been identi-
fied, stating that it is appropriate to “allocate additional funds for transformation (establishment of
elevators, etc.).” The managers are looking for opportunities to obtain additional funds, e.g., “tunding
for the establishment of sensory spaces.” The managers highlight participation in the Millennium
Schools Project as one of the solutions for improving financial resources and infrastructure, using
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funds to “establish a sensory room”, “calming rooms”, “lifts for people with disabilities, an elevator in
the main school building.”

The research data also reveal the good practices of change management in inclusive education.
An inclusive school culture is formed through the pedagogical education of parents (“we provide
education for parents about inclusion and preventive conversations — this is very relevant and use-
ful”). There is also a noticeable “community-wide positive attitude”, a sense of identity and empathy.
It is noted that “all students are respected at school, their opinions are taken into account.”

The managers emphasize the importance of the culture of cooperation fostered in schools. They
note that “the strength of schools is cooperation”, “a culture of cooperation based on tolerance”,
“openness to everything”. This is illustrated by the developing “culture of agreement between teach-
ers, educational support specialists, and parents”. There is a “continuous sharing of experiences”
within the school community, “the practice applied is experiential learning through observing col-
leagues’ open lessons and activities”, which helps to improve (“a lot of progress is being made here at
our school”). One of the managers notes that “the school started inclusive education 8 years ago. It
currently educates students with diverse needs. They make up about 26 percent of all students. Our
strength is working together for inclusion.”

The creation of a common network with the local community, educational institutions, social
partners, and foreign educational communities is revealed (“Cooperation between schools/centres
that already have experience in educating different students”; “the school actively participates in
activities with various social partners - joint events and projects are held, in which students with
various opportunities and needs participate”; “partnership relations with foreign countries through
various programmes and projects”). Empbhasis is placed on the developed system of student as-
sistance, as evidenced by the effectiveness of the Child Welfare Commissions activities (“currently
at the school, the professional team of specialists works perfectly”), the special educator’s assistance
in lessons (“When there are several children in a classroom or depending on the subject or topics,
students also study the same topic together with a special educator in the classroom”), the help of a
teaching assistant (“when forming classes, we have teaching assistants for at least 2-3 lessons a day”).

Open classroom models' are being implemented in educational institutions: a full inclusion
model, “on the basis of which all students with SEN are educated in general education classrooms”
(“a special educator and a teaching assistant help during lessons”; “we have two open classrooms”;
“after submitting the project to the Ministry of Education, Science and Sports of the Republic of
Lithuania, we received funding to establish open classrooms”); a mobile inclusion model, “when
children with SEN study together, but in a separate classroom, i.e., they participate in all school
activities, only the lessons are held separately: according to the capabilities and abilities of each of
them” (“students learn in a common, smaller classroom, together with a teacher’s assistant and the
help of specialists”; “we have separate classes for teaching basic subjects, and gradually we include
individual students in general classroom activities <...>”); a stream inclusion model (“a stream inclu-

sion model is implemented in grades 8-107).

The organization of general education is characterized by the diversity of teaching methods
(“teachers apply various methods, taking into account the student’s abilities and needs”), personali-

» o«

zation of education (“learning plans are developed taking into account the needs of students”, “per-
sonalized teaching is implemented”).

! Description of the procedure and financing conditions for the formation of groups and classrooms open to student

diversity and the organization of education in them. (2023). TAR, 2023-05-02, No. 8308. Consolidated version from
29 September, 2023.
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Development of the school heads’ competences necessary for the management
of changes in inclusive education

The need for developing the competences of school heads necessary for the management of
changes in inclusive education becomes evident (Figure 3). The research data highlight a lack of
general leadership competences — people management competence — among managers. The man-
agers note that they lack ‘educational leadership” (‘coaching”) skills in order to reveal people’s poten-
tial, “to help a colleague, a teacher, a child.” They would also like to develop the ability to work in a
team, form and manage teams (“Teamwork and effective assistance”); observe the activities of others

and “provide feedback.”

Figure 3.

Need and opportunities for the development of school heads’ competences necessary for the management of
changes in inclusive education (compiled by the authors, based on the interview data)
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Several competences in the field of management are distinguished, i.e., competences in partner-
ship and cooperation of an educational institution and strategic management of an educational
institution. The research data reveal that there is an expressed need for managers to be able to “mo-
bilize the school community” and “empower to act”. What is important is “a sense of community”,
recognizing the needs of all stakeholders in the school community, and creating a shared emotional
connection. It is important for the managers to empower school teachers and educational support
specialists for the strategic development of an inclusive school. Learning communities working to-
gether can be used for this purpose.

