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EKOLOGINIU SISTEMINIU POZIURIU GRISTA ANKSTYVOJI PAGALBA
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P. Visinskio g. 25, LT-76351 Siauliai

Straipsnis grindziamas ekologine sistemine nuostata, jame siekta atskleisti teorinj j vaika Sei-
moje orientuotos ankstyvosios pagalbos koncepta bei jo interpretacijas praktikoje. Tuo tikslu at-
skleista j vaikg Seimoje ir | Seimg orientuotos ankstyvosios pagalbos koncepto teoriné samprata,
identifikuoti specialisty ir pedagogy pagalbos vaikui ir Seimai praktikos struktiiriniai komponentai;
pateiktos tyrimo dalyviy patirtys. | vaikg Seimoje ir kitoje vaikui artimoje aplinkoje orientuotos pa-
galbos nuostatos analizuojamos paradigmy kaitos procese. Pusiau struktiiruoto interviu metodu su-
rinkty duomeny kokybiné turinio analizé leido atskleisti ikimokyklinése ugdymo jstaigose dirbanciy
pagalbos specialisty ir pedagogy pagalbos vaikui ir $eimai struktarinius komponentus, iliustruoti bei
interpretuoti jy patirtj ekologinio sisteminio modelio kontekste. Atlikta iSsami teoriné analizé leidzia
teigti, kad  vaika Seimoje ir $eimg orientuota ankstyvoji pagalba keiéia tradicing j vaika orientuota
paradigma. Siame kontekste akcentuojama (ne)formaliy, (ne)tiesioginiy paslaugy vaikui ir Seimai
svarba. Specialisty pagalba teikiama atsizvelgiant j vaiko aplinka ir funkcionavima joje, orientuojan-
tis | vaiko ir Seimos jgalinima, teikiant emocing ir informacing parama Seimoms, stiprinant vaiko ir
tévy tarpusavio saveikas. Pagalbos kryptys numatomos specialistams ir Seimoms bendradarbiaujant,
atsizvelgiant j vaiko ir Seimos stiprybes, sutelkiant Seimos ir institucijos turimus resursus, palaikant
lygiavercius tarpusavio santykius. Kita vertus, specialisty patirties analizé rodo, jog specialisty ir pe-
dagogy praktika tebéra grindziama j vaika orientuoto ugdymo filosofija, kurig lemia specialisty pro-

fesinio rengimo ypatumai bei profesinés veiklos reglamentas.
Esminiai ZodZiai: ankstyvoji intervencija vaikystéje, ekologinis sisteminis poziiiris, j Seimg

orientuota ankstyvoji pagalba.
Ivadas

Tyrimo aktualumas ir problema. Pas-
kutiniy 20-30 mety tarptautiniai dokumentai’,
apibiidinantys ankstyvosios intervencijos vaikys-
téje (AIV) koncepcija, principus ir metodus, rodo
Sios srities idéjy bei teorijy raida (AliSauskiené,
2007). ]vairios teorinés nuostatos skatina anksty-
vosios intervencijos sampratos ir praktikos pléto-
te: sukurta nauja koncepcija, j kurig tiesiogiai
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jtraukti sveikatos, $vietimo ir socialiniai mokslai,
ypaé psichologija. Tai atitinka Siuolaikine sociali-
n¢ situacijg, nes praeityje minétos sritys tur¢jo
santykinai skirtingg jtaka ankstyvosios intervenci-
jos sriciai ir buvo menkai tarpusavyje susijusios;
ankstesné intervencija, orientuota tik j vaika, da-
bar suvokiama placiau — démesys kreipiamas ne
tik j vaikq atskirai, bet ir j jo Seimq, taip pat j
bendruomene, kurioje vaikas gyvena (Blackman,
2003; Shannon, 2004). Tacdiau j Seimgq orientuotos
daugelyje saliy.

Lietuvos ekonominé ir socialiné situacija
kelia naujy i8Siikiy pagalbos vaikui ir Seimai siS-
temai. Mazéjancios tévy pajamos, Seimose augan-
tis skurdo rizikos lygis, didéjantis nedarbas, smur-
tas prie§ vaikus, emigracija, mazy miesteliy ir
kaimo gyventojy socialin¢ atskirtis vercia ieskoti
naujy, i vaiko ir Seimos poreikius bei Zmogaus
teisiy uztikrinima orientuoty kompleksiniy pagal-
bos bidy. Svietimo, socialiniy, sveikatos prieZiii-
ros paslaugy sistema vis dar néra lanksti, menkai
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koordinuota ir pritaikyta tenkinti specifiniams
ankstyvojo amziaus vaiky ir jy tévy poreikiams,
savivaldybése stokojama kompleksinio darbo su
Seima ir vaikais patirties?. Reaguojant j ankstyvo-
sios pagalbos vaikui ir Seimai sistemos ribotumus,
Salyje vyksta itin spartlis pokyciai politiniu lyg-
meniu®*®, t. y. siekiama uZztikrinti teisinés siste-
mos ir praktikos derme¢: rpinamasi ankstyvojo
ugdymo ir ankstyvosios pagalbos paslaugy artumu
ir prieinamumu visiems vaikams (ypa¢ gyvenan-
tiems nutolusiose vietovése, socialinés rizikos
Seimose ir kt.). Kompleksiskai teikiamag ankstyva-
ja pagalba bei kompleksines paslaugas vaikui ir
Seimai bandoma tobulinti, grjsti jas ekologiniu
sisteminiu pozitriu. Kuriama Svietimo pagalbos,
socialinés paramos ir sveikatos prieziliros institu-
cijy bei nevyriausybiniy organizacijy teikiamy
paslaugy planavimo, organizavimo ir koordinavi-
mo metodika, teisés aktai, modeliaie, gairés ben-
dradarbiavimu grijstai ankstyvojo ir ikimokyklinio
ugdymo praktikai realizuoti.

Nors teoriniy metodologiniy nuostaty
lygmeniu akcentuojamas ekologinis sisteminis
modelis, kuriame aiSki orientacija | vaika Seimoje
ir | Seima, Lietuvoje praktika vis dar daznai yra
orientuota tik j vaikg. | vaikg Seimoje bei kitoje
jam artimoje aplinkoje orientuoty modeliy prakti-
nio igyvendinimo sunkumy kyla dél specialisty
pasirengimo, patirties teikti ankstyvajg intervenci-
ja vaikams ir jy Seimoms stokos (AliSauskiene,
Cegyte, 2008) bei aiskiy strategijy, rekomendaci-

2 LR 3vietimo ir mokslo ministro jsakymas Ikimokyklinio ir
priesmokyklinio ugdymo plétros 2011-2013 m. programa.
(2011-03-01).

® LR Vyriausybés nutarimas Dél vaiky nuo gimimo iki priva-
lomojo mokymo pradzios gyvenimo ir ugdymo sqlygy gerini-
mo modelio apraso patvirtinimo (2009-11-11).

* LR §vietimo ir mokslo ministro, socialinés apsaugos ir
darbo ministro, sveikatos apsaugos ministro jsakymas Dél
kompleksiskai teikiamos Svietimo pagalbos, socialinés para-
mos, sveikatos prieziiiros paslaugy ikimokyklinio ir prieSmo-
kyklinio amziaus vaikams ir jy tévams (globéjams) tvarkos
apraso patvirtinimo (2011-11-04).

% LR §vietimo ir mokslo ministro, socialinés apsaugos ir
darbo ministro jsakymas Dél privalomojo ikimokyklinio ir
priesmokyklinio ugdymo nustatymo ir skyrimo tvarkos apraso
patvirtinimo (2012-04-26).

® Alisauskieng, S., Musteikiené, V., Zablackiene, A., Milte-
niené, L., Sapelyté, O., Kairiené, D., Gevorgianiené, V.,
Bliumbergiené, V., Seibokiené, G., Aidukiene, T. (2011).
Tkimokyklinio ugdymo paslaugy planavimo savivaldybése
metodika. Pavyzdziai teisés akty, skirty vaiky nuo gimimo iki
privalomojo mokymo pradzios gyvenimo ir ugdymo sqlygy
gerinimo modelio aprasui savivaldybése jgyvendinti. Metodi-
né medziaga kompleksinés pagalbos teikimui. Vilnius: SMM,
SPPC.
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ju, gairiy, metodiky trikumo (Ozdemir, 2007).
Todél Siame kontekste svarbiis moksliniai tyrimai,
atskleidziantys tiek sékmingas praktikos patirtis,
tiek jos ribotumus.

Tyrimo tikslas — atskleisti teorinj j vaikg
Seimoje orientuotos ankstyvosios pagalbos kon-
cepta bei jo interpretacijas praktikoje.

Tyrimo uzdaviniai: atskleisti j vaika
Seimoje ir j $eimg orientuotos ankstyvosios pagal-
bos koncepto teoring samprata; identifikuoti spe-
cialisty ir pedagogy pagalbos vaikui ir Seimai
praktikos struktiirinius komponentus; interpretuoti
specialisty ir pedagogy patirtis, remiantis j Seima
orientuotos ankstyvosios pagalbos teorinémis
nuostatomis.

Tyrimo imtis. Tyrime dalyvavo dviejy
ikimokykliniy ugdymo jstaigy pedagogai ir Svie-
timo pagalbos specialistai. Bendrojo tipo ugdymo
jstaigoje pagalba teikiama vaikams, turintiems
nedideliy ar vidutiniy specialiyjy ugdymo(si) po-
reikiy (SUP). Specializuotoje ugdymo jstaigoje
(specialiojo ugdymo grupéje) teikiama pagalba
vaikams, turintiems dideliy ir labai dideliy ugdy-
mo(si) poreikiy. Tyrime dalyvavo jstaigy vaiko
gerovés komisijy nariai (N = 10): pagalbos moki-
niui specialistés (2 logopedés-specialiosios peda-
goges, 2 judesio korekcijos specialistés, 1 sociali-
né pedagogé, 1 psichologe), 2 ikimokyklinio ug-
dymo pedagogés ir 2 vaiko gerovés komisijos
pirmininkés. Tyrime dalyvavo tik moterys. Tyri-
mo dalyvés turi didelg darbo su SUP turinéiais
vaikais patirtj (vidurkis 16 mety).

Tyrimo metodologija ir metodai

Ekologinés sisteminés teorijos nuostato-
mis grjsta j Seimg orientuota ankstyvoji pagalba
suprantama kaip tarpusavyje deranciy teoriniy
nuostaty sistema. Mokslinés literatiiros sisteminé
analizé leido paaiskinti | Seima orientuotos anks-
tyvosios pagalbos samprata, jos komponentus.
Empirinis tyrimas padéjo atskleisti bei iliustruoti
ankstyvosios pagalbos vaikui ir Seimai praktika, ja
interpretuoti | Seimg orientuotos pagalbos teori-
niame kontekste. Duomenys surinkti individua-
laus pusiaustruktiiruoto interviu metodu, kuris
leido atskleisti tyrimo dalyviy vertybines nuosta-
tas, sékmingos praktikos aspektus bei issikius.
Kokybiné turinio analizé, atlikta laikantis induk-
tyvios duomeny analizés logikos, leido analizuoti
ir aprasyti tyrimo dalyviy subjektyvias individua-
lias reikSmes bei refleksijas. Tyrimo duomeny
interpretacija apibiidinama sgmoningumu, abst-
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raktumu, teoriniu pagrjstumu (Stake, 2010), t.y.
tyrimo duomeny sasajomis su kity autoriy atliktais
tyrimais (Hatch, 2002). Interpretacijomis siekiama
paaiskinti tam tikrus socialinius rei$kinius ir
jzvalgas, siekiant geriau suprasti tiriamg realybg
(Hatch, 2002; Yin, 2011).

Teoriné j $eimg orientuotos pagalbos samprata

Nauji ankstyvosios intervencijos vaikysté-
je modeliai grindziami j Seima orientuotos pagal-
bos paradigma (Dunst, 2000; Moore, 2005). Eu-
ropos Saliy patirtis rodo, jog i Seima orientuota
praktika yra vertinama kaip idealusis ir siektinas
ankstyvosios pagalbos vaikui ir Seimai modelis
bei paslaugy vaikams, patiriantiems raidos sun-
kumy, ir jy Seimoms filosofija (Davis, Gavidia-
Payne, 2009). | Seima bei tévystés gebéjimy stip-
rinimg orientuota praktika siejama su socialinés
krypties modeliais (Dunst, 2000; Shannon, 2004):
skatinimo — démesys skiriamas pozityviam vaiko
ir Seimos funkcionavimui; jgalinimo — panaudo-
jamos turimos ir plétojamos naujos kompetenci-
jos; stiprybiy — pagalba teikiama atskleidziant
Zmoniy interesus, panaudojant geb¢jimus;  istek-
liy — pagalba teikiama pasinaudojant jvairiais vi-
suomenés resursais; j Seimq orientuoto — Specia-
listai laikomi $eimy atstovais, atsakingais uz pati-
riamy ripesciy jveikima.

I Seima orientuotas poziiiris grindziamas
ekologinés sistemy teorijos nuostatomis (Bron-
fenbrenner, 1979; Dunst, 2000). Ekologiné siste-
my teorija, iSplétota U. Bronfenbrennerio, vaiko
raidg aiSkina abipusémis sgveikomis tarp vaiko, ji
supancios ir nuolat kintancios artimiausios aplinkos bei
platesnio konteksto. Pasak Bronfenbrenner (1979),
vaiko raidg lemia nuolatiné prigimtiniy vaiko sa-
vybiy ir aplinkos sgveika. Aplinka suprantama
kaip tiesiogiai ir netiesiogiai vaiko raida veikian-
¢iy veiksniy jvairiose sistemose (mikro-, mezo-,
egzo-, makro-, chrono-) derinys. Laiko konceptas
charakterizuoja asmens raidos stabilumo / nestabi-
lumo laikotarpiy bei socialiniy pokyc¢iy reikSme
asmens raidai.

Remiantis ekologine sistemy teorija, gali
biiti i§skiriami pagrindiniai vaiko poreikiai, kuriy
tenkinimas svarbus siekiant raidos pazangos
(Lewis, Morris, 1998, cit. Paquette, Ryan, 2001):
kokybiski tarpasmeniniai santykiai su suaugusiai-
siais ir bendraamziais, saugi aplinka, gera sveika-
tos priezidira ir ugdymosi galimybés, pakankami
gebéjimai, ateityje galintys uztikrinti savarankisko
gyvenimo ir aktyvaus dalyvavimo visuomengje
galimybes. Aktyvus dalyvavimas ir gebéjimas
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kontroliuoti savo gyvenimg laikomi pagalbos vai-
kui ir Seimai tikslu. Aktyvaus socialinio dalyva-
vimo gebéjimai jgyjami tik tada, kai vaikas ir
Seima turi galimybiy veikti sudétingose, jvairiapu-
siy sgveiky reikalaujanc¢iose, situacijose (Bron-
fenbrenner, 1979). Ypac reikSmingomis laikomos
Seimos struktiira ir aplinka bei vaiko ir Seimos
nariy kasdienés sgveikos, kurios sudaro vaiko
tarpasmeniniy santykiy struktiiros pagrindg. Todél
vaikui turéty buti sudaromos ilgalaikiy, pagalba ir
besalygiska meile bei kompromisu grjsty santykiy
su suaugusiuoju galimybés (Bronfenbrenner,
1979). Tévystés gebéjimai siejami su tévy pastan-
gomis pazinti vaiko elgesj ir jj tinkamai reaguoti.
Tévystés gebéjimy stiprinimas laikomas reiks-
mingu procesu, skatinanciu vaiko raidos pazangg
(Darling, 2007). Tévai laikomi tarpininkais tarp
vaiko ir aplinkos, o vaiky aukléjimo stilius Su-
prantamas kaip tévy situacinés adaptacijos aplin-
koje atspindys (Susman-Stillman, Erickson,
2002).

