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Abstract

Introduction: This interpretive qualitative study explored professional development needs and practices for
supporting and promoting the development of special education teachers in Saudi Arabia. There is an increasing
demand for highly effective special education teachers in Saudi Arabia.

Method: Nine teachers were interviewed. The study used the interpretive approach. Semi-structured interviews
were carried out. Thematic analysis was used in data analysis. Despite positive experiences regarding the
supportive environment.

Findings: The majority of the participants expressed their frustration with workloads especially including
administrative tasks. They clearly articulated their needs for professional development in areas specific to special
education, notably more effective management of the whole process involving Individualized Educational Plans.
In particular, they sought ways of improving the instruction and student attainment based on classroom situations.

Discussion: They wished to have access to mentoring and online resources so that their needs were met. This
would require a sufficient number of experienced and knowledgeable teachers to act as mentors, a need which
could potentially be met through access to one or more digital platforms.

Keywords: Professional development, special education, special education teacher, children with special needs,
practices.
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Introduction

Professional development plays a key role in all sectors in terms of knowledge enhancement and skill
improvement. Researchers have not yet arrived at an agreement on a working definition for teachers' professional
development (Mitchell, 2013). Terms such as lifelong learning and staff development have been used
interchangeably (Crawford, 2009) without any conceptual or practical differences. However, there is some
agreement among researchers that teachers' professional development is an intentional, systematic and ongoing
process of formal and informal education taking place within either external or work-based settings (Gabriel et al.,
2011; Kyndt et al., 2016). The key aim of teacher development programs is to help special education teachers
improve their educational skills and receive training to meet government standards (Brownell, et al., 2005; Leko
& Brownell, 2009). However, the frustration of the teachers stems from the lack of professional development
activities tailored to their needs (Leko & Brownell, 2009; Vittek, 2015). Professional development in Saudi Arabia
adopted international standards implemented through international legislation, integration, supportive technology.
The curriculum of intellectual disability was also prepared, which included measurement and evaluation along
with the educational needs of students with intellectual disabilities and using appropriate strategies to meet the
needs these students (Al-Madani & Allafiajiy, 2014). Professional development of special education teachers is a
dynamic process. In this sense, advocating the professional development of these teachers means recognising the
significance of the continuing education in terms of supporting the teachers and achieving progress in education.

Education Policies and Teacher Education in Other Countries

Education policies in relation to professional development are implemented differently among other
countries. Organization for Economic Cooperation and Development (OECD) countries adopted more than 450
education reforms from 2008 to 2014 (OECD, 2015). For instance, in the United States, alternative approaches
were adopted to support teacher education within postgraduate studies (Darling-Hammond, 2010). This policy was
found to be effective in enhancing their performance, thus, leading to job retention (Darling-Hammond, 2010).
The European Unionlaunched the European Higher Education Area (EHEA) to promote higher education among
European countries in 2010 (Clarke & Hollingsworth, 2002). This initiative led to changes in the approaches of
teacher education in these countries. 90% of these countries adopted undergraduate and graduate degree system in
teacher education (Ries et al., 2016). Therefore, these countries ensured sustainable progress in their education
system to enhance professional development through post-graduate education. Similar approaches were also
adopted in Guatemala where it was found that the quality of training did not meet the expected performance
(Guzman et al., 2013). The reasons for such failures included low quality in-service training and lack of resources
to align with the goals of student learning (Guzman et al., 2013). As a result, the Ministry of Education developed
the Academic Program for Teacher Development (PADEP/D) with the aim of enhancing the quality of teacher
education programs. Previous studies on the professional development of special education teachers highlighted
the importance of continuing education at the beginning of their careers. The foundations of future teaching skills
along with the relevance of monitoring and training for these teachers were established. (Durr, 2019; Papi, 2018).

In Brazil, the difficulties experienced by special education teachers were addressed (Roveda, et al., 2014).
Ander et al. (2014) asserted the challenges of teaching as a profession and drew attention to the need of offering
pedagogical, affective and cognitive support to teachers.

Professional Development Models

Some schools have programs to help teachers move into the learning environment (Ingersoll & Strong,
2011). Nevertheless, all the programs do not provide support to special education teachers (Billingsley, 2004; Leko
& Brownell, 2009). The lack of appropriate guidance for schools (Billingsley, 2005; Leko & Brownell, 2009)
hinders the design and implementation of programs supporting special education teachers. In Saudi Arabia, the
teacher education career development is continuous through the development of the national professional standards
for educators as adopted from Council for Exceptional Children (CEC) in United States. These standards also aim
at teachers of students with intellectual disabilities in that they include regulations regarding measurement and
evaluation, planning and implementing teaching skills and using appropriate strategies and practices that are based
on theories (Algahtani, 2018; Al-Seghayer, 2014; Algahtani & Alshubrmi, 2020)

Leko & Brownell (2009) highlight the importance of cohesion and appropriate curricula. Professional
development should align with appropriate standards on a national basis (O’Gorman & Drudy, 2011). The
activities should help them link educational interventions to academic content. In addition, professional
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development should address the limitations, procedures and practices of special education (Leko & Brownell,
2009).

There are two categories of professional development including traditional and alternative (or “reform-
type”) (Desimone et al., 2002). The traditional methods typically assumes the existence of a gap in teachers'
knowledge and skills which could be filled through workshops (Clarke & Hollingsworth, 2002). These methods
include local short-term or postgraduate courses (Desimone et al., 2002). Although these foster the knowledge and
skills of the teachers, they are not sufficient (Boyle et al., 2004).

The alternative model of professional development is the 'reform-type’ or 'growth' model which
comprises “a variety of professional development activities that accompany continuous inquiry into one's
instructional practice” (Guskey & Huberman, 1995). The paradigm shift from the traditional model is reflected in
a change “from replication to reflection, from learning separately to learning together, and from centralization to
decentralization” (Hawley & Valli, 1999). The school is said to be the most suitable place for teachers’ professional
development as new competencies can only be acquired in practice (Kwakman, 2003). However, this “does not
necessarily imply situations in classrooms in real time” according to Ball & Cohen (1999) who propose that better
opportunities for teachers can be created through strategic documentation of practice, the collection of records and
materials for teaching and learning that form the basis of a professional development curriculum.

Lack of support in the early years of teaching is associated with high rates of attrition (Brownell et al.,
2005; Boyd et al., 2009). Professional growth is significant for experienced teachers as it heavily influeces the
student achievement (Kelchtermans, 2004; Sugrue & Mertkan, 2017).

Perspective of the Special Education Discipline

Special education is characterized by diverse modes and strategies to meet the needs of students with
learning, physical, emotional, and sensory needs (Algahtani, 2018) who experience diverse challenges that impede
their learning. Training for special education teachers has to be continuous to keep pace with the ever-changing
instructional practices, technologies, and laws that govern the special education discipline (Novak et al., 2009).
As special education teachers involve more in an inclusive school environment, the need is both urgent and
essential. Effective professional development activities are crucial.

Leko and Brownell (2009) stated that special education teachers who teach in an inclusive classroom
setting had the advantage of instructional support from general education teachers. However, they reported stress
that stemmed from sharing the classroom and instructional duties with general education teachers. Brownell et al.
(2005) revealed that special education teachers were poorly prepared to handle the tasks expected of them. They
quickly became overwhelmed by endless burdensome tasks, a lack of available resources, and a high incidence of
problematic behaviors of the students (Minarik et al., 2003). These teachers might work with students with learning
disabilities, emotional disorders or cognitive disabilities (Leko & Brownell, 2009) or could work as peripatetic
teachers of students with sensory impairments, or those with more than one developmental need (Williams & Poel,
2006). Some might provide instruction to students in inclusion classrooms with the support of general education
teachers. Others might work alone in self-contained special education classrooms (Manning et al., 2009; Schirmer,
2008). The discipline has been characterized by tiring paperwork and frequent meetings either for initial
assessment or monitoring progress (Vannest et al., 2010; Vannest et al., 2011). Special education teachers work
long hours with few positive outcomes for their efforts (Zabel & Kay Zabel, 2001). A review of teachers’ blogs
revealed the difficulties in terms of large class sizes, little planning time, a lack of support from colleagues and
administration, and a continuous feeling of being overwhelmed and inadequate in their jobs (Gebbie et al., 2012).
Some teachers place the blame on the workload, while some researchers blame the lack of effective teacher
education programs to train special education teachers (Brownell et al., 2005).

