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Oz

Giris: Kanit temelli uygulama (KTU) kavrami ilk olarak tip alaninda ortaya ¢ikmis olsa da miidahalelerin etkililigi
konusunun 6nem kazanmasiyla birlikte dzel egitim alammna da erismistir. Ozel egitim alaninda KTU’larmn
kullanimu, 6zel gereksinimli (OG) gocuklar i¢in istendik ¢iktilara erismede kilit role sahiptir. Ozel egitim alaninda
KTU’larin kullanimi ise 6gretmenlerin goriisleri, bilgi diizeyleri ve yoneticilerin 6gretmenlere sagladigi destekler
gibi c¢esitli faktorlere bagli olarak degisim gosterebilmektedir. Bu nedenle, bu arastirmada 6zel egitim
ogretmenlerinin KTU’lara yonelik diisiinceleri ve egitim yagantilariyla birlikte KTU’lardan yararlanma ve okul
yoneticileri tarafindan desteklenme durumlari incelenmistir.

Yontem: Aragtirma, temel nitel aragtirma olarak yiiriitiilmiistiir. Katilimcilar, tamami {iniversitelerin 6zel egitim
ogretmenligi boliimlerinden mezun olmus ve alanda yaklasik olarak ortalama 5 yildir ¢aligmakta olan 23
ogretmendir. Arastirma verileri, standartlagtirilmis agik uglu goriisme yaklagimiyla ¢evrimici olarak toplanmis ve
betimsel analiz yoluyla analiz edilmistir.

Bulgular: Ogretmenlerden elde edilen yanitlar, “KTU’lara yénelik diisiinceler”, “KTU’lara yénelik egitim alma
ve bilgilenme”, “KTU’lar1 uygulama” ve “KTU’lar i¢in yonetici destegi” olmak {izere dort ana temaya ayrilarak
ele alinmustir. Arastirmanin dort ana bulgusu ortaya ¢ikmustir. Ik olarak, 6zel egitim dgretmenlerinin gogu
KTU’lar1 6nemli gorseler de KTU?lara iligkin bilgi diizeylerinin sinirli oldugu gériilmiistiir. Bununla birlikte 6zel
egitim 6gretmenlerinin ¢ogunun lisans egitimleri sirasinda ve mezuniyetleri sonrasinda KTU’lar hakkinda egitim
almadiklar1 bulunmustur. Ugiincii ana bulgu, dzel egitim 6gretmenlerinin uyguladiklarini belirttikleri KTU’lart
orneklerken KTU olmayan orneklere yer verebildiklerini ortaya koymustur. Son olarak, 6gretmenlerin biiytik
¢ogunlugunun okul idarecileri tarafindan KTU kullanim1 konusunda desteklenmedigi, desteklenen 6gretmenler

icin ise bu desteklerin ¢ogunlukla fiziksel ortam diizenlemelerine yonelik desteklerle sinirli kaldig1 goriilmiistiir.

Tartisma: Arastirmanin bulgular 6zel egitim dgretmenlerinin KTU’lara yonelik egitim yagantilart ve bilgileri
acisindan diinyada ve iilkemizde gergeklestirilmis diger arastirmalarla paraleldir. Ogretmenlerin KTU’lar1
uygulamadaki ve idarecilerden destek gormedeki giicliikleri de g6z 6niinde bulunduruldugunda hem politikalar
hem de 6gretmen yeterlikleri boyutunda miidahalelere gereksinim duyuldugu goriilmektedir.

Anahtar sozciikler: Kanit temelli uygulama, 6zel egitim 6gretmeni, okul yoneticisi, 6zel gereksinimli 6grenciler,
nitelikli egitim.

Aufigin: Taylan, S. B. (2025). Kanit temelli uygulamalar: Ozel egitim ogretmenlerinin goris, bilgi ve desteklenme
durumlari. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, Erken Goriiniim.
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Giris

Bir miidahalenin istendik sonuglar ortaya ¢ikarmasi, uygulanan miidahalenin etkililigine baghdir. Etkili
bir miidahale sunabilmek icin ise 6grenci ¢iktilar1 iizerindeki etkisi nitelikli bilimsel arastirmalarca sinanarak
belirlenmis uygulamalara, diger bir deyisle kanit temelli uygulamalara (KTU) gereksinim duyulmaktadir.
KTU’lara iliskin ilk ¢alismalar, miidahalelerin en iyi sonuglara ulasmasinda en giivenilir yollar1 belirlemek
amaciyla ilk olarak tip alaninda gergeklestirilmistir. Kanit temelli tip olarak ortaya ¢ikan bu kavram en iyi ve en
giincel kanitlari, klinik deneyimleri ve hastanin degerleriyle tercihlerini biitiinlestiren ¢ok asamali bir siire¢ olarak
tanimlanmaktadir (Sackett vd., 1996; Straus vd., 2019). Kanit temelli tip uygulamalarina iliskin ¢alismalar 19.
yiizyilin ortalarina dayansa da modern ¢ag1 1970’lerden itibaren baslamistir (Bennett vd., 1987; akt. Odom vd.
2005). Tip alaninin ardindan egitim alaninda da benzer gelismeler yaganmigtir ve Ogretim siireglerinin
sekillendirilmesinde nitelikli bilimsel aragtirmalarin ortaya koydugu kanitlar 6ncelenmeye baslanmistir (Oakley,
2002). Ozel egitim alaninda etkili miidahale sunmanin 6neminin giderek daha fazla éne ¢ikmasiyla birlikte, KTU
tiim diinyada giderek gii¢lenen kiiresel bir hareket haline gelmistir (Reichow & Volkmar, 2011; Wang vd., 2024).
Ozel egitim baglaminda KTU kavrami miidahalenin istenen etkiye sahip olmasi i¢in hangi miidahalelerin ve
hizmetlerin saglanacagi ve ne tiir bir izlemenin yapilacagi ile ilgili kararlarin alinmasinda uygulanan ¢ok asamali
bir siire¢ olarak tanimlanmaktadir (Reichow, 2018). Bagka bir tanima gore ise KTU, 6grenci ¢iktilar tizerindeki
etkililigi yiiksek nitelikli bilimsel arastirmalarla kanitlanmis uygulamalardir (Cook & Odom, 2013; Cook vd.,
2020). Kaynagmi yiiksek nitelikli arastirmalardan alan KTU’lar, 6zel gereksinimli (OG) o6grencilerin
gereksinimlerini karsilayacak kalitede egitim hizmetlerinin sunulmasi agisindan kritik 6neme sahiptir (Leko vd.,
2019). Uluslararast alanyazinda evidence-based practice olarak karsilagilan bu kavramm Tiirk¢e kullaniminin
egitim arastirmalarinda basta kanit temelli uygulama (6r. Canbolat & Ozdemir, 2016), bilimsel dayanakli
uygulama (6r. Karaaslan & Kutlu, 2010) ve kanita dayali uygulama (6t. iscen-Karasu & Kayahan-Yiiksel, 2023)
olmak iizere farklilagtigi goriilmektedir. Egitimde uygulamalari sekillendirmesi beklenen kanit kavraminin
temelinde deneysel calismalarin ortaya koydugu etkililik sonuclarinin yatiyor olmasi (bk. Canbolat & Ozdemir,
2016) ve 6zel egitim alan1 baglaminda KTU’larin belirli kalite dl¢iitlerini karsilayan miidahale ¢alismalar birlikte
ele alinarak belirlenmesi nedeniyle bu aragtirmada kanit temelli uygulama kavrami tercih edilmistir.

KTU’larm OG &grencilerin gelisim ve dgrenmeleri iizerindeki dnemi, biyoekolojik kuram ¢ercevesinden
bakilarak aciklanabilir. Bireyin gelisiminin dogumdan itibaren kendisini ¢evreleyen bircok unsurun etkisiyle
sekillendiginin agiklandigi biyoekolojik kuramda bu unsurlar en yakindan en uzaga sirasiyla mikrosistem,
mezosistem, egzosistem, makrosistem ve kronosistem olmak iizere gesitli sistemlere dahil edilerek simiflanmistir
(Bronfenbrenner, 1979; Bronfenbrenner & Morris, 2006). Kurama gore bu sistemlerin kendi iglerinde
barindirdiklart unsurlarin yani sira sistemler arasindaki etkilesimler de bireyin gelisimi {izerinde farkli diizeylerde,
dogrudan veya dolayl etkiye sahiptir. Ogretmenler ve okul, bu sistemler arasinda bireye en yakin olan ve bireyin
gelisimini dogrudan etkileyen unsurlarin bulundugu mikrosistem i¢inde yer almaktadir. Ogretmen niteligi ve okul
politikalar1 gibi unsurlar, 6grenci ¢iktilar tizerinde etkilidir (Feng & Sass, 2013; Kyriakides vd., 2015). Dolayisiyla
dgretmenler tarafindan uygulanan KTU’lar, biyoekolojik kuram g¢ergevesinden bakildiginda, OG 6grencilerin
gelisim ve 6grenmesi iizerinde dogrudan etkiye sahiptir. KTU’larm bu konumu, etkili uygulamalar sunarak OG
ogrencilerin gelisim ve 6grenmelerini desteklemede dgretmenlere dnemli bir rol yiiklemektedir. Cook ve digerleri
(2008) tarafindan KTU’larin 6zel egitim alaninda uygulanma siirecinin agiklandigi dort ana asama (bk. Sekil 1)
incelendiginde de OG &grencilerine sunduklari egitim hizmetlerinde KTU’lar1 kullanma agisindan &gretmenlere
onemli sorumluluklar diistiigii goriilmektedir. Bu dogrultuda gelisim ve 6grenme ¢iktilarinin miimkiin olan en iyi
diizeye getirilebilmesi igin KTU’lar1 uygulamada Cook ve digerleri (2008) tarafindan agiklanan asamalarin
gerekliliklerini yerine getiren nitelikli 6gretmenlere gereksinim duyulmaktadir. Bunun saglanmasi igin 6gretmen
yetistirme programlara dnemli bir rol diismektedir (Lauderdale-Littin & Brennan, 2018). Bu da OG 6grencilere
sunulacak etkili egitim hizmetleri igin biyoekolojik kuram agisindan ele alindiginda OG &grencilere mikrosistem
diizeyinden daha uzakta bulunan, ancak yine de uygulamalarin sekillenmesinde etkili olan resmi kurumlar, yasal
diizenlemeler ve politikalar gibi unsurlarin 6nemini ortaya ¢ikarmaktadir.
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Sekil 1
KTU’lari Uygulama Siirecinin Asamalar: (Cook vd., 2008)

‘ OG bgrenciler icin KTU’lar1 sistematik olarak belirleme ve yayma

Ogrencilerin 6grenme gereksinim ve hedeflerini, §gretmenin giiglii yonleriyle
deneyimini ve egitim ortaminin dzelliklerini g6z dniinde bulundurarak KTU segme

‘ KTU’lar etkili 6gretim teknikleriyle uygulama J

‘ Ogrencinin performansini bireysel olarak, sik ve diizenli bigimde takip etme ’

Not: KTU = kanit temelli uygulama; OG = 6zel gereksinimli.

Ozel egitim hizmetleri, bireysel ve gelisim &zellikleri ile egitim yeterlilikleri agisindan akranlarindan
anlamli diizeyde farkhilik gdsteren OG bireylerin toplumsal yasama uyumunu saglamay1 amaglamaktadir (Ozel
Egitim Hizmetleri Yonetmeligi [OEHY], 2018). Bu yonde istendik giktilara ulagilmasini saglamanin anahtari ise
giincel bilgilere hakim, etkili uygulamalari yiiksek dogrulukla kullanan yiiksek nitelikli dgretmenlerce OG
bireylere sunulacak olan yiiksek nitelikli egitim hizmetleridir. Egitim politikalari, yiliksek nitelikli egitim
hizmetlerinin saglanmasi i¢in etkili uygulamalarin ise kosulmasini saglayacak zemini olugturmali ve siiregen
mesleki gelisim uygulamalarini saglamalidir (Davies, 1999). KTU’larin OG 6grencilere sunulan egitim
hizmetlerinde kullanimini saglamak i¢in atilan adimlarin bir 6rnegi, Amerika Birlesik Devletleri’nde (ABD)
gerceklestirilen yasal diizenlemelerde etkililigi bilimsel olarak ortaya konmus olan uygulamalarin kullanimina ve
ogretmenlerin niteligine atifta bulunulmasidir (No Child Left Behind Act [NCLB], 2001). Bu uygulamalar
kullanan yiiksek nitelikli 6gretmenlerin daha iyi 6grenci ¢iktilarint saglamasi anlamli bir beklentidir (Boyd vd.,
2018), ¢linkii 6gretmenler tarafindan yiliksek uygulama giivenirligi oranlariyla uygulanan KTU’larin istendik
diizeydeki gelisim ve 6grenme ¢iktilartyla iliskili oldugu ortaya konmustur (Brady vd., 2019; Odom, 2009; Schles
& Robertson, 2019).

Egitimde niteligin artmasi igin temelini yiiksek kaliteli bilimsel arastirmalardan alan uygulamalarin
yiiksek dogruluk diizeyleriyle uygulanmasi gerekliligi agiktir. Caligmalar 6gretmenlerin uygulamalarinin 6nceki
deneyimlerinden gelen anlayislari, uygulamalara yonelik inanglar1 ve etkili uygulamalara yonelik bilgi diizeyleri
araciligiyla sekillendigini gostermektedir (Basckin vd., 2021; Buehl & Beck, 2015; Klehm, 2014). Ogretmenler
OG ogrencilerine sunduklar1 hizmetlerde KTU’lar yerine ge¢miste olumlu deneyime sahip olduklar1 ya da
meslektaslarinin 6nerdigi etkili olmayan ya da bilimsel dayanagi zayif baska uygulamalari tercih edebilmekte, bu
nedenle KTU’larin egitim hizmetlerinde istendik diizeyde uygulanmamasi gibi sonuglarla karsilasilabilmektedir
(Hugh vd., 2024; Landrum vd., 2002; Morrier vd., 2011). Bu durum, egitimin niteligine yonelik endigeyi ve
aragtirmalarin uygulamalara yansima diizeyine (aragtirma ve uygulama arasindaki uguruma/kopukluga) yonelik
tartigmalar1 dogurmaktadir (Gersten & Smith-Johnson, 2001; Odom vd., 2005). Uygulamacilarin KTU’lar yerine
etkililigi kanitlanmamis uygulamalari tercih etmeleri OG dgrencilere fayda saglamayan miidahaleler sunmalarina
yol agmaktadir (Paynter, 2015; Travers, 2017). Fayda saglamayan uygulamalarla gegecek olan zaman
saglanabilecek etkili miidahaleler agisindan geri dondiiriilemez bir kay1p oldugundan, siire¢ OG dgrencinin gelisim
ve Ogrenmesini destekleyecek potansiyel O6grenme firsatlarini kaybetmesiyle sonuglanmaktadir (Schles &
Robertson, 2019). Bu acgidan, arastirma ve uygulama arasindaki kopukluk 6zel gereksinimli 6grencilerin geligim
ve 0grenme ¢iktilar1 agisindan 6nemli bir tehdittir.