Svietimo, sveikatos ir socialiné politika
turéty sudaryti salygas vaiko ugdyma(si) skati-
nanéioms sgveikoms (Bronfenbrenner, 1989, cit.
Fenichel, 2002), todél akcentuojama formali ir
neformali socialiné pagalba, uztikrinanti pozityvy
vaiko elgesj ir tévystés geb¢jimus bei vaiko ir
Seimos gerove (Susman-Stillman, Erickson,
2002). Pagalba skirstoma j (Rothery, 2001): inst-
rumentine (paslaugos, orientuotos j vaiko ir Sei-
mos poreikius), informacine (paslaugos, kuriomis
sickiama suteikti ziniy ir jgyti tam tikry gebéji-
my), emocineg (santykiy, uztikrinanéiy atviruma,
tarpusavio supratimg ir sauguma, palaikymas),
priklausymo (dalyvavimas jvairiose socialinése
bendruomenése), reiksmingy socialiniy vaidmeny
atlikimo skatinimo. Ankstyvosios intervencijos
vaikystéje programos gali buti labai jvairios ir
orientuotos j: a) tiesiogine pagalbq vaikui; b) vai-
ko ir tévy sqveikos plétojimg, Seimos nariy nuosta-
ty ir likesCiy  vaika keitima; c) tévy mokymg au-
ginti (priziuréti, aukléti, ugdyti) vaikq, jei jie sto-
koja tévystés geb&jimy; d) emocine-psichologine
teraping pagalbg Seimoms; €) darbg su visais Sei-
mos nariais, t.y. Seima kaip sistema. Ankstyvo-
Sios intervencijos programos gali biti tikslinés
(orientuotos | tiksling vaiky ar Seimy grupe) arba
universalios (atlickan¢ios prevencing, Svie¢iamajg
funkcijas), teikiamos institucijose ar namuose.
Svarbiausia tai, jog programos teikiamy paslaugy
jvairové ir intensyvumas deréty su vaiko ir Seimos
poreikiais (Korfmacher, 2002; Sameroff, Fiese,
2003), uztikrinty vaiko ir Seimos teises. Anksty-
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vosios pagalbos paradigmy kaitos kontekste aki-
vaizdi teoriné j Seimg orientuotos praktikos sam-

prata iSsamiai pristatoma 1 lenteléje.

1 lentelé

I Seimg orientuota praktika ankstyvosios pagalbos paradigmy kaitos kontekste
(Pagal Dunst, 2000; Odom, Wolery, 2003; Blackman, 2003; Moore, 2005 ir kt.)

Nuo orientacijos j vaika

’::> Link orientacijos j vaikg Seimoje / Seima

Vaiko raidos samprata

Vaiko raida suprantama kaip statiné buklé bei terapinés
vaiko ugdymo programos taikymo pasekmé. Laikomasi
klinikinio pozilrio — ugdyti vaiko geb¢jimus izoliuotai,
nesiorientuojant j jy pritaikyma vaikui jprastoje aplinkoje bei
vaiko funkcionaluma.

Vaiko raida suprantama kaip dinamiskas, abipusémis saveikomis
grindZiamas procesas tarp vaiko, §eimos ir bendruomenés. Lai-
komasi ekologinio sisteminio pozilirio — démesys kreipiamas ne
tik i vaika, bet ir j jo $eima, taip pat | bendruomeng, kurioje vai-
kas gyvena.

Paslaugy ir pagalbos orientacija

Specialisty teikiama pagalba orientuota j vaiko raidos
problemy jveikima — vaiko ,,normalizavima®“. Specialisty
paslaugos teikiamos vaikui, tiesiogiai dirbant su juo, neat-
sizvelgiant i platesnj Seimos bei socialinj konteksta.

Pagalba orientuota j vaiko ir Seimos poreikiy tenkinima bei
aplinkos ,,normalizavima®“. Specialisty pagalba teikiama, at-
sizvelgiant | vaiko aplinka ir funkcionavima joje bei orientuojan-
tis j vaiko ir Seimos jgalinima.

Pagalbos teiki

mas organizacijoje

Pagalba vaikui organizuojama specializuotose institucijose
(atotriikis tarp specialiojo ir bendrojo ugdymo). Pagalba
teikiama atskiry specialisty. Paslaugy vaikui ir Seimai stoka
dél institucijy riboty galimybiy.

Pagalba organizuojama inkliuzinéje aplinkoje, pritaikant
ugdomaja aplinkg jvairiems vaiky poreikiams. Pagalba
grindZiama jvairiy specialisty bendradarbiavimu ir teikiama
komandos principu. Paslaugy, teikiamy jvairiy institucijy, inte-
gracija, kompleksiS§kumas, orientacija i turimy istekliy panaudo-
jima.

Paslaugy teikimo reglamentas

Paslaugy teikimo sistemoje orientuojamasi j specialisty
poreikj ir jy jvairove — kuo daugiau specialisty ir terapijy.

Paslaugos ir jy teikimo forma skiriama priklausomai nuo
siekiamo tikslo, kuris numatomas kartu su vaiko $eima.

Remiantis minétais autoriais, iSryskéja i
vaika Seimoje orientuotos praktikos jgyvendinimo
prielaidos: sisteminio pozitirio j vaiko raida lai-
kymasis; pagalbos vaikui modeliavimas nattralios
vaiko aplinkos kontekste; inkliuzinio ugdymo bei
jgalinimo nuostaty laikymasis; pagalbos vaikui ir
Seimai modeliavimas, atsizvelgiant j vaiko ir Sei-
mos stiprybes; specialisty pasirengimas atlikti
jvairias, su Seimos konsultavimu, Seimos nariy
gebéjimy stiprinimu susijusias funkcijas; specia-
listy interprofesinis bendradarbiavimas paslaugas
vaikui ir jo Seimai teikiant komandos principu;
Seimos ir kity resursy telkimas ir $eimos kompe-
tencijy plétojimas; paslaugy tinklo kirimas sutel-
kiant jvairiy institucijy / bendruomeniy resursus;
paslaugy jvairove, kompleksiskumas, lankstumas,
prieinamumas; paslaugy koordinavimas.

Tyrimo rezultatai ir ju interpretacija

Tyrimas leido iSskirti tokias esmines te-
mas: ankstyvoji pagalba vaikui ir pagalba Seimai.
Toliau tekste iSsamiai pristatomos Siose temose
i§skirtos kategorijos bei subkategorijos, pateikia-
mi tyrimo dalyviy autentiski pasisakymai.

Ankstyvoji pagalba vaikui. Tyrimo rezul-
tatai rodo, jog, ugdydami specialiyjy ugdymo(si)
poreikiy turinéius vaikus, ikimokykliniy ugdymo
jstaigy specialistai ir pedagogai akcentuoja, kad
daugiausia démesio skiria: vaiko raidos skatini-
mui, ugdymui(si); pozityviy saveiky su vaiku pa-
laikymui; interprofesiniam darbui teikiant pagalbg
vaikui; palankios ugdymui(si) fizinés aplinkos
ktirimui (Zr. 2 lentele).

2 lentelé

Pagalbos vaikui sampratos struktiiriniai komponentai

Kategorija Subkategorija
Orientacija i individualias vaiko galias, stiprybes ir interesus, individualizuojant ugdyma
Vaiko raidos skatini- Orientacija j vaiko silpnasias sritis, specialiuosius ugdymo(si) poreikius
mas Socialiniy jgtidziy ugdymas, siekiant vaiko socialinio dalyvavimo
Vaiko parengimas mokyklai
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2 lentelés tegsinys

Pozityviis, draugiski santykiai su vaiku

Pozityviy pedagogy / Saveiky su vaiku individualizavimas

specialisty saveiky su Situacijy, lemianciy vaiko ugdymo(si) sékme, sudarymas

vaiku palaikymas Aktyviy, netradiciniy ugdymo(si) metody taikymas

Holistinis / sisteminis pozidris j vaiko raida

Skirtingy pozitriy suderinimas

Bendras individualios vaiko ugdymo programos kiirimas

Interprofesinis darbas | Keitimasis informacija (ne)formaliy diskusijy metu

teikiant pagalbg vaikui | Tarpusavio konsultacijos, dalijimasis patirtimi, susidiirus su iS$iikiais

Vaiky ugdymo(si) tgstinumo uZztikrinimas

Bendry ugdymo(si) strategijy taikymas sprendziant vaiko elgesio problemas

Vaiko nusiuntimas j kitas institucijas ir (ar) jose teikiamas paslaugas

Palankios Vaiko saugumo uztikrinimas

ugdymui(si) fizinés Geros vaiko savijautos ugdymo jstaigoje uztikrinimas

aplinkos kiirimas Funkcionalios ir kiirybi§kumga skatinancios aplinkos kiirimas

Skatindami vaiky raidg specialistai ir pe-
dagogai daugiausia démesio skiria individualizuo-
tam vaiky ugdymui(si):

Svarbus darbo ir ugdymo programy individuali-
zavimas, atsizvelgiant | individualius vaiko ge-
béjimus <..> stengiesi, kad jdomu jam bity
[spec. ugd. jst.]. Tai tinkamai parinktos ugdymo
formos, ugdymo medziaga, atitinkanti ir ugdanti
vaiky galimybes... kiekvienam vaikui, nepriklau-
somai nuo sutrikimo, reikia parinkti tinkamg
metodq... néra kiekvienam vaikui bendros meto-
dikos, jg turi pats atrasti [bendr. ugd. jst.].

Remiantis Monkevicienés, Glebuvienés ir
kt. (2009) tyrimo rezultatais, ikimokyklinio ug-
dymo vertybinés nuostatos, kuriy laikosi paslaugy
teikéjai, politikai ir tévai, siejamos su j vaikg ori-
entuoto ugdymo filosofija: prigimtiniy, socialiniy,
pazintiniy ir kulttriniy vaiko poreikiy tenkinimu;
vaiko ,,gyvenimo® ugdymo jstaigoje gerovés sie-
kiais; ugdymo(si) sri¢iy integracija; Siuolaikiniy
ugdymo technologijy taikymu; savaiminiu ir pe-
dagogy inicijuotu vaiky ugdymu(si) bei tinkamai
strukttiruota ugdymo(si) aplinka. | vaikg orientuo-
tas ugdymas siekia pripazinti kiekvieno ugdytinio
i§skirting verte, ragina kiekvienam ugdytiniui ies-
koti tokiy ugdymo formy ir btidy, kurie leisty op-
timaliai realizuoti jo ugdymo(si) galimybes ir as-
menybés potencialg (AliSauskas, 2004). Akivaiz-
dzios tyrimo dalyviy nuostatos ir orientacija j
vaikq gali biiti paaiskinamos specialisty funkcijas
ir atsakomybe apibrézianéiu reglamentu”®®, ku-

" LR 3vietimo ir mokslo ministro jsakymas Dél mokyklos
specialiojo pedagogo bendryjy pareiginiy nuostaty (2006-
01-14). LR §vietimo ir mokslo ministro jsakymas Dél logo-
pedy, dirbanciy mokyklose, bendryjy pareiginiy nuostaty
patvirtinimo (2006-04-08). LR Svietimo ir mokslo ministro
isakymas Dél mokyklos psichologo bendryjy pareiginiy nuo-
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riame daugiausia démesio skiriama darbuotojy
profesinés veiklos funkcijoms — sutrikimy ar kity
su ugdymu(si) susijusiy problemy jvertinimui,
pagalbos tiksly ir turinio planavimui bei realiza-
vimui, ugdymo(si) poky¢iy vertinimui ir analizei
apibrézti.

Vaiko gebéjimy optimizavimas jvairiose
srityse sudaro prielaidas sekmingam savarankis-
kam dalyvavimui, adaptyviam elgesiui besikei-
¢ian¢ioje sudétingoje aplinkoje (Odom, Wolery,
2003; Guralnick, 2005; Ozdemir, 2007). Specia-
listai ir pedagogai teigia:

Svarbu siekti rezultaty <...> smagu, kai numatyti
jgudziai — suformuoti <...> dél vaiko tobuléjimo
dirbam... kad gebéty bendrauti, jgyty Ziniy <...>
kad Zaisdamas galéty pasakyti, ko nori <...> kad
kalba pasidaryty suprantamesné <...> kad galeé-
ty savimi pasiripinti pagal galimybes... kad susi-
formuoty savitarnos jgidziai [spec. ugd. jst.].

Vaiky, turinCiy dideliy SUP, ugdymas tu-
réty biiti labiau orientuotas ] adaptacijos gebéjimy
plétojima, siekiant jy socialinio dalyvavimo ir gy-
venimo kokybés (Roberts, Arthur-Kelly ir kt.,
2005). Pedagogai ir specialistai mano, kad ugdant
vaikus, turinc¢ius SUP, svarbu skatinti jy aktyvaus
dalyvavimo galimybes:

Neturi visas gyvenimas suktis apie korekcijg —
Juk vaiko gyvenime svarbu, kad jis biity visuO-
menés narys <...> svarbus vaiky dalyvavimas
bendruose renginiuose, nes tada pasijauti jstai-
gos dalimi [spec. ugd. jst.]. Integracija — néra

staty (2005-08-04). LR $vietimo ir mokslo ministro jsakymas
Pavyzdinis auklétojo pareigybés aprasymas (2005-11-11).

8 LR Seimas. Svietimo jstatymo pakeitimo jstatymas (2011-
03-17).

® LR 3vietimo ir mokslo ministro jsakymas Dél mokyklos
vaiko geroves komisijos sudarymo ir jos darbo organizavimo
tvarkos apraso patvirtinimo (2011-04-11).
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tik tolerancija... kad priémém vaikq j grupe ir jis
Cia sédi. Ji bus tada, kai vaikq priémé visi ir jis
Cia gerai jauciasi <..> svarbiausia, buvimas
grupéje kartu su kitais vaikais, bendravimas
[bendr. ugd. jst.].

Specialistai akcentuoja, kad daug démesio
skiriama pozityviy pedagogy / specialisty sgveiky
su vaiku palaikymui, kuris uztikrina gera vaiko
savijautg ugdymo(si) proceso metu:

Svarbus Silty ir betarpisky santykiy su vaiku pa-
laikymas, geras mikroklimatas grupéje, kurj su-
kuria pedagogai — jy paprastumas, nuosirdu-
mas, kurybiskumas bendraujant su vaikais <...>
svarbu, kad vaikas biity laisvas, kad jo niekas
nevarzyty <..> komfortiskas buvimas kartu
[spec. ugd. jst.].

Interprofesinis darbas teikiant pagalbg
vaikui specialisty ir pedagogy siejamas su siste-
minio pozitirio j vaiko raidg laikymusi:

Visada problemos yra kompleksinés: jos liecia
vaikq, tévus ir pedagogq <...> siekiam visumi-
nio poziirio j problemos sprendimg — kaip pa-
deti visiems <..> kartais kalbos sunkumus
jveikti trukdo aukléjimo namuose pobudis <...>
sprendZiam Salutines problemas, kurios sunki-
na misy darbg... motyvacijos, elgesio proble-
my turintys vaikai... bendradarbiaujame, kad
iSsprestume psichologing problemg <..> kai
dirbi ir nematai progreso... kai sutrikimo jvei-
kimui trukdo vaiky asmeninés charakterio sa-
vybés [bendr. ugd. ist.].