Special Education Development in Saudi Arabia

According to Bakhsh (2017), there is a need for in-service training for special education teachers in Saudi
Arabia. Professional development plays an important role for improving the quality of education (Almazroa & Al-
Shamrani, 2015). It is also important to overcome challenges that hinder teachers’ professional growth (Desimone,
2009; Fullan & Mascall, 2000). This is also needed for a successful education reform. It serves as a bridge between
prospective and experienced teachers to meet the new challenges of guiding pupils towards higher standards of
learning and development. It is vital that teachers update their professional knowledge to improve the quality of
education.
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The potential of research to create an empirical knowledge base is recognized (Connelly & Rosenberg,
20009; Stigler & Thompson, 2009) together with the importance of creating links between innovations in induction,
mentoring, professional development and teacher performance, satisfaction and retention (Sindelar, Brownell, &
Billingsley, 2010). Improving the quality of teacher development is needed through systematic research
(O’Gorman & Drudy, 2011). However, conceptualizing how professional development should be is not sufficient.
Buczynski & Hansen (2010) assert that teachers must practice and experiment with their new knowledge and skills
for any effective professional development. Therefore, the present study examine the practices that would improve
the professional growth of in-service special education teachers working with children who have special needs
children in Saudi Arabia.

Reid & Kleinhenz (2015) stress that it is important to adapt the intervention in order to meet social
cultural, political and economic needs of the country. Teachers indicate that professional development is
beneficial. However, Hustler et al. (2003) report considerable variation in teachers’ knowledge and understanding
of professional development. Morewood et al. (2010), state that “professional development may be perceived
differently by individual teachers”. Hence, Powell et al. (2003) indicate that teachers' perceptions of the impact of
their professional development form an important part of the evaluation of its effectiveness. The lack of
information highlights the need for the present study.

It is a concern for schools in the United States to provide special education teachers with appropriate
professional development (Berry et al., 2011; Schwartz et al., 2019). The design of professional development
programs has focused on the principles, effectiveness of these programs and the relative advantages of various
models on an international basis (Kennedy, 2005; Leko & Brownell, 2009). A review of 35 studies which focus
on the relationship between professional development, practices, and student achievement identifies positive
components of professional development programs (Darling-Hammond et al., 2017). These programs should
include coaching and support from experts, employ effective strategies and active learning, involve reflection and
feedback. They should also provide opportunities for collaboration and be focused on job-related context and
content. The professional development process should also be meaningful, organized and consistent to provide
effective support to teachers (Leko & Brownell, 2009).

Research Questions

1. How do special education teachers describe their professional learning needs in the context of their
experiences of working with children with special needs?

2. What professional development practices could improve the professional growth of special education
teachers?

Method

This study adopted a qualitative interpretive approach and included semi-structured interviews to describe
the needs of professional development for special education teachers, explore their experiences. Qualitative
research aims to understand the world from the participant’s point of view (Corbin & Strauss, 2015). Consequently,
some studies emphasize the needs of special education teachers (Brownell et al., 2017) and explore their
experiences from their perspectives. The ethical approval of this study was granted by the Ministry of Education
(reference no. 323145).

Participants of the Study

The study was carried out at the Children with Disability Association (CDA) in Jeddah (Saudi Arabia).
The CDA provides care for children with multiple and intellectual disabilities disabilities from birth until the age
of twelve free of charge. The formal approval for the recruitment of the participants was granted by the association.
The consent of the participants was received prior to the interviews. Purposive sampling was adopted to select the
research participants. Therefore, nine special education teachers working at the association were involved in the
study. Special attention was given to those teachers who were working with the children with diverse learning
needs. The experience and qualifications of the teachers were shown in Table 1.
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Table 1
Participants Characteristics
Interview no Code Gender Qualification Years of experience-age

1 SE1 Female BA in Special Education 12-36
2 SE2 Female BA in Special Education 14-38
3 SE3 Female BA in Special Education 15-39
4 SE4 Female BA in Special Education 18-42
5 SE5 Female BA in Special Education 11-35
6 SE6 Female BA in Special Education 10-35
7 SE7 Female BA in Special Education 11-36
8 SE8 Female MA in Special Education 16-43
9 SE9 Female MA in Special Education 19-45

Note: SE = special education; BA = bachelor degree; MA = master degree.

All the participants were female in CDA. All had at least 10 years of experience. Seven of them had a
bachelor’s degree in Special Education along with two having a postgraduate degree. The participants had
experiences of teaching students with disabilities including learning difficulties and multiple disabilities.

Data Collection

Data were collected during the first academic term of 2018 using in-depth semi-structured interviews. Interview
questions were prepared as a result of literature review and and three pilot interviews (See Appendix). The
participants were invited to face to face interviews that would last approximately 45 minutes in a silent
environment. Before the interview, the participants provided demographic information regarding education and
work. The interview sessions addressed the experiences of participants in terms of their work environment,
professional development activities and suggestions.

Data Collection Tools

Introduce the tools used in the study in the data collection tools section. Specify the psychometric
characteristics of each tool that is used in the study both in terms of national and international characteristics. If
the tools are developed by the researchers give all the information related to the development process and include
the last version of the tool in Appendices. The explanations regarding the title levels are given below.

Data Analysis

The data were transcribed and coded. “Codes are tags or labels for assigning units of meaning to the
descriptive or inferential information compiled during a study” (Miles & Huberman, 1994, p. 56). In this respect,
Taylor, Bogdan and DeVault (2015) assert that “qualitative researchers develop concepts, insights, and
understandings from patterns in the data” (p. 8). The researcher identified patterns through repeated words and
phrases in responses to each interview question and assigned a code. Similar codes were grouped into themes. The
codes and themes were reviewed several times to ensure accuracy. The excerpts were provided.

Research Validity and Reliability

Following transcription, each participant was provided with a copy of their transcripts to ask for
clarification where they felt it was needed (Richards, 2009) and where it was required by the researcher. As the
participants acknowledged that the transcript accurately reflected their responses and experiences, their data were
included. Thematic analysis was utilized (Braun & Clarke, 2006). Some strategies utilized to enhance
trustworthiness in the study included prolonged field work, multi-method strategies of data collection to permit
triangulation, verbatim transcription, and negative case analysis. Additional strategies were utilized to enhance
reflexivity to control the researcher’s bias.

Algahtani 2021, 22(3)



AN EXPLORATION OF SPECIAL EDUCATION TEACHERS' PERCEPTIONS OF PROFESSIONAL DEVELOPMENT 574

Findings and Discussion

The participants highlighted that they encountered ongoing challenges regarding their teaching
environments, which supported the findings of Durr (2019). These included technical challenges and issues related
to individualized educational plans (IEPs). As for the first research questions, three themes were observed and
they included: Professional experience, technical issues and challenges of special education; collaboration,
teamwork, and support.

Professional Experience

All the participants expressed that the teaching environment was very challenging for them. For example,
the participant (SE3) stated in the following: “My work environment is challenging all the time. | plan for more
than five children, attend in-service sessions, and in between all of that, there are IEP meetings, and endless study
meetings. I work days, nights and weekends and yet... I am not prepared to handle the paperwork, children’s
behaviors, their learning needs, and curricula, and | am not prepared.” This participant complained about the
work environment and caseload. These statements showed that the teachers experienced challenges that included
preparing the 1EPs of the students and adapting curricula to meet the instructional needs of their students.