Aragtirma ve uygulama arasindaki kopuklugun nedenlerini bulmak ve bdylece bu boslugun ortadan
kaldirilmasma yonelik calismalara destek saglamak amaciyla yiiriitiilen gesitli arastirmalarda ele alinan bir
degiskenin ogretmenlerin KTU’lara yonelik goriisleri ve inanglari oldugu goriilmektedir. Konuyla ilgili bir
calismada Landrum ve digerleri (2002) Ogretmenlerin uygulamalar hakkinda bilgi kaynagi olarak
meslektaslarindan edindikleri bilgileri tiniversitedeki dersler ve akademik dergilerdekilerden daha yararli, daha
glivenilir ve daha cok erisilebilir bulduklarini ortaya koymuslardir. Bu bulguya benzer sekilde Boardman ve
digerlerinin (2005) ¢alismasinda da &gretmenlerin aragtirmalarin siniflarinda hizmet verdikleri OG &grenci
grubuna hitap etmedigini ve tavsiyeler i¢in meslektaglarina giivendiklerini sikca ifade ettikleri belirtilmektedir.
Hudson ve digerleri (2016) tarafindan yiiriitiilen bir ¢alismada yaygmligi diisiik olan yetersizliklere sahip OG
¢ocuklarla caligan 6zel egitim 6gretmenleri ve okul yoneticileri ¢alistiklari grupla ilgili arastirma olmadigina
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inandiklarint ve erigebiliyor olsalar bile baska gruplar i¢in KTU olarak tanimlanmis uygulamalarin kendi
ogrencileri i¢in uygun olmadigini ifade etmislerdir. Ozetle, aktarilan arastirma sonuglar dgretmenlerin siklikla
uygulamalarini sekillendirmede bir bilgi kaynagi olarak bilimsel aragtirmalar yerine meslektaslarindan aldiklar
tavsiyeleri tercih ettikleri, ayn1 zamanda bilimsel arastirmalar1 tam anlamryla giivenilir ve gereksinimleri karsilar
nitelikte olarak tanimlamadiklar1 goriilmektedir.

Ogretmenlerin KTU’lara yénelik goriisleri ve inanclari gibi uygulamalari gereken KTU’lara yonelik bilgi
diizeyleri de sunduklar1 egitim hizmetlerinde KTU’lardan yararlanmalari i¢in 6nemli bir etkendir. Bu dogrultuda
alanyazinda bazi arastirmalarda &gretmenlerin KTU’lara yonelik bilgi diizeylerinin incelendigi goriilmektedir.
Konuyla ilgili bir caligmada Stormont ve digerleri (2011) dgretmenlere sunduklar: ¢esitli uygulamalar arasindan
kanit temelli olanlar1 ve olmayanlar1 belirlemelerini talep etmisler, sonug olarak 6zel egitim 6gretmenlerinin sinif
ogretmenlerine kiyasla gergekten kanit temelli olan uygulamalar1 daha yiiksek diizeyde KTU olarak segtiklerini,
ayni zamanda uygulamalarmin OG &grencileri iizerindeki olumlu etkisinden daha emin olduklarini rapor
etmiglerdir. ABD’de gergeklestirilmis olan bir arastirmada Hsiao ve Sorensen-Petersen (2019) otizm spektrum
bozuklugu olan 6grencilerle ¢alisan 6zel egitim 6gretmenlerinin lisans egitimlerinde ve katildiklari mesleki gelisim
uygulamalarinda KTU’lara yonelik egitim alma durumlarini incelemisler, katilimeilarin yaklasik %60’ min lisans
egitimlerinde ve hizmet i¢i egitimlerde KTU’lara yonelik egitim aldiklarini bulmusglardir. Tiirkiye’de Ding ve
Kalkan (2022) tarafindan 6zel egitim, okul oncesi ve smif 6gretmenleriyle gerceklestirilen bir arastirmada
ogretmenlerin %53 iiniin daha énce KTU’lara yonelik bir egitim aldiklari, ancak KTU kavramini tanimlamada
yeterli bilgiye sahip olmadiklar1 sonucuna varilmistir. Bir baska arastirmada Tekin-Iftar ve digerleri (2023), 6zel
egitim 6gretmenlerinin %48 ila %90’ KTU’lara iligkin egitim aldiklarini, KTU’lar1 son egitim-6gretim yilinda
hi¢ kullanmayan &gretmen oranlarmin KTU’lar arasinda %9 ila %73 arasinda degistigini ve ozel egitim
ogretmenleri arasinda kendilerini KTU’lar1 kullanmada ¢ok yeterli hissedenlerin oranlarinin da yine KTU’lar
arasinda %11 ila %61 arasinda degistigini ortaya koymuslardir. Bu bulgular, bilgi sahibi olsalar da 6gretmenlerin
KTU’lar1 olmas1 gereken siklikta kullanmadiklar1 seklinde yorumlanmistir (Tekin-iftar vd., 2023). Atas ve
digerleri (2023) tarafindan bir diger ¢alismaya katilan 6zel egitim 6gretmenlerinin ise %90’indan fazlasi hizmet
oncesi donemde KTU’lara yonelik en az bir ders aldiklarini belirtmis, bunun yani sira ilgili ¢alismada
ogretmenlerin KTU kavrammi tanimlamada ve KTU’lar1 uygulamalarinda kullanmada sinirliliklara sahip
olduklari ortaya konmustur. Hizmet dncesi doneme odaklanan bir ¢calismada Cifci-Tekinarslan ve digerleri (2018)
bir liniversitenin 6zel egitim 6gretmenligi boliimiinde son siif 6grencisi olan 11 dgretmen adayiyla ¢alismis;
ogretmenlerin KTU kavramini yiizeysel olarak tanimlayabildiklerini ve tiim KTU’lar arasindan oldukc¢a sinirl
sayida KTU’yu bildiklerini bulmuslardir. Katilimcilarinin biiyiik cogunlugu 6 yil ve iizeri deneyime sahip olan
ozel egitim dgretmenleriyle yapilmis bir bagka ¢alismada Cil ve digerleri (2022) 6gretmenlerin yalnizca %27’ sinin
daha once KTU’lara iligkin bir egitim aldigini; 6gretmenlerin KTU’lara yonelik drnekler sunmalart istendiginde
ise dogrudan &gretim ve ayrik denemelerle dgretim gibi KTU’larin yani sira hayvan terapisi, sesli 6gretim gibi
etkililigine yonelik kanit temelleri olusmamis ya da hakkinda bilimsel arastirma bulunmayan orneklerler
sunduklarini rapor etmislerdir. Benzer sekilde, Ozdemir ve Odluyurt (2022) tarafindan gerceklestirilen bir baska
calismada da 6zel egitim 6gretmenlerin KTU’lara yonelik goriisleri ve bilgileri incelenmis, gretmenlerin kavrami
hi¢ bilmedikleri veya hatali bicimde tanimladiklar1 ifade edilmistir. Birlikte ele alindiginda Tiirkiye’de son yillarda
KTU’lara yonelik olarak ozel egitim Ogretmenleri ve &gretmen adaylariyla gerceklestirilmis smirli sayida
calismanin O6gretmenlerin KTU’lara iligskin egitsel yasantilarinda, bilgi diizeylerinde ve uygulamalarinda
kargilagilan sorunlart ortaya koydugu goriilmektedir. Bununla birlikte bu sorunlarin nedenlerine ve ¢dziim
onerilerine iliskin daha fazla arastirmaya duyulan gereksinim devam etmektedir.

Egitim hizmetlerinin nitelikli hale gelmesi igin 6zel egitim &gretmenlerinin OG olan dgrencileriyle
yiriittiikkleri uygulamalarinda KTU’lar1 kullanmalarini tesvik eden ve destekleyen sistemlere (6r. okul yoneticileri,
yerel/bdlgesel yonetimler, politikalar vb.) gereksinim vardir. Yéoneticiler, OG 6grencilere sunulan egitim
hizmetlerinin kalitesini ve etkililigini artirmak i¢in d6gretmenleri KTU’lar1 kullanmalar1 agisindan destekleyecek
mesleki gelisim etkinliklerini organize etmelidir (Layden vd., 2022). Idarelerindeki kurumlarda yiiriitiilen
uygulamalarin sekillendirilmesinde sahip olduklari kritik rolleri nedeniyle, nitelikli bilimsel arastirmalardan elde
edilen kanitlarla desteklenmis uygulamalarin kurumlarinda uygulanmasi agisindan ydneticiler énemli bir yere
sahiptir (Alsuhaymi vd., 2024; Tseng, 2012). Fixen ve digerleri (2005), KTU’larin 6gretmenler tarafindan
uygulanmasi destekleyici yedi temel bilesen tanimlanmislar ve bu bilesenlerden birini “kolaylastirict idari
destek” olarak ele almislardir. Dolayisiyla 6gretmenlerin goriis ve nitelikleri gibi kurum ydneticilerinin
yaklasimlar1 ve sunduklari desteklerin de KTU’larin uygulanmasinda belirleyici bir 6zellik tagidig: goriilmektedir.
Tirkiye’de 6zel egitim 6gretmenlerine KTU’larin kullanimi agisindan saglanan idari desteklerin incelendigi tek
bir ¢aligmaya rastlanmistir. Cil ve digerleri (2022) tarafindan gergeklestirilen bir ¢caligmaya katilan 6zel egitim
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ogretmenlerinin yaklagik %731 ¢alistiklart kurumda KTU?larin desteklendigini belirtmistir, ancak ilgili ¢alismada
calistiklart kurumlar tarafindan sunulan desteklerin neler olduguna iligkin bir bilgiye yer verilmemistir. Dogrudan
KTU’larla ilgili olmamakla birlikte bir baska arastirmada Tabak (2021), 6zel egitim Ogretmenlerinin idari
personelle is birliginde yasadiklari en biiyilik giicliiklerin idarecilerin yetersiz bilgi ve beceri diizeyleri, deger
gorme, materyal eksikligi gibi konulara iligkin giigliikler oldugunu ortaya koymustur. Dolayisiyla 6gretmenlerin
KTU’lara iligkin goriis, bilgi ve uygulamalar1 kadar birlikte ¢alistiklar1 idarecilerden aldiklar1 destekleri inceleyen
aragtirmalara da gereksinim vardir. Bu bilgiler ve konuyla ilgili arastirmalara duyulan gereksinim 15181nda, bu
arastirmada 6zel egitim 6gretmenlerinin KTU’lara yonelik goriisleri ve egitim yasantilarmin yani sira KTU’lardan
yararlanma ve bu konuda calistiklart okul ydneticileri tarafindan desteklenme durumlarinin incelenmesi
amaglanmistir. Aragtirmanin genel amaci dogrultusunda yanit aranan sorular agagida sunulmustur.

1. Ozel egitim 6gretmenlerinin KTU’lar hakkindaki goriisleri nelerdir?

2. Ozel egitim ogretmenleri, tamamladiklart 6zel egitim Ogretmenligi programlarinda veya
mezuniyetlerinden sonra KTU’lara yonelik egitim almig midir?

3. Ozel egitim 6gretmenleri KTU’larla ilgili giincel calismalar: takip etmekte midir?
4.  Ogzel egitim 6gretmenleri, sunduklar1 egitim hizmetlerinde KTU’lar1 kullanmakta midir?

5. Ozel egitim dgretmenleri calistiklar1 okul yoneticileri tarafindan KTU’lar acisindan desteklenmekte
midir?

Yontem
Arastirma Modeli

Aragtirma, temel nitel aragtirma olarak desenlenmistir. Temel nitel calismalarda bir fenomenin
anlasilmasi ve agiklanmasi amaglanmaktadir (Patton, 2018). Bu arastirmada da egitim hizmetlerinin kalitesi
acisinda 6nemli yere sahip bir fenomen olarak 6zel egitim dgretmenlerinin kanit temelli uygulamalar: kullanma
durumlart ile birlikte, bunu etkileyebilecegi diisiiniilen egitim yasantilari, ¢alisma deneyimi ve okul yoneticilerinin
destegi gibi degiskenler bir arada ele alinmistir. Dolayistyla bu arastirma kanit temelli uygulamalarin kullanimina
iliskin durumu agiklamaya ¢aligan bir temel nitel ¢caligmadir.

Calisma Grubu

Aragtirmanin ¢alisma grubunun belirlenmesinde rastlantisal olmayan drnekleme yaklagimlarindan amagl
orneklemeye dayali bir yontem olan 6l¢iit 5rneklemeden yararlanilmustir. Olgiit drnekleme, katilimcilara ulasmada
iizerinde calisilan duruma yonelik deneyime sahip olma kriterinin ige kosulmasi nedeniyle tercih edilmistir
(Creswell, 2013). Bu dogrultuda katilimcilarda tiniversitelerin 6zel egitim 6gretmenligi lisans programlarindan
mezun olmus olma ve 6zel gereksinimli dgrencilerle aktif olarak ¢aligma kosullar1 aranmistir. Arastirmaya 11
farkli iniversitenin 6zel egitim 6gretmenligi boliimlerinden mezun olmus olan toplam 23 6gretmen katilmistir.
Aragtirmanimn katilimeilarina, arastirmaya davet igin 6zel egitim O6gretmenlerinin bulundugu sosyal medya
platformlarinda paylasilan ilanlar yoluyla ulasilmigtir. Arastirmaya katilan 6gretmenlere iliskin demografik
bilgiler Tablo 1’de sunulmustur. Tablo 1 incelendiginde aragtirmaya katilan 23 §gretmenin neredeyse tamaminin
mezun olduklar1 son egitim diizeyinin lisans (n = 22; %96) oldugu, mezuniyetlerinin {izerinden gegen siirenin ve
OG o&grencilerle ortalama ¢alisma siirelerinin yaklasik dért bucuk yil oldugu (¥ = 4.65) ve yine biiyiik
cogunlugunun (n = 19; %83) devlet okullarinda gérev yaptigi goriilmektedir. Ogretmenlerin mezun olduklart
iiniversiteler Anadolu Universitesi (n = 2; %9), Ankara Universitesi (n = 7; %30), Bolu Abant izzet Baysal
Universitesi (n = 1; %4), Gazi Universitesi (n = 3; %13), Karadeniz Teknik Universitesi (7 = 1; %4), Maltepe
Universitesi (n = 4; %17), Medipol Universitesi (n = 1; %4), Necmettin Erbakan Universitesi (n = 1; %4), Sakarya
Universitesi (n = 2; %9) ve Uluslararas1 Kibris Universitesi’dir (n = 1; %4).

Tablo 1
Ogretmenlere Iliskin Demografik Bilgiler

Mezun olunan son egitim Mezuniyetin ardindan OG égrencilerle calisma Calisilan kurum tiirii
diizeyi (n) gegen siire (y1l) deneyimi (yil) (n)

L YL DR i Min.-Maks. 7 Min.-Maks. Kamu Ozel

22 1 - 4.65 1-18 4.65 2-10 19 4

Not: DR = doktora; L = lisans; OG = 6zel gereksinimli; YL = yiiksek lisans.
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Veri Toplama Araglar

Aragtirma verilerinin toplanmasi igin arastirmaci tarafindan Ogretmen Goriisme Formu (OGF)
hazirlanmistir. Iki boliimden olusan OGF’nin ilk béliimde katilimcilarin en son mezun olduklar1 egitim diizeyi,
mezun olduklari iiniversite ve mezuniyet yillari, OG 6grencilerle aktif olarak ¢alistyor olduklari siire ve ¢alistiklar:
kurum tiirii bilgilerine yénelik sorular bulunmaktadir. OGF nin ikinci boliimiinde ise 6zel egitim gretmenlerinin
kanit temelli uygulamalara yonelik goriisleri, konuyla ilgili egitim yasantilartyla birlikte kanit temelli
uygulamalara yonelik giincel yayinlari takip etme, kanit temelli uygulamalari kullanma ve yoneticileri tarafindan
desteklenme durumlarina yonelik sorular yer almaktadir.

OGF nin gelistirilmesi asamasinda ilk olarak demografik bilgilere ve KTU’lara iligkin toplam 11 sorunun
yer aldig1 bir soru havuzu olusturulmustur. Olusturulan sorular i¢in aragtirmanin amacini ve ilgili sorulari igeren
bir uzman goriisii formu hazirlanmis, bu form anlagilirlik ve amaca uygunluk diizeylerini 3’lii Likert olarak
degerlendirmeleri ve varsa sorulara iligkin diizenleme 6nerilerini iletmeleri talebiyle doktora egitimini 6zel egitim
alaninda tamamlamis dort uzmanla paylasilmistir. Uzmanlardan {i¢ii sorulara iligkin goriislerini geri gondermis,
bir uzman doniis yapmamuistir. Uzman goriisleri dogrultusunda uygun olmadigi yoniinde goriis bildirilen iki soru
OGF’den cikarilmistir. Kalan sorularim tiimii icin anlasilirlik ve amaca uygunluk diizeylerinin 3 {izerinden 3 olarak
puanlandig1 ve uzmanlarin baz1 sorular i¢in ekleme/diizenleme onerileri sunduklar1 goriilmiistiir. OGF {izerinde
uzmanlarin goriisleri dogrultusunda diizenlemeler yapilmis ve araca son hali verilmistir (bk. Ek).