Bendras problemy sprendimas laikomas
bendradarbiavimo proceso asimi, susidedancia i$
probleminés situacijos identifikavimo, bendry
kryp¢iy numatymo ir jgyvendinimo (Barker,
2009). Bendrojo tipo ugdymo jstaigoje specialisty
komanda, tenkinanti vaiky SUP, yra lanksCios
sudéties, t. y. suburiama aplink vaika, priklauso-
mai nuo problemos prigimties. Komandos nariy
iliustruojama bendro problemy sprendimo patirtis
atskleidzia specialisty sutelktumg, sprendziant
vaiky ugdymo(si) problemas:

Svarbu, kad galiu pasitarti <...> lengviau pri-
imti sprendimus, kai abejoju <...> nesijauciu
., miusio lauke vienisu kariu* <...> gaunu atga-
linj rysj <...> kai nesu uztikvinta, einu pasitik-
rinti, ar ta linkme darau... ji isklauso, garsiai
pasvarsto, pataria <..> komandinis darbas
svarbus, kai nebezinai, kq daryti, kaip susitvar-
kyti su vaiku <...> dalijamés patirtimi, kokioje
situacijoje galéty padéti vienas ar kitas metO-
das <...> sako: ,, Tas metodas gerai veikia“, tai
Ji per savo prizme praleidi <...> komanda rei-
kalinga, kad lengviau prie vaiko priéjimg ras-
tume [bendr. ugd. jst.].
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Specialiojo ugdymo grupéje dirbantys
specialistai ir pedagogai interprofesinio bendra-
darbiavimo esme laiko sutelktuma visuose vaiko
ugdymo etapuose (vertinimo, vaiko ugdymo pla-
navimo, ugdymo, pasiekimy jvertinimo):

Pozityvus bendradarbiavimas komandoje pasi-
mato vaikuose, jy gebéjimuose, ugdymo(si) re-
zultatuose <...> isleidom vaikq j mokyklg su to-
kiais pasiekimais... patys negaléjom patikéti sa-
vo akimis tuo, kq pasiekém. Tai buvo dél to, kad
susitarém... kad darém vienodai... mes susitel-
kem ir isleidom ,, pirmiing [spec. ugd. jst.].

Tyrimo dalyviai pazymi ugdymui(si) pa-
lankios fizinés aplinkos puoseléjimo reik§me vai-
ko saugumui ir gerai savijautai ugdymo jstaigoje
uztikrinti:

Svarbi orientacija j aplinkos pritaikymg, kad
vaikai saugiai jaustysi <...> kad neatsitrenkty,
nenugriiity, nesusizeisty <...> kad emociné bik-
lé buty gera, kad galéty vieni pabiti — namelis
atsirado <...> dazniausiai aplinka taikosi prie
Jy, o ne jie prie aplinkos — sudarai maksimalias
sqlygas, kad jiems buty geriau ir tik po to vis
maziau pritaikai aplinkg [spec. ugd. jst.].

Ugdymas, orientuotas j vaiky karybisku-
mo skatinimg ir jy aktyvy dalyvavimg ugdymo(si)
procese, yra tarsi prieSinamas su standartizuotu
ugdymu (Lubart, 2004). Karybiskumo ugdymas
siejamas su vaiky kritinio mastymo ugdymu, as-
meniniy savybiy (tolerancijos, atvirumo, eksperi-
mentavimo, individualizmo) plétojimu, pozityviy
santykiy palaikymu, kiarybiskumg skatinancios
ugdomosios veiklos organizavimu bei palankios
fizinés ir socialinés aplinkos Seimoje, ugdymo
jstaigoje ir visuomenéje kirimu. Pasak Bronfenb-
renner (1979), skatinant raida, vaiko ugdymas(is)
turéty buti siejamas su vaiko aktyvia veikla, nes
jvairioje aplinkoje pritaikomy vaiko gebéjimy
ugdymas yra sékmingas ir funkcionalus. Tyrimo
dalyviy liudijimai tai iliustruoja:

Kuriame sqglygas vaiky saviraiskai ir vaikiskam
elgesiui plétotis, o vaikus laikome aktyviais ir
kirybingais savo kultiros kiréjais <...> kuria-
me aplinkg, kuri skatinty vaiko aktyvumg, smal-
sumgq ir norq veikti. Visos priemonés vaikams
lengvai prieinamos <...> reikalingos jvairiau-
siems zaidimams, tyrinéjimams, poilsiui <..>
aplinkoje jrengtos uzdaros erdves, teikiancios
galimybiy rinktis vietq bendriems zZaidimams ar
atsiriboti nuo kity, kai to norisi... vaikams ben-
drauti sudarome sqlygas uz grupés riby... nusta-
tytomis valandomis vaikai gali iseiti j korido-
rius. Cia jie susipazZjsta, kuria bendrus Zaidimus,
mokosi orientuotis darzelio aplinkoje <...> sie-



SPECIALUSIS UGDYMAS 2013 2 (29)

kiame, kad vaikai savo aplinkoje jaustysi Seimi- mis palaikymu; betarpiska kasdiene formalia ir
ninkais [bendr. ugd. jst.]. neformalia komunikacija; specialisty ir Seimos
Pagalba Seimai. Pedagogai ir Svietimo poreikiy ir likesciy derinimu, tévy konsultavimu,
pagalbos specialistai, dirbantys ikimokyklinése aktyvaus ir lygiavercio tévy dalyvavimo siekiu (Zr.
ugdymo jstaigose, pagalbg Seimai labiau sieja ne 3 lentele).

tiek su paslaugomis, kiek su bendradarbiavimo
praktika: artimy ir draugisky santykiy su Seimo-

3 lentelé

Pagalbos Seimai sampratos struktiiriniai komponentai

Kategorija Subkategorija
Pedagogy / specialisty draugiSkumas, noras padéti Seimai
Artimy ir Tolerancija, kantrybé, lankstumas, individualizuotas bendravimas su tévais
draugisky Informacijos apie vaikg ir §eimg konfidencialumo uztikrinimas
santykiy su Pagarba tévy pozicijai, kaltinimy jy atzvilgiu vengimas
tévais palaiky- | Lankstumas pristatant vaiko problema
mas Empatija ir emociné parama Seimai
Bendravimo su tévais gebéjimy tobulinimo poreikis
Formali komunikacija
Stendai, lankstinukai (organizaciné informacija)
Vaiky darby parodos, renginiai (informacija apie vaika)
Ped tarpininkavi ialisty infc jjos té rteiki
Betarpitka edagogy tarpininkavimas (specialisty informacijos tévams perteikimas)
L Neformali komunikacija
kasdiené¢ ko- P : - :
A Kontakto su tévais uzmezgimas ir palaikymas
munikacija

Keitimasis informacija apie vaiko ugdyma(si) (turinj, procesa, pasickimus)

Susitarimas dél bendry vaiko ugdymo(si) strategijy

Kasdieniy organizaciniy klausimy aptarimas

Tikslingos organizuotos komunikacijos su tévais stoka dél organizaciniy trukdziy

Tévy edukacija,
konsultavimas
orientuotas j:

Specialisty poreikius

Individualios specialisty konsultacijos (supazindinimas su specialisto veiklos tikslais, turiniu, metodais)

Tévy dalyvavimas pedagogo, specialisto vedamoje veikloje, videodemonstravimas

Rekomendacijy teikimas terapijy / ugdymo(si) tgstinumui namuose

Laiko individualioms konsultacijoms stoka

Seimuy patiriamas problemas

Gilinimosi j Seimos patiriamas problemas stoka ir poreikis

Seimy uzdarumas, pasyvumas, neigiamos reakcijos

Tévy iniciatyvos, susidiirus su problema — reagavimas j tévams aktualius klausimus

Pagalba tévams teisingai interpretuojant vaiko elgesij

Siekis tobulinti tévy ir vaiko sgveikas

Literatliros, susijusios su tévy patiriama problema, siiilymas tévams

Paskaitos ir seminarai tévams

Informacijos apie resursus, paslaugas jstaigoje ir uz jstaigos riby teikimas

Aktyvaus ir
lygiavercio tévy
dalyvavimo
skatinimas:

Igyvendinant ugdymo(si) programa

Nepakankamas tévy pasirengimas lygiaveréiam bendradarbiavimui (nesusitaikymas su vaiko negale, laiko ir
gebéjimy stoka, kitokie likes¢iai)

Paslaugy sistema, orientuota j tiesiogine pagalbg vaikui — prielaida vienpusei atsakomybei

Seimos likesCiy iSklausymas ir atsizvelgimas j juos (nuomoniy derinimas)

Pasidalytas vaiko gebéjimy vertinimas (ziniy apie vaika namy aplinkoje kaupimas, informacijos tévams apie
vaiko raidos ypatumus, ugdyma(si) teikimas)

Abipusiy jsipareigojimy ir atsakomybés siekis (pedagogy rekomendacijy namuose laikymasis)

Vaiko ugdymo(si) pasiekimy analizé

Bendrai sprendZiant problemas

Pedagogy, specialisty ir administracijos pagalba Seimai priimant sprendimus, susijusius su vaiky ugdymo(si)
klausimais

Tarpininkavimas / koordinavimas (asmens, artimiausiai bendraujancio su Seima, skyrimas)

Dalyvaujant bendruomenés veikloje

Specialisty iniciatyvumas ir organizacijos atvirumas tévams

Santykiy tarp visy ugdymo(si) proceso dalyviy plétojimas

Neformalaus bendravimo su $eimomis plétojimo poreikis

Erdvés tévy tarpusavio bendravimui kiirimo poreikis
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Ankstyvosios intervencijos vaikystéje
kontekste itin svarbiis tévy ir specialisty pozityvis
santykiai. Tyrimo dalyviai santykius su Seimomis
apibudina kaip artimus, draugiskus, pagarbius:

Nuosirdziai, paprastai, supratingai bendrauja-
me... yra pagarba vieni kitiems <...> toleranci-
Jjos, susivaldymo, isklausymo reikia [spec. ugd.
ist.].

Saveikoms su tévais biitinas aktyvus i$-
klausymas, empatija, pozityvus poZziliris j tévus.
Nors, pasak Clay (2005), Espe-Sherwindt (2008),
komunikacija su tévais prasideda nuo pirmojo
susitikimo jsptdzio, specialisty atvirumo, taciau
Silty santykiy, sklandZios komunikacijos ir malo-
naus elgesio su tévais nepakanka bendradarbiavi-
mo praktikai pagristi. Svarbesniais laikomi tarpu-
savio pasitikéjimo ir lygiavertés galios aspektai.
Pagarba tévy pozicijai net ir tada, kai ji nesutampa
su specialisty likesciais, specialisty laikoma atvi-
rumu, pagarba ir pasitikéjimu gristy specialisty
santykiy su tévais pavyzdziu:

15 tévy atvirumo supranti, kad jis pasitiki tavimi
<...> reikia eiti paskui tévy liikescius. Jei tévai
Zengia zingsnj ir mes turime paskui juos Zengti...
Jjei jis uzdaras, nenori kalbétis, gal gauna pagal-
bg uz darzelio riby... kartais Zengi Zingsnj, at-
sargiai, nejkyriai, stebédamas reakcijg, islikda-
mas korektiskas, nes kitaip — nepazinsi jy... il-
gainiui uzsitarnauji pasitikéjimq, o jeigu jie uz-
dari, vadinasi, yra tam priezasciy... reikia pa-
garbos uzdarumui... reakcija parodo, kaip toliau
turi elgtis [bendr. ugd. jst.].

Problemos pateikimas tévams reikalauja
derinti nuomones, tinkamai pasirengti pokalbiui.
Svarbiis ir organizaciniai problemos pristatymo
aspektai (vieta, laikas, apgalvotas informacijos ir
realiy ateities perspektyvy pateikimas, vilties su-
teikimas) (Hillery ir kt., 2003). Specialistai pazy-
mi, kad pristatant tévams vaiko problemg svarbus
jautrumas ir lankstumas:

Tévai daznai skausmingai reaguoja... yra atve-
Jy, kai Seima nepripazjsta vaiko sunkumy... tada
ima kaltinti visus aplinkui <...> galvoji, kad ne-
pablogintum tévy santykio su vaiku, sakydamas,
kad darzelyje vaikas kelia problemy... labai
svarbu zinoti, kaip ir kada pasakyti, is pradziy
glostai, kad neissiggsty, paskui pradedi atsar-
giai kalbéti apie problemas... galvoji, kaip pa-
sakyti, kad nekilty pyktis <...> situacijq bandom
pateikti ne taip skaudZiai, nejucia prakalbinti
<...> bitinas jsijautimas j situacijq... gebéjimas
suprasti zmoniy jausmus [bendr. ugd. jst.].

Seimai i§gyvenant vaiko negalés situacija
bitina parama, kuri siejama su (Park, Turnbull ir
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kt., 2002; Vanclay, 2003; Carpenter, 2005; Pang,
2010): informacijos teikimu tévams apie vaiko
raidos ypatingumus, jy vertinima, ateities perspek-
tyvas, paslaugy galimybes bei emocine parama.
ISgyvenant negalés situacijg, jveikiant stigmatiza-
vimo baime, kei¢iant Seimos nariy liikes¢ius vaiko
atzvilgiu, teikiant pagalbg kiekvienam Seimos
nariui (Seimai, kaip sistemai, ir individuliai jos
nariams) Kritiniais laikotarpiais itin svarbus tin-
kamas specialisty pasirengimas. Sékmingas tévy
jsitraukimas j vaiky ugdymga yra susijes su jy pati-
riamo streso jveikimu. Tuo atveju bitina specia-
listy pagalba, padedanti sumazinti tévy ir Seimos
stresa, suteikianti informacijos, kaip gyventi vaiko
negalés situacijoje ir padéti vaikui (Pandit, 2008).
Emociné parama tévams siejama su tévy jgalini-
mu, jy gebéjimu atstovauti sau ir savo vaikui
(Park, Turnbull ir kt., 2002; Guralnick, 2005).
Tyrimai (Alisauskiené, 2003) rodo, jog Lietuvoje
tévai daznai pasigenda specialisty démesio ir pa-
ramos Seimai kritiskais laikotarpiais. Psichologiné
ir socialiné parama Seimai, tyrime dalyvavusiy
specialisty nuomone, néra suprantama, kaip jy
veiklos dalis — ji siejama su kitais resursais (insti-
tucijomis, specialistais), nes perzengia jy profesi-
niy funkcijy ir atsakomybés ribas:
Psichologinés pagalbos, palaikymo tévams labai
reikia <...> tévai daznai save kaltina <...> jeigu
nori padéti tévams, tai pirmiausia turi padéti
Jiems susitaikyti, o ¢ia jau ne misy, o socialiniy
darbuotojy, psichology darbas. Jeigu augina
vaikq su negale, tai tokig pagalbq jie turi gauti
ankstyvojoje reabilitacijoje... kad ateity tie, ku-
rie zino apie vaiko negalg, o ne tokie, kad ,,jeigu

Zesnis, tai prasom man vaikq ir rodyti is kairés
pusés “ <...> tévai ateidami pas mus turéty biti
iSéje is tos stadijos [spec. ugd. ist.].