These data suggested that professional development activities that addressed the technical aspects of
special education would support the teachers. Therefore, an examination of the professional experiences of special
education teachers is paramount to identifying the needs of the teachers to support their learning process.

Technical Issues and Challenges of Special Education

The participants highlighted that particular problems and stress were prevalent due to the duration of the
IEP meetings. Some participants found the paperwork boring, while most suggested that more time should be
allocated to preparing lessons and communicating with parents. SE2 made the following statements: “In my eleven
years of teaching and three years with this group of children, | still find it hard to meet the expectations of my job.
We all do. It is hard to stay on top of everything. | spend a long time writing IEPs and completing special education
paperwork...it’s really boring.”

SE4 also noted that insufficient attention was given to support teachers in the preparation of IEPs:
“Special education commitment is so significant as you deal with legal requirements like meeting IEP deadlines,
and writing appropriate IEPs, and yet | have had only three in-service sessions on this so far, even though we now
have monthly professional development activities at the center.”

Five participants highlighted difficulties in adaptating the curricula to meeting the instructional needs of
special education students. SE9 made the following statements: “There is a lot of preparation. | have to adapt my
teaching strategies, activities and interventions to what is written in the IEP for each child. | spend too much time
doing this and sometimes get frustrated.”

The participants shared their experiences and thought this challenge was even more difficult and
frustrating for new teachers. SE5 said that she had spent the first few years thinking of quitting the job as she felt
inadequate and stated that she was “still submerged by the amount of work. It is difficult to stay on top of
everything.”

These challenges cause more stress in special education centers as every single child in the class requires
additional preparation and paperwork. Advice is only available from teachers who finds more efficient ways of
doing this according to the teacher receiving education abroad.

Geiger et al. (2014) highlighted the lack of time to effectively prepare, plan and teach to achieve IEP
objectives. Alnahdi (2014) reported that some special education teachers in Saudi Arabia divided classes of eight
or more students into two groups and prepared a single IEP for each group. This did not consider the guidelines
including national policies and standards which specified that each child must have his or her own IEP.

Most of the participants experienced technical challenges in the teaching environment. This suggested
that professional development activities that addressed these challenges would support special education teachers.

Collaboration, Teamwork, and Support
The participants stated that they collaborated with the parents. In the absence of collaboration, they
continued to phone them, send letters and provide information about how to help students with assignments.
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However, few parents did not respond or show any interest. The teachers highlighted family involvement and
support effective educational programs, even though they were not always been able to engage the family
members.

SE5 stated that children with Autism Spectrum Disorders (ASD) showed progress when parents were
involved: “It affects them a lot. I'm sure about that, but I think if I can communicate with the parent, if we can be
on the same page, it’s huge.” SE3 reported that a caring and accepting attitude assisted her to develop positive
parent-teacher relationships: “I have had really good experiences with the parents of children with Down
syndrome...One of the parents once said that they think he/she understands them, and I kind of think I do...1I think
that they know that I'm willing to work with their children too, and that’s really all a lot of them want ...just
somebody that’s going to accept their child.”

McCoach et al. (2010) asserted that parent involvement could predict whether students would achieve in
the educational program. Although training is provided to parents, their constant and consistent involvement may
not be ensured (Murray & Mandell, 2006). Ongoing communication is essential.

Four themes were observed regarding the second research question: On-going communication, technical
support, center support, collective support. The participants reported the need for professional development
activities that were technical in nature and included laws and regulations, IEP preparation and paperwork.

On-going Communication

The importance of on-going communication emerged as a theme. All the participants found this vital for
effective educational programs in terms of facilitating family involvement and positive parent-teacher
relationships which in turn supported achievement of the goals.

SE7 commented that her relationship with parents was one of her “strongest areas” as a result of ongoing
communication. She also utilized a school-home note system as she explained in the following: “What | do is
always becoming really close to my parents. I communicate with them every day...it’s very, very important in my
experience to have this good communication. And I fill a notebook every day on every child. | try my very best to
receive as much detail as possible so that parents can work on this at home.” Another participant (SE6) made the
following statemtents: “l try to talk to parents when they bring their children to school each day, asking how their
child is and behaves at home. Then | can suggest strategies that can help the parents at home as well as the child
so they may be more likely to use them.”

The responses revealed commonalities in the perceptions of their work environment. They also noted that
initial teacher education did not include skills of establishing and maintaining effective relationships with parents,
and did not adequately cover the IEP preparation (in particular, how to handle multiple IEPs in classes of eight or
more children). All of these statements reflected their learning needs which were categorised under technical
support, centrer support, and collaborative support.

Unfortunately, most of teachers do not particularly have the skills they need to communicate beneficially
with parents (Nel & Luneta, 2017). As communication skills are essential to engaging families in the education
process, Olsen (2015) indicates that teacher preparation and professional development programs ought actively
enhance communication skills for teachers.

Technical Support

All the responses reflected the need for professional development relevant to their responsibilities. One
of the problems of current in-service provision was that although monthly sessions were offered, these sessions
did not address some of the critical issues that the teachers were facing. Six participants referred to this issue. For
example, SE4 highlighted that “none of the activities aimed at adapting curricula to special education students
and learning styles”, while SE6 stated that “no help was offered in planning for eight or even twelve children at
the same time.” The participants expressed that their in-service training helped the instruction. However, this
training did not adequately prepare them for the teaching environment. This suggested that special education
teachers would benefit from professional development. Both the administration of the association and the Ministry
of Education of Saudi Arabia could take these findings into consideration to establish a professional development
process for special education teachers.
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Center Support

All the participants received different levels of support, partly because they had various needs and
preferred different types of support. SE5 would have liked to have mentoring support but she sought support from
other special education teachers as this was not officially provided. These teachers helped her with paperwork and
other formal procedures including the preparation of attendance reports. Although professional development
activities were routinely offered, a mismatch was seen between individual needs and the implementation of the
program. Some participants were able to adapt the curricula to their own students (SE3 and SE6), some could not
make any adaptation (SE2 and SE). For example, SE2 stated the following: “Sometimes | learn a good idea but
I cannot see how I can make it work with my children...there is not enough space or equipment in my classroom.
Sometimes | think [an idea] would have been perfect for my class five years ago but not for the children | have
now. | want to talk about how to help the children I have now.”

Four participants referred to the difficulty of transferring the knowledge from in-service sessions into
classroom skills, while SE8 highlighted the benefits of exploring new ideas following an international workshop
she had attended. All the participants recognized that inexperienced teaachers would need much more support than
the one which was offered.

Collective Support

All the participants mentioned that there was not enough coaching or mentoring due to the number of
available mentors to support all the teachers effectively. They demanded support from experienced special
education teachers through a digital platform as part of the professional development. Four of them were surprised
to find out that some countries had access to this support following their investigation in the internet. For example,
SES5 stated the following: “There are advanced digital platforms for professional learning for teachers out there.
I wish | had one for my students. In some countries where they have inclusion schools | believe special education
teachers can receive help from the teachers and can also have assistant teachers and group instruction as well as
websites for professional development. This is too difficult for us right now, we have so many changes, but a
professional development platform could really help us.”

Teachers could be assigned to the platform and their working schedule could be made flexible in terms
of planning the instruction and activities with their mentoring team. They could benefit from this support, guidance
and feedback. Peer observations could also be an option in the process of acquiring further skills.

Although all the participants were willing to help each other, they mentioned it was almost impossible to
find the time to have a meeting due to their workload. Five participants stated it would be better if they could
arrange their own schedule through an electronic platform.