Veri Toplama ve Analizi

Aragtirma verilerinin toplanmasinda standartlastirilmig acik uglu goériisme yaklagimi benimsenmis ve
veriler ¢evrimigi ortamda katilimeilarin yanitlari yazili bigimde alinarak toplanmistir. Standartlastirilmis agik uglu
goriismede Onceden belirlenmis sabit sorular tim katilimecilara aymi sirayla yoneltilmektedir. Bu ydniiyle
standartlagtirilmis agik uglu goriisme yaklasimi, gorlismecinin 6znelligini ve goériismeye etkisini en aza
indirmektedir (Yildirim & Simsek, 2018). Arastirma verilerinin ¢evrimici olarak toplanmasinda Google Forms
uygulamasi kullanilmastir. {1k olarak Google Forms uygulamas: iizerinden OGF’de yer alan sorulardan olusan bir
acik uglu yanit formu hazirlanmistir. Arastirmaya katilmaya goniillii olan 6gretmenlerle formun erisim baglantisi
paylasilmis; 6gretmenler ilgili baglant1 aracilifiyla forma ulasip sorular1 yanitlayarak doldurmuslardir. Verilerin
toplanmasi asamasinda katilimcilara gonderilen Google Forms baglantisi, gretmenlerin sunacagi yanitlarin sosyal
begeni kaygisindan etkilenme olasiligint en aza indirmek amaciyla katilimcilarin kimliklerinin belli olabilecegi
kisisel bilgilerin (6r. e-posta, isim, ¢alisilan kurum adi vb.) alinmadigi, anonim olarak yanitlanabilen bir form
olarak yapilandirilmistir.

Aragtirma verilerinin analizi, nitel aragtirmalarda bagvurulan analiz yontemlerinden biri olan betimsel
analiz yoluyla gerceklestirilmistir. Betimsel analiz nitel arastirmalarda kullanilan bir tiimdengelimci analiz
yaklagimidir ve bu yaklasimda elde edilen veriler, goriigme sorularina bagli olarak dnceden belirlenmis temalara
gore ele alinmaktadir (Yildirm & Simsek, 2018). Bu arastirmada betimsel analiz siirecinde ilk olarak OGF’de yer
alan sorulardan yola ¢ikilarak KTU’ya yonelik diisiinceler, KTU’lara yonelik egitim alma ve bilgilenme, KTU’lar1
uygulama ve KTU’lar i¢in yonetici destegi olmak iizere dort tema olusturulmustur. Temalarin olusturulmasinin
ardindan katilimcilarin sorulara verdikleri yanitlar uygun olduklari temalara atanarak gruplanmis ve incelenmistir.

Gecerlik ve Giivenirlik

Aragtirma verilerinin yanit veren kimliginin belirlenemedigi anonim formlar aracilifiyla toplanmasi
nedeniyle katilimcilara tekrar ulagarak katilimci teyidi yapilmas: miimkiin olmadigindan arastirmanin i¢
gecerliginin incelenmesi amactyla uzman incelemesi yapilmistir. Uzman incelemesinde aragtirma konusu
hakkinda bilgiye sahip bir uzmanin arastirma deseni, toplanan veriler, verilerin analizi ve verilerden elde edilen
sonuglarin yazimi siireglerine elestirel bir gozle bakarak aragtirmaciya geri bildirim sunmasi saglanmaktadir
(Yildirnm & Simsek, 2021). Bu dogrultuda arastirma verilerinin toplanmasi i¢in gelistirilen sorular, toplanan
veriler ve hazirlanan rapor 6zel egitim alaninda doktora derecesine sahip ve KTU’lara iligkin ¢aligmalar1 olan bir
aragtirmaci ile paylasilmis; ilgili aragtirmacinin geri bildirimleri alinmis ve bu geribildirimlere dayali olarak gerekli
diizenlemeler gerceklestirilmistir. Arastirmanin dis gecerliginin giiclendirilmesi amaciyla ise ayrintili betimleme
yoluna gidilerek bulgular boliimiinde katilimer goriisleri dogrudan alintilar yoluyla okuyuculara aktarilmistir. Son
olarak, arastirmanin giivenirliginin incelenmesi amaciyla teyit incelemesi yapilmistir. Teyit incelemesi,
aragtirmacinin rapor ettigi sonuglarin disaridan bir uzman tarafindan toplanan verilerle karsilastirilarak teyit
edilebilme durumunun incelenmesidir (Yildirim & Simsek, 2021). Bu arastirmada teyit incelemesi, 6zel egitim
alaninda yiiksek lisans egitimini tamamlamis ve doktora egitimine devam eden bir 6zel egitim uzmani tarafindan
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gerceklestirilmistir. Teyit incelemesi i¢in 6ncelikle verilerin betimsel analizine dayali olarak belirlenen temalarin
yer aldig1 bir tablo iceren Teyit inceleme Formu (TiF) olusturulmustur. Elde edilen tiim veriler ve bulgulara iliskin
raporla birlikte TIF, ilgili uzmanla paylasilmistir. Uzmanda raporu ve verileri inceledikten sonra veriler ile
raporlanan bulgular arasindaki tutarlihiga iliskin goriislerini TIF iizerinde “Veriler Teyit Ediliyor” veya “Veriler
Teyit Edilemiyor” seceneklerinden goriisiine uygun olani isaretleyerek bildirmesi istenmistir. Teyit incelemesi
sonucunda uzmanin tiim temalar agisindan raporlanan bulgularin toplanan verilerle tutarli oldugunu teyit etmistir.

Bulgular

OGF ile elde edilen &gretmen yanitlari, izleyen baghklarda énceden belirlenmis temalar dogrultusunda
sunulmustur. Tiim temalar igin katilimci yanitlarindan 6rnekler aktarilmistir. Ilgili yanitlarin ait oldugu
katilimcilar, kodlar kullanilarak belirtilmistir (6r. K1, K2 vb.).

KTU’ya Yonelik Diisiinceler

Arastirmaya katilan 6gretmenlerden KTU’lar hakkinda diigiincelerini agiklamalari talep edilmistir. Bes
ogretmen (%22) KTU’lar hakkinda bilgilerinin ve fikirlerinin olmadigini belirterek konuyla ilgili herhangi bir
diigiince bildirmemislerdir. KTU’lar hakkinda diisiincelerini bildiren 6gretmenlerin yanitlar1 incelendiginde,
ogretmenler tarafindan yogunlukla KTU’larin 6nemini anlatmaya (n = 10; %43) ve KTU kavramini tanimlamaya
(n=8; %35) yonelik diisiincelerin aktarildig1 goriilmiistiir. Ornegin, K6 “Kanit temelli uygulamalarin 6zel egitimin
niteligi ve giivenirliligi acisindan son derece dnemli oldugunu diisliniiyorum.”; K13 “Bilimsel olarak etkinligi
kanitlanmis yontem ve teknikler ile egitimden daha ¢ok verim alinir.”; K17 ise “Derste sonuglarinin neler
olabilecegini bilmedigim yeni uygulamalar denemektense dogrulugu ve etkililigi kanitlanmis olan uygulamalari
tercih ederim.” seklinde goriis bildirerek KTU’larin egitimin niteligi igin 6nemli bir yere sahip oldugunu
belirtmiglerdir. Bir katilimci ise “Var olan kisitli zamani en verimli sekilde kullanmak adina daha 6ncesinde
etkililigi kanitlanmis bir dizi islem siireci.” (K2) ifadeleriyle KTU’larin verimlilik agisindan 6nemine deginmistir.
Ogretmenlerin bildirdikleri diisiinceleri arasinda ayn1 zamanda KTU kavramini tanimlamaya yonelik ifadeler yer
ald1g1 goriilmiistiir. Ornegin, K14 “Kapsamli bir sekilde yapilan ¢alismalar sonucunda farkli 6zelliklerdeki 6grenci
ve amaglar iizerinde etkililigi kanitlanmis uygulamalardir.” ve K18 “Bilgi diizeyi bakimindan bilimsel dayanaklara
sahip oldugu bilinen uygulamalar” seklinde goriis bildirerek KTU’larin etkililigi bilimsel aragtirmalarca
belirlenmis uygulamalar oldugunu ifade etmislerdir. Bunlardan farkli olarak KTU icin K5’in “Ozel gereksinimli
cocuklar icin etkili olan sistematik uygulamalardir.” ve K15’in “iliskilendirerek &grenme anlamma geliyor.”
seklinde tanimlar yaptiklar1 goriilmiistiir. KTU’larin dnemine ve KTU kavraminin tanimina yonelik diisiincelerin
yani sira K3 “... bireysel farkliliklarin yogun olarak yontemin ise yararliligini etkiledigini goriiriiz. Buradan
baktigimizda kanit temelli bir yontem i¢in yiizde yiiz etkili veya degil denmesi zor.” seklinde goriis bildirerek kanit
temelli olsa bile her uygulamanin her ¢ocuk i¢in ayni etkiyi yaratmayabilecegini ifade etmistir. K1 ise “... kanit
temelli uygulamalarin 6zel egitimdeki yeri giiniimiizde yeteri kadar net ve agik degildir daha da yayginlastirilmast
gerektigini diisiiniiyorum.” seklindeki yanitiyla KTU’larin degerinin anlasilip yayginlastirilmasi gerekliligine
deginmistir.

KTU’lara Yonelik Egitim Alma ve Bilgilenme

Aragtirmaya katilan 6gretmenlere lisans egitimlerinde KTU’lar1 igeren bir ders alip almadiklar1 ve eger
almislarsa bu dersin/derslerin kendilerine katkis1 sorulmustur. Ogretmenlerden sekizi (%35) lisans egitimleri
sirasinda KTUlar1 igeren bir ders almadiklariny, ikisi (%9) ise alip almadiklarini hatirlamadigini belirtmistir. Diger
ogretmenler (n = 13; %57) KTU’lar1 konu edinen dersler aldiklarini belirtmis, bunlardan {i¢ii dogrudan ders adi
vererek lisans egitimi sirasinda uygulamali davranis analizi dersinde KTU’lara deginildigini belirtmislerdir.
Katilimcilar tarafindan KTU larla ilgili igeriklere deginildigi belirtilen derslerin uygulamali davranis analizi (n =
3), sosyal uyum becerileri (n = 1), zihin yetersizliginde sosyal beceri 6gretimi (n = 1) ve zihin yetersizliginde
kavram 6gretimi (n = 1), olarak 6rneklendigi goriilmiistiir. Lisans egitimleri doneminde KTU’lar1 igeren ders(ler)
aldiklarim bildiren 6gretmenlerden biri “...model olma, temel tepki 6gretimi, akran 6gretimi, video model gibi
uygulamalarin 6grencilerde 6gretim sirasinda etkililigi goriilmekteydi.” (K19) diyerek ilgili dersler kapsaminda
ogrendigi KTU’lar1 6rneklemis, bir bagka 6gretmen ise “Uygulamali davranis analizi dersini aldim. Problem
davranigi tanima, tanimlama ve ortadan kaldirma, yerine istenilen davranis1 kazandirma gibi basliklarda bilgi ve
tecriibe edindim.” (K16) diyerek uygulamali davranis analizi dersi kapsaminda 6grendigi KTU’lar1 hizmet ettigi
islevler agisindan problem davraniglari tanimlayip ortadan kaldirmada ve istendik davranislar kazandirmada etkili
olanlar olmak iizere kategorize etmistir. Ogretmenlerin lisans egitimlerinde aldiklari, KTU’lar1 konu edinen
derslerin kendilerine katkilarmna yonelik yanitlar1 incelendiginde ... Ogrencideki gelismeyi daha net
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gorebiliyorum.” (K14), “Kendime giiven kazandirdi.” (K17), ve “Nitelikli bir 6gretmen olmam konusunda faydali
ve yol gosterici oldugunu diistiniiyorum.” (K6) seklinde goriisler bildirdikleri goriilmiistiir.

Aragtirmaya katilan 6gretmenlere lisans egitimini tamamladiktan sonra KTU’lar hakkinda bir egitim alip
almadiklar1 sorulmustur. Ogretmenlerin biiyiik gogunlugu (n = 17; %74) lisans mezuniyetlerinden sonra KTU’lar
hakkinda herhangi bir egitim almadiklarin1 belirtmislerdir. Lisans egitimi sonrasinda KTU’lara iligkin egitim
aldiklarmi bildiren alti 6gretmenden biri “Ulusal 6zel egitim kongrelerine katildim. Webinar programlarina
katildim.” (K16) seklinde ifade ederken egitim aldigini bildiren diger 6gretmenler ilgili egitimi hangi platformda
ya da nasil aldigini belirtmemislerdir. K16 nin yaniti ele alindiginda 6zel egitim kongrelerine katilmanin bir egitim
faaliyeti olarak degerlendirilemeyecegi, ancak webinarlarin ¢evrimici ortamlarda gergeklesen seminerler olarak
bilgi aktariminin amaglandig kisa siireli mesleki gelisim uygulamalar1 oldugu ifade edilebilir. Bununla birlikte,
lisans egitiminden sonra KTU’lara iligkin egitim almadigini belirten iki 6gretmen ise “Kendi arastirmalarimla bir
seyler bulmaya ¢alisiyorum.” (K17) ve “Daha ¢ok kendim kitap alarak 6grendim.” (K7) seklindeki aktarimlariyla
egitime katilmasalar da KTU’lara iliskin daha fazla bilgiye erismek i¢in kendilerinin ¢aba gosterdiklerini ifade
etmiglerdir. Ayn1 zamanda 6gretmenlere KTU’lara iliskin raporlari, kitaplar1 ve yaynlar: takip etme durumlari
soruldugunda 6gretmenlerin 11’1 (%48) KTU’lara iliskin rapor, kitap ve yaynlari takip etmediklerini, 12’si (%52)
ise takip ettiklerini belirtmislerdir.

KTU’lar1 Uygulama

Aragtirmaya katilan ogretmenlere OG 6grencileriyle calisitken KTU’lar1 kullanma durumlari
soruldugunda 11 &gretmenin (%48) OG &grencileriyle ¢alisirken KTU’lar1 kullandiklarmi, diger 12 (%52)
ogretmenin ise OG 6grencileriyle calisirken KTU’lar1 kullanmadiklarini belirttikleri goriilmiistiir. OG
ogrencileriyle ¢alisirken KTU’lar1 kullanmayan 6gretmenlere nedeni soruldugunda katilimeilarin “Faydalanma
imkanim olmuyor ... bu uygulamaya ihtiya¢ duyan bir 6grencim yok su anda.” (K1), “Kendi 6grendigim yéntemler
daha pratik oldugu i¢in.” (K15), “... ¢alistiim okul ve smifin buna uygun oldugunu pek diisiinmiiyorum.” (K3)
gibi nedenler sunduklari goriilmiistiir. Ayn1 zamanda katilimcilardan besi OG 6grencileriyle ¢aligirken KTU lart
kullanmama nedenlerinin KTU’lar hakkinda yeterli bilgilerinin olmamas1 veya egitim almamalart oldugunu
bildirmislerdir. Bir katilimci ise “Gerekli bilgi birikimi ve tecriibeye sahip olmadigim i¢in.” (K18) seklindeki
yanitiyla bilginin yani sira deneyim eksikligini de gerekg¢e gostermistir. Dolayisiyla arastirmaya katilan
ogretmenlerin yaklasik olarak yarisinin 6grencileriyle ¢alisirken KTU’lar1 kullanmadiklari ve yanitlara gore bunun
onemli bir nedeninin dgretmenlerin KTU’lar hakkinda bilgilerinin olmamas1 oldugu goriilmektedir.