Daznai specialisty bazinis rengimas ir
kvalifikacijos tobulinimas yra orientuojamas i
specifinius funkcinius gebéjimus, o kompetencijos
vertybiniai bei nuostaty komponentai ugdomi ne-
pakankamai (Hurth, Goff, 2002; Wang ir kt.,
2004; Porter, 2008 ir kt.). Tokia tyrimo dalyviy
pozicija gali biiti paaiskinama profesiniy funkcijy
reglamento turiniu, neuztikrintumu turimais ben-
dravimo su Seimomis gebéjimais:

Lankstumo bendraujant su Seimomis tritksta,
priéjimo prie Seimos bidus tobulinti reikia,
psichologiniy Ziniy, Ziniy apie bendravimo su
Seima kokybe tritksta [spec. ugd. ist.].

Tyrimo dalyviai akcentuoja formalios ko-
munikacijos svarba, teikdami, kad informacija té-
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vams pateikiama vaiky darby aplankuose, parodose
ir renginiuose, taciau ne visada tévy tinkamai su-
prantama. Specialisty nuomone, daZniausiai indi-
vidualia informacija apie vaika keiiamasi nefor-
malios kasdienés komunikacijos metu:
Kasdienis bendravimas svarbus <...> kalbames,
kas naujo, kas sekasi ar nesiseka, kq naujo pri-
taikem <...> pokalbiai vyksta intensyviai, kai
mamos ateina parsivesti vaiko <...> vienas pa-
sako, klausia, kitas girdi ir prisijungia [spec.
ugd. jst.].

Pasak Blue-Banning, Summers (2004) ir
kity autoriy, veiksmingai komunikacijai svarbis
Sie komponentai — kiekybé (bendravimo pastovu-
mas ir daznumas, informacijos valdymas ir koor-
dinavimas, specialisty prieinamumas), kokybé
(nevienakrypté komunikacija, jvairiuose $altiniuo-
se pateikiama informacija aiski, prieinama ir su-
prantama tévams, kalb¢jimasis su Seima jai priim-
tinu budu ir pan.). Ta¢iau pazymima, kad komu-
nikacija, vykstanti tévams pasiimant ir atsiimant
vaikus 1§ ugdymo jstaigos, néra itin reikSminga,
nes tévai skuba, turi savy plany ir yra pavarge
(Powell, Diamond, 1995). Tyrimo dalyviai teigia:

Reikéty siekti individualaus tikslingo kontakta-
vimo <...> pamatém, kad tévai suvokia infor-
macijq apie vaiko pasiekimus tik tuomet, kai tie-
siogiai pasakai... spontaniskas pokalbis — nei
tiksly, nei isvady [bendr. ugd. ist.].

Specialistai akcentuoja tikslingos komu-
nikacijos su Seimomis stokg ir svarba:

Ribotos galimybés bendrauti <...> su tévais la-
bai mazai susitinkam... kontakty ir pokalbiy ma-
za <..> tévy jtraukimas formalus. Juos sunku
prisikviesti [spec. ugd. jst.]. Aktualiausios te-
vams temos yra jvairios... labiausiai reikia ko-
mandinés diskusijos (auklétojos, specialistai, te-
vai), o ne kalbeéti to, kas neaktualu [bendr. ugd.
ist.].

Pasak Lee (2009), Mellinger (2009), tik
atviry interakcijy ir diskusijy tarp tévy ir specialis-
ty metu atsiranda galimybé pasidalyti lukesciais,
planuoti ir teikti pasitikéjimu, kompetencija, ly-
gybe ir pagarba gristag pagalba vaikui ir Seimai.
Komunikaciné erdvé svarbi inicijuojant derybas ir
atviras diskusijas, kuriose tévai skatinami drasiai
reik§ti savo nuomoneg vaiko gebéjimy, interesy
vertinimo, ugdymo strategijy planavimo klausi-
mais. Taip pat svarbu, kad tévai biity skatinami
teikti specialistams grjZztamajj ry$j apie gaunamas
paslaugas ir patiriamus sunkumus, dalytis infor-
macija apie vaikg ir Seimg bei svarbius pokycius
Seimoje (Hurth, Goff, 2002; Espe-Sherwindt,
2008; Lee, 2009).
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Tévy konsultavimas, remiantis Wesley,
Buysse (2006) tyrimo duomenimis, turéty buti
tikslingas ir orientuotas j tam tikra sritj bei grin-
dziamas specialisty ir tévy tarpusavio pasitikéji-
mu. Praktikoje tévy konsultavimas dazniau yra
orientuotas j specialisty poreikius, t.y. siekiama
supazindinti tévus su specialisto veiklos savitumu,
tikslais, turiniu bei inicijuoti pagalbos testinuma
namy aplinkoje:

Kai tévai realiai pamato, kaip dirbu su vaiku,
stengiasi tq patirtj namuose pritaikyti <...> gru-
pines veiklas irgi vadinu konsultavimu... vedziau
veiklg, tévams buvo pateiktas planas — kq jie ma-
tys... jie stebéjo uzsiémimgq... po renginio paais-
kinu tévams, kq jie maté, ugdau jy supratimg
apie korekcijg, nes jie bendro supratimo neturi
<...> korekcinj darbq pasiulau vykdyti taip, kad
jis vykty tarsi savaime... rekomendavau Zaislg
jsigyt... sieki, kad jis jnesty indélj, kas nuo jo
priklauso... jei pritaikysi kasdienéje rutinoje, re-
zultatas bus geresnis <...> konsultavimas vyksta,
kai tikslingai pasikvieciu tévg ar jy grupe ir in-
dividualiai ar bendrai kalbu, kaip galima vaikg
ugdyti namuose: kokias uzduotis atlikti, kokias
priemones naudoti <...> tai ir korekcijos testi-
numo skatinimas [bendr. ugd. jst.].

Pedagogy vaidmuo turéty biiti sicjamas ne
su tévy mokymu testi terapija namuose, bet su
tévy gebéjimu geriau pazinti vaiko raidg ir jg ska-
tinti. Bendradarbiavimas matuojamas ne tiek vaiko
ugdymosi pokyciais, kiek tévy gebéjimy padeti
savo vaikui atpazinimu ir palaikymu (Woods,
Wilcox ir kt., 2011).

Konsultuojant Seimas rekomenduojama:
ne tik skatinti tévus laikytis specialisty nurodymy,
bet ir siekti suprasti tévy situacijg ir jy patiriamas
problemas; planuoti pagalbag kuo jprastesnéje vai-
kui aplinkoje, t.y. padedant sprgsti sunkumus,
kylan¢ius Seimoje (Dunst, 2000; Talay-Ongan,
2001; Lee, 2009; Mellinger, 2009). Tyrimo daly-
viai vis délto akcentuoja tai, jog sunkumy konsul-
tuojant Seimas kyla ne tik dél menkos jy paciy
iniciatyvos ar laiko stokos, bet ir dél tévy uzdaru-
mo:

Reikéty labiau gilintis | Seimy likescius dél vai-
ky ugdymo <..> juk svarbiausia, kaip vaikui
namuose sekasi, o ne apibréztoje, misy sukurto-
je erdvéje <...> misy akcentai visai kiti — mes
gyvenam sau, o tévai — sau <...> jy kiti poreikiai
<..> mes tarpusavyje derinam darbus fodél,
kad gyvenam tuo kiekvieng dieng. Yra problemy
ir turim jas isgyventi, o dalis tévy visai apie jas
negirdi... jomis negyvena... tai ir likesciai issi-
skiria <...> patarimy tévams, kaip jiems spresti
namuose kylancias problemas, mazai teikiame
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<..> triksta tévams pasitikéjimo savimi <..>
gal tai uzdarumas? [spec. ugd. ist.].

Susidiirus su problemomis $eimoje, t. Y.
netinkamomis vaiko ir tévy sgveikomis, netinka-
mo tévy elgesio apraiSkomis, tévystés gebéjimy
stoka, ribojamos vaiko dalyvavimo platesnéje
aplinkoje galimybés (Paquette, Ryan, 2001). Tévy
jautrumo, pastangy suprasti savo vaiko poreikius
skatinimas yra vienas i§ ankstyvosios intervenci-
jos vaikystéje uzdaviniy. Teikiant pagalba Sei-
moms (tarp jy ir socialinés rizikos), pasak Haring,
Lovett (2001), specialistai turéty ypatingg démesj
skirti tévams ir padéti jiems suprasti savo vaiko,
turin€io raidos sunkumy, poreikius, elgesj ir pan.
Tyrimo dalyviai akcentuoja, kad tévams sunku
suprasti netinkama vaiko elgesj, todé¢l siekia jiems
padéti teisingai interpretuoti, kodél vaikas vienaip
ar kitaip elgiasi:

Mama atéjo pikta ant mergaités, kad ji girlian-
dos Zaisliukus isStrauko, o pasirodo, tai specia-
lioji pedagogé ismoké... kai suzinojo, mama iseé-
jo visai su kita nuostata, nes pries tai ji mané,
kad dukra neklusni <...> mama issaké pastebeé-
jimus, kad vaikas pasidaré piktas. Pasikalbeé-
jom, kad, kai yra aiski tvarka, uzsiémimai ir ga-
limybé pasirinkti veiklg, jis nebiina piktas... kad
susierzina, kai atitrauki nuo norimos veiklos
<..> kai tévams pasakai, kad Sito vaikas buvo
mokytas, tai tévai ir pastebi <...> kitu atveju jie
netinkamai interpretuoja elgesj [spec. ugd. jst.].

Ypatingas démesys ankstyvosios pagalbos
vaikui ir Seimai praktikoje turéty buti skiriamas
tévy kompetencijoms stiprinti: padéti jiems atpa-
zinti vaiko ir savo stiprybes; skatinti dométis vai-
ko ugdymu(si); padedant jgyti gebéjimy, skatinti
vaiko raida; mokyti spresti vaikui ir jiems kylan-
¢ias problemas; palaikyti tinkamas sgveikas su
vaiku namy aplinkoje ir pan. (Dunst, 2000; Talay-
Ongan, 2001; Hurth, Goff, 2002; Guralnick, 2005;
Mellinger, 2009; Lee, 2009). Pasak Espe-
Sherwindt (2008), tokia ankstyvosios pagalbos
praktika labiausiai Seimy vertinama dél to, jog
padeda stiprinti tévystés geb¢jimus, suteikia Ziniy
apie vaiko elgesj ir raidos ypatumus. Tyrimo da-
lyviy teigimu, jie siekia teikti patarimy tévams
apie saveikas su vaiku, tac¢iau daznai patiria ne-
sé¢kme dél neigiamy tévy reakcijy:

Noréjau, kad mama pastebéty, kaip galima is-
reikalauti is mergaités, naudojant trumpas inst-
rukcijas, nepataikaujant <...> mamai sakai, kad
Jji cia turi biti vadas, o ji pasimetus, nezino,
kaip elgtis... namuose gal ji ir elgiasi kitaip, bet
mergaité zino, kad mama darzelyje vadas ne-
bus... sakém — nesureagavo <..> matai, kad
mociuté nesusitvarko situacijoje... bandzZiau jsi-
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kisti, nunesiau kéde, sakau. ,, Pabandykite vaikq
ant jos sodinti*, tai ji man kéde vos ne j galvg
meté: ,, Neskis jg, trukdo* [spec. ugd. jst.].

Igalinimu grjstoje praktikoje tévy vaid-
muo iSsiplecia: tévai laikomi lygiaverciais daly-
viais, t.y. aktyviais, ieSkanciais informacijos,
sprendZianciais problemas su jvairiy grupiy na-
riais, vaiko ir Seimos interesy atstovais (Nachshen,
2004). Taciau praktikoje specialistai akcentuoja,
kad tévai néra tinkamai pasirengg dalyvauti, nes
nepasitiki savimi, nesusitaiko su vaiko negale, turi
pernelyg dideliy lukes¢iy vaiko atzvilgiu:

Svarbu, kad nebijoty, kad ateity, daugiau kalbé-
ty <...> kad pasiteirauty ar pasiulyty <...> gal
pasitiki mumis, o gal vengia pasakyti savo nuo-
mone <...> kiek su tévais kalbéta... bet pasijauti
kaltas, kad persi savo nuomong <..> tévams
triksta informacijos... nors ji sklando ore, bet
Jei nesi pasiruoSes jos isgirst... sakyk, kq nori
<...> gal tévai nesupranta misy... atrodo, Zitri j
akis, supranta apie kq kalbame, bet isgirstam
visiskai neatitinkancias realybés isvadas <...>
tévai turi iSmokti priimti vaikq tokj, koks jis yra,
padeéti jam ,,cia ir dabar”, kad jam biity gerai...
Jei tévai yra susitaike su tuo, kg turi, jie kur kas
geresni ugdymo partneriai nei tie, kurie nesusi-
taike su vaiko negale <..> jeigu tévai neigia
vaiko negale, tai kitaip supras, kq sakai, vietoj
to, kad padéty savo vaikui. Viskas priklauso nuo
to, kokioje situacijoj jie yra <...> matom, kad
problema ya ta, kad tévai nepasiruose bendra-
darbiauti [spec. ugd. jst.].

Pasak Todd (2007), tévy negebéjimas sa-
veikauti su institucija yra nattralus reiskinys, jei
jie nezino pagalbos prioritety, specialisty ir savo
vaidmens intervencijos sistemoje. Natdralu, jog
tévai, neturintys teorinio pasirengimo, nezinantys
pagalbos prioritety, nesupranta savo vaidmeny ir
galimybiy, todé¢l linke neadekvaciai vertinti situa-
cija (Alisauskiené, 2003). Kita vertus, tévy pasiti-
kéjimas pedagogais bei specialisty veiklos siste-
ma, orientuota j tiesiogine pagalba vaikui, sudaro
salygas perkelti atsakomybe¢ uz vaiko ugdyma(si)
specialistams (Hurth, 2002; Wang, 2004). Specia-
listai teigia:

Teévai galvoja, kad atéje j darzelj vaikai iSmoks
visko... tai ir ramiis... patenkinti, kad specialistas
atsakingai dirba su vaiku... mes labai norétume
abipusés atsakomybes, bet cia yra susiformavusi
sistema... specialistas dirba tiesiogiai su vaiku, o
ne konsultuoja tévus... kol neatsiras uzsienio va-
riantas, kad tu jvertini, konsultuoji ir tikrini,
kaip tévams sekasi, tol kitaip ir nebus... kitu at-
veju jie biity priversti gilintis j procesq. Dabar
Jiems tereikia pateikti prasymgq... jeigu tu uZ vai-
kq viskq padarai, tai jis irgi nustoja stengtis
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<...> Daug priezasciy ir neaiSku, kurios teisin-
giausios — gal téevy uzimtumas? <...> gal tik dek-
laruoja taip... visi laiko vienodai turim... pasikei-
tus aplinkybéms visiems laiko atsiranda <...> tik
mes manom, kad tai laiko stoka — is tiesy tévai
patys nezino, kodél palieka mums atsakomybe
[bendr. ugd. jst.].