Special education centers employ a variety of professional development practices and programs.
However, this study showed that not all of these provided effective support for the teachers.

In line with Schirmer (2008), professional development needs to be relevant to the discipline and address
issues and challenges highlighted by the teachers themselves. In this study, the participants focused on the
preparation of IEPs that would meet the needs of their students. The demand for coaching, mentoring and collective
support were in parallel with the recommendations of Darling-Hammond et al. (2017). The modeling, active
learning, feedback and reflection were implicit rather than explicit in the responses. This may be attributed to the
lack of exposure of the participants to a constructivist approach to teacher education (Algahtani, 2018).

The current professional development programs could be made more meaningful, organized and
consistent in line with Leko and Brownell (2009). These should consider the needs and goals of the teachers and
achieve national education standards (Council for Exceptional Children [CEC], 2009; Leko & Brownell, 2009).
The first step is to describe the needs of the teachers either through a survey or, ideally, through meetings between
school administration and teacher. These should form a major part of these programs in which teachers could
participate to address their needs (Billingsley, 2005; CEC, 2015). However, new graduates might be less likely to
identify these specific needs when they probably feel they have everything to learn. The participants of the study
emphasized the importance of support for new teachers. According to their statements, a comprehensive program
based on the experiences and needs of teachers with at least two year’s experience could be developed. This should
focus on developing the necessary skills for delivering quality instruction (Brownell et al., 2005; Duffy & Forgan,
2005; Ingersoll & Kralik, 2004). Professional development for special education teachers emphasize on academic
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content (Leko & Brownell, 2009) to ensure that children have the best possible access to the general education
curriculum.

Forming a mentor team could support this development process both for new and experienced teaachers
(CEC, 2015; Leko & Brownell, 2009). Mentors could include colleagues or experts available through an electronic
platform. The colleagues would help to create a collaborative environment which is considered essential by Leko
and Brownell (2009).

According to The No Child Left Behind Act (NCLB) and Individuals with Disabilities Education Act
(IDEA), more special education students need to receive instruction in general education classrooms with their
peers to ensure their access (Snell & Brown, 2005). Special education teachers in resource and self-contained
classrooms must also have access to academic content that matches their learning needs. Due to these requirements,
special education teachers are expected to be highly qualified in the academic content they teach. However, special
education teachers might work without required certification or coursework in special education (Brownell et al.,
2005; Leko & Brownell, 2009). The fact that special education teachers might not be prepared for the teaching
environment supports the need for the school to provide them with professional development activities.

Professional development is an emerging concept. The centers need to continue to explore professional
development practices to support the teacher. They are also supposed to include all stakeholders in this process.
Furthermore, the Ministry of Education should implement and sustain this process to support the teachers through
the identification and selection of mentor teachers. Mentors should be from the same discipline, grade level, and,
or subject area. The centers need to provide mentors with training that takes the goals of the special education into
account. The development process should include supportive policies and procedures. Finally, the special
education centers need to conduct program evaluation to identify whether the process works, and to collect data
to find out if the program needs adjustment.

Conclusion

The participants emphasized the importance of the continuing technical challenges in terms of paperwork,
IEP preparation and meetings. Adapting the IEP into curriculum and the delivery of this were highlighted as further
challenges. On the other hand, collaboration, teamwork, and ongoing communication were reported to be among
positive aspects of their role. There was a need for this development in the early years of profession along with
the support provided by the experienced teachers. Previous studies also confirm that opportunities for professional
development should be offered on a consistent and relevant basis. This should be an ongoing process that requires
curricula, organisation, and a supportive framework which includes mentors. The access to expert teachers via an
electronic platform would address the teacher needs an effective professional development process would benefit
special education teachers by helping them bridge the gap between theory and practice. Moreover, it would assist
experienced teachers by providing motivation and helping them update the knowledge and instructional
techniques.

Limitations and Suggestions

This study, qualitative in nature, may not be appropriate for quantifying the extent to which professional
development education impacts the teacher performance. A quantitative approach such as surveys should be used.
Various data collection methods could also be utilized contrary to this study which includes one (Creswell, 2013).
The findings from the participants of the study may also be hard to generalize. Therefore, a large number of
teachers along with the officials working at the Ministry of Education and policy makers should be included. Other
stakeholders may also be interviewed, in addition to teachers.
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Appendix
Interview Guide

Introduction

Thank you very much for agreeing to take part in this interview. My name is Faris Algahtani and | am Assistant

Professor at University of Jeddah doing research about “An Exploration of Special Education Teachers'
Perceptions of Professional Development™. I will record our interview. If you are unhappy about it, I can
switch it off. This duration of this interview might be between 45 and 50 minutes. You can also withdraw
from this interview at any time.

Switch on voice recorder

Warm-up questions

Can you please briefly describe your professional background?

Can you tell me how long you have been working in CDA center?

Have you worked in another center before?

1. Including this academic year, how many years of teaching experience do you have?

2. Including this academic year, do you have any experience of working with children with special needs?

3. What kind of undergraduate degree do you have?

4. Which classroom setting/services describe your teaching assignment? (Self-Contained Classroom,
Consultation, or Monitoring Services)?

5.  What grade(s) do you teach or support?

6. What content areas do you teach or support?

7. How many students do you provide service/support?

8. What is the disability or what are the disabilities of the students you service/support?

9. Describe your work environment.

10. Describe your challenges as a special education teacher.

11. Describe the areas of your preservice training that you feel that helped you prepare for the teaching
environment.

12. Describe support available to you in your Center or in city that promotes your professional growth as a
special education teacher.

13. Specifically, how has the support provided by your center helped your professional growth as a special
education teacher?

14. Discuss your job responsibilities which you are expected to perform and are not covered in professional
development activities provided by your center.

15. What kinds of professional development would help special education teachers?

16. This is a three-part question:

a) Does your center offer professional learning community?

b) If so, do you participate in a professional learning community in your center?

c) Ifso, what areas did it help for your growth as a beginning special education teacher?

17. At this point, please ask questions you may have or provide comments.

Conclusion

I think we have covered all the interview questions today; do you have anything you would like to add?

Do you have anything you want to ask me about?

I highly appreciate your contribution for this study. Everything will be confidential and anonymous. | would be more than glad
to respond if you contact me in the future regarding any interview question.

Now | will switch off the voice recorder.

Algahtani 2021, 22(3)



Ankara Universitesi Egitim Bilimleri ARASTIRMA
Fakiiltesi Ozel Egitim Dergisi L N
Gonderim Tarihi: 17.03.20

Kabul Tarihi: 28.11.20
2021, 22(3), 569-589 Erken Goérinim: 25.01.21

Ozel Egitim Ogretmenlerinin Mesleki Gelisim Algilarinin incelenmesi

Faris Algahtani*="?

Oz
Giris: Bu arastirmanin amaci Suudi Arabistan’da 6zel egitim Ogretmenlerinin mesleki gelisimlerinin
desteklenmesi igin gereksinimlerini ve ger¢eklestirilen uygulamalari 6gretmenlerin goriislerine gore incelemektir.

Yontem: Arastirmada nitel aragtirma yaklasimi benimsenmis 9 6zel egitim 6gretmeniyle yari yapilandiriimig
goriismeler gerceklestirilmistir. Goriismelerden elde edilen bulgular tematik analizle ¢oziimlenmistir.

Bulgular: Katilimcilarin ¢ogu, 6zellikle idari gérevleri igeren is yiikii konusunda yasadiklar1 hayal kirikliklarim
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aramiglardir.

Tartisma: Ogretmenler ihtiyaclarinin karsilanmasi icin mentorluk ve ¢evrimici kaynaklara erisim istediklerini
ifade etmislerdir. Bu durum bir ya da daha fazla dijital platforma erisim sayesinde karsilanabilen bir ihtiya¢ olarak
deneyimli ve bilgi sahibi pek ¢ok 6gretmenin mentor olarak rol oynamasini gerektirmektedir.