The need to improve the ability to shape the strategic direction of activities of the educational insti-
tution and to prepare strategic and operational plans is emerging (“I would like to participate in the
training of effective strategizing”; “effective strategizing should be learned”). The heads of educa-
tional institutions would like to improve competences, knowledge, and skills, which they would use
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for creating the school’s vision, formulating the aim and specific objectives. The need for managers’
ability to plan and manage changes (“My weak point is change planning <...>”), to implement innova-
tions (“many older teachers are inert and already know everything about how to work, so we need to
implement innovations”) and “programme and project management” becomes evident.

The heads of educational institutions, when improving their managerial competences, most
often use the following professional learning and development opportunities — targeted qualification
development at events, short-term mobility projects, and proactive ways of personal development. The
qualification is developed through “purposeful participation in training courses”, “on the topic of in-
clusion and application of universal design principles in the learning process, for example, “Mission
is Inclusive Education™, training courses of the Millennium Schools Programme “Effective Educa-
tional Leadership”. The “platinum Pedagogas.It platform, which contains many and very valuable
training courses” is also used. The qualification is improved by participating in seminars (“Targeted
qualification development <...> in seminars”), such as in “the studies of the approach of the univer-
sal design for learning in inclusive education.” The cooperation and participation of the community
of the educational institution in international projects (“We participate in Erasmus+ projects”) is
highlighted as one of the aspects that promote the growth of leadership competences. The heads of
educational institutions engage in proactive self-education, i.e., personal mentorship, learning from
educational support specialists.

Discussion

School heads play a significant role in creating an inclusive school. This study aimed to examine the
change management experiences of the heads of Lithuanian general education schools in imple-
menting the principles of inclusive education in their schools. The results of the study provide valu-
able insights of school heads about the challenges and possible solutions in implementing inclusive
education.

Internationally, inclusion is increasingly understood as a principle of diversity in education; the
aim is to eliminate social exclusion, which is a consequence of attitudes and reactions to diversity of
race, social class, ethnicity, religion, gender, and ability. However, many studies on inclusive educa-
tion examine the challenges of inclusive education for students with special educational needs. Ac-
cording to Ainscow (2020), in some countries, inclusive education is still understood as the educa-
tion of children with disabilities in general education institutions. This is how inclusion in education
is understood by the school heads who participated in our study.

A clear concept of inclusion is a prerequisite for the successful implementation of inclusive edu-
cation and relevant changes. The essential components of an effective inclusive school are: a clear
vision focused on all children, supported by the entire school community; all children are educated
together in classrooms; comprehensive assistance to students and support to teachers; cooperation
team in schools; flexible curricula and high-quality teaching using evidence-based methods; sup-
portive leadership that includes shared decision-making; focus on quality professional development
for teachers (Qvortrup, Qvortrup, 2017). All of the aforementioned factors describe the characteris-
tics of an inclusive school. However, there are still challenges in implementing changes in inclusive
education.

The conducted study revealed the school heads’ understanding of inclusive education as the edu-
cation of students with disabilities together with their peers. Although the school heads base their
understanding on the principles of inclusive education (Recognition of the students individual learn-
ing strengths and needs, Equality and creating equal opportunities for every student, and Ensuring the
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quality of education in the provision of assistance), nevertheless, the school heads’ understanding of
inclusive education is based mainly on the orientation towards the organization of education for
students with disabilities. The fact that the lack of a universally accepted scientific definition of inclu-
sion is a problem is not only indicated in the research of other authors, but it also means the problem
of practical implementation of inclusion. Concepts and how they are given meaning by educational
policy makers, teachers, educators, parents, and children have a significant impact on how these
same participants put the principles of inclusion into practice (Qvortrup, Qvortrup, 2017).

Many studies emphasize not only the positive experiences of schools, but also the difficulties
experienced, the need to fundamentally change the education policy and to move to an inclusive
educational environment is emphasized. Although inclusive education is legally regulated in many
countries, students still face obstacles to fully participating in the education system, both due to
insufficient professional training of teachers and support staff, as well as lack of funding and inad-
equate infrastructure in schools (Murphy et al., 2023; Gorel, Hellmich, 2022).