Pagalba specialiyjy ugdymosi poreikiy tu-
rin¢iam vaikui gali bati efektyvi tik tada, kai vai-
ko problema ir pagalba jam suprantama placiame
kontekste, kai | pazinimg ir poreikiy tenkinima
jtraukiamas pats ugdytinis ir jo Seima (AliSauskas,
2004). Tyrimo dalyviai akcentuoja, kad priimant
sprendimus svarbus $eimos dalyvavimas:

Paliekame atviras duris tévy apsisprendimui,
mes tik padedam spresti problemas ir teikiam
pasiilymus... kad tévai didesnj pasirinkimg tu-
réty... kai vaizdq pilnesnj mato, daugiau Zino,
tai daugiau galimybiy apsispresti... miisy tikslas
pasiilyti aptarti galimy sprendimy pasekmes,
kad galéty pasirinkti... svarbu diskutuoti su te-
vais, pateikti klausimus taip, kad jie pamgstyty...
ir apsispresty <...> tévai priima sprendimgq at-
sizvelgdami | savo, kartais mums neZinomus,
motyvus [bendr. ugd. jst.].

Todd (2007) teigimu, ankstyvosios inter-
vencijos procese dalyvauja jvairios tarnybos ir
specialistai. Specialisty jvairové gali sukelti Sei-
moms stresa, kyla bendravimo sunkumy, todél
Siame kontekste svarbus atvejo koordinatorius,
atstovaujantis tévy interesams specialisty koman-
doje ir uztikrinantis informacijos sklaida. Kreivi-
nienés ir Perttula (2011) tyrimo duomenimis, so-
cialiniai darbuotojai galéty atlikti Seimos interesy
atstovavimo, tarpininkavimo ir paslaugy, teikiamy
skirtinguose sektoriuose, koordinavimo funkcija,
kuri yra labai svarbi Seimoms, auginanc¢ioms dide-
liy SUP turin¢ius vaikus ir bendraujancioms su
daugybe specialisty. Tai liudija ir tyrimo dalyviy
patirtis:

Auklétojoms padédavau derinti klausimus su
Seima <...> visada kazkam bina deleguota kal-
bétis su Seima. Tam, kuris, manom, kad geriau-
siai paveiks Seimg ar artimiausiai susijes <...>
kai vaiko problema keliose srityse... liecia vi-
sus... tada skiriamas zmogus kalbéjimuisi su
Seima... o specialistai, kiti pedagogai, administ-
racija padeda spresti problemg [bendr. ugd.
ist.].

Tévy dalyvavimui didele jtakg daro orga-
nizacijos kultiira, jei ji grindziama savanorystés
idéjomis ir atvirumu (Clay, 2005; Lyon, 2008).
Specialistai teigia:

Teévy iniciatyvumq formuoja pedagogy elgesys...
jei specialistai siekia visokiausiais biidais
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jtraukti tévus, tai ir atsiranda bendradarbiavi-
mas... bet yra jstaigy, kuriose nenorima, kad té-
vai dalyvauty, kad sédéty grupéje, kad kasdieng
virtuve matyty... kai papuola j jstaigg, kurioje
didziulis démesys, iniciatyvos — staiga pradeda
rodyti iniciatyvas, nes joms durys néra uztren-
kiamos [bendr. ugd. jst.].

Tévy aktyvus dalyvavimas bendruomenés
veikloje yra vienas i§ dalyvavimo ir vaiky ugdy-
mo(si) procese aspekty. Tai patvirtina ir tyrimo
dalyviai, taip pat akcentuodami galimybe visy ug-
dymo(si) proceso dalyviy pozityvioms tarpusavio
sgveikoms palaikyti.

ISvados

1. ] vaikg Seimoje ir Seimg orientuota ankstyvoji
pagalba keicia tradicing j vaikg orientuota pa-
radigma. Siame kontekste akcentuojama
(ne)formaliy, (ne)tiesioginiy paslaugy vaikui
ir Seimai svarba. Specialisty pagalba teikiama
atsizvelgiant j vaiko aplinka ir funkcionavi-
mga joje, orientuojantis j vaiko ir Seimos jga-
linimg, teikiant emocing ir informacing pa-
rama Seimoms, stiprinant vaiko ir tévy tarpu-
savio sgveikas. Pagalbos kryptys numatomos
specialistams ir Seimoms bendradarbiaujant,
atsizvelgiant | vaiko ir Seimos stiprybes, su-
telkiant Seimos ir institucijos turimus resur-
sus, palaikant lygiaverCius tarpusavio santy-
Kius.

2. Tyrimu atskleista, kad specialisty ir pedago-
gy praktika tebéra grindziama j vaikg orien-
tuoto ugdymo filosofija, kurig lemia specia-
listy profesinio rengimo ypatumai bei profe-
sinés veiklos (funkcijy, pareigy, atsakomy-
biy) reglamentas.

3. Tyrimas leido atskleisti pagalbos vaikui
struktiirinius komponentus, tokius kaip: vai-
ko raidos skatinimas, orientuojantis j indivi-
dualias vaiko galias, stiprybes ir interesus,
taip pat j vaiko silpngsias sritis, specialiuo-
sius ugdymosi poreikius; individualizuojant
ugdyma, siekiant parengti vaika mokyklai;
pozityviy saveiky su vaiku palaikymas; in-
terprofesinis darbas; palankios ugdymui(si)
fizinés aplinkos kiirimas, siekiant uZztikrinti
vaiko sauguma, gera savijautg ugdymo jstai-
goje, funkcionaluma ir ktirybiskuma.

4. Tyrimo dalyviy liudijimu, pagalba Seimai
siejama su specialisty ir Seimy bendradarbia-
vimo patirtimi. Specialisty patirtis leido iden-
tifikuoti Siuos pagalbos Seimai struktiirinius
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komponentus: artimy ir draugisky santykiy
su tévais palaikymas; betarpiska komunikaci-
ja; tévy konsultavimas; lygiavertis tévy daly-
vavimas jgyvendinant ugdymo(si) programa
ir bendrai sprendziant problemas; pagalba
Seimai priimant sprendimus, susijusius su
vaiky ugdymo(si) klausimais; tarpininkavi-
mas ir kita.

Tyrimas leido atskleisti, jog specialistai, ben-
sglygiSkai gali bti skirstomi j: sisteminio
pobudzio, organizacinio pobudzio bei pasi-
bos prioritety, j Seima orientuotos praktikos
esmés ir savo vaidmens sistemoje ribotas su-
pratimas, tévy gebéjimy ugdyti ir aukléti vai-
ka ribotumai, kintantys lukesciai vaiko at-
zvilgiu.
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The article is grounded on ecological systems’ approach. It was aimed to reveal the theoretical
concept of family-centred early support and its’ interpretations in practice. The focus was the theo-
retical conception of family-centred early support and the identification of the structural components
of early support to the child and family practice, through the experiences of professionals and peda-
gogues as research participants. The attitudes of family-centred support are analysed within the
paradigms’ change process. Data gathered using a semi-structured interview method and qualitative
content analysis revealed the structural components of support to the child and family in pre-school
education institutions; illustrated and interpreted the experiences of professionals’ and pedagogues’
in the context of an ecological systems model. A theoretical analysis maintained that family-centred
practice is replacing the traditional child-oriented paradigm. Within this context the importance of
importance of (non)formal, (non)direct services to the child and family were emphasised. Profes-
sionals’ support is provided with consideration to the child’s environment and his/her functioning,
the empowerment of the child and family, emotional and informational support to the family, and the
strengthening ofrelationships between parents and the child. The direction of the support was pre-
dicted in collaboration with professionals and parents, considering the strengths of the child and
family, using resources of the family and the institution, and in creating equal inter-relationships.
The experience of professionals and pedagogues shows that practice is still based on a child-oriented
philosophy, determined by the specialities of professionals’ initial training and the legislation of pro-

fessional activity.

Keywords: early childhood intervention, ecological systems approach, family-centred early

support.
Introduction

Background of research relevance and
problem. The documents®, which regulate early
childhood intervention (ECI) concepts, principles
and methods across Europe during the last three
decades, show the development of ideas within
this field (Alisauskiené, 2007). Various theoretical
attitudes promoted the development of early
childhood intervention practice: a new concept
was created that directly involves health, educa-
tion, social sciences and particularly psychology.
This is related with the current social situation,
which maintains that all the sciences in the field
of early childhood intervention are inter-related;
early intervention, which previously was oriented
to the child, currently is focused not only to the
child, but also to the family, community, where the
child lives (Blackman, 2003, Shannon, 2004). In
many countries there are still many challenges in
the implementation of family-centred practice.
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The current economic and social situation
in Lithuania poses new challenges to the system
of support to a child and family. Decreasing pa-
rental income, increasing levels of poverty, risk in
families, increasing unemployment, violence
against children, emigration and the social divide
experienced by residents of small towns and vil-
lages force our country to search for new and
complex ways of support that are focused on the
child’s and family’s needs. However, the system
of organisation of educational and social services
remains inflexible when adjusting to specific chil-
dren’s needs and parent’s abilities, municipalities
lack experience in complex work with families
and children’,

Reacting to gaps in the system of early sup-
port to children and families, presently our coun-

! The Order of the Minister of Education and Science of the
Republic of Lithuania. (01-03-2011). Programme for Pre-
school and Pre-primary Education Development for 2011
2013.



SPECIALUSIS UGDYMAS 2013 2 (29)

try experiences ongoing rapid changes on the po-
litical level* ** and in taking care to make early
education and early support services closer and
accessible to all children (living in remote areas,
and social risk families etc.). Complex educational
services oriented towards meeting a child’s spe-
cial educational needs are being improved, and
aim to offer support based on the ecological sys-
tems approach not only to the child but also the
family. Planning incorporates the organisation and
coordination of services provided by educational
assistance, by social support and health care insti-
tutions and non-governmental organisations, and
through the implementation of legal acts, models®
are being created aimed at the presentation of
guidelines for the implementation of collabora-
tion-based early and pre-school educational prac-
tice.

Though an ecological systems model, ori-
ented to the child in the context of the family,
support to the family is emphasized through a
methodological attitudes level. However orienta-
tion towards the child, in Lithuanian practice, is
still highlighted. Difficulties in the implementa-
tion of family—centred practice arise because of
the lack of preparation of professionals for work
with families (Alisauskiene, Cegyté, 2008) and a
lack of clear guidelines on how to provide support
to the family, and not only the child (Ozdemir,
2007). Research in this context is very meaningful

2 Decree of the Government of the Republic of Lithuania (11-
11-2009). On Approval of the Description of the Model of
Improvement of Conditions for Living and Education of
Children from Their Birth to the Beginning of Compulsory
Education.

3 The Order of the Minister of Education and Science, the
Minister of Social Security and Labour, the Minister of
Health of the Republic of Lithuania (04-11-2011). On Appro-
val of the Description of Regulations for Educational Su-
pport, Social Support, Health Care Services to Pre-school
and Pre-primary Age Children and Their Parents (Foster
Parents) Being Provided in a Complex Way.

* The Order of the Minister of Education and Science, the
Minister of Social Security and Labour of the Republic of
Lithuania. (26-04-2012). On Approval of the Description of
Estimation and Appointment of Compulsory Pre-school and
Pre-primary Education.

s AliSauskiené, S., Musteikiené, V., Zablackiené, A., Milte-
niené, L., gapelyté, 0., Kairien¢, D., Gevorgianiené, V.,
Bliumbergiené, V., Seibokiené, G., Aidukiene, T. (2011).
Methodics of Pre-school Education Services in Municipali-
ties / Examples of Law Acts for Improvement of Children’s
Education Conditions from the Birth till Compulsory Educa-
tion / Methodics for Implementation of Complex Support.
Vilnius: SPPC.
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because of the possibility to disseminate success-
ful experiences.

Aim of the research — to disclose the
theoretical concept of support to the child and
family and it’s interpretations in practice.

Research objectives: to reveal the theo-
retical concept of support to the child and family;
to identify structural components of professionals’
and pedagogues’ who provide support to the child
and family in practice; to interpret experiences of
professionals’ and pedagogues’, in the context of
family-centred theoretical attitudes.

Research sample. Pedagogues and pro-
fessionals of educational support to the child from
two pre-school educational institutions partici-
pated in the research. In the comprehensive pre-
school institution support is provided for children
with mild and moderate special educational needs
(SEN). In the specialised pre-school institution (in
the special education group) support is provided
for children with severe special educational needs.
Members (N=10) of the Child welfare committee
participated in the research: of these members
who supported the child as professionals (2 were
speech and language therapists-special needs
teachers, 2 movement correction specialists, 1
social pedagogue, 1 psychologist), 2 pre-school
education pedagogues and 2 chairs of Child wel-
fare committee. Only women with considerable
experience (average 16 years) of work with chil-
dren, who had SEN, participated in the research.

Research methodology and methods

Family-centred early support, which is
based on attitudes of ecological systems theory, is
perceived as a system of interrelated theoretical
attitudes. A systemic analysis of scientific litera-
ture allowed for the exploration of the conception
of family-centred early support and it’s compo-
nents. In the empirical research the practice of
early support for the child and family was re-
vealed and it was interpreted within the theoretical
context of family-centred support. Data was gath-
ered using semi-structured interviews, which dis-
closed the values, dimensions of successful prac-
tice and challenges experienced by the research
participants. Inductive logics and qualitative con-
tent analysis were applied in the research, which
allowed for an analysis and description of indi-
vidual subjective meanings and reflections of the
research participants. Interpretation of the re-
search data is characterised by being conscious,
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abstract, theoretically valid (Stake, 2010), i.e.
reflecting on the studies by other authors (Hatch,
2002). Interpretations have been used to explain
certain social phenomena, meanings and observa-
tions, in order to build a more comprehensive un-
derstanding of the studied reality (Hatch, 2002;
Yin, 2011).

Theoretical conception of family-centred sup-
port

New models of early childhood interven-
tion are based on the paradigm of family-centred
support (Dunst, 2000; Moore, 2005). Experiences
of western countries show that family-centred
practice is assessed as an ideal and to-be-followed
model of early support to a child and family
(Soriano, 2005) as well as the philosophy of ser-
vices for children with developmental problems
and their families (Davis, Gavidia-Payne, 2009).
Practice oriented towards the family and the
strengthening of parenting skills is related to the
social models (Dunst, 2000; Shannon, 2004):
promotion — attention is paid to positive function-
ing of a child and family; empowerment —existing
and new competences are employed; strengths-
based — support is provided when revealing the
interests of people, using their abilities; resource-
based — support is provided by employing various
resources within the wider society; family-centred
— specialists are treated as family representatives
responsible for coping with its troubles etc.

The family-centred practice is closely re-
lated to attitudes of the ecological systems theory
(Bronfenbrenner, 1979, Dunst, 2000). The eco-
logical systems theory developed by Bronfen-
brenner (1979) explains a child’s development by
experiencing direct reciprocal interactions be-
tween a child and his/her constantly changing
closest environment and a wider context. Accord-
ing to Bronfenbrenner (1979), a child’s develop-
ment is predetermined by constant interaction
between a child’s genetic (inborn) features and
his/her environment. Environment is perceived as
a composition of factors directly and indirectly
impacting on the child’s behaviour within differ-
ent systems (micro-, mezo-, exo-, makro-, chrono-
). The concept of time (chrono)characterises the
significance of stability / instability periods and
social changes in personal development.

