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The present study aims to investigate the perceptions of academics working at the
Faculties of Education on Critical Multicultural Education -Teacher Competencies.
The study group in this descriptive study consisted of 328 academics who worked
at Faculties of Education of 93 universities in the 2016-2017 academic year in
Turkey. The data were collected using the “Critical Multicultural Education Teacher
Competencies Scale” (CMETCS). The Critical Multicultural Education Teacher
Competencies Scale consists of 4 sub-dimensions as awareness, knowledge, skill,
and attitude. Cronbach Alpha consistency coefficient of the scale was calculated as
.85. Reliability analysis which was performed to determine the appropriateness of
the scale for this study demonstrated that reliability coefficients of the sub-
dimensions ranged between (o)) 0,724 and 0,896, and the reliability coefficient for
the whole scale was 0,815. The findings revealed that the academics perceived
themselves as competent regarding the general scale, and partially competent in
terms of knowledge and awareness dimensions. This study demonstrated that
variables, such as gender, age, ethnic origin, and mother language variables, caused
significant differences in the perceptions of the academics.
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Bu calisgmanin amaci, Tiirkiye’deki egitim fakiiltelerinde gorev yapan
akademisyenlerin Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlikleri konusundaki
algilarint aragtirmaktir. Bu betimleyici aragtirmanin ¢alisma gurubunu, 2016-2017
egitim 6gretim yilinda Tiirkiye’deki egitim fakiiltesine sahip 93 iniversitenin egitim
fakiiltelerinde gorev yapan akademisyenler olusturmaktadir. Arastirmaya 328
akademisyen katilmigtir. Aragtirma verileri, arastirmact tarafindan gelistirilen
“Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlilikleri Olgegi” (ECEOYO)
kullanilarak elde edilmistir. ECEOYO, farkindalik, bilgi, beceri ve tutum olmak iizere
dort alt boyuttan olusmaktadir ve .85 giivenirlik katsayisina sahiptir. Olgek gelistirme
caligmast, Istanbul linde cesitli kademe ve branslarda gorev yapan 421 6gretmen ile
gerceklestirilmistir. Bu ¢alisma i¢in 6lgegin uygunlugunu belirlemek amaciyla yapilan
giivenilirlik analizi, alt boyutlarin giivenilirlik katsayilarinin (o) 0,724 ile 0,896
arasinda degistigini ve tiim Olgek igin giivenilirlik katsayisinin 0,815 oldugunu
gostermistir. Aragtirmanin bulgulari, akademisyenlerin kendilerini dlgek genelinde
yeterli, bilgi ve farkindalik agisindan kismen yeterli olarak algiladiklarini ortaya
koymustur. Cinsiyet, etnik koken ve anadili degiskenlerinin akademisyenlerin
algilarinda anlamli farklilagmalara neden oldugu goriilmiistiir.
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Introduction

Studies in the literature show that there are various groups in Turkey who encounter problems in terms of
accessing education and its sustainability. In these groups, there are impoverished children, girls, non-native
speakers of Turkish, individuals with special needs, children who have learning difficulties, children of seasonal
agricultural workers, child laborers, people under risk, LGBTI+'s, Romans, Syrian children who are under
temporary protection and, children who are coming to Turkey from the countries of Iraq, Afghanistan and Somalia
as a result of forced migration (Education Reform Initiative, [ERI], 2018a).

In Turkey, today, more children are going to school than at any time in history. More children are advancing
from primary to secondary education and beyond. However, Turkey still has not reached 100% school enrolment
rates. According to Education Monitoring Report (ERI, 2018a), as of the 2017-18 academic year in Turkey, the
net enrolment rate for students whose age was 5 in preschool education was 66.9%, which shows that 33.1% of
the children in the 5-years age group cannot attend preschool education. In 2017-18, this ratio increased to 91.5%
in primary education, but in secondary school, the net enrolment rate decreased to 94.5% compared to the previous
year. 82.5% net enrolment rate in secondary education in 2016-17 increased to 83.6% in 2017-18. The report states
that although there is no significant gender difference in participation in education at all these levels, differences
between regions and provinces persist.