School culture is an important factor in creating an inclusive school, which is characterized by
quite a number of aspects: positive attitudes and openness to change; an empathetic community
of teachers, students, and their parents that tolerates and respects differences; support not only for
students but also for teachers (Sunko, Kaselj, 2020); cooperation of teachers, educational support
specialists, and school heads with each other and with students and their parents (Gorel, Hellmich,
2022; Sunko, Kaselj, 2020; Urton et al., 2014). Thus, creating an inclusive school requires funda-
mental changes in schools. The conducted study revealed that educational leaders, when creating a
culture of inclusive education in schools, implement strategic changes and experience not only chal-
lenges of various levels, but also have good experiences.

The experiences of the school heads reveal the complexity of creating an inclusive school due to
the attitudes of the school community, lack of material resources, insufficient adaptation of school
infrastructure, lack of staff, improvement of teachers’ competences, etc.

The study revealed the abilities of the school heads to manage various challenges of inclusive edu-
cation. In overcoming the challenges, the school heads first of all try to change the negative attitudes
of the community towards children with SEN. Although research on attitudes towards inclusion
mostly reveals teachers’ positive attitudes towards inclusive education, it also reveals their diverse
experiences related to the practical challenges of educating students with disabilities (Murphy et al.,
2023); difficulties due to teachers’ lack of confidence in their abilities to educate students with special
educational needs and due to insufficient professional training of teachers for inclusion are indicated
(Paju et al., 2015; Yada, Savolainen, 2017). The results of the survey of the school heads show that
changing attitudes is a very strategically significant step towards creating an inclusive school. Scien-
tific studies confirm that positive attitudes of teachers towards inclusive education are a prerequisite
for its successful implementation (Saloviita, 2020).

It was found that teachers’ positive attitudes towards inclusive education are significantly cor-
related with variables such as teachers’ self-efficacy, orientation towards the needs of the child, and
availability of the student assistant’s support (Saloviita, 2020). Since the inclusive education com-
petences of teachers are important for the quality of education, the school heads who participated
in our study pay a lot of attention to the improvement of teachers’ qualifications and the culture of
cooperation in schools. Research by other authors confirms that one of the most desired resources is
training courses aimed at improving teachers’ knowledge about educating children with disabilities;
lack of knowledge leads to negative attitudes towards inclusion (Saloviita, 2020; Yada, Savolainen,
2017). The need for additional training and professional development, as well as more effective co-
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operation between special educators and general education teachers, and knowledge sharing, was
also confirmed by the study by Paju et al. (2015). A culture of collaboration, as research shows, is a
particularly important aspect of creating an inclusive school; the school head has a key role, as coop-
eration with teachers is essential in developing the school towards inclusion (Urton et al., 2014). The
survey of the school heads revealed their efforts to create a culture of cooperation in the school: they
promote the cooperation of teachers and educational support specialists both among themselves
and with the parents of students, develop partnership relations with general education and higher
education schools, and other institutions.

The study found that the school heads pay much attention to the various challenges that arise in
additional processes when creating an inclusive school. When implementing change, educational
leaders have to manage challenges related to the lack of material and human resources, to focus not
only on finding personnel, but also on finding finances to invest in proper infrastructure renovation,
accessibility of educational assistance, improving the qualifications of teaching staft.

Thus, change management requires complex solutions that encompass various levels and pro-
cesses of school management. This is also confirmed by the results of studies conducted by other
scientists — continuous improvement of teachers’ pedagogical competence, change management
competences of school heads, etc. create an inclusive school, and change can only be implemented
and sustained if school heads are emotionally and intellectually engaged in leadership (Hussain et
al., 2016). Similar data were revealed in the study of Gorel & Hellmich (2022), which established that
the essential factors for successful inclusive education are not only social and political conditions,
political support for inclusion, positive attitudes of all stakeholders towards inclusion, but also the
adaptation of material resources and building infrastructure, attention to the improvement of teach-
ers’ qualifications, promoting cooperation in schools. At the personal level, change leadership can
encourage the empowerment of individuals to step out of their comfort zones; at the organizational
level, it can help create an open atmosphere that allows the organization to grow, taking into account
the strengths of all its members (Bortini et al., 2016).

Limitations of the research. The study includes an analysis of the experiences of the heads of
general education schools, focusing on the challenges and good practices of change management in
inclusive education. This reflects the opinion of the part of members of the educational community.
Therefore, in order to obtain more accurate data, it is planned to organize a quantitative study of
interested groups.