Anahtar sozciikler: Mesleki gelisim, 6zel egitim, 6zel egitim 6gretmeni, 6zel gereksinimli 6grenciler, uygulamalar.
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Giris
Mesleki gelisim bilgi ve becerilerin artmast igin her sektérde 6nemli bir rol oynamaktadir. Arastirmacilar,
ogretmenlerin mesleki gelisimleri igin heniiz islevsel bir tanim {izerinde anlagsmaya varamamislardir (Mitchell,
2013). Yasam boyu 6grenme ve personel gelisimi gibi kavramlar, kavramsal ya da uygulamadaki farkliliklar g6z
ontinde bulundurulmaksizin siiregen mesleki gelisim kavramimin yerine kullanilmistir (Crawford, 2009). Buna
karsin, arastirmacilar, 6gretmenlerin mesleki gelisim tanimina iliskin is yerinde ya da disinda gergeklesen, resmi

olan ya da olmayan amagcli, sistematik ve siiregen egitim, dgretim, 6grenme ve destek etkinlikleri olarak fikir
birligine varmiglardir (Gabriel vd., 2011; Kyndt vd., 2016).

Ozel egitim Ogretmenlerinin mesleki gelisim programlarmin temel hedefi, dgretmenlerin gretim
becerilerini gelistirmek ve bakanligin belirledigi standartlari karsilamalari igin egitim almalarini saglamaktir
(Brownell vd., 2005; Leko & Brownell, 2009). Buna ragmen, 6gretmenler gereksinimlerini temel alan mesleki
gelisim faaliyetlerinin eksikliginden hayal kirikligi yasadiklarmi siklikla belirtmektedirler (Leko & Brownell,
2009; Vittek, 2015).

Bakhsh (2017), Suudi Arabistan’daki 6zel egitim 6gretmenlerinin mesleki gelisimleri i¢in geleneksel
yollarin ve uygun olmayan yontemlerin kullanildigina vurgu yapmis hizmet i¢i egitimlere gereksinim oldugunu
belirtmistir. Mesleki gelisim imkanlarmin kisithiligi 6gretmenlerin gelisimini engellemekte; 6gretmenler egitim
ortamlarinda faydalanabilecekleri yeni deneyimlere erisim saglayamamakta bu yiizden de 6gretimin etkililigi
kisitlanmaktadir (Almazroa & Al-Shamrani, 2015). Bireysel gelisim ve okullarin gelistirilmesi arasindaki baglarin

zayif olmasi (Fullan & Mascall, 2000), egitim reformlarinin basartyla uygulanmasimi sinirlandirmaktadir
(Desimone, 2009).

Mentorlik, 6zel egitimcilerin performansi, is doyumu ve iste tutunmalari arasindaki iliskileri anlamanin
Oonemine ek olarak (Sindelar, Brownell & Billingsley, 2010) mesleki gelisimin 6nemi goz Oniinde
bulundurulmalidir (Connelly & Rosenberg, 2009; Stigler & Thompson, 2009). Ogretmenlerin mesleki
gelisimlerinin niteligi, sistematik aragtirmalar yoluyla stirekli olarak artirilmalidir (O’Gorman & Drudy, 2011).
Ancak etkili mesleki gelisim yollarina iliskin bilgiye sahip olmak 6gretmenlerin basarili mesleki gelisimlerini
saglamak i¢in tek bagina yeterli degildir. Buczynski ve Hansen (2010), mesleki gelisimin etkili olabilmesi igin,
ogretmenlerin yeni bilgi ve becerilerini uygulama firsatlari olmas: gerektigini ileri siirmektedir. Bu sebeple, bu
calismada Suudi Arabistan’da 6zel gereksinimli ¢ocuklarla ¢aligmakta olan 6zel egitim 6gretmenlerinin mesleki
gelisimlerini destekleyebilecek mesleki gelisim uygulamalarinin incelenmesi dnemlidir.

Ogretmen algilar1 mesleki gelisimin faydali oldugunu gosterirken Hustler ve digerleri (2003),
ogretmenlerin mesleki gelisim siirecleri ve sonuglari hakkindaki bilgi ve anlayiglarinda 6nemli farkliliklar
oldugunu belirlemislerdir. Benzer sekilde, bu konuya iliskin Morewood ve digerleri (2010), “mesleki gelisim her
bir 6gretmen tarafindan farkli algilanabilir” ifadesini kullanmiglardir. Powell ve digerleri (2003), 6gretmenlerin
farkli mesleki gelisim tiirlerinin etkisine iligskin algilarinin, mesleki gelisimin etkililigin degerlendirilmesinde
onemli bir faktdr oldugunu belirtmektedirler. Ozel egitim dgretmenleri igin mesleki gelisim konusundaki bilgi
eksikligi, bu ¢aligmaya gereksinim duyulmasina neden olmustur.

Baz1 okullarin, 6gretmenleri O6grenme ¢evresine ddahiletmeyi amaglayan gelisim programlar
bulunmaktadir (Ingersoll & Strong, 2011). Buna karsin tiim programlar 6zel egitim dgretmenleri i¢in destek
saglamamaktadir (Billingsley, 2004; Leko & Brownell, 2009). Okullar i¢in uygun rehberligin eksikligi
(Billingsley, 2005; Leko & Brownell, 2009) 6zel egitim 6gretmenlerini destekleyen programlarin tasarlanmasinin
ve uygulanmasinin 6niinde engel tegkil etmektedir.

Ozel Egitim Alanimin Bakis Acisi

Ozel egitim, 6grenme giigliikleri olan; fiziksel, duygusal ve duyusal gereksinimleri olan dgrencilerin
gereksinimlerini karsilamak ve yasadiklari giigliiklerin iistesinden gelmeleri igin gesitli stratejiler ve yollar
kullanan bir alandir (Algahtani, 2018). Ozel egitim alaninin yasalarin1 ve alanda gerekli 6gretimsel uygulamalara
ve teknolojilere iliskin geligsmeleri takip edebilmeleri i¢in 6zel egitim 6gretmenlerinin egitimlerinin sliregen olmast
gerekmektedir (Novak vd., 2009). Ozel egitim 6gretmenlerinin biitiinlestirici okul ortamlarinda daha fazla rol
almaya baglamalariyla mesleki gelisime iliskin egitimler kaginilmaz ve daha hayati hale gelmis etkili mesleki
gelisim etkinlikleri giderek daha fazla 6nem kazanmustir.
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Leko ve Brownell (2009) biitiinlestirici sinif ortamlarinda gérev alan 6zel egitim dgretmenlerinin genel
egitim 6gretmenlerinden 6gretimsel destek alabildigini ancak genel egitim 6gretmenleriyle ayni sinifi paylagmanin
ve Ogretimsel gorevleri bolismenin strese neden oldugunu belirtmiglerdir. Brownell ve digerleri (2005), yeni
mezun o6zel egitim 6gretmenlerinin lisanslar1 boyunca 6zel egitim siiflarinda kendilerinden beklenen goérevleri
yerine getirmeye yeterince hazirlanmadiklarmi ifade etmislerdir. Ozel egitim ogretmenleri siiregen yorucu
gorevler, var olan kaynaklarin azlifi ve 6grencilerin yiiksek diizeyde problem davranislariyla bas etmeleri
gerektiginden hizla yorgun diismektedirler (Minarik vd., 2003). Ozel egitim 6gretmenleri 6grenme giicliigii olan,
duygusal-davranigsal bozukluklar1 olan ya da bilissel yetersizlikleri olan dgrencilerle galisabildikleri gibi (Leko &
Brownell, 2009) duyusal yetersizlikleri olan 6grenciler ile birden fazla 6grenme gereksinimi olan dgrenciler i¢in
gezici 6gretmen olarak da ¢alisabilmektedirler (Williams & Poel, 2006). Bu 6gretmenlerin bir kismi genel egitim
ogretmenlerinin de yardimiyla biitiinlestirme simiflarinda &grencilere 6gretim yapabilmekte diger kismi ise
bireysellestirilmis 6zel egitim simflarinda tek baslarina ¢alisabilmektedirler (Manning vd., 2009; Schirmer, 2008).
Ozel egitim alani ilk degerlendirme ve ilerlemenin izlenmesi igin yorucu kagit isleri ve sikca gerceklestirilen
toplantilarla karakterizedir (Vannest & Hagan-Burke, 2010; Vannest vd., 2011). Ozel egitim 6gretmenleri ¢ok
uzun saatler ¢aligmakta emeklerinin karsiligini almak i¢in de uzun siire beklemek durumunda kalabilmektedirler
(Zabel & Kay Zabel, 2001). Gebbie ve digerleri (2012) dgretmenlerin bloglarindaki paylasimlarini inceledikleri
caligmalarinda 6gretmenlerin, sinif mevcutlarinin fazla oldugunu, zamanlama i¢in ayrilan siirenin az oldugunu,
meslektaslar ve yoneticilerin desteginin az oldugunu ve mesleklerinde yorgun ve yetersiz hissedebildiklerini
belirttiklerini gdrmiislerdir. Bazi 6zel egitim 6gretmenleri sorunlarinin nedeni olarak is yiikiinii gosterirken
digerleri bu durumu &zel egitim dgretmeni yetistirmek i¢in etkili dgretmen egitimi programlarinin olmamasina
baglamaktadir (Brownell vd., 2005). Bu arastirmanin amaci Suudi Arabistan’da 6zel egitim 6gretmeni yetistirmek
icin sunulan mesleki gelisim etkinliklerini incelemek ve bu mesleki gelisime iligkin 6gretmenlerin gereksinimlerini
belirlemektir. Bu arastirma asagidaki sorulara yanit aramaktadir:

1. Ozel egitim o6gretmeleri 6zel gereksinimli ¢ocuklarla calismak igin kendi mesleki Ogrenme
gereksinimlerini nasil tanimlamaktadirlar?

2. Ogzel egitim dgretmenlerinin 6zel gereksinimli ¢ocuklarla calisirken mesleki gelisimlerini artirmak icin
ne tiir mesleki gelisim etkinliklerine gereksinim duymaktadirlar?

Yontem

Ozel egitim 6gretmenlerinin mesleki gelisime iliskin gereksinimlerini anlamak icin bu arastirmada nitel
aragtirma yontemi kullanilmigtir. Nitel arastirma katilimcinin bakis a¢sindan diinyay1 anlamay1 hedefler (Corbin
& Strauss, 2015).

Cahsmanin Katilhmcilar:

Bu ¢alisma Suudi Arabistan’da Cidde’de bulunan Engelli Cocuklar Dernegi’nin (ECD) merkezinde
gergeklestirilmistir. ECD, 0-12 yas arasindaki zihinsel yetersizligi olan ve ¢oklu yetersizligi olan ¢ocuklar igin
bireysellestirilmis ortamlarda ticretsiz bakim saglamaktadir. Arastirma i¢in Milli Egitim Bakanligi’ndan (MEB)
gerekli izinler alinmis katilimcilar goniilliillik esasina gore belirlenmistir. Arastirmact ECD’nin miidiiri ile
goriiserek aragtirmanin amacini agiklamig, MEB’in arastirma iznini gostermis ve arastirma i¢in kendisinden izin
istemistir. Amagl 6rnekleme ile 9 6zel egitim 6gretmeni se¢ilmistir. Arastirmanin katilimcilar: Patton’in (2015)
da belirttigi gibi konuya iliskin derinlemesine bilgi verebilecek kisiler arasindan segilmistir. Katilimeilarin
ozellikleri Tablo 1’de verilmistir.

Verilerin Toplanmasi

Bu arastirmanin verileri 2018 giiz doneminde derinlemesine yar1 yapilandirilmis goriismeler yoluyla
toplanmigtir. GoOriismede arastirmacinin alanyazin taramasi sonucu gelistirmis oldugu arastirma sorulari
kullanilmistir. Arastirmaci gelistirdigi sorularla {i¢ pilot goriisme gerceklestirerek aragtirma sorularina son halini
vermigtir. Verilerin toplanmasi amaciyla katilmcilar yiiz yiize goriismeye davet edilmistir. Goriismeler
katilimcilara uygun bir yerde ve zamanda gerceklestirilmis ve yaklasik 45 dk. stirmiistiir. Goriigmenin ilk kisminda
katilimcilarin egitimleri ve ¢aligma deneyimleri sorulmug boylece her bir katilimcinin demografik bilgileri elde
edilmistir. Gériismenin ikinci kisminda katilimcilarin ¢alisma ortamlar1 ve mesleki gelisim etkinliklerine iliskin
deneyimlerinin incelenmesi amaglanmisir. Ugiincii ve son kisimda ise mesleki gelisimin iyilestirilmesine iliskin
onerileri sorulmustur.
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Verilerin Analizi

Bu aragtirmada veri analizinde niteliksel yaklasim benimsenmisir. Yari-yapilandirilmig goriismelerden
elde edilen veriler gevriyaziya doniistiiriilmiis ve kodlar olusturulmustur. “Kodlar, bir ¢alismada betimsel ya da
cikarimsal olarak elde edilen verilere anlam birimleri atayabilmek icin kullanilan etiketler ya da adlardir” (Miles
& Huberman, 1994). Bu baglamda, Taylor, Bogdan ve DeVault’a (2015) gore, ‘“Nitel aragtirmacilar verilerdeki
oriintiilerden kavramlar, i¢goriiler ve anlayislar gelistirirler”. Arastirmaci, her bir gdriisme sorusuna verilen
yanitlardan tekrarlanan sozciikler ve ifadelerden oriintiiler belirlemis ve bunlara birer kod atamistir. Benzer kodlar
gruplandirilarak temalar olusturulmustur. Kodlar ve temalar bircok kez gdzden gecirilmis ve dogru anlasildigindan
emin olabilmek i¢in ¢evriyazilara doniip bakilmistir. Katilimeilarin tepkileri ve algilarinin net ve dogru bir sekilde
yorumlandigindan emin olmak i¢in uygun olan yerlerde kendi sdzciikleri kullanilmigtir.

Bulgular ve Tartisma

Yar1 yapilandirilmis goriismelerden elde edilen veriler, ilgili arastirma sorusunu yanitlayabilmek
amaciyla mesleki deneyimler ve mesleki 6grenme gereksinimlerine iligkin ana temalar altinda sunulmustur.
Calismada ortaya ¢ikan ana temalardan biri, birgok 6gretmenin Ggretim ortamlarinda siiregen giigliiklerle
kargilagmalar1 olmustur. Bu giigliikler, 6zellikle bireysellestirilmis egitim programlartyla (BEP) ilgili sorunlarla
iligkili olmak iizere 6zel egitimin teknik giicliikleri diye adlandirilabilecek sorunlarla ilgilidir. Arastirmanin ilk
sorusu olan “Ozel egitim dgretmenleri, 6zel gereksinimli ¢ocuklarla ¢aligma tecriibeleri baglaminda mesleki
ogrenme gereksinimlerini nasil betimlemektedir?” i¢in ii¢ tema belirlenmistir. Mesleki 6grenme gereksinimlerine
iligkin belirlenen temalar agagida verilmistir.