On the ground of the ecological systems
theory, the main needs of a child can be identified.
The meeting of needs is important in the promo-
tion of a child development (Lewis, Morris, 1998,
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cited in Paquette, Ryan, 2001) These are the exis-
tance of high quality interpersonal relations with
adults, a safe environment, favourable health care
and learning possibilities, sufficient abilities that
can ensure possibilities for future self-sufficient
living and active participation in society. Active
participation and the ability to control the envi-
ronment are considered to be features of a per-
son’s maturity and the aim of support for a child
and family. Skills of active social participation are
fulfilled only when a child and family have the
possibilities to continuously act in complex situa-
tions, requiring multi-directional interactions
(Bronfenbrenner, 1979). The family structure and
environment, as well as everyday interactions
between the child and family members, consti-
tutes the basis for the child’s interpersonal rela-
tions in the future and are treated as especially
significant. Therefore, a child should be provided
with possibilities for long-term relations with an
adult based on support and unconditional love
(Bronfenbrenner, 1979). Parenting skills are re-
lated to the efforts of the parents in knowing their
child’s behaviour and n reacting to it. The devel-
opment of parental skills is considered to be a
significant process in stimulating the advancement
of a child’s development (Darling, 2007). Parents
are treated as mediators between a child and their
environment, and the style of children’s education
is perceived as a reflection of parents’ situational
adaptation in that environment (Susman-Stillman,
Erickson, 2002).

Educational, health and social policy
should provide conditions for interactions that
stimulate the child’s learning (Bronfenbrenner,
1989, cited in Fenichel, 2002); therefore, the im-
portance of formal and informal social support is
emphasised in the development of a positive ex-
pression of a child’s behaviour and parental skills
help to ensure the welfare of a child and their fam-
ily (Susman-Stillman, Erickson, 2002). Support
(formal and informal) is divided into (Rothery,
2001): instrumental (services are oriented towards
the needs of a child’s and family’s living), infor-
mational (services aimed at providing knowledge
and gaining certain skills), emotional (mainte-
nance of relations ensuring openness, mutual un-
derstanding and safety), dependency (participation
in various social communities), stimulation of
performance of significant social roles. Pro-
grammes of early childhood intervention are very
diverse and can be oriented towards: a) direct
work with a child; b) development of child-
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parents interactions; c) training of parents; d)
emotional-psychological therapeutic support to
families; e) work with all family members, i.e. the
family as a system. Programmes of early interven-
tion can be purposeful (oriented towards a target
group of children or families) or universal (carry-
ing out preventive, educational functions), pro-
vided in institutions or at home. The most impor-

tant is that the diversity and intensity of services
provided by a programme would meet the child’s
and family’s needs (Korfmacher, 2002; Sameroff,
Fiese, 2003) and ensure their rights.

The theoretical concept of family-centred
practice has been identified in the context of
changes in early support paradigms (Table 1).

Table 1

Family-centred practice in the context of early support paradigm changes
(according to Dunst, 2000; Odom, Wolery, 2003; Blackman, 2003; Moore, 2005, etc.)

From orientation towards a child

| Towards orientation to family

The conception of child’s development

Child’s development is perceived as a static condition and
the consequences of the application of a therapeutic educa-
tional programme;

= Development of child’s abilities in isolation, without
orientation to their application in environment familiar to a
child and child’s functionality — is maintained.

= Child’s development is perceived as a dynamic process based
on reciprocal interactions between a child, family and community;
= The ecological systems approach is maintained — attention is
focused not only on a child alone but also on one’s family, also on
the community where that child lives.

Orientation of

services and support

= Support provided by specialists is oriented towards coping
with child’s developmental problems — child’s “normalisa-
tion”;

= Services of specialists are provided to a child directly
working with him / her without regarding a wider family and
social context.

= Support is oriented towards meeting the needs of a child and
family as well as “normalisation” of the environment;

= Support of specialists is provided with regard to child’s envi-
ronment and functioning within it as well as focusing on empow-
erment of a child and family.

Provision of support inside organisation

Support for a child is organised in specialised institutions
(gap between special and mainstream education);

= Support is provided by separate specialists;

Lack of services for a child and family due to limited
possibilities of institutions.

Support is organised in an inclusive environment, applying the
educational environment to the children’s needs;

Support is based on the collaboration of various specialists and
is provided by applying the principle of team work;

Integration, networking, complexity of services provided by
various institutions, their orientation towards available resources
and their usage.

Regulation of

rovision of services

In the system of service provision, it is oriented towards
the need of specialists and their diversity — more specialists
and therapies.

= Services and the form of their provision are appointed depend-
ing on the purpose which is set together with child’s family.

According to previously mention authors,
presumptions of family-centred practice imple-
mentation are disclosed: the systems approach
towards a child’s development; modelling of sup-
port for a child in the natural context of a child’s
environment; maintenance of inclusive education
and empowerment provisions; modelling of sup-
port for a child and family with regard to the
strengths of the child and family; preparation of
specialists to carry out various functions related to
family consulting, development of their abilities;
interdisciplinary collaboration of specialists when
providing services to a child and family following
the principle of team work; accumulation of fam-
ily and other environmental resources and devel-
opment of family competences; creation of a ser-

vice network by accumulating resources of vari-
ous institutions / communities; diversity, com-
plexity, flexibility, accessibility of services and
the coordination of services.

Research outcomes and their interpretation

Key themes were identified in the empiri-
cal research: early support to the child and support
to the family. Further, categories and subcatego-
ries of these themes and the authentic narratives of
research participants’ are presented.

Early support to the child. Research out-
comes show that during the education of children
with special educational needs, professionals and
pedagogues of pre-school educational institutions
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emphasize: the promotion of child development;
the creation of positive pedagogues’ profession-

professional work; the creation of positive physi-
cal environments (Table 2).

als’  relationships  with  the inter-

child;

Structural components of support to the child

Table 2

Category

Sub-category

Promotion of child devel-
opment

Emphasising the child’s individual strengths, interests individualising education

Emphasising the weaknesses of the child and special educational needs

Forming of social skills aimed at their social participation

Aimed at a child’s preparation for school

Creation of positive peda-
gogues’ / professionals’
relations with the child

Positive, friendly relationships with the child

Individualisation of interactions with the child

Creation of situations leading to learning success

Application of active, non-traditional teaching methods

Inter-professional work
providing support for the
child

Holistic / systemic approach to the child development

Negotiation of different perspectives

Joint creation of the individual education plan for the child

Changing information during (non)formal discussions

Consultations, changing of experiences in case of challenges

Succession of the child learning

Application of common strategies solving problems of child behaviour

Refering the child to other institutions for the needed services

Making the child safe

Creation of positive physi-

Promotion of a child’s positive self-image

cal environment

Promotion of a functional and creativity based environment

The main focus of specialists and peda-
gogues is based on the individualised education of
children:

It is very important to individualize work with
the child and prepare individualized educational
programmes, according the individual abilities
of the child... we wish, that it would be interest-
ing for him [spec.inst.]. Properly chosen educa-
tion forms work methods and training material
which is relevant and develops opportunities for
children ... for every child, regardless of disor-
der, it is necessary to choose the appropriate
method... there is no common methodology he
must to find it himself.[compr.inst.].

Grounding on the research results ob-
tained by Monkevi¢iené, Glebuviené et al.,
(2009), the value of pre-school education main-
tained by service providers, politicians and par-
ents are related to the philosophy of child-oriented
education: the meeting of natural, social, cognitive
and cultural needs; strivings for the child’s wel-
fare in the institution of “life” development; inte-
gration of learning within the skills fields; appli-
cation of contemporary educational technologies;
informal and initiated by pedagogues in the chil-
dren’s learning and properly structured learning
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environment. The child-oriented educational tradi-
tion, without exceptions, strives to acknowledge
each child’s exceptional value, encourages them
to search for educational forms and ways for each
child to enable optimal implementation of one’s
learning abilities and personality potential
(Alisauskas, 2004). The attitudes of research par-
ticipants are oriented to the child and it can be
explained by the legal basis of professional func-
tions and responsibilities® 8 | where much atten-

® The Order of the Minister of Education and Science of the
Republic of Lithuania. On Description of General Duties for
a School Special Pedagogue’s Position. (14-01-2006).

The Order of the Minister of Education and Science of the
Republic of Lithuania. On Approval of Description of Gene-
ral Duties for School Speech Therapists’ Position. (08-04-
2006).

The Order of the Minister of Education and Science of the
Republic of Lithuania. On Description of General Duties for
a School Psychologist’s Position. (04-08-2005).

The Order of the Minister of Education and Science of the
Republic of Lithuania. The Model Description of Duties for a
Class-master’s Position. (11-11-2005).

" The Parliament of the Republic of Lithuania. The Law on
Amendment of the Law of Education. (17-03-2011).

® The Order of the Minister of Education and Science of the
Republic of Lithuania. On Formation of the School Commis-
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tion is paid to a definition of the functions of
staff’s professional performance — for assessment
of disorders or other education-related problems,
planning and implementation of aims and content,
assessment and analysis of child learning
achievements. Optimisation of child’s abilities in
various fields provides presumptions for success-
ful independent participation, adaptive behaviour
in changing the environment are getting more
complicated (Odom, Wolery, 2003; Guralnick,
2005; Ozdemir, 2007). Professionals maintain
that:
It is important to seek results <...> it is nice,
then anticipatory skills are formed <...> we are
working for the development of the child... that
he would be able to communicate with others
and gain new knowledge <...> that he could say
what he wants during play time <...> that his
language could be comprehensible <...> that he
would be able to take care of himself according
to his strengths and facilities... that he would de-
velop skills of self-care. [spec.inst.]

The education of children with severe
educational needs must be oriented towards the
development of adaptation abilities with the pur-
pose of their social participation and life quality
(Roberts, Arthur-Kelly, et al., 2005). Professionals
think that it is important to promote possibilities
for active social participation:

The life can’t be just around the correction,
class activities, because the main aim in the life
of a child is to become a member of society
<...> it is very important when children par-
ticipate in common festivals, because they can
feel part of all institutions [spec.inst.]. Integra-
tion - is not just tolerance...that we accept the
child to the group, and he is sitting there. It will
be when the child will be accepted by all and
feels good here... most importantly, educating
children with special needs, the presence in the
group along with other children, communica-
tion is the most important in life [compr. inst.]

Professionals emphasise, that it is impor-
tant to pay attention to positive emotional relation-
ships with children, which ensure a good mood of
children during learning process:

It is important to keep warm and close relation-
ship with a child, good microclimate in group,
which is created by educators, by their simplic-
ity, sincerity, creativeness during the communi-
cation with the children <...> that he could feel
free <..> that he would feel comfortable be-
tween others [spec. inst.].

sion for Child’s Welfare and Regulation of Organisation of
Its Work. (11-04-2011).
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Interprofessional work providing support
for the child is linked with the systems approach
to the child’s development:

The problems are always complex: they touch
the child, parents and teacher <...> we seek a
holistic approach to the problem’s solution -
how to help all <...> sometimes to overcome dif-
ficulties and hinder the type of education at
home... we solve secondary problems, that im-
pede our work... children with motivation and
behaviour problems... we collaborate, that we
could to solve the psychological problem <..>
when you work and do not see progress ... when
children’s personal qualities of character disturb
to overcome a disorder - capriciousness, lack of
confidence, contrariness. [compr. inst.]

Joint problem-solving is perceived as the
essence of the collaborative process, which fol-
lows from the identification of the problem situa-
tion, planning and implementation of joint direc-
tions of problem (Barker, 2009). To respond to
children’s SEN, collaboration between specialists
takes place in a team where members have a
flexible approach. In the comprehensive pre-
school institution the team of specialists’, who
meet the needs of children, is flexible, i.e. is
formed around the child depending on the nature
of the problem. The experience of problem-
solving and the cohesion of specialists’ is illus-
trated by team members’:

It is important that | can consult <...> it is eas-
ier to make decisions when | have doubts <...> |
do not feel like a “lonely solder in battlefield”
<..> | get feedback <...> when | have a prob-
lem ... when I'm not sure, | go to check whether |
am going in the the right direction... she hears
me, | can think aloud and she advises <...>
teamwork is important when you do not know
what to do, how to deal with a child <...> we
share experiences in what situation could help
one or the other method <..> says: ‘“this
method works well”, then you pass it is through
your prism <...> the team is needed to make it
easier to find the access to a child. [compr.
inst.].

The essence of collaboration is considered
as cohesion during all stages of the child’s educa-
tion (assessment, planning, educating, evaluation
of achievements) of specialists’ and pedagogues’,
who work in the special education group:

We can see positive collaboration of the team in
the children, their achievements, results of edu-
cation, that you worked and not for free <...>
we graduated the child to the school with such
achievements... we can not believe with our eyes
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what was achieved. This happened because we
agreed... we acted in the same way [spec. inst.]
Participants of research note the impor-
tance of the physical environment modification to
ensure the children’s safety and good self-feeling
within the educational institution:
It is important to be oriented to the modification
of the physical environment, that child and
othesr feel safe <...> that he wouldn’t crash,
tumble, or harm ... we used mattresses, that she
wouldn’t harm herselft <...> that child’s emo-
tional state would be good, that he could have a
placeto be alone — that’s why we build a house
<...> usually the environment is adjusted for
them, not children — you just need to create all
possible conditions, that it would be good for
them. Later they learn to adapt in the environ-
ment, to be more autonomous [spec.inst.]
Education, focusing on children's creativ-
ity and encouraging their active participation in
the educational process is contrary to standardised
education (Lubart, 2004). Creativity development,
according to the author, is associated with chil-
dren's critical and divergent thinking, develop-
ment of personal attributes (tolerance, openness,
experimentation, individualism) maintenance of a
positive relationship with the child, organisation
of creativity promotes educational activity and
favourable physical and social environment in the
development of the family, school and society.
According to Bronfenbrenner (1979), stimulating
the development, a child’s learning should be

linked to a child’s active performance and partici-
pation in the home and wider natural environment,
because the natural development of abilities appli-
cable in the home environment is successful and
functional. Research participants illustrate such
experience:
We create the conditions for children to express
themselves and assume children as active and
creative culture makers <...> we create an envi-
ronment that encourages children's activity, cu-
riosity and willingness to act. All materials for
children are readily available <...> which are
needed for a wide variety of games, exploration,
relaxation. There are indoor spaces in the
groups... providing the possibility to choose a
place for collective games or to distance them-
selves from others when they wish... we create
the conditions for children to interact outside
the group... during the special hours children
can go out into the corridors. There they can
meet new children, create collective games,
learn to orientate in the kindergarten environ-
ment <...> we want that the children can feel
like owners in their environment. [compr.inst.]
Support to the family. Pedagogues and
specialists of educational support, who work in
pre-school education institutions, support the fam-
ily links not with the services, but with collabora-
tive practice: close and friendly relationships with
parents; immediate daily formal and informal
communication; parental counselling aimed at
active and equal participation (see Table 3).