School enrolment rates as well as attendance, grade retention and early dropout rates are important indicators
of access to education. Turkey is the country with the earliest dropout rates in Europe with 31% for women and
34% for men (ERI, 2018a).The concept of gender indicates social contracts based on culture, roles, behaviours
and a social structure besides relationships established between women and men, and girls and boys (Krieger,
2003; Hernandez and Blazer, 2006). The Global Gender Gap Report (World Economic Forum [WEF], 2018)
states that Turkey, which ranked 105th in this index in 2006, has dropped by 25 places over twelve years. With
Turkey occupying 131st place from among 149 countries in “Women’s economic participation and equality of
opportunity,” Turkey ranked 106th in education, 67th in health and 113th in political empowerment. Moreover,
according to Aratemur Cimen and Bayhan (2018), there is a regression in the content of textbooks concerning
gender equality, and it is an obligation to include gender-sensitive contents and approaches in education.

Turkey is host to 64% of all the registered Syrian refugees in the Middle East region (United Nations High
Commissioner for Refugees [UNCHR], 2018a). As of October 2018, the UNHCR Representation in Turkey has
a record of 142,000 refugees and asylum seekers from Irag, 170,000 from Afghanistan, 39,000 from Iran, 5,700
from Somalia, and 11,700 from other nations (UNHCR, 2018b). According to the (UNHCR, 2018b), there are
370,416 school-aged asylum seekers and refugees from countries other than Syria. According to the MoNE, of the
1,047,536 school-aged Syrian children in Turkey, 580,877 were enrolled in school by December 2018. Minister
of National Education (MoNE GDLL, 2018). Although the enrolment rate of Syrian children in 2017-18 increased
by 62% compared to the previous year, it is stated that as of October 2018, there are 405,906 Syrian children who
are still unable to access education (ERI, 2018a).

Another group of people who have some problems in terms of access to education and continuation are
LGBTs+. According to a study conducted with adults, 67.4% of LGBTI + individuals stated that they received
negative comments and/or reactions due to their sexual orientation and/or gender identity in education before 18
years of age. In addition, 8% of the 2,875 individuals surveyed said that they had to leave school because of their
sexual identity and/or orientation (ERI, 2018a; Y1lmaz ve G6¢men, 2015).

Children's access to special education services is one of the key indicators of the extent to which an education
system is inclusive (ERI, 2018a). In 2017; 437,847 students were identified from individuals in need of special
education (MoNE, 2017a). A total of 293169 students at primary level and a total of 66727 students at the
secondary level benefit from level special education services. However, since the exact number of children with
disabilities outside the school is not known, it is not known how many children with disabilities do not have access
to formal education (ERI, 2018a).

The people who work in the field of social sciences face difficulties in terms of reaching an agreement on
criteria for defining social class. In the field of education, social class has been associated with educational success
for a long time (Persell, 1977; 2010). Researchers generally identify social class by asking survey questions
regarding an individual’s or family’s educational level, profession, professional title and incomes (Persell, 1977;
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2010). Despite exceptions, students with higher social class background tend to have better grades in comparison
to students with a low-class background and stay longer within the educational system (Persell, 2010). One of the
main reasons school dropout in Turkey is the income level of the family (Tas, Selvitopu, Bora & Demirkaya, 2013;
MoNE & UNICEF, 2013). Turkey was one of the first six countries to participate in the International Programme
for the Elimination of Child Labour (IPEC) in 1992. Since then, Turkey has been highly effective in reducing
incidences of child labour and has made impressive progress in ensuring children’s rights. Although in decline,
child labour is still a problem in seasonal agricultural work. During peak work periods, children do not maintain
regular school attendance and fall behind in their classes and are unable to make up for this when they return to
school. For economic and social reasons, children of adult seasonal workers usually accompany their parents from
place to place. As a result, children alongside their parents and other adults are found in work that is unsuitable for
their age, to secure the subsistence of their families. Children under the age of 15 have been working in many
industries, such as seasonal agriculture industry, textile, furniture. Especially in seasonal agriculture, the working-
age has been dropped out to 5. (ERI, 2008a).