OG bgrencileriyle ¢alismalarinda KTU’lar1 kullandigim ifade eden 6gretmenlerden en sik bagvurduklari
¢ KTU’yu belirtmeleri istenmistir. Katilimeilardan altisinin = &rnekleri  arasinda “uygulamali  davranis
analizi/lUDA/ABA”, ii¢liniin 6rnekleri arasinda “sembol pekistireg/pekistirme”, ti¢liniin 6rnekleri arasinda “sosyal
oykii”, ikisinin drnekleri arasinda “video modelle 6gretim” ifadelerinin yer aldig1 goriilmiistiir. Ornegin, K14
“gormezden gelme, uyusmayan davranigin pekistirilmesi ve sembol pekistire¢”’; K16 “uygulamali davranis analizi,
yanligsiz 6gretim yontemleri ve etkinlik ¢izelgeleriyle dgretim”; K20 ise “sosyal dykii, video model ve replik
siliklestirme™ kullandigin1 belirtmistir. Bununla birlikte iki 6gretmenin alanyazinda etkililigine iligkin herhangi bir
caligmaya rastlanmayan “BaSaRa” (K23) ve “STIP” (K7) gibi uygulamalar1 6rnek verdikleri dikkat cekmistir.

KTU’lar icin Yonetici Destegi

Aragtirmaya katilan 6gretmenlere calistiklart okul yoneticilerinin kendilerine KTU?lara iliskin destek
saglama durumlar1 sorulmustur. Ogretmenlerin 16’s1 (%70) calistiklar1 okul yéneticilerinin KTU’lara iliskin
herhangi bir destek saglamadigini, yedisi (%30) ise kendilerine okul yoneticileri tarafindan KTU’lara iliskin destek
saglandigini belirtmistir. Okul yoneticilerinin destek saglamadigini belirten bir katilimei, bu durumu “kurumda
uygulayan, bilen herhangi bir kimse yok.” (K4) seklinde aciklamistir. Kendilerine destek saglandigini belirtilen
Ogretmenlere okul yoneticilerinin ne tiir destekler sagladigi sorusu yoneltildiginde 6gretmenler genellikle
yoneticilerin materyal ve fiziki imkanlar konularinda destek sagladiklarini belirtmislerdir (n = 4). Materyal ve
fiziki imkanlar haricinde goriis bildiren O6gretmenler ise yoneticiler tarafindan kendilerine sunulan destekleri
“Onciiliik eder.” (K11), “Egitim almamiz konusunda ve uygulama konusunda destekler.” (K8) ve “Okuldaki
imkanlar dahilinde destekler sagliyorlar.” (K17) seklinde ifade etmislerdir.

Tartisma

Ozel egitim 6gretmenlerinin KTU’lara yonelik goriislerinin, bilgilerinin ve gegmis egitim yasantilarmin
yani sira bu konuda bilgi edinme, KTU’lar1 kullanma ve bu yonde idarecileri tarafindan desteklenme durumlarinin
incelendigi bu arastirmaya farkli tiniversitelerden mezun 23 6zel egitim dgretmeni katilmistir. Arastirmanin
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bulgular1 genel olarak 6gretmenlerin KTU’lara yonelik olumlu goriislere sahip olduklarini, bazilarinin kavrami
uygun bir sekilde tanimlayabildigini ancak bir kismimin KTU’lara yonelik fikri olmadigini ve kavrami hatali
tanimladiklarmi gdstermistir. Ogretmenlerin yaridan fazlasinin lisans egitimlerinde KTU’lara yénelik egitim
aldiklari, buna karsin biiyiik cogunlugunun mezun olduktan sonra KTU’lar hakkinda bir egitim almadiklar1 ve
yaklasik yarisinin KTU’lara yénelik raporlar takip ettikleri bulunmustur. Ogretmenlerin yaklasik yarisi OG
ogrencileriyle ¢alisirken KTU’lar1 kullanmadiklarini, biiyiik ¢ogunlugu yoneticilerinden KTU’lar1 kullanmalari
icin destek gormediklerini belirtmistir. Bu bulgular, izleyen paragraflarda ayrintili bigimde tartigilmistir.

Aragtirmaya katilan 6gretmenlerin KTU’lara yonelik gorisleri ile ilgili soruya verdikleri yanitlara iligkin
bulgular incelendiginde 23 6gretmenden besinin “bilgim/fikrim yok™ gibi gerekgelerle goriis bildirmedikleri
goriilmektedir. Bu bulgunun dikkat ¢ekici oldugu diisiiniilerek bu bulguya en uygun yoruma ulasabilmek amaciyla
bilgisi/fikri olmadig1 gerekgesiyle goriis bildirmeyen dgretmenlerin mezun olduklari yillar incelenmis, ilgili
ogretmenlerden {igiiniin son bes yil i¢inde, ikisinin ise daha 6ncesinde mezun oldugu goriilmiistiir. Arastirmaya
katilan 6gretmenlerin 18’inin egitimlerini giincel donemde tamamlamis olmalar1 ve bu 18 dgretmenden {i¢liniin
(her alt1 6gretmenden birinin) KTU’lar hakkinda bilgisinin/fikrinin olmadigimi bildirmesi, lisans egitimi sirasinda
derslerin KTU’lara yonelik konular1 yeterince igermiyor olabilecegine veya konuyla ilgili olarak aktarilan
bilgilerin 6gretmenler i¢in mezun olduktan sonra kalici olmadigina isaret etmektedir. Bazi &zel egitim
ogretmenlerinin KTU’lardan haberdar olmadiklarma yonelik bulgular ile Guckert ve digerleri (2016) tarafindan
gerceklestirilen calismada da karsilasilmaktadir. Ozdemir ve Odluyurt (2022) tarafindan Tiirkiye’de
gerceklestirilmis bir ¢alismada da benzer sekilde 6gretmenlerin biiyiik bolimiiniin KTU kavrami hakkinda bilgi
sahibi olmadiklarimi ifade ettikleri bulunmustur. Bu ¢alismadaki katilimei grubu boyutunun ve dogasi geregi
aragtirma modelinin elde edilen bulgularin evrene genellenmesi agisindan giigliikler getirmesine (Patton, 2018)
karsin, son bes yilda mezun olan ve OG bireylere egitim hizmeti sunmaya baslayan ciddi sayida 6gretmen
diistiniildiigiinde, 6gretmenlerin altida birinin KTU’lar hakkinda bilgilerinin/fikirlerinin olmadigini belirtmelerinin
sunulan egitim hizmetlerinin niteligi agisindan soru isaretleri doguracagi diisiiniilmektedir. Bu durumun yani sira
ogretmenlerden dokuzu goriislerinde KTU’larin sunulan egitim hizmetlerinin niteligine yoénelik 6nemine
deginmislerdir. Bu acidan bakildiginda ise dgretmenlerin yartya yakin bir bolimiiniin nitelikli uygulamalarin
yiriitiilmesi agisindan KTU’lara deger atfettigi goriilmekte; bu bulgunun gelecek donemde KTU’lar1 temel alan
miidahalelerin yayginlasmasi ve egitimin niteliginin yiikseltilebilmesinde umut verici oldugu diisiiniilmektedir.
Tirkiye’de gerceklestirilmis, konuyla ilgili ¢aligmalarda da 6zel egitim &gretmenlerinin KTU’larin faydali ve
o6nemli oldugunu belirttikleri goriilmektedir (Atas vd., 2023; Cil vd., 2022; Din¢ & Kalkan, 2022). Atas ve digerleri
(2023) 6gretmenlerin KTU’larin etkililigine inandiklarint bulmus; Cil ve digerleri (2022) de benzer sekilde 6zel
egitim dgretmenlerinin KTU’larin etkililigine ve 6gretimde sagladigi avantajlara olan inanglari ortaya konmustur.
Dolayisiyla, bu arastirmanin 6zel egitim 6gretmenlerinin KTU’lara deger atfettiklerine isaret eden bulgusu ulusal
alanyazinla tutarli sonucglar ortaya koymaktadir. KTU’lara yonelik goriisler hakkindaki son bulgu olarak
ogretmenlerden besinin KTU’yu tanimlarken “bilimsel arastirmalarin ortaya koydugu sonuglarla/kanitlarla
belirlenen uygulamalar” olduguna deginiyor olmalari, dgretmenlerin KTU’larin belirlenmesi ve dayanaklari
hakkinda fikir sahibi olduklarini géstermektedir. Bu bulgu dgretmenlerin konuya bakis agilar1 ve konuyla ilgili
bilgi diizeyleri agisindan olumlu goriiniirken bazi dgretmenlerin KTU’yu gercek tanimindan uzak bigimde (6r.
“iligkilendirerek 6grenme anlamina geliyor.”) tanimliyor olmalarimin 6gretmenlerin konuyla ilgili bilgi destegine
gereksinimleri oldugunu gostermektedir. Bu aragtirmaya benzer bulgular Atas ve digerleri (2023), Cil ve digerleri
(2022) ve Ding¢ ve Kalkan (2022) tarafindan gergeklestirilen caligmalarda da ortaya ¢ikmis, dgretmenlerin
KTU’lara 6nem atfettikleri halde kavrami dogru tanimlamada giicliikler yasadiklari belirtilmistir. Bu dogrultuda,
tilkemizdeki 6zel egitim 6gretmenlerinin konuya iliskin bilgi diizeylerinin desteklenmesi i¢in mesleki geligim
uygulamalarinin yiritiilmesi gerekliligi ortaya ¢ikmaktadir.

Aragtirmaya katilan Ogretmenlerin lisans egitimleri siiresince KTU’lar hakkinda ders(ler) alma
durumlarma yonelik soruya verilen yanitlara iliskin bulgular, 6gretmenlerin goz ardi edilemez bir bdliimiiniin
(yaklasik tigte birinin) lisans egitimleri sirasinda KTU konusuna deginen bir ders almadigini ortaya koymaktadir.
Bu bulgunun, 6gretmenlerin belirli bir boliimiiniin KTU’lara yonelik bilgileri/goriisleri olmadigina ydnelik
bulgunun bir nedeni olabilecegi diisiiniilmektedir. Aynt zamanda Ogretmenlerin yaklasik {igte birinin lisans
egitimlerinde KTU’lar hakkinda bir ders almiyor olmalari, OG 6grencilere nitelikli ve verimli bir egitim hizmeti
saglamalar1 konusunda bir dezavantaj olarak goriilmektedir. ABD’de yiiriittiikleri bir aragtirmada Hsiao ve
Sorensen-Petersen (2019) 6gretmenlere KTU’lar1 iceren bir liste sunduktan sonra lisans egitimleri sirasinda
aldiklar1 derslerde ilgili KTU’lara deginilme durumlarini incelemisler; arastirmanin sonucunda o6gretmenlerin
%20’sinin lisans egitimlerindeki derslerde KTU’lara hi¢ deginilmedigini belirttiklerini, yaklasik %21’inin ise
lisans egitimlerindeki derslerde KTU’lara rastlantisal olarak deginildigini ancak konunun iizerinde tartisiimadigini
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belirttiklerini bulmuslardir. Benzer sekilde, Larraceleta ve digerleri (2022) de Ispanya’da gerceklestirdikleri
aragtirmada &gretmenlerin biiylik cogunlugunun ne hizmet O6ncesi donemde ne de goreve basladiktan sonra
katildiklar1 mesleki gelisim uygulamalarinda KTU’lara iliskin d6grenme deneyimleri yagsamadiklarini ortaya
koymustur. Hsiao ve Sorensen-Petersen (2019) ve Larraceleta ve digerleri (2022) tarafindan yiiriitiilen
aragtirmalarin sonuglarmin bu arastirmadakine benzer sonuglar ortaya koydugu goriilmektedir, ancak her iki
aragtirmada da katilimcilarinin biiylik cogunlugunun lisans egitimlerini tamamlamalariin ardindan 10 yildan daha
fazla zaman gectigi de goz ardi edilmemelidir. Bu aragtirmadaki katilimcilar ise verilerin toplandigi doneme gore
¢ogunlukla yakin tarihlerde mezun olmus dgretmenlerdir. Dolayisiyla tamamladiklar1 lisans programindan
KTU’lara iliskin alanyazinda yer alan daha giincel bilgilerle ayrilmalari, gergekei bir beklentidir. Tiirkiye’de
gerceklestirilmis bir arastirmada, bu arastirmaya kiyasla daha biiyiik oranda 6gretmenin KTU’lara iligkin daha
once egitim almadiklart bulunmustur (Cil vd., 2022). Tekin-iftar ve digerlerinin (2023) gergeklestirdigi bir
¢alismada ise her bir KTU’ya gore degismekle birlikte, 27 KTU’dan 25’1 igin 6gretmenlerin yaridan fazlasmin
egitim almis olduklari, bu egitimleri de cogunlukla lisans/lisanstistii egitim kapsaminda aldiklar1 ortaya konmustur.
Bulgulardaki bu farkliliklarin arastirmalara katilan 6zel egitim 6gretmenlerinin mezun olduklar tiniversitelerden
kaynaklanabilecegi diisiiniilmektedir. Bununla birlikte, hem bu arastirmada hem de Cil ve digerlerinin (2022)
caligmasinda ortaya ¢ikan durum, hizmet dncesi donemde KTU’lara iliskin egitimlerin gelistirilmesi gerekliligine
isaret etmektedir. Hizmet Oncesi egitim siireclerinin dgretmen niteligi ve dolayisiyla 6grencilerin gelisim ve
ogrenme ¢iktilart agisindan dénemi diisiintildiigiinde KTU’lara lisans programlarindaki derslerde daha fazla yer
verilmesi, alanyazinda da onerilmektedir (Lauderdale-Littin & Brennan, 2018). Bu onerinin KTU kavraminin
ortaya cikisiyla tarihsel siiregteki degisimini, KTU’larin 6zelliklerini ve KTU’lar1 belirlemede izlenen siiregleri
aciklayan; ayni zamanda KTU’larin belirlenmesinde rol alan yayinlara yonelik bilgi okuryazarligimi (bilgi
kaynaklarina erisme ve bu kaynaklar1 kullanma yeterligi) destekleyen ve 6rnek uygulamalar gozlemleme firsati
sunan dersler yoluyla gergeklestirilebilecegi diisiiniilmektedir.

Ogretmenlerin lisans egitimleri sonrasinda KTU’lar hakkinda egitim alma durumuna iliskin bulgular,
aragtirmaya katilan 6gretmenlerin biiyiik bir kisminin (23°te 17’sinin) lisans mezuniyetleri sonrasinda KTU’lar
hakkinda herhangi bir egitime katilmadiklarin1 géstermektedir. Lisans egitimi sonrasinda konuyla ilgili egitici
faaliyetlere katildigini aktaran &gretmenlerden yalnizca biri gevrimi¢i seminerlere (webinar) katildigini ifade
ederken digerleri KTU’lar hakkinda nerede egitim aldiklarini bildirmemisler; konuyla ilgili egitim almayan
ogretmenlerden ise yalnizca ikisi konuyla ilgili daha fazla bilgi edinmek i¢in ¢abaladiklarini belirtmiglerdir. Tekin-
iftar ve digerlerinin (2023) galismasinda da buna benzer bir bulgu ortaya ¢ikmis, 6zel egitim dgretmenlerinin
KTU’lara yonelik olarak lisans/lisansiistii egitim disindaki egitici faaliyetler kapsaminda egitim alma oranlarinin
lisans/lisansiistii egitim sirasinda alinan egitime oranla olduk¢a diisikk oldugu gériilmiistiir. Bu arastirmada ve
Tekin-Iftar ve digerlerinin (2023) calismasinda ulasilan bulgular birlikte ele alindiginda, &zel egitim
ogretmenlerinin ¢ok smnirlt bir boliimiiniin lisans programlarindan mezun olduktan sonra kendilerini KTU’lar
konusunda gelistirme cabast i¢inde oldugu gériilmektedir. Bu dogrultuda 6gretmenlerin KTU’lara iligskin bilgi
gereksinimlerinin kargilanmasi i¢in ilgili uygulamalara iligkin giincel aragtirma sonuglar1 dogrultusunda diizenli
olarak giincellenerek KTU’lar hakkinda giincel bilgiler sunan ulusal ¢apta, kolay erisilebilir ve yayginlagtirilabilir
kaynaklara gereksinim duyulmaktadir. Ayni zamanda &gretmenlerin bu kaynaklara eriserek kendi mesleki
bilgilerini giincelleme motivasyonlarmin da desteklenmesi gerekmektedir. Uluslararas: ¢apta KTU’lara iligkin
bilgilerin edinilebilecegi giivenilir kaynaklar mevcuttur (bk. Autism Focused Intervention Resources & Modules
[AFIRM], t.y.; What Works Clearinghouse [WWC], t.y.) ve bu kaynaklardan biri olan AFIRM, Tiirk¢elestirilmistir
(Diken vd., 2022). Bu tiir kaynaklarin ulusal capta yayginlastirilmasiyla 6zel egitim &gretmenlerinin lisans
egitiminde yeterince bilgi ve deneyim edinmemis olsalar dahi mesleki yasamlari sirasinda KTU’lar hakkinda
detayl ve giincel bilgileri edinebilmelerinin saglanmasi miimkiindiir, ancak 6gretmenlerin bu kaynaklari etkili bir
sekilde kullanmalari i¢in de desteklenmelerine gereksinim duyulmaktadir.