Mesleki Deneyim

Tiim katilimcilar, 8gretim ortaminin kendileri i¢in zorluklar olusturdugunu belirtmislerdir. Ozel egitim
ogretmenleri, BEP gelistirme, 6zel gereksinimli Ogrencilerin 6gretimsel gereksinimlerini kargilamak igin
miifredati uyarlama gibi zorluklarla karsilagtiklarini belirtmislerdir. Bu bulgular mesleki gelisim etkinliklerinin bu
tiir gereksinimleri ele almasi gerektigini gdstermektedir. Ozel egitim gretmenlerinin mesleki tecriibelerinin
incelenmesi, mesleki gelisimlerini desteklemede ihtiya¢ duyduklari mesleki gelisim uygulamalarini belirlemek
i¢cin 6nemlidir.

Ozel Egitimin Teknik Sorunlar ve Giicliikleri

Aragtirmanin katilimcilari, BEP hazirlama ve bu siiregteki ekip toplantilarina ayrilan zamanin fazlaligi
nedeniyle bu durumun kendilerinde stres olusturdugunu ve sorun yarattigini1 vurgulamisglardir. Bazi katilimeilar
kagit islerinin sikict oldugunu belirtirken ¢ogu katilimer ders plani hazirlama ve velilerle gériismeye harcanan
zamanin kagit islerine harcanandan daha islevsel oldugunu ifade etmislerdir. Bu giicliikler 6zel egitim
merkezlerinde daha fazla stres yaratmaktadir ¢iinkii siniftaki her bir ¢ocuk ek planlama ve hazirlik ile ilave kagit
isleri gerektirmektedir.

BEP amaclarma ulagmak i¢in etkili planlama, hazirlanma ve Ogretim yapmaya ayrilan zamanin
yetersizligi, Geiger ve digerleri (2014) tarafindan vurgulanmistir. Alnahdi (2014), Suudi Arabistan okullarindaki
baz1 6zel egitim 0gretmenlerinin sekiz veya daha fazla 6grencinin oldugu smiflar1 iki gruba ayirdiklarii ve her
grup i¢in tek bir BEP olusturdugunu belirlemistir. Ancak bu durum, her ¢ocugun kendine 6zgii BEP’inin olmasi
gerektigini belirten ulusal politika ve standartlara uygun bir uygulama degildir.

isbirligi, Takim Cahsmasi ve Destek

Ozel egitim &gretmenleri, dgrencilerin ebeveynleriyle iliskilerini ebeveynlerin gocuklarinin egitim
programlarina katilma diizeylerine bagli olarak olumlu ya da olumsuz olarak algiladiklarini belirtmislerdir.
Katilimeilar, g¢ocuklariin egitimine katilan ebeveynlerle olumlu ve isbirligine dayali iliskileri oldugunu ifade
etmislerdir. Cocuklarinin egitimine katilmayan ebeveynlere telefon ile ulasmaya ¢aligmiglar, eve not gondermisler,
kendi gelistirdikleri materyalleri eve yollamslar ve O6grencilere simif calismalarinda nasil yardimer olacaklari
konusunda bilgi vermeye devam etmislerdir. Buna karsin bazi ebeveynler 6gretmenlerin bu ¢abalarna yanit
vermemis veya ilgi gostermemislerdir. Ozel egitim dgretmenleri, dzel gereksinimli ¢ocuklar igin etkili 6gretim
programinin temelleri arasina ailenin katilimi ve destegini dahil ettiklerini belirtmisler ancak her zaman her ailenin
katilimin1 saglayamadiklarini ifade etmislerdir.
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Genel anlamda, katilimcilarin yanitlari, yukarida 6zetlenen ana temalar ger¢evesinde, deneyimleri ve
calisma ortamlarina iligkin algilarindaki ortak ydnleri ortaya koymustur. Buna ek olarak, dgretmenler hizmet
oncesi 6gretmen egitiminin ebeveynlerle etkili iliskiler kurma ve siirdiirme becerilerini igermedigini; BEP’in nasil
hazirlanacagini ve neleri icermesi gerektigini yeterince ele almadigini, 6zellikle de sekiz veya daha fazla gocuktan
olugan siniflarda birden fazla BEP ile nasil basa ¢ikilacagin yeterince kapsamadigini belirtmiglerdir.

Calismanin ikinci arastirma sorusu olan “Hangi mesleki gelisim uygulamalari 6zel egitim dgretmenlerinin
ozel gereksinimli ¢ocuklarla ¢alismalarinda mesleki gelisimlerini desteklemektedir?”” baglaminda, 6zel egitim
ogretmenlerinin 6zel gereksinimli cocuklarla caligmalarinda mesleki gelisimlerini destekleyebilecek dort ana grup
mesleki gelisim uygulamasi oldugu belirlenmistir. Bunlar siiregen iletigim, teknik destek, merkez destegi ve
isbirligine dayali destektir.

Siiregen Iletisim

Siiregen iletisimin Onemi, tim katilimcilar tarafindan vurgulanan bir tema olmustur. Katilimcilarin
tamamu siiregen iletisimin 6zel gereksinimli ¢ocuklar igin etkili egitim programlari i¢in hayati dnem tasidigini 6ne
siirmiiglerdir. Siiregen iletisimin 6gretmenler tarafindan aile katilimini ve olumlu ebeveyn-6gretmen iliskilerini
kolaylagtirmada son derece yararli oldugu ileri siirilmiistiir.

Teknik Destek

Aragtirmanin  katilimcilari, mevcut hizmet ici egitimlerdeki sorunlardan birinin, aylik egitimler
saglanmasma karsin, O0gretmenlerin karsilagtiklarini belirttikleri bazi kritik sorunlari icermemesi oldugunu
belirtmislerdir. Dokuz katilimcidan altist buna iliskin goriis bildirmistir. Katilimeilar, hizmet i¢i egitimlerin
ogretmenleri meslege hazirlamada yeterli olmadigini ifade etmisler, bu bulgu da 6zel egitim 6gretmenlerinin
gereksinimlerine uygun olarak hazirlanacak mesleki gelisim desteginden yararlanacaklarini diisiindiirmiistiir. Bu
veriler, bu ¢alismaya katilan ECD merkezinde ¢alisan 6gretmenlerin gereksinimlerini ortaya koydugundan
merkezin mesleki gelisim icin egitimlerine 151k tutacaktir. Ayni zamanda arastirmanin bulgulart MEB’in 6zel
egitim 6gretmenleri i¢in mesleki gelisim siirecini planlamasina da faydali olacaktir.

Merkez Destegi

Tiim katilimcilar, kismen farkli ihtiyaglari oldugu i¢in ve kismen de farkli destek tiirlerini tercih ettikleri
icin farkli algilanan destek diizeylerine sahip olduklarini belirtmislerdir. Katilimeilardan biri (Ozel Egitim
Ogretmeni 5), mentorliik desteginin iyi olabilecegini ancak bu destek resmi olarak saglanmadig1 icin, belirli
evraklar ve merkez tabanli islemler i¢in kendisine yardimci olmaya istekli diger 6zel egitim dgretmenlerinden
destek istedigini belirtmistir. ECD’de mesleki gelisim etkinlikleri rutin olarak sunulmasina ragmen, 6gretmenlerin
bireysel ihtiyaglar1 ile sunulan program arasinda uyumsuzluk algiladiklari belirlenmistir. Bazi bireyler miifredati
kendi 6grencilerine uyarlamak i¢in genel sunumlar uygulayabildiklerini belirtmiglerdir.

Isbirligine Dayali Destek

Bu arastirmanin katilimeilari, tiim 6gretmenleri etkili bir sekilde desteklemek i¢in ¢ok az sayida mentor
olmas1 nedeniyle yeterince kocluk ya da mentdrlitkk alamadiklarini belirtmiglerdir. Mesleki gelisim siirecinin bir
pargasi olarak, deneyimli 6zel egitim d6gretmenlerinden dijital bir platform araciligiyla destek talep ettiklerini ifade
etmislerdir. Ogretmenlerin dordii internette neler oldugunu arastirdiklarini ve bazi iilkelerin bu destege halihazirda
erisebildigini 6grendiklerinde sok olduklarini da s6zlerine eklemiglerdir.