Education is one of the most important components which plays a crucial role in determining an individual’s
life chances. Education has an important impact on an individual’s presence and success in the labour market, the
preparation process for democratic citizenship and human flourishing (Shields, 2017). According to the sociologist
E. Stanley Eitzen (1985, p. 263), the concept of ‘life chances’ implies 'the chances throughout one's life cycle to
live and to experience the good things in life’ (Miller, 1992). Life chances are comprised of things that 1) better-
off people can purchase (e.g., good education, good medical care, comfortable homes, fine vacations, expert
services of all kinds, safe and satisfying occupations), and 2) make life easier, longer, healthier, and more enjoyable
(Miller, 1992; Tumin 1973). In this context, ‘life chances’ can be briefly described as the future power capabilities
of a child and ability to participate in the social, economic and political life of a society completely.

The differences in school performance result from inequalities occur outside of the school, and it is indicated
that educational inequalities would persist as long as broader social inequalities would persist (Gamoran, 2007;
Reay, 2010). Schools have been formed as a medium to ensure social equality and at the same time, as central
mediums that reproduce inequalities (Reay, 2010). Nowadays, what is expected from schools is that these
inequalities created by society are equalized within the education system. A certain part of these inequalities stems
from the unfairness of processes that play a role in the initial positions of individuals and production of social and
economic results (National Centre for Student Equity in Higher Education [NCSEHE], (2011)]. The concept of
‘equality’ would mean offering everyone the same curriculum, assessment, pedagogy, and challenge, expecting
that, despite differences among students, outcomes should be the same. Equity -- the foundation for multicultural
learning -- would mean ensuring that every student has access to the curriculum, assessment, pedagogy, and
challenges he or she needs based on the recognition and response to individual differences and the socio-political
context of teaching and learning (NAME (2019).

There is a need for making a change in the philosophy of curricula, their content, pedagogy, and evaluation
and also in intellectual challenges to enable all students in a classroom with a different race, language, religion,
and ethnic background and so on. Multicultural education promises to hope to facilitate this challenging process
by providing an integrative approach. Obviously, such kind of a paradigm change will also alter the education
system, and such a paradigm shift will naturally change the teacher education system.

This study is based on the critical theory paradigm, which focuses on issues of power, knowledge, conflicts
over values, lack of resources, control, resistance, hegemony and equity and how they manifest themselves in
different situations (Apple, 1996; Carr & Kemmis, 1986; Espinoza, 2007; Giroux, 1983; Larkin & Staton, 2001;
Paulston, 1977; Popkewitz & Brennan, 1997 Rezai-Rashti, 1995). Critical theorists, see inequality as a social ill
that requires treatment. For them, existing inequalities in property, wealth, income, education, skill, knowledge,
respect, influence, opportunities, and life changes—all of which can be reduced to inequalities in power—are
unnecessary (Anderson, 1971; Bowles & Gintis, 1976; Espinoza, 2007; Gans, 1973; Jencks et al., 1972; Roach,
1969).

This study aims to investigate the perceptions of academicians who educate prospective teachers in the school
of education about critical multicultural education teacher competencies. Thus, answers to the following questions
will be sought:

1. How do academicians perceive themselves in the context of critical multicultural education teacher
competencies?
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2. Do the critical multicultural education competencies of academicians differ according to their age, gender,
ethnicity, and mother tongue?

Method
Research Design

This study was conducted to investigate the perceptions of academicians at the school of education in Turkey
on Critical Multicultural Education —Teacher Competencies, in the 2016-2017 academic years. This study was
aimed to analyse the perceptions of academicians across the scale and according to their gender, age, ethnicity and
mother language. This study also included cross-group comparisons and aimed to identify individuals under their
own circumstances. In this research, quantitative research methods were used according to the survey model.
Survey models are research approaches that aim to define a past or present situation as it exists. An individual or
object is defined in its own circumstances. There is no effort to change or influence them (Karasar, 2009, p.77).

Participants

The study group of the research consisted of academics who work in education faculties of 93 universities
among 193 public and private universities in Turkey. 328 academic participated in the study, however, due to the
incomplete surveys, 230 surveys were considered for evaluation. The demographic characteristics of academics
who participated in the study are presented below (Table 1).