Ogretmenlerin KTU’lara yonelik diisiinceleriyle hizmet 6ncesinde ve meslek hayatina bagladiktan sonraki
dénemde KTU’lar hakkinda bilgi edinme durumlar1 birlikte ele alindiginda, 6gretmenlerin bilgi diizeylerini
destekleyecek galismalara gereksinim duyuldugu ortaya ¢ikmaktadir. Bu dogrultuda, Biyoekolojik sisteme gore
sistemin merkezindeki OG 6grenciyle dogrudan bir etkilesimi olmasa da egzosistem diizeyinde (Bronfenbrenner,
1979) bireyin gelisimine etki eden resmi kurumlarin hem hizmet 6ncesi donemde 6gretmen adaylariin hem de
goreve basladiktan sonra 6gretmenlerin KTU’lara iliskin bilgi diizeyini destekleyici uygulamalar yiiritmeye
yonelik politikalar iiretip harekete gecmeleri gerekmektedir. Ogretmenlerin bilgileri ve inanglar1 arasinda karsilikli
olarak birbirini etkileyen bir iliski bulunmaktadir (Basckin vd., 2021; Buehl & Beck, 2015). Ogretmenlerin
KTU’lara yonelik diisiinceleri ve inanglar1 ise KTU’lar1 kullanma durumlarini etkileyebilmektedir (Hudson vd.,
2016). Dolayistyla KTU’larin kullanimin1 desteklemek icin gelistirilecek politikalar 1518inda 6gretmenlerin hem
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KTU’lara yonelik bilgi diizeylerini hem de KTU’lara ve etkili uygulamalar yiiriitmeye yonelik diisiince ve
inan¢larii hedef alan tutum caligmalarini barindirmasi gerekmektedir.

Aragtirmaya katilan 6gretmenlerin KTU’lar1 kullanma durumlarina yonelik sorulardan elde edilen
cevaplar, Ogretmenlerin yaridan fazlasimin OG &grencileriyle calisirken KTU’lar1 kullanmadigmi ortaya
koymustur. KTU’lar1 kullanmadigini belirten dgretmenlerin 6énemli bir kisminin ise konuyla ilgili bilgilerinin
olmamasini gerekge gosterdikleri goriilmiistir. OG 6grencileriyle calisirken KTU’lar1 kullandigmi belirten
ogretmenlerin kullandiklar1 KTU’lara iligkin 6rnekler soruldugunda, en sik verilen drnegin aslinda bir uygulama
degil, uygulamalara temel olusturan bir disiplin olan uygulamali davranis analizi oldugu goriilmiistiir. Bu 6rnekten
sonra en sik ifade edilen 6rnekler olan pekistirme, sosyal dykii ve video modelle 6gretimin ise giincel ¢aligmalara
gore KTU’lar arasinda yer aldig1 (Steinbrenner vd., 2020); ancak ilgili 5rnekleri sunan 6gretmenlerin say1sinin OG
ogrencileriyle caligmalarinda KTU’lar1 kullanmayip 6rnek sunmayan veya gergekte KTU olarak ele alinmayan
ornekler sunan dgretmenlere kiyasla oldukga sinirli oldugu goriilmektedir. Ogretmenlerin bilgi diizeyleri KTU’lara
yonelik inanglarini etkileyebildiginden, KTU’larin dgretmenlerce uygulanmasinda da 6nemli bir yere sahiptir
(Basckin vd., 2021). Bu aragtirmada elde edilen bulgular, 6gretmenlerin hangi uygulamalarin KTU olduguna
iligkin bilgilerinin desteklenmesi gerektigine isaret etmektedir. Bu arastirmadan farkli olarak, Atas ve digerleri
(2023) ile Tekin-iftar ve digerleri (2023) tarafindan gergeklestirilen ¢alismalarda dgretmenlerin daha biiyiik bir
bolimiiniin KTU’lar1 kullandiklarimi ifade ettikleri goriilmiistiir. Bununla birlikte, bu arastirmada elde edilen
bulgulara benzer sekilde, Atas ve digerlerinin (2023) calismasinda KTU’lar1 kullandigimi belirten 6gretmenlerin
¢ogu ornek verirken aslinda bir KTU olmayan ve KTU’larin 6nemli bir bolimiiniin dayanagini olusturan bir
disiplin olan uygulamali davranis analizini kullandiklarim belirtmislerdir. Tekin-Iftar ve digerlerinin (2023)
calismasinda ise 27 KTU’dan 14’iiniin 6zel egitim 6gretmenlerinin en az yarisi tarafindan arastirmanin yapildigi
yildan 6nceki egitim-6gretim yilinda kullanildigi, ancak KTU’lar1 her giin kullandigini séyleyen 6gretmenlerin
oraninin hi¢gbir KTU i¢in 6gretmenlerin yarisini gegmedigi bulunmustur. Tiirkiye’de gerceklestirilmis diger
calismalardan ve bu arastirmadan elde edilen bulgular birlikte ele alindiginda her ne kadar uyguladiklarimi
belirtiyor olsalar da &gretmenlerin KTU’lar1 kullanmalarina iligkin sinirhiliklar oldugu goriilmektedir.
Ogretmenlerin lisans egitimleri sirasinda KTU’lar1 iceren dersler almamalarinin konuyla ilgili bilgi
edinememelerine yol acabilmesi ve mesleki yasamlari sirasinda KTU’lar1 kullanma durumlari agisindan
dezavantaj yaratmasi olasidir. KTU’larin uygulanmasinda karsilasilan bu smirliliklar, hizmet 6ncesi donemde
KTU’lara odaklanan derslerin gerekliligini 6ne cikarmaktadir. Ote yandan, 6zel egitim hizmetlerinin nasil
sunulacaga iliskin diizenlemeleri barindiran OEHYde (2018) 6gretmenlerin OG dgrencilerine dgretim sunarken
KTU’lar kullanmalarini veya sunduklart egitim hizmetlerinin etkisine yonelik olarak hesap vermesini zorunlu
kilan bir diizenleme bulunmamaktadir. Dolayisiyla 6zel egitim 6gretmenlerin biiyiik ¢ogunlugunun KTU’lar1
kullanmalarinin bir diger olasi nedeninin de ililkemizde buna yonelik bir yasal zorunlulugun bulunmamasi
olabilecegi diisiiniilmektedir. Sunulan hizmetlerde dnceden belirlenmis standartlarin yerine getirilmesi olarak ele
alman hesap verme, Ogrencilerin en yiiksek faydayi sagladigindan emin olmak ve kamu kaynaklarini etkili
kullanmak agisindan 6nemli bir yere sahiptir (Crowe vd., 2015; Wolf & Hassel, 2001). Bu dogrultuda, kararlariyla
uygulamalar1 sekillendirme yetkisine sahip oldugu i¢in dogrudan olmasa da bireyin gelisimi izerinde etkiye sahip
(Bronfenbrenner, 1979) resmi kurumlarin gerekli yasal diizenlemeleri gerceklestirerek dgretmenlere KTU’lar1
kullanarak o&gretim yapma ve uygulanan miidahalelerin etkililigi i¢in hesap verme sorumlulugu yiiklemesi
gerekmektedir. Politika degisikliklerinin yani sira dgretmenlere KTU’larin uygulanmasi agisindan sunulmasi
gereken destekler de goz ardi edilmemelidir. Bu destekler, aktif olarak ¢aligmakta olan gretmenler i¢in mesleki
gelisim uygulamalari araciliftyla saglanabilmektedir. idarecilerin sorumluluklarinda olan bdlge ya da okulda
calisan Ogretmenlerin KTU’lara iliskin yeterli bilgi veya deneyime sahip olmayan ve KTU’lar1 kullanmayan
ogretmenleri belirleyerek bu 6gretmenlerin yetkinligini artiracak mesleki gelisim uygulamalarina yonlendirmeleri
gerekmektedir (Hsiao & Sorensen-Petersen, 2019). Ogretmenlere bu desteklerin nasil sunulabilecegini incelemek
iizere 6zel egitim alaninda mesleki gelisim uygulamalarini ele alan arastirmalar, sinif iginde sunulan kogluk veya
uygulama kayitlar izerinden diizeltici geribildirim saglanmasi gibi uygulamalarin etkililigini ortaya koymaktadir
(Brock vd., 2018; Hall vd., 2010).

Ozel egitim dgretmenlerinin KTU’lar konusunda calistiklar1 okul yéneticileri tarafindan desteklenme
durumuna iliskin bulgular, 6gretmenlerin biiyiik ¢ogunluguna okul ydneticileri tarafindan destek sunulmadigim
gostermektedir. Okul yoneticileri tarafindan KTU’lar konusunda desteklendigini belirten dgretmenler ise
yogunlukla bu desteklerin materyal ve fiziksel diizenlemeler boyutunda oldugunu belirtmislerdir. Tiirkiye’de
yiriitiilen bir bagka caligmada Ding ve Kalkan (2022), 6gretmenlerin dortte iigliniin KTU’lar1 kullanma konusunda
calistiklart kurum tarafindan desteklendiklerini ifade ettiklerini ortaya koymuslardir, ancak ilgili ¢alismada
ogretmenlerin kurumlarindan ne tiir destekler aldiklarina yonelik bulgular yer almamaktadir. Bu ¢alismada ve Ding
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ve Kalkan’mn (2022) ¢alismasinda farkli bulgular ortaya konmus olmakla birlikte, 6gretmenlerin desteklenmeye
yonelik algilarmin ve aldiklarmi soyledikleri desteklerin neler oldugunun da incelenmesi 6nemli goriilmektedir.
Yalnizca fiziksel ortam diizenlemelerinin 6gretmenlerin KTU’lar1 kullanmalarimi saglamaya yoénelik yeterli bir
destek olmayacagi ve idarecilerin KTU’lar1 yayginlagtirmaya yonelik kurum politikalar1 gelistirip uygulamalari
gerektigi  diisiiniilmektedir. Ogretmenlerin OG  6grencileriyle ¢alismalarinda KTU’larm  kullanimimin
saglanmasindaki 6nemli rolii bilinen okul yoneticilerinin (Tseng, 2012.; Fixen vd., 2005) 6gretmenlere gerekli
destegi saglamamalarinin KTU’larin yaygimlasmasini sinirlamasi olasidir. Bu dezavantajin ortadan kaldirilmasi ve
dolayisiyla egitim hizmetlerinin niteliginin desteklenmesi i¢in okul yoneticilerinin &gretmenlere KTU’lar
konusunda kolaylastirici destekler saglamasi gerekmektedir. Sunulan destekler yalnizca materyal ve fiziksel
diizenlemelerle siirli kalmamali, okul politikalarmin kolaylastirici hale getirilmesi ve 6gretmen yeterliklerinin
gelistirilmesini de kapsamalidir. Bu dogrultuda, okul ydnetimleri i¢in KTU’lara iligkin alanyazindaki giincel
bilgilerin takibine ve KTU’larin idare ettikleri okullarda kullaniminin saglanmasina destek olacak sistemler
kurulmasi dnerilmektedir. Politika gelistiricilerin okul idareleriyle birlikte ¢caligmasi bu yonde bir sistemi kurmak
icin kacinilmazdir. Hesap vermeyi merkeze alan bir sistem ile KTU’lar1 dogrulukla uygulayarak 6grencilerini
belirledikleri uzun dénemli amaglara ulastirmada basarilt olan dgretmenlerin ve okullarin 6diillendirilmesinin
saglanmasiyla idari destegin gii¢lendirilebilecegi diisliniilmektedir.

Siirhiliklar ve Giiclii Yanlar

Bu aragtirma, kii¢iik bir grupla gerceklestirilen bir ¢alisma olmasi nedeniyle bulgularin genellenmesi agisindan
simirhiliga sahiptir. Bununla birlikte, arastirmaya katilan dgretmenlere ilanlar yoluyla ulasilmasi ve yanitlarin anonim
olarak toplanmasi, katilimcilarin 6zel egitim 6gretmeni olma durumlarinin teyit edilememesine neden olmustur, ancak
bu durum katilimcilardan mezuniyetlerini kanitlayan belgeleri paylagsmalarinin istenmedigi tlim aragtirmalarda
kargilagilabilecek bir smirliliktir. Bununla birlikte katilimcilarin belirttikleri mezuniyet yillart ve {iniversiteleri
incelendiginde ilgili yillarda bu iiniversitelerin 6zel egitim Ogretmenligi lisans programlarindan mezun verdikleri
gOriilmiistiir. Arastirmanin bir diger sinirl yani ise veri toplama aracinin katilimeilarin ¢evrimic¢i ortamda yazil olarak
yanitladiklar1 sorulardan olugsmasi nedeniyle yanitlarin derinlestirilmesine yonelik, katilimc1 yanitlariyla iligkili ek/sonda
sorularin sorulmasina imkan saglamamasidir. Bu durum, katilimcilarin sorular i¢in sunduklari yanitlarin okuduklar
sorular1 nasil anladiklarina bagh olarak, kendilerinin sunmay1 tercih ettigi kadar detayla smirl kalmasina yol agmstir.
Veri toplama aracinin getirdigi bu smirliligin yani sira giiclii bir yan1 da bulunmaktadir. Arastirmaya katilan
Ogretmenlerin yanitlarini yazili ve anonim olarak gonderebilmelerinin, yanitlarin begeni kaygisindan bagimsiz olarak
verilmesini sagladigi diisiiniilmektedir. Arastirmanin bir diger gii¢lii yonii ise katilimcilarin 10 farkli tiniversiteden
mezun olmug hem kamuda hem de 6zel sektorde ¢alisan 6gretmenlerden olugsmasidir. Bu ydniiyle aragtirmanin 6zel
egitim 6gretmenlerinin KTU’lara iligkin goriisleri, bilgileri, KTU’lar1 kullanma durumlari ve bu konuda okul yoneticileri
tarafindan kendilerine saglanan destekler agisindan Tiirkiye’deki duruma ayna tuttugu diistiniilmektedir.

Sonug¢ ve Oneriler

Sonug olarak bu arastirmanin bulgulari, 6zel egitim 6gretmenlerinin KTU’lara iliskin bilgi diizeylerinin ve
KTU’lan kullanan &gretmen sayisinin oldukca sinirli oldugunu ortaya koymustur. Bu alanda istendik gelismelerin
saglanabilmesi i¢in 6nemli bir faktor olan idari destegin ise yeterince saglanmadig goriilmiistiir. Halihazirda yetersiz
olan idari destegin yan1 sira 6gretmenlerin etkili 6gretim sunmalarimi ve hesap vermeyi saglayacak yasal diizenlemelerin
bulunmamasinin, KTU’larin yaygilasmasmin dniindeki énemli engeller oldugu diisiiniilmektedir. Bu nedenle, OG
Ogrencilere sunulan egitim hizmetlerinde niteligin artirilmasi i¢in gecikmeden harekete gegilmesi gerekmektedir.