Ogretmenler dijital platforma atanabilir ve mentdr ekibi ile 6gretim tekniklerini ve etkinliklerini
planlamak i¢in kendilerine uygun zamanlarda ¢alismalar gergeklestirebilirler. Bu sayede, 6gretmenlerin yogun
mesleki ve ev yasamlarina uygun zamanlarda gerekli destek, rehberlik ve geribildirimlerden yararlanmalari
saglanabilir. Buna ek olarak &gretmenlerin mesleki uygulamalarimi gelistirmek igin daha fazla beceri edinme
stirecinde akran gozlemleri gergeklestirilebilirler.

Bu calismanin bulgulari, Schirmer’in (2008) da belirttigi gibi, mesleki gelisimin 6zel egitim alani ile
iligskili olmas1 gerektigini ve Ogretmenlerin vurguladiklari sorunlart ve zorluklari ele almasi gerektigini
gostermektedir. Bu caligmada katilimcilar, siniflarda gerekli becerileri edinmek istediklerini belirtmisler ve BEP
hazirlamaya odaklanmislardir. Ogretmenlerin kogluk, mentorliik ve daha fazla isbirligine yonelik talepleri
Darling-Hammond ve digerlerinin (2017) 6nerilerine benzerdir. Model olma, aktif 6grenme, geri bildirim sunma
Ve yansitma gibi stratejiler, katilimeilar tarafindan agik sekilde ifade edilmemis ancak ortiilii sekilde belirtilmistir.
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Bu durum, katilimcilarin 6gretmen egitimine ydnelik yapilandirmact bir yaklagima iliskin bilgilerinin sinirlt
olmasindan kaynaklaniyor olabilir (Algahtani, 2018).

Halihazirdaki mesleki gelisim siireci, daha etkili destek saglamak i¢in Leko ve Brownell’in (2009)
onerileri dogrultusunda daha anlamli, organize ve tutarli hale getirilebilir. Bu siire¢, 6gretmenlerin ihtiyaglar1 ve
hedefleriyle eslestirilmeli ve ulusal egitim standartlarini ele almalidir (Council for Exceptional Children [CEC],
2009; Leko & Brownell, 2009). ilk olarak 6zel egitim dgretmenlerinin ihtiyaglarinin ya bir anketle ya da okul
midiiri veya siipervizor ile Ogretmen arasindaki bireysel toplantilar yoluyla Ogrenilmesi saglanabilir.
Toplantilardan elde edilen veriler, 6gretmenlerin gereksinimlerine uygun mesleki gelisim programi olusturmak
icin kullanilabilir (Billingsley, 2005; CEC, 2015). Bu arastirmadaki katilimcilar, yeni 6gretmenler igin destegin
onemini belirtmislerdir. Onlar i¢in iki ya da ii¢ yildir goérevde olan 6gretmenlerin deneyimlerine ve ihtiyaglarina
gore farkli bir program gelistirilebilir. Bu program, ¢ocuklara kaliteli egitim vermek i¢in gerekli becerileri
gelistirmeye odaklanmalidir (Brownell vd., 2005; Duffy & Forgan, 2005; Ingersoll & Kralik, 2004). Ozel egitim
ogretmenleri i¢in mesleki gelisim, ¢ocuklarin genel egitim miifredatina miimkiin olan en iyi erigime sahip olmasini
saglamak i¢in akademik icerige 6nem vermelidir (Leko & Brownell, 2009).

Hem yeni mezun olmus hem de deneyimli Ogretmenlerin mesleki gelisim siirecini desteklemek igin
Ogretmenlerden olusan bir mentdr ekibinin olusturulmasi onerilebilir (CEC, 2015; Leko & Brownell, 2009).
Mentorlere elektronik bir platform araciligryla erisilebilir ya da yliz yiize goriismeler saglanabilir. Leko ve
Brownell’in (2009) de belirttigi gibi isbirligine dayali mesleki gelisim siirecinin yaratilmasinda meslektaglarin
katkis1 ¢ok dnemlidir.

Son olarak, Hi¢bir Cocuk Geride Kalmasin Yasasi (No Child Left Behind [NCBL]) ve Engelli Bireylerin
Egitim Yasas1 (Individuals with Disabilities Education Act [IDEA]) kapsaminda, daha fazla 6zel gereksinimli
6grencinin genel egitim miifredatina erisimini saglamak i¢in 6zel gereksinimli olmayan akranlartyla birlikte genel
egitim smiflarinda egitim aldiklarini vurgulamak o6nemlidir (Snell & Brown, 2005). Kaynak odalarda ve
bireysellestirilmis siniflarda calisan 6zel egitim Ogretmenleri de 6grenme gereksinimlerine uygun akademik
icerige erisebilmelidirler. Yasal ylikiimliiliikleri nedeniyle, 6zel egitim 6gretmenlerinin akademik igerik agisindan
baska bir deyimle dgrettikleri alanda son derece nitelikli olmalar1 gerekmektedir. Bununla birlikte, alanyazinda
vurgulandig1 tlizere, 6zel egitim Ogretmenleri, 6zel egitim 6gretmeni olabilmek igin gerekli egitimler ya da
calismalar olmadan 6gretmenlik hayatina baslayabilektedirler (Brownell vd., 2005; Leko & Brownell, 2009). Ozel
egitim 0gretmenlerinin 6gretim ortamina hazirlikli olmadan ige baslayabilmeleri nedeniyle okulun 6gretmenleri
ozel egitim Ogretim ortamina hazirlamaya yardimci olacak mesleki gelisim faaliyetleri sunmasina gereksinim
bulunmaktadir.

Sonuc¢

Bu galigmanin katilimcilari, BEP hazirlama, BEP toplantilari ve ilgili kagit isleri ile ilgili 'teknik' zorluklar
acisindan karsilagtiklart sliregen zorluklarin onemini vurgulamiglardir. BEP’te yer alan hedeflerin miifredat
uyarlamalarina ve 6gretime doniistiiriilmesi, diger zorluklar olarak vurgulanmigtir. Ayrica isbirligi, ekip ¢aligmasi
ve siiregen iletisim de 6zel egitim 6gretmenlerinin rollerinin olumlu yonleri olarak ifade edilmistir. Katilimcilarin
hepsi meslege adim atilan ilk yillarda mesleki gelisim ve destegin dnemini kabul etmekle birlikte kendileri gibi
deneyimli 06zel egitim Ogretmenlerinin de mesleki gelisime gereksinimlerini oldugunu belirtmislerdir.
Katilimeilarin goriisleri 6zel egitim dgretmenleri i¢in uygun ve tutarli mesleki gelisime gereksinimi vurgulayan
alanyazin bulgular1 tarafindan da desteklenmektedir. Mesleki gelisim; miifredat, organizasyon ve mentdrleri igeren
destekleyici bir gerceve gerektiren siiregen bir siireg olmalidir. Ozel gereksinimli 6grencilerin sayist giderek
arttigindan Ogretmenlerin gereksinimlerini karsilamak i¢in uzman o6zel egitim O6gretmenlerine elektronik bir
platform araciligtyla erisim uygun bir yontem olabilir. Etkili mesleki gelisim siireci, teori ve uygulama arasindaki
boslugu kapatmaya yardimci olarak 6zel egitim 6gretmenlerine fayda saglayacaktir. Buna ek olarak, mesleki
gelisim deneyimli Ogretmenlere motivasyon saglayacak bilgi ve o6gretim tekniklerindeki gelismeleri takip
etmelerine yardimci olarak onlara fayda saglayacaktir.
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