Table 3

Structural components of support to the family

Category Sub-category
Professionals’ friendliness and willingness to support family
Tolerance, patience, flexibility, individualised communication with parents
Close and Confidence of information about the child and family

friendly relation-
ship with parents

Respect to the parents’ position, avoiding blaming them

Flexibility while presenting the child’s problem

Empathy and emotional support to the family

Need for development of communication skills interacting with parents

Immediate daily
communication

Formal communication

Posters, booklets (organisational information)

Exhibitions of children work, festivals (information about the child)

Mediation of group educators (providing professionals’ information to parents)

Non-formal communication

Making contact with the parents

Changing information about the child’s education (content, process, achievements)

Agreement on common child education strategies

Solving daily organisational issues

Lack of expediency but well organised communication with parents, overcoming organisational barriers
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Continuation of the table 3

The needs of professionals’

Individual consultations of professionals’ (introducing the aims, content, methods of specialists’ activity)

Parents’ participation in the activity of pedagogues, specialists, video material demonstration

Recommendations for the succession of therapies at home

Lack of time for individual consultations

The problems, experienced by families’

Parents’ counsel-

Lack of orientation to the problems experienced by families

ling, oriented to:

Reticence, passiveness, negative reactions of families

Initiatives of parents’, while experiencing the problem - reactions to the issues of parents’

Support to the parents to properly interpret the child behaviour

Aim of parents’ — the improvement of the child interactions

Providing literature, related with the problem experienced by parents

Lectures and workshops for parents

Information about the resources and services in the institution and out of it

Implementation of educational programme

skills, different beliefs)

Lack of parents’ awareness for equal collaboration (lack of copying with child’s disability, lack of time and

System of services, oriented to the direct support to the child - presumption for the single-sided responsibility

Listening to the beliefs of family and orienting to it (negotiation of opinions)

Shared assessment of child skills (gathering information about the child at home environment, providing
information to the parents about the specifics of child development and education)

Promotion of

Mutual commitments and responsibility (application of pedagogues’ recommendations)

active and equal

Analysis of the achievements of the education of the child

parents participa- | Joint problem solving

tion:
the issues of child education

Pedagogues’, specialists’ and administration members’ support to the family to make decisions, related with

Mediation / coordination (dedication of person, who interacts with the family immediately)

Participation in the activities of the community

Initiatives of specialists and openness of organisation

Development of relationships between all members of the educational process

Need for informal communication with families

Creation of the space for communication of parents’

In the context of early childhood interven-
tion positive interpersonal relationship between
specialists and parents are very important. Re-
search participants note, that relationships with
parents can be described as close, friendly, re-
spectful:

There is sincere, simple, understanding commu-
nication, there is respect for each other <..>
there is tolerance, self-control, listening to one
[spec.inst.]

Relationships with parents are disclosed
through interpersonal interactions, characterised
by active listening, empathy, positive attitude to-
wards parents. Although Clay (2005), Espe-
Sherwindt (2008) proposes, that communication
with parents starts from the first impression,
openness of specialists, according to close rela-
tionships, fluent communication and kind behav-
iour, with parents it is not enough just to base this
on collaborative practice. Aspects of interpersonal
trust and equal power are accepted as more impor-
tant. Respect to the position of parents’, even
when it does not satisfy the expectations of pro-
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fessionals, is considered an example of honesty,
respect and trust-based relationships between pro-
fessionals and parents:
Parents openess shows that they trust you <...>
you must follow the parent’s expectations. If a
parent moves and we have to go after them ... if
he is close, does not want to talk, maybe re-
ceives help from outside of kindergarten — does
not need us currently ... sometimes doing a little
step carefully, unobtrusive, watching his reac-
tion, staying correct, otherwise — you will not
recognise him... eventually you earn the trust,
and if he is close, then there are reasons for this
... you need to respect reticence ... his reaction
shows how to continue to behave [compr.inst.]
The problem’s presentation to parents re-
quires the coordination of team opinions and
preparation for interview. There are important
aspects of organisational issues for parents as well
(location and timing, careful and thoughtful pres-
entation of information, presentation of realistic
prospects for the future and hope granted) (Hillery
et al, 2003). Professionals say that presenting the
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problem for parents with sensitiveness and flexi-
bility are very important:
Parents often painfully react when you say that
the child is doing something wrong... there are
cases where the family does not recognize the
child's difficulties ... then they begin to blame
those who surround them <...> you may think
that you will not make poor parents relationship
with the child, saying that the child has problems
in kindergarten... it is very important to know
how and when to say, first you are hoping that
they will be not afraid, then you start carefully to
talk about problems... think of how to communi-
cate in a way that will not provoke anger<...>
we have tried to present the situation not so
painful, to start conversation in very sensitive
way<...> positive thinking is necessary, empathy
for the situation... the ability to understand peo-
ple's feelings... [compr.inst.]
Family support is necessary where there is
a disabled child. This support is related to (Park,
Turnbull, 2002; Vanclay, 2003; Carpenter, 2005;
Pang, 2010): provision of information to parents
on the stages of the child’s development, their
assessment, future perspectives, service possibili-
ties and also, emotional support. When facing the
situation of disability support is helpful when as-
sessing the fear of stigmatisation, changing the
expectations of family members towards the child,
and providing support to every member of the
family (to the family as a system and individually
to its members) during critical periods. Profes-
sionals’ awareness towards the provision of such
support is important. The successful involvement
of parents in the education of their child is related
to coping with stress experienced by parents,
however, this usually needs the support of special-
ists in helping to decrease stress experienced by
the parents and families and in providing informa-
tion on how to live with the changed situation of
having a disabled child. (Pandit, 2008). Emotional
support for the parents is related to the empower-
ment of parents and their ability to advocate on
behalf of themselves and their child (Park,
Turnbull, 2002; Guralnick, 2005). Research com-
pleted by Alisauskiené (2003) in Lithuania, re-
vealed that parents often lack of the attention of
specialists at critical moments. In the opinion of
research participants psychological and social
support to the family isn’t perceived as part of
their professional activity — it is situated with oth-
ers resources (institutions, professionals), and out
of their professional roles and responsibilities:

Psychological support to parents is highly
needed <...> parents usually blame themselves
<...> if one wishes to help parents, then, first of
all, one should help them to accept it, and this is
already the work of social workers, psycholo-
gists, but not us. If they raise a disabled child,
they must have received such support in early
rehabilitation, before they come to us.

(That would come such who are aware, but not
such cases when is a child looks nicer from the
left side, please, show me that child from the left
side <...> it should assisted in accepting, in-
volving into that situation [spec.inst.].)...

Ed comment -Not sure what the above comment
means, please clarify.

Most often professional initial training fo-
cuses on specific functional abilities. However the
values and attitudes level of components of com-
petences are insufficiently developed(Hurth, Goff,
2002; Wang, 2004; Porter, 2008).This element of
the research participants position can be explained
by the content of professional functions and the
lack of trust in their abilities to communicate with
the families:

There is a lack of flexibility when we communi-
cate with families, there is the need to improve
ways to engage with the family, a lack of psy-
chological knowledge and of knowledge about
the quality of communication with the family.
[spec.inst.].

Research participants emphasise the im-
portance of formal communication, where informa-
tion for parents is presented in folders of the
child’s work, exhibitions and festivals, but parents
may not understand this information properly. The
most common form of information exchange with
parents is daily informal communication:

Everyday communication benefits from a differ-
ent expression <...> we talk about what is new,
what has been achieved and what is not, what
was new and has been applied <...> intensive
conversations occur everyday, especially when
the mother comes to collect her child <...> one
says, she asks the other, the third listens and
then joins in [spec.inst.].

According to Blue-Banning, Summers et
al (2004) the important components of effective
communication are — quantity (intensity, man-
agement of information and coordination, avail-
ability of professionals), quality (single-sided
communication, clear information presented in
various sources, communication with the family
in a flexible way). But it is stated, that communi-
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cation which takes place for parents whilst pick-
ing up their children from the institution is not
important because parents are tired or rushing and
have their mind on their own plans (Powell, Dia-
mond, 1995). Research participants maintain:
The aim should be on individual contacts
<..>we saw that parents only understand in-
Sformation about the child‘s progress when a
person tells him directly... spontaneous conver-
sation really - neither the aims nor the conclu-
sions [compr. inst.].

Professionals emphasise the lack of expe-
dient communication with families yet stress its
importance:

Limited possibilities to communicate <...> we
meet parents very seldom... there is lack of such
contact and conversations <..> parents’ in-
volvement is more formal. It is difficult to invite
them [spec.inst.]. Most relevant topics for par-
ents are very different ... the most needed are
team discussions (group teachers, specialists,
parents), and do not speak of what is not actual
[compr.inst.]

According to Lee (2009), Mellinger
(2009), only during open interactions and discus-
sions between parents and specialists is there the
possibility to share expectations, plan and provide
support based on trust, competence, equality and
respect to the child and family. A communicative
space is important when initiating negotiations
and open discussions where parents are encour-
aged to bravely express their opinion on planning
strategies for their child’s assessment of abilities
and interests as well as education. Also, it is im-
portant to encourage parents to provide feedback
on services received and on the difficulties they
face, to share information on the child and family
as well as to elucidate on any important changes
inside family (Hurth, Goff, 2002; Espe-Sherwindt,
2008; Lee, 2009).

According to the study of Wesley, Buysse
(2006), parental counselling should be targeted on
the specific area and based on the trust of the pro-
fessionals and parents. In practice such counseling
is more oriented to the needs of professionals, i.e.
they introduce their specialist services through the
activity, aims, content and promotion of support
in the home settings:

When parents really see how | work with the
child, try to apply this experience at home<...>
group activities | can also call counselling... |
lead the activity, for parents have received the
plan - what they expect to see... they observed
the session... after the event, | explained to par-
ents what they have seen, | am developing their
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awareness about the correction... because they
do not have a common understanding <...> |
suggest to do corrective work so that he gets a
sense of self that should not be too much effort...
I recommended to buy a toy... you are encourag-
ing them to make an input, which depends on
him... if you adjust it to your daily routine at
home, the result will be better<...> counselling
happens when | purposely invite parents or their
group and individually or collectively speak,
how to educate a child at home: what tasks to
perform, what tools to use<...>it is also in order
to provoke continuous correction. [compr.inst.]

Parental roles should be linked to the de-
velopment and promotion of the child’s wellbeing.
Collaboration is measured not just by the child
achievements, but also by the level of parental
skills to support the child (Woods, Wilcox et al.,
2011). During consultations it is recommended to
strive: not only to encourage parents to follow the
advice of specialists, but also to understand the
situation of parents and the problems experienced
by them, i.e. helping to solve difficulties arising in
families (Dunst, 2000; Talay-Ongan, 2001; Lee,
2009; Mellinger, 2009). Research participants em-
phasise that difficulties in parental counselling
arise not just because of a lack of their own initia-
tives or a lack of time, but also, because of their
reticence:

More in-depth attention should be paid to, the
expectations of families concerning the child s
education <...> the most important is to know
how the child succeeds at home, not in a de-
fined space created by us <...> we put the em-
phasis on different things — we live our lives,
they live theirs <...> they have different needs
<..>we match work inside the team because
we live with this every day. There are problems
we must survive, whereas parents may hear
about them... their lives are completely differ-
ent, and they do not see things in the same
way... their expectations are different from ours
<...> we always pay attention to the problems
experienced by parents in the home environ-
ment, but we very seldom deal with suggestions.
Very little <...> they lack self-confidence <...>
may be it is reticence? [spec.inst.]

Family problems may include, i.e. unsuit-
able child—parent interactions, manifestations of
the parents antisocial behaviour, lack of parental
skills, or were the child’s possibilities to partici-
pate in the wider environment are limited (Ryan,
Paquette, 2001). The stimulation of the parents
sensitiveness, i.e. endeavours to understand
child’s needs, is one of the tasks of early child-
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hood intervention. When a service is provided to
social risk families, according to Haring, Lovett
(2001), specialists must pay particular attention to
preparing parents to understand aspects related
with their child’s development, behaviour, etc.
Research participants say that it is difficult for
parents to understand properly the behaviour of
the child, for that reason, they aim to help them to
interpret correctly the behaviour of the child:
The mother became angry with the girl because
she pulls out the toys in the garland, and it oc-
curred that the special pedagogue taught
her...when she found out,and a completely dif-
ferent attitude appeared because she understood
this as miss-behaviour <..> the mother ex-
pressed her impressions about her child having
become angry. | explain to her that when the
order is clear, classes take place, when one may
choose activities, then the child is not angry...
when he gets irritated when being distracted
from an enjoyable activities <...> when you tell
them that the child has been taught something,
then parents notice this <...> in the other case,
parents interpret the behaviour inappropiately
[spec.inst.].

The main focus in the practice of early
support for the child and family should be based
on the development of parental competences: sup-
port in the recognition of the child’s and their own
strengths; the promotion of interest in their child’s
education; the promotion of their abilities relative
to an understanding of their child’s development;
teaching how to solve their own and child-related
problems and maintain positive interactions with
the child in the home environment (Dunst, 2000;
Talay-Ongan, 2001; Hurth, Goff, 2002; Gural-
nick, 2005; Mellinger, 2009; Lee, 2009). Accord-
ing to Espe-Sherwindt (2008), family-centred
practice is valued by families the most because, in
comparison to other models, it impacts on
strengthening parental skills, parental knowledge
of their child’s behaviour and developmental po-
tential. As research participants maintain, they
aim to provide recommendations for parents about
their interactions with the child, but often ineffec-
tively, because of the parent’s negative reactions :

| wanted the mother to see how it was possible
to demand that of the girl by applying short in-
structions and not always of a pleasing nature
in some situations <...> | try to say to the
mother that she must be the chief and she is lost,
doesn’t know how to behave...maybe at home
she behaves differently, but the girl knows that
the mother will not be a chief in the kindergar-
ten... we have said this — but she did not reject
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<...> we see that the grandmother does not con-
trol the situation... I tried to interfere, brought a
chair and suggested she try to sit her on the
chair, but she almost threw the chair towards
me: “Take it away — it bothers”. [spec.inst.]

In empowerment-based practice, the role
of parents in the process of support is extended:
parents are treated as active, searching for infor-
mation, solving problems as members of various
groups, representatives of child’s and family’s
interests (Nachshen, 2004). But in practice, as
professionals maintain, parents are not aware of
equal participation, because of low self-
confidence, lack of identifying with their child’s
disability or too high expectations about the
child’s abilities:

It is important that there was no fear, that one
would come freely, talk much <...> that they in-
quire or suggest what will be the best solution
<...> maybe they trust in us or avoid in saying
what their opinion is <...> so much was spoken
to parents, conversations away from others, but
in summary — you feel like being guilty for
thrusting your opinion on someone <...> there
are lots of efforts, we talk with parents, but there
is little result<...> parents lack information...
this information is in the air just one is not pre-
pared o hear it ...you can say what you want in
this moment<...> parents perhaps do not under-
stand us... it seems that she’s looking into your
eyes, understands what we are talking about,
but we hear the conclusions that are inappro-
priate to the reality <...> parents must learn to
accept their child the way one is, to help a child
“here and now” as much as to make one feel
good ... if parents have accepted what they have,
they are higher quality partners in education
than those who haven't accepted the situation of
their child’s disability <...> if parents reject the
child’s disability, then they will inappropriately
understand what you are saying, instead of
helping their own child. Everything depends on
the point where the parents are <..> we see
that the problem lies not in the fact that parents
are not ready for collaboration [spec.inst.].

According to Todd’s (2007) opinion, the
inability of parents to interact with the institution
is a natural phenomenon, because they do not
have an understanding about the priorities of the
service, the role of specialists or their own inter-
ventional system. It is natural, that parents who
don’t have any theoretical background, do not
know the service priorities, do not understand
their roles or possibilities linked to evaluate the
situation (AliSauskiené, 2003). Otherwise, parents
trust in specialists and the specialist’s activity
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system is targeted directly to the professionals
support for the child, and it enables the transfer of
responsibility for the child’s education to profes-
sionals (Hurth, 2002, Wang, 2004). Professionals
maintain:
Parents think that when they came to kindergar-
ten, their children will learn everything... they
are calm... happy, that the specialist responsible
works with their children and trust him... We
would very much like mutual responsibility, but
there is a formal system...a specialist works di-
rectly with the child, rather than consulting with
parents. If we would look at the foreign experi-
ence... specialists do the assessment, consult the
parents and check how they give therapy... in
this case they would be forced to go deeper into
the process. Now, they only have to prepare an
application... the more you do - the more you
have to do. If you do everything for the child,
then he fails to strive... it is the parent’s choice to
leave the work for us <...> there are many rea-
sons, but it is not clear which of them are truthful
— maybe parents are reticent? <...> they only
declare that they do not have time... we all have
the same amount of time... when circumstances
change we can find more time<...> only we be-
lieve, that it is a lack of time - in fact they do not
know why and leave us with the responsibility
[compr.inst.]