Bu aragtirmadan elde edilen sonuglardan hareketle, 6zel egitim 6gretmenlerinin KTU’lara yonelik bilgi
diizeylerini ve KTU’lar1 kullanmalarini desteklemek iizere ulusal ¢apta bir politika olugturmaya yonelik adimlar atilmasi
onerilmektedir. Olusturulacak yeni politikanin KTU’lara iligkin Tiirk¢e bilgi kaynaklarinin ¢ogaltilip tim egitim
ortamlarina yayginlastirilmasini, &gretmenlerin bu alandaki bilgi diizeyleri ve uygulamalarinin belirli araliklarla
degerlendirilmesi yoluyla eksiklerin belirlenmesini, bu degerlendirmelerde basarili olan dgretmenlerin tesvik edilmesi
igin odiillendirici sistemler olusturulmasini, bu alanda sinirliliklart oldugu belirlenen dgretmenlerin ise etkili hizmet igi
egitim uygulamalarindan yararlandirilmalarini icermesi gerektigi diigiiniilmektedir. Bununla birlikte, gergeklestirilecek
yeni yasal diizenlemelerle hesap verme sorumlulugunun getirilmesi gerekmektedir. Ileri arastirmalarda, KTU lar
kullandiklarini ifade eden 6zel egitim 6gretmenlerinin ¢aligma ortamlarinda gergeklestirilecek gozlemler ile KTU’lar1
kullanmadaki uygulama giivenirligi diizeylerinin incelenmesi, bdylece KTU’larin ne diizeyde dogru kullanildigina
iliskin durumun da ortaya konmasi 6nerilmektedir. Bununla birlikte, 6zel egitim 6gretmenlerinin KTU’lara iliskin bilgi
ve uygulamalarmin gelistirilmesine duyulan gereksinim ulusal alanyazindaki g¢esitli caligmalarda ve bu arastirmada
ortaya kondugundan, ileri arastirmalarda &gretmenlerin bu alanda desteklenmesini hedefleyen miidahalelerin
gergeklestirilmesi onerilmektedir.
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Ek

Ogretmen Goriisme Formu

En son mezun oldugunuz egitim diizeyini
isaretleyiniz.

Egitiminizi hangi tiniversite tamamladiniz?
(Lisansiistii egitim aldiysaniz egitiminizi
tamamladiginiz viniversite bilgisini de ekleyiniz.)
Universiteden hangi y1l mezun oldunuz?
(Lisansiistii egitim aldiysaniz egitiminizi
tamamladiginiz iiniversite bilgisini de ekleyiniz.)
Ozel gereksinimli 6grencilerle kag yildir aktif
olarak c¢alistyorsunuz?

Calistiginiz kurum tiirlinii se¢iniz. O Kamu O Ozel

O Lisans O Yiiksek lisans O Doktora

1. Ogzel egitimde kanit temelli uygulamalar hakkinda diisiincelerinizi en fazla 150 sézciikle agiklar
mistniz?

Yanitiniz:

2. Lisans egitiminizde kanit temelli uygulamalari igeren bir ders aldiniz m1? Aldiysaniz size katkilarini
en fazla 150 sozciikle agiklar misiniz?

Yanitiniz:

3. Lisans egitiminizden mezun olduktan sonra kanit temelli uygulamalar hakkinda teorik ya da
uygulamali bir egitim (seminer, ¢aligtay, proje vb.) aldiniz m1?

Yanitiniz:

4.  Ozel egitimde kanit temelli uygulamalara iligkin raporlari, kitaplar1 ve yayinlari takip eder misiniz?
Yanitiniz:

5. Ozel gereksinimli dgrencilerinizle ¢alisirken kanit temelli uygulamalardan faydalanir misiniz?
Yanitiniz:

6. Ozel gereksinimli dgrencilerinizle ¢alisirken kanit temelli uygulamalardan faydalanmiyorsaniz
nedenini en fazla 150 sozciikle agiklar misiniz?

Yanitiniz:
7. En sik kullandiginiz ii¢ kanit temelli uygulama hangileridir?
(Bu soruyu 5. soruya yanitiniz “evet” ise yanitlayiniz.)
Yanitiniz:
8. Calistigimmiz okul yoneticileri, kanit temelli uygulamalara iliskin destekler sagliyor mu?
Yanitiniz:

9. Calistigimiz okul yoneticileri kanit temelli uygulamalara iliskin ne tiir destekler sagliyor?
(Bu soruyu 8. soruya yanmitiniz “evet” ise yanitlayiniz.)
Yanitiniz:
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Abstract

Introduction: Although the concept of evidence-based practice (EBP) initially emerged in the field of medicine,
it has since extended into the field of special education, particularly as the effectiveness of interventions has gained
increasing importance. The use of EBPs in special education plays a critical role in achieving desirable outcomes
for children with special needs. However, the implementation of EBPs in this field may vary depending on several
factors, such as teachers’ perspectives, their level of knowledge, and the support provided by school administrators.
Therefore, this study examines special education teachers’ views and educational experiences related to EBPs, as
well as their implementation status of these practices and the extent of support they get from school administrators.

Method: This study was conducted using a basic qualitative research design. The participants were 23 special
education teachers, all of whom graduated from special education programs and had been working in the field for
approximately five years on average. The research data were collected online through a standardized open-ended
interview approach and analyzed using descriptive analysis.

Findings: The responses obtained from the teachers were categorized under four main themes: (1) perspectives
on EBPs, (2) training and knowledge related to EBPs, (3) implementation of EBPs, and (4) administrative support
for EBPs. The study revealed four primary findings. First, although most special education teachers considered
EBPs important, their level of knowledge regarding these practices appeared to be limited. Additionally, it was
found that the majority of these teachers had not been trained on EBPs during or after undergraduate education.
The third key finding indicated that when teachers provided examples of EBPs they claimed to implement, they
occasionally cited practices that were not evidence-based. Lastly, most teachers reported receiving little or no
support from school administrators in employing EBPs. This assistance for those who recieved support was
primarily limited to physical arrangements in the classroom environment.

Discussion: The findings of this study align with previous research regarding special education teachers’
educational experiences and knowledge related to EBPs. Considering the challenges teachers face in implementing
EBPs and the lack of support from administrators, there appears to be a need for interventions at both the policy
level and in terms of teacher competencies.

Keywords: Evidence-based practice, special education teacher, school administrator, students with special needs,
quality education.
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Introduction

A desired outcome from an intervention largely depends on the effectiveness of the intervention
implemented. To deliver an effective intervention, it is necessary to rely on practices whose impact on student
outcomes has been tested and verified through rigorous scientific research, in other words, evidence-based
practices (EBPs). The earliest studies on EBPs were conducted in the field of medicine to identify the most reliable
approaches for achieving the best possible outcomes from interventions. Emerging under the term "evidence-based
medicine," this concept is defined as a multi-step process that integrates the best and most current available
evidence with clinical expertise and patient values and preferences (Sackett et al., 1996; Straus et al., 2019).
Although research on evidence-based medical practices dates to the mid-19th century, the modern era of this
movement is generally considered to have begun in the 1970s (Bennett et al., 1987; as cited in Odom et al., 2005).
Following the developments in medicine, similar shifts occurred in the field of education, where increasing
emphasis began to be placed on evidence derived from high-quality scientific research to inform instructional
practices (Oakley, 2002). As the importance of delivering effective interventions in special education has gained
increasing recognition, EBPs have become a growing global movement (Reichow & Volkmar, 2011; Wang et al.,
2024). In the context of special education, the concept of EBPs is defined as a multi-step process used in making
decisions about which interventions and services should be provided and what type of monitoring should be
implemented to ensure the intervention has the desired effect (Reichow, 2018). According to another definition,
EBPs are practices whose effectiveness on student outcomes has been demonstrated through high-quality scientific
studies (Cook & Odom, 2013; Cook et al., 2020). Grounded in rigorous empirical evidence, EBPs are of critical
importance in delivering educational services that are of sufficient quality to meet the needs of students with special
needs (SN) (Leko et al., 2019). In international literature, this concept is most referred to as evidence-based
practice. However, various Turkish translations have appeared in educational research, including kanit temelli
uygulama (e.g., Canbolat & Ozdemir, 2016), bilimsel dayanakl uygulama (e.g., Karaaslan & Kutlu, 2010), and
kanita dayali uygulama (e.g., Iscen-Karasu & Kayahan-Yiiksel, 2023). Given that the foundational concept of
evidence in education is grounded in the effectiveness results demonstrated by experimental research (see Canbolat
& Ozdemir, 2016), and that EBPs in special education are determined by examining intervention studies that meet
specific quality criteria, the term evidence-based practice is adopted in this study.

The importance of evidence-based practices (EBPs) for the development and learning of students with
SN can be explained through the lens of the bioecological theory. This theory, which posits that an individual's
development is shaped by multiple environmental factors beginning at birth, categorizes these factors into nested
systems ranging from the most immediate to the most distal: the microsystem, mesosystem, exosystem,
macrosystem, and chronosystem (Bronfenbrenner, 1979; Bronfenbrenner & Morris, 2006). According to the
theory, both the elements within each system and the interactions between systems exert varying degrees of direct
or indirect influence on an individual’s development. Teachers and schools are situated within the microsystem,
which includes elements that are closest to the individual and have a direct impact on their development. Factors
such as teacher quality and school policies have been shown to affect student outcomes (Feng & Sass, 2013;
Kyriakides et al., 2015). From a bioecological perspective, the EBPs implemented by teachers have a direct
influence on the development and learning of SEN students. This position places a significant responsibility on
teachers to support student growth and learning through the delivery of effective instructional practices. Cook et
al. (2008) identified four main stages in the process of implementing EBPs in special education (see Figure 1),
each of which highlights the responsibilities teachers bear in applying EBPs in the educational services they
provide to students with SN. To maximize developmental and learning outcomes, there is a need for qualified
teachers who can meet the requirements of these stages in practice. This need underscores the critical role of
teacher preparation programs in equipping future educators with the skills necessary to implement EBPs
effectively (Lauderdale-Littin & Brennan, 2018). From the perspective of bioecological theory, this need also
emphasizes the importance of broader elements, such as formal institutions, legal regulations, and policy
frameworks, that, while situated at more distal levels than the microsystem, still play a role in shaping educational
practice and thus affect the quality of services provided to students with SN.
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Figure 1
Stages of the EBP Implementation Process (Cook et al., 2008)

‘ Systematically identifying and disseminating EBPs for students with SN

Selecting EBPs by considering students’ learning needs and goals, the teacher’s
strengths and experience, and the characteristics of the instructional setting

‘ Implementing EBPs using effective instructional techniques _J

‘ Monitoring student performance individually, frequently, and systematically ’

Note: EBP = evidence-based practice; SN = special needs.

Special education services aim to support the adaptation of individuals with significant differences from
their peers in terms of individual and developmental characteristics as well as educational competencies (Special
Education Services Regulation [SERS], 2018). Achieving desired outcomes in this regard depends primarily on
the delivery of high-quality educational services to individuals with SN by highly qualified teachers who possess
up-to-date knowledge and implement effective practices with a high level of fidelity. Education policies should
establish a foundation that promotes the use of effective practices and supports ongoing professional development
(Davies, 1999). One example of efforts to promote the use of EBPs in educational services for students with SN
can be seen in legal reforms enacted in the United States (U.S.), where legislation has explicitly emphasized the
use of scientifically validated practices and the qualifications of teachers (No Child Left Behind Act [NCLB],
2001). It is reasonable to expect that highly qualified teachers who utilize these practices will produce better
student outcomes (Boyd et al., 2018), as research has indicated a clear association between EBPs implemented
with high procedural fidelity by teachers and positive developmental and learning outcomes (Brady et al., 2019;
Odom, 2009; Schles & Robertson, 2019).

It is evident that enhancing the quality of education requires the implementation of practices grounded in
high-quality scientific research and delivered with a high level of fidelity. Research indicate that teachers’
instructional practices are shaped by their prior experiences, beliefs about instructional methods, and levels of
knowledge regarding effective practices (Basckin et al., 2021; Buehl & Beck, 2015; Klehm, 2014). In the services
they provide to students with SN, teachers may choose to use alternative practices that are ineffective or weakly
supported by scientific evidence often based on prior positive experiences or recommendations from colleagues
rather than relying on EBPs. As a result, EBPs may not be implemented at the desired level within educational
services (Hugh et al., 2024; Landrum et al., 2002; Morrier et al., 2011). This situation has raised concerns about
educational quality and sparked debates regarding the degree to which research is reflected in practice that is, the
gap between research and implementation (Gersten & Smith-Johnson, 2001; Odom et al., 2005). When
practitioners opt for unproven interventions instead of EBPs, they may deliver services that offer little or no benefit
to students with SN (Paynter, 2015; Travers, 2017). The time spent on such ineffective practices constitutes an
irreversible loss in terms of opportunities for effective intervention, ultimately resulting in missed learning
opportunities that could have supported the development and learning of the student with SN (Schles & Robertson,
2019). From this perspective, the gap between research and practice represents a significant threat to the
developmental and learning outcomes of students with SN.

Various studies conducted to identify the causes of the gap between research and practice and thereby
support efforts aimed at closing this gap have frequently examined teachers’ beliefs and attitudes toward EBPs as
a key variable. In a study on this topic, Landrum et al. (2002) found that teachers perceived information obtained
from colleagues as more useful, trustworthy, and accessible than information provided in university courses or
academic journals. Similarly, in the study conducted by Boardman et al. (2005), it was reported that teachers often
felt research did not address the needs of the SN student populations they served in their classrooms and that they
relied on their colleagues for guidance. In a study by Hudson et al. (2016), special education teachers and school
administrators working with students with low-incidence disabilities stated that they believed no research existed
relevant to the groups they worked with, and even when research was accessible, they felt that EBPs defined for
other student groups were not suitable for their students. In summary, the findings from these studies suggest that
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teachers often prefer to rely on recommendations from colleagues rather than scientific research when shaping
their instructional practices. Moreover, they tend not to view scientific studies as fully reliable or adequately
responsive to their students’ needs.

Teachers’ knowledge of the EBPs they are expected to implement, as well as their attitudes and beliefs
toward these practices, is a significant factor influencing their ability to utilize them in the educational services
they provide. In this regard, several studies in the literature have examined teachers’ levels of knowledge
concerning EBPs. In one such study, Stormont et al. (2011) asked teachers to identify which of several presented
practices were evidence-based. The results indicated that special education teachers were more likely than general
education teachers to accurately identify EBPs and were also more confident in the positive effects of their
practices on students with SN. In a study conducted in the U.S., Hsiao and Sorensen-Petersen (2019) investigated
the extent to which special education teachers working with students with autism spectrum disorder had received
training on EBPs during their undergraduate education and professional development experiences. They found
that approximately 60% of the participants had received such training in both pre-service and in-service settings.
In a study conducted in Tiirkiye by Din¢ and Kalkan (2022) involving special education, preschool, and classroom
teachers, it was reported that 53% of the teachers had previously received training on EBPs. However, many of
them lacked sufficient knowledge to define the concept accurately. Another study by Tekin-Iftar et al. (2023)
found that between 48% and 90% of special education teachers had received training on EBPs. Nevertheless, the
percentage of teachers who reported not using EBPs at all during the previous academic year ranged from 9% to
73%, depending on the specific EBP. Similarly, the proportion of teachers who felt highly competent in using
EBPs varied from 11% to 61%, again depending on the specific practice. These findings were interpreted as
suggesting that, although some teachers possess knowledge of EBPs, they do not use them as frequently as
expected. In another study, more than 90% of participating special education teachers reported that they had taken
at least one course on EBPs during their pre-service training (Atas et al., 2023). However, the same study revealed
that many teachers had difficulties defining the concept of EBPs and incorporating them into their instructional
practices. A study by Cifci-Tekinarslan et al. (2018), focusing on the pre-service period, involved 11 senior-year
students enrolled in a university’s special education teacher preparation program. The study found that the
participants could only provide superficial definitions of the EBP concept and were familiar with only a very
limited number of EBPs. In another study conducted with special education teachers who had six or more years of
experience, Cil et al. (2022) reported that only 27% of the participants had ever received training on EBPs. When
asked to provide examples of EBPs, teachers cited practices such as direct instruction and discrete trial teaching
which are recognized EBPs alongside practices such as animal-assisted therapy and auditory teaching, for which
there is either no scientific evidence or insufficient empirical support. Similarly, in a study conducted by Ozdemir
and Odluyurt (2022), special education teachers’ views and knowledge regarding EBPs were examined. The
researchers found that many teachers either had no knowledge of the concept or defined it incorrectly. Taken
together, the limited number of recent studies conducted in Tiirkiye with special education teachers and teacher
candidates regarding EBPs reveals persistent challenges in teachers’ educational experiences, knowledge levels,
and implementation practices related to EBPs. However, there remains a need for further research to investigate
the causes of these issues and to propose informed solutions.