Conclusions

Heads of educational organizations associate the concept of inclusive education with the recognition
of each student’s individual needs and abilities, the principles of equality and equal opportunities,
and educational assistance. Positive attitudes of the heads of institutions towards inclusive education
at the ideological, conceptual, and value levels are noticeable, however, the principles of inclusion are
more actualized in the context of more severe disabilities and special needs.

The school heads have a variety of experiences in building an inclusive school and managing
change. In the process of strategic development of an inclusive culture, unfavourable attitudes of
teachers, various difficulties in organizing the basic education process and ensuring educational
assistance, and limitations in monitoring are encountered. Change management is also becoming
more complex in additional management processes: there is a lack of cooperation and partnership
between communities; the competence of existing teachers is insufficient and there is a shortage of
educational staff; changes in inclusion management are also held back by limited finances and unor-

32



Renata Bilbokaité et al. Implementing Inclusive Education: Experiences of School Leaders in Change Management

ganized infrastructure. Positive experiences of the school heads were experienced through success-
ful mobilization of the cooperation of the school community, teamwork, and networking (creation
of a common network with schools, the parents’ community, and other partners). When creating the
culture of an inclusive school, the managers also name the effectiveness of educational assistance,
the usefulness of teamwork, and the application of various methods closer to personalized child
education in the educational process as successful cases.

The heads of educational organizations identify three key competences, to the development of
which they would like to pay more attention in the context of creating an inclusive school: people
management, strategic and educational institution management, and partnership and collabora-
tion competences. The heads of educational institutions improve the aforementioned competences
during the management of changes in inclusive education in the forms of professional learning
and development - targeted participation in events and short-term mobility projects, the content
and activities of which can help expand partnership and cooperation, improve strategic and change
management.
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Summary

Education for all is one of the goals of sustainable development, but in order to ensure it globally, it is neces-
sary to implement political goals at different levels and constructively and proactively manage changes in
educational institutions. The implementation of inclusive education is a long-term process of educational
transformation, the management of which is largely the responsibility of educational leaders. The purpose of
the study is to analyze the experiences of school leaders in managing changes in inclusive education.

Research methodology. The conducted research is based on the methodological approach of qualitative
research, with the aim of obtaining the best possible understanding of the phenomena of reality through the
research (Flick, 2018). The method of semi-structured interview was used for data collection. The research
instrument was constructed on the basis of the analysis of scientific literature (Keles, 2024, Phillips, Klein,
2023, Struyf et al., 2022, Kauffman, 2020, Bortini et al., 2016, Hayes, 2014, etc.). The research was conducted in
April-May 2024. The content analysis method was used for the analysis of research data. The study involved 35
heads of Lithuanian general education schools that provide primary, basic, and secondary education - prin-
cipals, deputies, and heads of departments. The research ethics and data protection principles were followed
during the research.

The results of the study revealed that leaders of educational organizations associate the concept of in-
clusive education with the recognition of the individual needs and abilities of each student, the principles of
equality and equal opportunities, and educational assistance. The positive attitudes of the heads of the institu-
tion towards inclusive education at the ideological, conceptual and value levels are noticeable, but the princi-
ples of inclusion are more actualized in the context of more severe disabilities and special needs.

School leaders have a variety of experiences in building an inclusive school and managing change. In the
process of creating a strategic inclusive culture, teachers experience unfavorable attitudes, various difficul-
ties in organizing the basic educational process and ensuring educational assistance, monitoring limitations.
Change management also becomes more complicated in additional managerial processes: there is a lack of co-
operation and partnership between communities; insufficient competence of existing pedagogues and lack of
educational staff; changes in inclusive governance are also held back by limited finances and poor infrastruc-
ture. The positive experiences of school leaders have been experienced by successfully mobilizing the school
community’s cooperation, teamwork, and networking (creating a common network with schools, parents’
community, and other partners). In successful cases, when creating the culture of an inclusive school, manag-
ers also mention the effectiveness of educational support, the usefulness of teamwork, and the application of
various methods closer to personalized child education in the educational process.

School leaders name three main competences, the development of which they would like to pay more
attention to in the context of creating an inclusive school: leadership of people, strategic and educational
institution management, and partnership and cooperation competences. Heads of educational institutions
during inclusive education change management improve the aforementioned competences in the form of pro-
fessional learning and development — purposeful participation in events and short-term mobility projects, the
content and activities of which can help expand partnership and cooperation, improve strategic and change
management.
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