Educational support for a child with spe-
cial educational needs can be effective only when
the child’s problem and commensurate support are
perceived in a broad context, when a child being
educated and their family are involved in an un-
derstanding of and in meeting their needs
(Alisauskas, 2004). Research participants main-
tain that family participation is important while
making decisions:

The dooris left open for parental decisions, be-
cause we only help to solve the problems and
propose suggestions... that parents will have
more choice... as you can see a full picture, more
aware, more opportunities to decide... our goal
is to offer to discuss the possible consequences of
decisions in order they can choose... it is impor-
tant to lead a discussion with parents, ask ques-
tions that they can think... they must decide
themselves, although the parents think that the
problem must be solved by specialists... special-
ist can’t make a decision<...> parents take their
decisions based on their own, sometimes we do
not even know the motives.[compr. Inst.]

According to Todd (2007), a plethora of
specialists can cause stress to the families and
difficulties of communication with specialists,
therefore it would be effective to appoint a case
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coordinator, who will represent the interests of
the parents and ensures the spread of the informa-
tion. Kreiviniené, Pertulla (2011) with reference
to the research data, note that social workers can
facilitate the representation of the family interests
through mediation and the coordination of ser-
vices provided by different sectors, which is ex-
tremely important for families who communica-
tion with many specialists. Experiences of the
research participants tell us about such practice:
I helped the group of teachers to coordinate mat-
ters with the family <...> someone is delegated,
to talk with the family. That person is who we be-
lieve can most affect the family or is closely re-
lated with the family... where the child’s problem
is observed in various areas... whether the prob-
lem affects all ... following this other profession-
als, pedagogues, administration help to solve the
problem. [compr.inst.]

According to Lyon (2008), Clay (2005),
parental participation depends on organisational,
culture that must be based on ideas of inclusion
and openness for parental participation (welcom-
ing culture). Professionals maintain:

Parents initiative is formed by professional be-
haviour ... when specialists in all ways seek to
involve parents, and the collaboration appears ...
but there are institutions in which there is no
willingness to involve parents, they will sit in this
group, observe - see the kitchen... but when they
get in the institution where there is a lot of atten-
tion, reports, initiatives - suddenly they can be-
gin to show initiative when doors are not locked
againt them. [compr.inst.]

The activeness of parents in community
settings is one of parental participation in the di-
mentions of the child’s education. Research par-
ticipants confirmed that the possibility to maintain
positive interrelations between all participants of a
child’s educational process is important.

Conclusions

1. Family-centred early support is replacing the
traditional child-oriented paradigm. Within
this context the importance of informal, and
indirect services to the child and family is
emphasised. Professional support is provided
with a consideration towards the childs envi-
ronment and his/her functioning. Attention is
focused on the empowerment of the child and
family, emotional and informational support
to the family and the strengthening of rela-
tionship between parents and the child. Sup-
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port directions are predicted in collaboration
with professionals and parents, considering
the strengths of the child and family, using
resources of the family and institution, creat-
ing equal inter- relationships.

Research data show, that the practice of pro-
fessionals and pedagogues is still based on a
child-oriented philosophy, which is deter-
mined by the special fileds of professionals’
initial training and legislation of professional
activity (functions, duties, responsibilities).
Research revealed the structural components
of support to the child: promotion of child
development, orientation to individual abili-
ties, strengths and interests, either weak areas
of the child’s development and special educa-
tional needs; individualising education aim-
ing at child’s preparation for school; creation
of positive interactions with the child; inter-
professional work; creation of functional
physical educational environment aimed at
the safety of the child, his / her good self-
image in the institution and the promotion of
the child’s creativity.

According to the opinion of the research par-
ticipants, support to the family is linked with
the collaboration experienced between pro-
fessionals and parents. Experiences of pro-
fessionals identifed these structural compo-
nents of support to the family: close and
friendly relationships with parents; immedi-
ate daily communication; parental counsel-
ling; equal parental participation while im-
plementing educational programmes and mu-
tually problem-solving: support to the family
in making decisions regarding their child’s
education; and mediation etc.

The research revealed that professional
communication with parents raised chal-
lenges which could be conditionally grouped
in to: systemic, organisational and lack of
training based challenges — limited under-
standing of the essence of family-centred
practice, support priorities and self-role
within this system, limited parenta abilities to
educate the child and changing beliefs about
the child.

135

Literature

1.

10.

11.

12.

Alisauskas, A. (2004). Pedagogo pasiren-
gimas ugdyti moksleivj, turintj specialiyjy
ugdymo(si) poreikiy: situacijos ir kompe-
tencijy analizé, Pedagogika, 74, 18-24.
Alisauskiené, S. (2003). Specialisty ir tévy
bendradarbiavimo predispozicija ir bendra-
darbiavimo kiirimas, Specialusis ugdymas,
1(8), 129-138.

Alisauskiené, S. (2007). Early Childhood
Intervention in Lithuania in European Con-
text. Specialusis ugdymas, 16 (1), 17-26.
Alisauskiene, S., Cegyte, D. (2008). Ank-
styvosios intervencijos vaikystéje  spe-
cialisty profesinio pasirengimo turinio anal-
izé. Specialusis ugdymas, 2 (19), 79-91.
Barker, R. (2009). Making Sense of Every
Child Matters: Multiprofessional Practice
Quidance. The Policy Press.

Blackman, J. A. (2003). Early Intervention:
An Overview. In Odom, S. L., Hanson, M.
J., Blackman, J. A., Kaul, S. Early Interven-
tion Practices around the World. Baltimore:
Brookes Publishing.

Blue-Banning, M., Summers, J. A., Frank-
land, H. C., Nelson, L., Beegle, G. (2004).
Dimensions of Family and Professional
Partnerships: Constructive Guidelines for
Collaboration. Exceptional Children, 70 (2),
167-184.

Bronfenbrenner, U. (1979). The Ecology of
Human Development: Experiments by Na-
ture and Design. Cambridge MA: Harvard
University Press.

Clay, S. G. (2005). Communicating with
Parents: Strategies for Teachers. The School
Community Journal, 16 (1), 117-130.
Carpenter, B. (2005). Early Childhood In-
tervention: Possibilities and Prospects for
Professionals, Families and Children. Brit-
ish Journal of Special Education, 32 (4),
176-183.

Darling, N. (2007). Ecological Systems
Theory: The Person in the Center of the
Circles. Research In Human Development,
4 (3), 203-217.

Davis, K., Gavidia-Payne, S. (2009). The
Impact of Child, Family and Professional
Support Characteristics on the Quality of
Life in Families of Young Children with
Disabilities. Journal of Intellectual and De-
velopmental Disability, 34 (2), 153-162.



SPECIALUSIS UGDYMAS 2013 2 (29)

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24,

Dunst, C. J. (2000). Revisiting “Rethinking
Early Intervention”. Topics in Early Child-
hood Special Education, 20 (2), 95-104.
Espe-Sherwindt, M. (2008). Family-
Centered Practice: Collaboration, Compe-
tency and Evidence. Journal Compilation,
136-143. NASEN: Blackwell Publishing.
Fenichel, E. (2002). Relationship at Risk:
The Policy Environment as Context for In-
fant Development. In Fitzgerald, H. E., Kar-
raker, K. H., Luster, T. (eds.), Infant Devel-
opment: Ecological Perspectives. Routledge
Falmer, 249-267.

Guralnick, M. J. (2005). The Developmental
Systems Approach to Early Intervention.
Baltimore, Maryland: Paul H. Brookes.
Haring, K. A., Lovett, D. L. (2001). Early
Intervention and Early Childhood Services
fo Families in Rural Settings. Rural Special
Education Quarterly, 20 (3), 16-23.

Hatch, J. A. (2002). Doing Qualitative Re-
search in Education Settings. State Univer-
sity of New York Press.

Hillery, J., et al. (2003). Informing Families
of Their Child’s Disability. National Best
Practice Guidelines. National Federation of
Voluntary Bodies Providing Services to
People with Intellectual Disability, Galway.
Hurth, J., Goff, P. (2002). Assurring the
Family’s Role on the Early Intervention
Team: Explaining Rights and Safeguards.
National Early Childhood Technical Assis-
stance Center.

Yin, R. K. (2011). Qualitative Research
from Start to Finish. The Guilford Press.
New York, London.

Korfmacher, J. (2002). Early Childhood
Intervention. Now What? In Fitzgerald, H.
E., Karraker, K. H., Luster, T. (eds.), Infant
Development:  Ecological  Perspectives.
Routledge Falmer, 231-249.

Kreiviniené, B., Pertulla, H. (2011). So-
cialinio darbuotojo reprezentavimas valsty-
bingje paramos sistemoje: Seimy, esanciy
sunkios negalés situacijoje, subjektyvi
nuomongé. Specialusis ugdymas, 1 (24), 31—
41.

Lee, Y. H. (2009). The Paradox of Early
Intervention:  Families’  Participation
Driven by Professionals Throughout Ser-
vice Process. Doctor degree dissertation.
Teachers College, Columbia University.

136

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

Lyon, K. C. (2008). An Examination of Vol-
unteerism: Teacher Expectations and Par-
ent Involvement. Doctor degree dissertation.
East Tennessee State University.

Lubart, T. (2004). Individual Student Dif-
ferences and Creativity for Quality Educa-
tion. Background paper prepared for the
Education for All Global Monitoring Report
2005: The Quality Imperative. United Na-
tions Educational, Scientific and Cultural
Organisation.

Mellinger, S. L. (2009). A Survey Of The
Attitudes, Perceptions, And Practices of
Early Care and Education Staff Regarding
Parent Involvement. Doctor Degree Disser-
tation. Temple University Graduate Board.
Monkevi¢iené, O., Glebuviené, V. S.,
Stankevi¢iené, K., Joniliené, M., Mont-
vilaité, S., Mazolevskiené, A. (2009). Iki-
mokyklinio, priesmokyklinio ugdymo turinio
ir jo jgyvendinimo kokybés analizé: Tyrimo
ataskaita. Vilnius.

Moore, T. (2005). Evolution of Early Child-
hood Intervention Practice. ECIA(VC)
Consultative Forum [ziGiréta 2011-10-10].
Prieiga internete:
<http://www.rch.org.au/emplibrary/ccch/Ti
m_Moore_2010.pdf>.

Nachshen, J. S. (2004). Empowerment and
Families: Building Bridges between Parents
and Professionals, Theory and Research.
Journal on Developmental Disabilities, 11
(1), 67-75.

Odom, S. L., Wolery, M. (2003). A Unified
Theory of Practice in Early Interven-
tion/Early Childhood Special Education:
Evidence-Based Practices. The Journal of
Special Education, 37 (3), 164-173.
Ozdemir, S. (2007). A Paradigm Shift in
Early Intervention Services: From Child
Centeredness to Family Centeredness. An-
kara Universitesi Dil ve Tarih-Cografya
Fakultesi Dergisi, 47(2), 13-25.

Pandit, S. (2008). An Evaluation of Facilita-
tors of Parent Involvement in Early Inter-
vention Programs for Children with Devel-
opmental Disabilities: An Ecological Per-
spective. Doctor Degree Disertation. The
State University of New Jersey.

Pang, Y. (2010). Facilitating Family In-
volvement in Early Intervention to Pre-
school Transition. The School Community
Journal, 20 (2), 183-198.



SPECIALUSIS UGDYMAS 2013 2 (29)

35.

36.

37.

38.

39.

40.

41.

42.

43.

44,

Park, J., Turnbull, A. P., Turnbull, H. R.
(2002). Impacts of Poverty on Quality of
Life in Families of Children With Disabili-
ties. Exceptional Children, 68 (2), 151-170.
Paquette, D., Ryan, J. (2001). Bronfenbren-
ner‘s Ecological Systems‘ Theory [zitiréta
2012-06-18]. Prieiga internete:
<http://people.usd.edu/~mremund/bronfa.pd
>

Porter, L. (2008). Teacher-Parent Collabo-
ration: Early Childhood to Adolescence.
Melbourne.

Powell, D. R., Diamond, K. E. (1995). Ap-
proaches to Parent -Teacher Relationships
in U.S. Early Childhood Programs During
the Twentieth Century. Journal of Educa-
tion, 177 (3), 71-94.

Rothery, M. (2001). Ecological Systems
Theory. In Lehmann, P., Coady, N. (eds.),
Theoretical Perspectives for Direct Social
Work Practice: A Generalist-Eclectic Ap-
proach. Springer Publishing Company, Inc.
65-83.

Roberts, S., Arthur-Kelly, M., Foreman,
Ph., Pascoe, S. (2005). Educational Ap-
proaches for Maximizing Arousal in Chil-
dren with Multiple and Severe Disability:
New Directions for Research and Practice in
Early Childhood Context. Pediatric Reha-
bilitation, 8(2), 88-91.

Sameroff, A. J., Fiese, B. H. (2003). Trans-
actional Regulation: The Developmental
Ecology of Early Intervention. In J. P.
Shonkoff, S. J. Meisels (eds.), Handbook of
Early Childhood Intervention. Cambridge
University Press, 135-159.

Shannon, P. (2004). Barriers of Family-
Centred Services for Infants and Toddlers
with Developmental Delays. Social Work,
49 (2), 301-308.

Stake, R. E. (2010). Qualitative Research:
Studying How Things Work. The Guilford
Press.

Susman-Stillman, A. R., Erickson, M. F.
(2002). Ecological Influences on Mother-
Infant Relationships. In H. E. Fitzgerald, K.
H. Karraker, T. Luster (eds.), Infant Devel-
opment: Ecological Perspectives. Routledge
Falmer, 68-96.

137

46.

47.

48.

49.

50.

Talay-Ongan, A. (2001). Early Intervention:
Critical Roles of Early Childhood Service
Providers. International Journal of Early
Years Education, 9(3), 221-228.

Todd, L. (2007). Partnerships for Inclusive
Education: A Critical Approach to Collabo-
rative Working. Routledge: London and
New York.

Vanclay, L. (2003). Supporting Families an
Interprofessional Approach? In Leathard, A.
(ed.), Interprofessional Collaboration: from
Policy to Practice in Health and Social
Care. London and New York: Routledge,
158-171.

Wang, M., Mannan, H., Poston, D.,
Turnbull, A. P., Summers, J. A. (2004).
Parents’ Perceptions of Advocacy Activities
and Their Impact on Family Quality of Life.
Research and Practice for Persons with Se-
vere Disabilities, 29(2), 144-155.

Wesley, P. W., Buysse, V. (2006). Etchics
and Evidence in Consultation. Topics in
Early Special Education, 26 (3), 131-141.
Woods, J. J., Wilcox, M. K., Friedman, M.,
Murch, T. (2011). Collaborative Consulta-
tion in Natural Environments: Strategies to
Enhance Family-Centered Supports and
Services. Language, Speech and Hearing
Services in Schools, 42, 379-392.

Received 2013 12 11