To ensure the delivery of high-quality educational services, there is a need for systems (e.g., school
administrators, local/regional authorities, policy frameworks) that encourage and support special education
teachers in using EBPs in their work with students with SN. Administrators should organize professional
development activities that promote the use of EBPs among teachers to enhance the quality and effectiveness of
services provided to students with SN (Layden et al., 2022). Given their critical role in shaping the practices
implemented within their institutions, administrators occupy an important position in the adoption of evidence-
informed practices supported by high-quality scientific research (Alsuhaymi et al., 2024; Tseng, 2012). Fixsen et
al. (2005) identified seven core components that support the implementation of EBPs by teachers, one of which is
referred to as “facilitative administrative support.” Therefore, in addition to teachers’ perspectives and
qualifications, the attitudes and support provided by school administrators are also key determinants of EBP
implementation. In Tiirkiye, only one study has been identified that examines the administrative support provided
to special education teachers in relation to the use of EBPs. In a study conducted by Cil et al. (2022), approximately
73% of special education teachers reported that EBPs were supported in their institutions. However, the study did
not provide details on the nature of the support offered by administrators. Although not directly focused on EBPs,
another study by Tabak (2021) revealed that the greatest challenges special education teachers faced in
collaborating with administrative staff were related to administrators’ limited knowledge and skills, a lack of
recognition, and insufficient instructional materials. Consequently, there is a need for further research not only
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into teachers’ perspectives, knowledge, and practices regarding EBPs but also into the administrative support they
receive from their supervisors. Considering this need and the existing research, the present study aims to examine
special education teachers’ views and educational experiences related to EBPs, as well as the extent to which they
utilize EBPs and are supported by school administrators in doing so. The research questions guiding this study are
presented below.

1. What are special education teachers’ views regarding EBPs?

2. Have special education teachers received training on EBPs either during their teacher preparation
programs or after graduation?

3. Do special education teachers follow current studies related to EBPs?
4. Do special education teachers use EBPs in the educational services they provide?
5. Are special education teachers supported by their school administrators in the implementation of EBPs?
Method
Model

This study was designed as a basic qualitative research study. Basic qualitative studies aim to understand
and explain a phenomenon (Patton, 2018). In this study, the phenomenon under investigation is special education
teachers’ use of EBPs, which is considered significant in terms of the quality of educational services. In addition,
related variables that are believed to influence this phenomenon such as teachers’ educational and professional
experiences, and support from school administrators were examined collectively. Therefore, this research
represents a basic qualitative study that seeks to describe the current state of EBP implementation.

Study Group

In determining the study group, criterion sampling a type of purposive sampling, which is one of the non-
random sampling methods was employed. Criterion sampling was chosen because it requires that participants have
direct experience related to the phenomenon under investigation (Creswell, 2013). Accordingly, participants were
required to have graduated from undergraduate programs in special education and to be actively working with
students with SN. A total of 23 teachers participated in the study, all of whom had graduated from special education
departments at 11 different universities. Participants were recruited through announcements shared on social media
platforms where special education teachers are active. Demographic information about the participants is presented
in Table 1. As shown in Table 1, nearly all of the 23 participating teachers held a bachelor’s degree as their highest
level of education (n = 22; 96%), had been working with students with SN for an average of approximately four
and a half years (x = 4.65), and the majority were employed in public schools (n = 19; 83%). The universities from
which the teachers graduated were as follows: Anadolu University (n = 2; 9%), Ankara University (n = 7; 30%),
Bolu Abant izzet Baysal University (n = 1; 4%), Gazi University (n = 3; 13%), Karadeniz Technical University (n
= 1; 4%), Maltepe University (n = 4; 17%), Medipol University (n = 1; 4%), Necmettin Erbakan University (n =
1; 4%), Sakarya University (n = 2; 9%), and International Cyprus University (n = 1; 4%).

Table 1

Teacher Demographics
Highest level of education Time elapsed since Experience with students Type of institution currently
completed () graduation (years) with SN (years) employed in (n)
U G D X Min.-Max. X Min.-Max. Public Special
22 1 - 4.65 1-18 4.65 2-10 19 4

Note: D = doctorate; G = graduate; SN = special needs; U = undergraduate.
Data Collection Tools

To collect the research data, the researcher developed a Teacher Interview Form (TIF). The TIF consisted
of two sections. The first section included questions about participants’ most recent level of education, the
universities they graduated from, their graduation years, the duration of their active work with students with SN,
and the type of institution in which they were employed. The second section of the TIF contained questions
regarding special education teachers’ views on EBPs, their educational experiences related to EBPs, whether they
follow current publications on EBPs, their use of EBPs in practice, and the level of support they receive from their
school administrators.
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During the development of the TIF, an initial item pool consisting of 11 questions related to demographic
characteristics and EBPs was created. A content validation form, which included the research purpose and the
interview questions, was prepared and shared with four experts who had completed their doctoral studies in the
field of special education. These experts were asked to evaluate the clarity and relevance of each item using a 3-
point Likert scale and to provide suggestions for revision where necessary. Three of the four experts returned
feedback, while one did not respond. Based on the expert feedback, two items were removed from the TIF due to
concerns regarding their appropriateness. For all remaining items, the experts rated both clarity and relevance at
the highest level (3 out of 3), and some experts also provided suggestions for additions or revisions. The TIF was
revised according to the expert recommendations, and the final version of the instrument was produced (see
Appendix).

Data Collection and Analysis

A standardized open-ended interview approach was adopted for data collection, and participants’
responses were collected in written form through an online platform. In this approach, all participants are asked
the same pre-determined questions in the same order. This structure minimizes interviewer subjectivity and
influence on the interview process (Yildirim & Simgek, 2018). The online data collection process was conducted
via Google Forms. First, an open-ended response form was created on Google Forms using the questions from the
TIF. The access link to the form was shared with teachers who volunteered to participate in the study, and they
completed the form by answering the questions via the provided link. To reduce the likelihood that participants’
responses would be influenced by social desirability concerns, the form was configured to ensure anonymity by
not collecting any personal information (e.g., email addresses, names, names of institutions, etc.).

The research data were analyzed using descriptive analysis, one of the common analysis methods used in
qualitative studies. Descriptive analysis is a deductive approach commonly employed in qualitative research,
wherein the collected data are examined according to pre-determined themes based on the interview questions
(Yildirim & Simsek, 2018). In this study, based on the questions in the TIF, four themes were developed to guide
the descriptive analysis process: views on EBPs, EBP-related training and knowledge, implementation of EBPs,
and administrative support for EBPs. Following the creation of these themes, participants’ responses were
reviewed, grouped under the appropriate themes, and analyzed accordingly.

Validity and Reliability

Because the data were collected via anonymous forms that did not allow for the identification of
respondents, it was not possible to conduct member checking by recontacting participants. Therefore, to examine
the internal validity of the study, an expert review process was conducted. In an expert review, a specialist with
expertise in the research topic critically examines the study design, the data collected, the analysis process, and
the interpretation of findings and provides feedback to the researcher (Yildirim & Simsek, 2021). Accordingly,
the interview questions developed for data collection, the raw data, and the draft report were shared with a
researcher who holds a PhD in special education and has conducted prior research on EBPs. Feedback from this
expert was received, and necessary revisions were made based on their recommendations. The thick description
was employed to strengthen the external validity of the study. Participant views were presented in the findings
section through direct quotations. Finally, a peer debriefing (also known as an audit review) was conducted to
enhance the trustworthiness of the study. Peer debriefing refers to the process by which an external expert
compares the researcher's reported findings with the raw data to determine the degree of consistency (Yildirim &
Simsek, 2021). In this study, peer debriefing was carried out by a special education expert who had completed a
master’s degree in special education and was pursuing a PhD in the same field. A Peer Debriefing Form (PDF)
was developed, which included a table listing the themes identified through descriptive analysis. The complete
dataset and the findings report were shared with the expert along with the PDF. The expert was asked to review
the data and findings and indicate whether the reported findings were consistent with the data by selecting either
"Findings Confirmed" or "Findings Not Confirmed" on the PDF. As a result of the peer debriefing, the expert
confirmed that the reported findings were consistent with the collected data across all identified themes.

Findings

The responses obtained through the TIF were presented under the predetermined themes in the following
sections. For each theme, sample responses from participants were included. The participants associated with these
responses were indicated using codes (e.g., P1, P2, etc.).
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Views on EBPs

The teachers who participated in the study were asked to explain their views on EBPs. Five teachers
(22%) stated that they had no knowledge or opinions about EBPs and therefore did not provide any responses on
the topic. An examination of the responses provided by the remaining participants revealed that the majority of
statements focused on either emphasizing the importance of EBPs (n = 10; 43%) or attempting to define the
concept of EBP (n = 8; 35%). For instance, P6 stated, “I believe that evidence-based practices are extremely
important for the quality and reliability of special education.” Similarly, P13 remarked, “More effective
educational outcomes can be achieved through scientifically validated methods and techniques,” and P17 noted,
“Rather than trying new practices whose outcomes I do not know, I prefer to use practices whose effectiveness
and accuracy have been proven.” These responses emphasize the role of EBPs in improving the quality of
education. One participant (P2) highlighted their importance in terms of efficiency: “A sequence of procedures
that have been proven effective beforehand in order to make the most of the limited time available.” Additionally,
several teachers attempted to define the concept of EBP. For example, P14 described them as, “Practices whose
effectiveness has been demonstrated through comprehensive studies across students with different characteristics
and goals,” and P18 defined them as, “Practices known to be supported by scientific evidence in terms of
knowledge base.” With these views, teachers stated that EBPs are practices whose effectiveness has been
determined by research. Diverse from the previously mentioned responses, P5 defined EBPs as “systematic
practices that are effective for children with special needs,” while P15 stated, “It means learning through
association.” In addition to views concerning the importance and definition of EBPs, P3 expressed that “... we
often observe that individual differences significantly affect the usefulness of a method. From this perspective, it
is difficult to say whether an evidence-based method is one hundred percent effective or not,” thereby indicating
that even evidence-based methods may not have the same effect on every child. Similarly, P1 stated, “... the role
of evidence-based practices in special education is not sufficiently clear and explicit today. I believe they should
be promoted further,” emphasizing the need to better understand and disseminate the value of EBPs.

EBP-Related Training and Knowledge

The participating teachers were asked whether they had taken any courses covering EBPs during their
undergraduate education and, if so, how these courses had contributed to their professional development. Eight
teachers (35%) stated that they had not taken any courses that included EBPs during their undergraduate studies,
while two teachers (9%) reported that they could not recall whether they had taken such a course. The remaining
teachers (n = 13; 57%) indicated that they had taken courses related to EBPs, and three of them specifically named
applied behavior analysis as a course in which EBPs were addressed during their undergraduate training. The
courses identified by participants as containing EBP-related content included applied behavior analysis (n = 3),
social adjustment skills (n = 1), teaching social skills to students with intellectual disabilities (n = 1), and teaching
concepts to students with intellectual disabilities (n = 1). One of the teachers who reported having taken such
courses stated, ... practices such as modeling, pivotal response teaching, peer tutoring, and video modeling were
shown to be effective in student instruction” (P19), listing specific EBPs covered in the relevant course. Another
teacher remarked, “I took a course in applied behavior analysis. I gained knowledge and experience on identifying,
describing, and eliminating problem behaviors, as well as teaching desired behaviors as replacements” (P16),
categorizing the EBPs learned in terms of their functions specifically, eliminating problem behaviors and
promoting desired ones. When the teachers’ responses were examined regarding how the EBP-related courses they
had taken contributed to their professional development, the following statements were noted: “... I can now
observe students’ progress more clearly” (P14), “It helped me build confidence” (P17), and “I believe it was
beneficial and a guiding experience in becoming a qualified teacher” (P6).

The participating teachers were asked whether they had received any training related to EBPs after
completing their undergraduate education. The majority of the teachers (n = 17; 74%) stated that they had not
received any training on EBPs following graduation. Among the six teachers who reported receiving EBP-related
training after completing their undergraduate degrees, one stated, “I attended national special education
congresses. | participated in webinar programs” (P16), while the others did not specify the platform or format
through which they received such training. Considering P16’s response, it may be interpreted that participation in
special education congresses does not constitute formal training, whereas webinars can be regarded as short-term
professional development activities conducted online with the aim of knowledge transfer. In addition, two teachers
who indicated that they had not received any EBP-related training after their undergraduate education nonetheless
emphasized their personal efforts to access information. One said, “I try to find things through my own research”
(P17), while the other remarked, “I mostly learned by buying books myself” (P7). Teachers were also asked
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whether they follow reports, books, or publications related to EBPs. Eleven teachers (48%) stated that they did not
follow such sources, while twelve (52%) reported that they did.

Implementation of EBPs

When the participating teachers were asked whether they use EBPs while working with students with SN,
11 teachers (48%) reported that they do, while 12 teachers (52%) stated that they do not use EBPs in their work
with students with SN. When those who did not use EBPs were asked for their reasons, they provided explanations
such as, “I don’t have the opportunity to use them... I currently don’t have a student who needs this type of practice”
(P1), “The methods I have learned on my own are more practical” (P15), and “I don’t think the school or the
classroom I work in is very suitable for it” (P3). Additionally, five participants stated that the reason they do not
use EBPs with students with SN is that they lack sufficient knowledge or have not received any training on EBPs.
One participant explained, “Because I don’t have the necessary knowledge and experience” (P18), pointing not
only to a lack of knowledge but also to a lack of experience as a justification. Therefore, it is clear that
approximately half of the teachers participating in the study do not use EBPs with their students, and that a
significant reason for this, based on their responses, is the lack of knowledge about EBPs.

Teachers who reported using EBPs in their work with students with SN were asked to name the three EBPs they
use most frequently. Among the examples provided, six participants mentioned “applied behavior analysis
(ABA),” three mentioned “token reinforcement,” three mentioned “social stories,” and two mentioned “video
modeling.” For example, P14 stated, “Ignoring, differential reinforcement of incompatible behavior, and token
reinforcement.” P16 reported using “applied behavior analysis, errorless teaching methods, and teaching with
activity schedules,” while P20 listed “social stories, video modeling, and script fading.” However, it is noteworthy
that two teachers gave examples of practices such as “BaSaRa” (P23) and “STIP” (P7), the effectiveness of which
has not been studied in the literature.

Administrative Support for EBPs

The participating teachers were asked whether their school administrators provided them with any support
related to EBPs. Sixteen teachers (70%) stated that their school administrators did not provide any support
regarding EBPs, while seven teachers (30%) reported receiving such support. One participant who indicated a lack
of support explained the situation by stating, “There is no one in the school who implements or knows about it”
(P4). When the teachers who reported receiving support were asked about the types of support provided by their
administrators, they generally indicated that it was related to materials and physical resources (n = 4). In addition
to materials and physical resources, some teachers mentioned other types of support, such as “They take the lead”
(P11), “They support us in receiving training and implementing practices” (P8), and “They provide support within
the means available at the school” (P17).

Discussion

A total of 23 special education teachers, who graduated from various universities, participated in this
study, which examined their views, knowledge, and prior educational experiences related to EBPs, as well as their
efforts to obtain information about EBPs, their use of such practices, and the extent to which they are supported
by administrators in this regard. The findings of the study generally revealed that the teachers held positive views
toward EBPs, with some being able to define the concept accurately, while others either had no opinion or defined
it incorrectly. More than half of the teachers reported receiving EBP-related instruction during their undergraduate
education; however, the majority stated that they had not received any such training after graduation, and
approximately half reported that they follow reports related to EBPs. Roughly half of the teachers stated that they
do not use EBPs when working with students with SN, and a large majority reported receiving no support from
their school administrators for the use of EBPs. These findings are discussed in detail in the following paragraphs.

An examination of the responses provided by the teachers regarding their views on EBPs revealed that
five out of the 23 participants did not express any opinion, citing reasons such as “I have no knowledge or opinion.”
Given the noteworthy nature of this finding, the graduation years of the teachers who did not respond were
examined to better interpret the result. It was found that three of these teachers had graduated within the last five
years, while the remaining two had graduated earlier. Among the 18 teachers who had completed their education
in recent years, three (i.e., one in every six) reported having no knowledge or opinion about EBPs. This suggests
that EBP-related content may not be adequately covered in undergraduate coursework or that the information
provided during pre-service education may not be retained after graduation. Similar findings have also been
reported in the literature, indicating that some special education teachers are not familiar with EBPs. For instance,
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in a study conducted by Guckert et al. (2016), teachers expressed a lack of awareness of EBPs. Likewise, a study
by Ozdemir and Odluyurt (2022) conducted in Tiirkiye found that a large portion of teachers reported having little
or no knowledge of the concept of EBP. Although the sample size and the qualitative nature of this study limit the
generalizability of the findings (Patton, 2018), the fact that one in six teachers who have graduated in the last five
years and are now providing educational services to students with SN report having no knowledge of EBPs raises
concerns about the quality of educational services being delivered. In addition to this, nine of the participating
teachers emphasized the importance of EBPs for the quality of educational services. From this perspective, it can
be seen that nearly half of the teachers attribute value to EBPs in terms of implementing high-quality instructional
practices. This finding may be considered promising for the future dissemination of EBPs and for improving the
overall quality of education. Findings from other studies conducted in Tiirkiye similarly indicate that special
education teachers consider EBPs to be beneficial and important (Atas et al., 2023; Cil et al., 2022; Din¢ & Kalkan,
2022). Atas et al. (2023) found that teachers believed in the effectiveness of EBPs, and Cil et al. (2022) likewise
reported that special education teachers acknowledged both the effectiveness of EBPs and the advantages they
offer in instruction. Therefore, the current study’s finding that special education teachers attribute value to EBPs
is consistent with the studies conducted in Tiirkiye. As the final finding regarding teachers’ views on EBPs, five
teachers described EBPs as “practices determined by findings or evidence produced through scientific research,”
indicating that they had some understanding of how EBPs are defined and on what basis they are established.
While this finding appears to be a positive indicator of teachers’ perspectives and knowledge levels, the fact that
some teachers defined EBPs inaccurately (e.g., “It means learning through association”) suggests that there is still
a need for knowledge support on the topic. Similar findings were reported in the studies by Atas et al. (2023), Cil
et al. (2022), and Ding and Kalkan (2022), which noted that although teachers attributed importance to EBPs, they
often struggled to define the concept accurately. In light of these findings, there appears to be a clear need to
implement professional development activities to support special education teachers’ knowledge of EBPs in
Tiirkiye.

The findings related to the responses provided by the participating teachers regarding whether they had
taken any courses on EBPs during their undergraduate education revealed that a considerable portion
(approximately one-third) had not taken any course addressing the topic of EBPs. This finding may partly explain
why some teachers reported having no knowledge or opinion about EBPs. Additionally, the fact that about one-
third of the teachers had not received instruction on EBPs during their undergraduate studies may represent a
disadvantage in terms of delivering high-quality and effective educational services to students with SN. In a study
conducted in the U.S., Hsiao and Sorensen-Petersen (2019) presented teachers with a list of EBPs and examined
whether these practices had been addressed in their undergraduate coursework. The results indicated that 20% of
the teachers reported that EBPs were never addressed during their undergraduate education, and approximately
21% stated that, although EBPs were mentioned, they were discussed only incidentally and not in depth. Similarly,
in a study conducted in Spain, Larraceleta et al. (2022) found that the majority of teachers had not encountered
EBP-related learning experiences either during their preservice training or through professional development
activities after beginning their professional lives. Although the findings of Hsiao and Sorensen-Petersen (2019)
and Larraceleta et al. (2022) are consistent with those of the current study, it should be noted that the majority of
participants in those studies had completed their undergraduate education more than a decade earlier. In contrast,
most of the participants in this study had graduated relatively recently, based on the data collection timeline.
Therefore, it is reasonable to expect that they would have completed their programs with access to more current,
research-based information on EBPs. In a study conducted in Tiirkiye, a larger proportion of teachers than in the
current study reported never having received prior training related to EBPs (Cil et al., 2022). In contrast, in a study
by Tekin-iftar et al. (2023), it was found that for 25 out of 27 EBPs, more than half of the participating teachers
had received training, most commonly during their undergraduate or graduate studies. The discrepancies between
these findings may be attributed to the varying universities from which the special education teachers graduated.
Nevertheless, both the present study and the study by Cil et al. (2022) highlight the need to improve preservice
training on EBPs. Considering the critical role of preservice education in shaping teacher quality consequently,
student learning and developmental outcomes it is strongly recommended in the literature that EBPs be more
comprehensively addressed in undergraduate coursework (Lauderdale-Littin & Brennan, 2018). This
recommendation can be operationalized through courses that explain the historical evolution of the EBP concept,
its defining characteristics, and the procedures used to identify EBPs, while also fostering information and
scientific literacy related to EBP sources (i.e., the ability to locate and effectively use relevant studies) and
providing opportunities to observe exemplary practices.
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The findings regarding whether teachers received training on EBPs after completing their undergraduate
education indicate that the majority of participants (17 out of 23) had not participated in any post-graduation
training related to EBPs. Among those who reported engaging in educational activities on the topic after
graduation, only one teacher mentioned attending online seminars (webinars), while the others did not specify
where they had received such training. Additionally, only two of the teachers who did not participate in any training
expressed that they had made personal efforts to acquire further knowledge on EBPs. A similar finding was
reported in the study by Tekin-Iftar et al. (2023), where it was shown that special education teachers' participation
in training activities on EBPs outside of undergraduate or graduate education was considerably lower compared
to formal university-based instruction. When the findings from the present study are considered alongside those
of Tekin-iftar et al. (2023), it becomes evident that only a very limited number of special education teachers have
attempted to improve their knowledge of EBPs following graduation. Accordingly, there is a need for nationally
accessible, regularly updated, and widely disseminated resources that provide up-to-date information on EBPs
based on the latest research findings in order to meet teachers’ continuing informational needs. At the same time,
teachers’ motivation to access such resources and update their professional knowledge must be supported. There
are internationally recognized and reliable sources for acquiring information on EBPs (e.g., Autism Focused
Intervention Resources & Modules [AFIRM], n.d.; What Works Clearinghouse [WWC], n.d.), and AFIRM, one
such source, has been translated into Turkish (Diken et al., 2022). With the national dissemination of such
resources, it would be possible for special education teachers to access detailed and current information about
EBPs during their professional careers, even if they did not gain sufficient knowledge and experience during their
undergraduate training. However, to ensure teachers’ using these resources effectively, they also require
appropriate support.

When teachers' views on EBPs are considered alongside their efforts to acquire knowledge about EBPs
both during preservice training and throughout their professional lives, it becomes evident that initiatives are
needed to enhance teachers’ level of knowledge. Although official institutions do not interact directly with students
with SN, they exist at the exosystem level (Bronfenbrenner, 1979) and influence individual development according
to the bioecological model. Therefore, these institutions must develop and implement policies that support the
knowledge base of teacher candidates during preservice training and of teachers during their professional careers
regarding EBPs. There is a reciprocal relationship between teachers' knowledge and beliefs (Basckin et al., 2021;
Buehl & Beck, 2015). Teachers’ views and beliefs about EBPs may influence their use of such practices (Hudson
et al., 2016). Thus, to support the implementation of EBPs, policies should not only aim to increase teachers’
knowledge of EBPs but also include attitude-based initiatives that target their beliefs and perspectives about EBPs
and the implementation of effective instructional practices.

Responses to questions regarding the participating teachers’ use of EBPs revealed that more than half of
the teachers did not use EBPs when working with students with SN. A significant portion of those who reported
not using EBPs stated that this was due to a lack of knowledge. Among the teachers who indicated that they used
EBPs with students with SN, when asked to provide examples of the practices they used, the most frequently cited
example was “applied behavior analysis,” which is not a specific practice but rather a discipline that underpins
many practices. Following this, the most mentioned examples were reinforcement, social stories, and video
modeling all of which are identified in recent studies as EBPs (Steinbrenner et al., 2020). However, the number of
teachers who provided these accurate examples was notably limited in comparison to those who either did not
provide any examples or cited practices that are not considered EBPs. Since teachers’ knowledge levels can
influence their beliefs about EBPs, knowledge is critical for implementation as well (Basckin et al., 2021). The
findings of this study suggest that teachers’ understanding of what constitutes an EBP needs further support. In
contrast to this study, Atas et al. (2023) and Tekin-Iftar et al. (2023) reported that a larger portion of teachers in
their studies claimed to use EBPs. However, consistent with this study, Atas et al. (2023) found that most teachers
who claimed to use EBPs actually referred to applied behavior analysis—a foundational discipline rather than a
specific practice. Similarly, in the study by Tekin-Iftar et al. (2023), although 14 out of 27 EBPs had been used by
at least half of the special education teachers during the previous academic year, none of the practices were used
daily by more than half of the participants. Taken together with other studies conducted in Tiirkiye, these findings
suggest that, although teachers may report using EBPs, they face various limitations in doing so. One plausible
explanation is that not having received EBP-related coursework during their undergraduate education leads to
insufficient knowledge, which subsequently hinders EBP implementation in their professional practice. These
limitations underscore the need to include EBP-focused coursework in preservice teacher education programs.
Moreover, the Special Education Services Regulation (SERS, 2018), which outlines how special education
services should be delivered, currently does not mandate that teachers use EBPs or be held accountable for the
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effectiveness of the instruction they provide. This lack of legal obligation may also partially explain why most
teachers in Tiirkiye do not use EBPs. Accountability defined as ensuring that established standards are met in
educational services is crucial for maximizing student outcomes and ensuring the effective use of public resources
(Crowe et al., 2015; Wolf & Hassel, 2001). Therefore, official institutions, which influence individuals indirectly
at the exosystem level with their decisions shaping the practices (Bronfenbrenner, 1979), must enact regulations
that require teachers to use EBPs in instruction and be accountable for the effectiveness of their interventions. In
addition to policy changes, the provision of adequate support for teachers in implementing EBPs should not be
overlooked. Such support can be delivered through professional development activities targeting in-service
teachers. School or regional administrators should identify teachers who lack sufficient knowledge or experience
with EBPs and refer them to professional development programs designed to improve their competence (Hsiao &
Sorensen-Petersen, 2019). Research in the field of special education has shown that professional development
practices such as in-class coaching and corrective feedback based on recordings of instruction sessions can be
effective in supporting teachers’ use of EBPs (Brock et al., 2018; Hall et al., 2010).

The findings related to special education teachers’ perceptions of administrative support for EBPs indicate
that the majority of teachers reported receiving no support from their school administrators in this regard. Among
those who stated that they were supported by administrators, most specified that the support was limited to
materials and physical arrangements. In another study conducted in Tiirkiye, Din¢ and Kalkan (2022) found that
three-quarters of teachers reported being supported by their institutions in using EBPs; however, that study did not
include specific findings on the types of support teachers received from their schools. Although the current study
and that of Din¢ and Kalkan (2022) yielded different findings, it remains important to examine both teachers’
perceptions of being supported and the nature of the support they report receiving. It is important to consider that
merely providing physical or material resources does not constitute sufficient support for enabling teachers to
effectively use EBPs and that administrators should take an active role in developing and implementing
institutional policies to promote using EBPs. School administrators are known to play a critical role in supporting
the implementation of EBPs in instruction for students with SN (Tseng, 2012; Fixsen et al., 2005). A lack of
administrative support may hinder the dissemination of EBPs within educational settings. To overcome this
disadvantage and thereby enhance the quality of educational services, school administrators must provide
facilitative support that extends beyond material provisions. Such support should also involve the development of
enabling school policies and the improvement of teacher competencies. Accordingly, it is recommended that
systems be established to help school leadership access up-to-date research on EBPs and support the
implementation of these practices in their schools. Collaboration between policymakers and school leadership is
essential for building such systems. It is further suggested that administrative support could be strengthened
through the establishment of an accountability-centered system in which teachers and schools that successfully
implement EBPs with high fidelity and support students in achieving their long-term goals are formally recognized
and rewarded.

Limitations and Strengths

This study has limitations in terms of generalizability, as it was conducted with a small group of
participants. Additionally, since the participating teachers were recruited through public announcements and their
responses were collected anonymously, it was not possible to verify whether they were indeed special education
teachers. However, this limitation is common to all studies in which participants are not required to submit
documents verifying their graduation status. Nevertheless, an examination of the universities and graduation years
reported by the participants revealed that the relevant universities were offering undergraduate special education
teacher preparation programs during those years. Another limitation of the study is related to the data collection
tool, which consisted of written responses to questions answered online. This method did not allow for follow-up
or probing questions to be asked to deepen participants’ responses. As a result, the level of detail in the responses
depended on how participants interpreted the questions and how much detail they chose to provide. Despite this
limitation, the use of a written and anonymous response format is considered a strength, as it likely reduced the
influence of social desirability on participants’ answers. Another strength of the study is the diversity of the sample,
which included teachers working in both public and private institutions who graduated from ten different
universities. In this respect, the study is believed to offer a reflective snapshot of the current situation in Tiirkiye
regarding special education teachers’ views and knowledge about EBPs, their use of these practices, and the
support they receive from school administrators.
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Conclusion and Suggestions

In conclusion, the findings of this study reveal that both special education teachers’ level of knowledge
regarding EBPs and the number of teachers who implement these practices are quite limited. Moreover,
administrative support an important factor in achieving desired developments in this field appears to be
insufficient. In addition to the current lack of adequate administrative support, the absence of legal regulations that
would require teachers to deliver effective instruction and be held accountable is considered a major barrier to the
widespread use of EBPs. Therefore, immediate action is needed to improve the quality of educational services
provided to students with SN.

Based on the findings of this study, it is recommended that steps be taken toward the development of a
nationwide policy to support special education teachers’ knowledge of and implementation of EBPs. The proposed
policy should include the expansion and dissemination of information resources in Turkish on EBPs across all
educational settings; the regular evaluation of teachers’ knowledge and use of EBPs to identify areas of need; the
establishment of incentive systems to reward teachers who demonstrate strong performance in this area; and the
provision of effective in-service training programs for teachers identified as having limitations. In addition, new
legal regulations should introduce accountability requirements. For future research, it is recommended that
observational studies be conducted in the professional settings of special education teachers who report using EBPs
in order to assess the fidelity with which they implement these practices. Furthermore, given that both the current
study and existing national research have highlighted the need to improve teachers’ knowledge and use of EBPs,
future studies should focus on the design and implementation of interventions aimed at supporting teachers in this
area.
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Appendix

Teacher Interview Form

Please select the highest level of education you
have completed.

Which university did you graduate from?

(If you have completed a postgraduate degree,
please also indicate the name of the university
where you earned it.)

In which year did you graduate from university?
(If you have completed a postgraduate degree,
please also indicate the year of graduation.)
How many years have you been actively working
with students with special needs?

Please select the type of institution you are
currently employed in.

O Undergraduate O Graduate O Doctoral

O Public O Special

1. Please describe your thoughts on evidence-based practices in special education in no more than 150
words.

Response:

2. Did you take a course that included evidence-based practices during your undergraduate studies? If
yes, please explain how it contributed to your professional development in no more than 150 words?
Response:

3. Since graduating from your undergraduate program, have you received any theoretical or practical
training on evidence-based practices (e.g., seminars, workshops, projects, etc.)?

Response:

4. Do you follow reports, books, or publications related to evidence-based practices in special
education?

Response:

5. Do you use evidence-based practices when working with your students with special needs?
Response:

6. If you do not use evidence-based practices when working with your students with special needs,
please explain the reason(s) in no more than 150 words?

Response:

7. What are the three evidence-based practices you use most frequently?
(Please answer this question only if your answer to question 5 is “yes.”)

Response:

8. Do the administrators at your school provide support related to evidence-based practices?
Response:

9. What kind of support do your school administrators provide regarding evidence-based practices?
(Please answer this question only if your answer to question 8 was “yes.”)

Response:
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