Table 1. Distribution of the Academicians Demographic Characteristics (N=246)

Variable Group f % Variable Group f %
Gender Institute  Institute of Social
Female 135 549 Sciences 54 22,0
Male 108 43,9 Institute of Science 21 8,5
Institute of Education
No answer 3 1,2 Sciences 156 63,4
Other 13 5,3
No answer 2 0,8
Age 30 years old or below 47 19,1 Faculty  Faculty of Education 224 91,1
31-40 years old 92 374 Other 11 4,5
41-50 years old 65 264 No answer 11 4,5
51 years old or above 39 15,9
No answer 3 1,2
Ethnic
Origin Turkish 212 86,2 Level 0-5 years 73 29,7
Kurdish 8 3,3 6-10 years 48 19,5
Arab 7 2,8 11-20 years 69 28,0
Cherkess 1 0,4 21 years and above 53 21,5
Georgian 1 0,4 No Answer 3 1,2
Zaza 1 0,4
Other 12 49
No Answer 4 1,6
Mother
Language Turkish 227 92,3
Kurdish 5 2,0
Arabic 4 1,6
Bosnian 1 0,4
Zaza Language 1 0,4
Other 5 2,0
No Answer 3 1,2

The rate of female academics who participated in this study was 54,9%; the rate of male academics was 43,9%.
The ages of the participants were concentrated between 31-40 (37,4%) and 41-50 (26,4%). 86,2% of the
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participants had a Turkish ethnic origin, and the rest of 13,8% had a different ethnic origin. Mother language
distribution showed that 92,3% of the academics indicated their mother language as Turkish. The results on the
institutes that academics worked presented that 22,0% of them were affiliated with an Institute of Social Sciences,
8,5% of them with an Institute of Science, 63,4% them with Institute of Education Sciences, and 5,3% of them
with another institute. 91,1% of the academic was working in a Faculty of Education, and 4,5% of them were
working at other faculties. The distribution on the department revealed that the majority of academics (82.1%)
were working at a social studies department. Finally, 29,7% of the academics stated that they were working as a
faculty member/instructor for the duration of 0-5 years, 19,5% for 6-10 years, 28,0% 11-20 years and 21,5% of
them for 21 years and above.

Data Collection Tools

The research data were collected using the “Critical Multicultural Education Teacher Competencies Scale”
(Acar-Ciftci, 2016). The survey consisted of two sections. The first section of the survey included a personal
information form, and the second section included the scale. The “Critical Multicultural Education Teacher
Competencies Scale” (henceforth referred to as CMETCS) consisted of four sub-dimensions as follows:
awareness, knowledge, skill and attitude. The scale consisted of 42 items, and it was suitable to be used as a one-
dimension scale. The scale had a .85 reliability coefficient. The scale development study was carried out in Istanbul
province with 421 teachers who had different levels and branches.

The construct validity was analyzed using exploratory factor analysis, and the scale was found to have a four-
factor structure. Keiser Meyer Olkin (KMO) which was used to determine the suitability of the collected data for
factor analysis indicated that the scale is suitable for factor analysis and the measured feature had a
multidimensional feature in the universe from which the sample was selected [KMO=.901; X2=9.748,766; sd=780
ve p<.05]. The first sub-dimension of the scale explains 16,3% of the total variance, the second sub-dimension
explains 14,6% of the total variance, the third sub-dimension explains 11,1% of the total variance, and the fourth
dimension explains 8,4% of the total variance. In general, the scale explains 50,3% of the total variance. After the
factor analysis, the adaptive value related to the correlation between the items was calculated using the Alpha
model for reliability analysis of the scale and the items of sub-dimensions. The reliability coefficient (Cronbach’s
alpha) for the first factor, which was found after the factor analysis was as 0=.908. for the second factor was as
0=.873. for the third factor was as a=.872. and for the fourth factor, was as a=.775. After item analysis which
was carried out for four factors, the reliability coefficient (Cronbach’s alpha) for the whole scale of 42 items was
found as a=.845. This result indicates that the items can also be used under a one-dimensional (scale), and there is
high reliability between the items in the scale. The suitability of the CMETCS for this study was examined by
looking at its reliability with an item analysis. The Alpha model was used for the reliability analysis of the items
which are on the scale and in the sub-dimensions of the scale (Table 2).

Table 2. Reliability Table on CMETCS and its sub-dimensions

Dimension/Scale Number of Items Reliability Coefficient
a
Dimension of Skill 19 O,(SS))G
Dimension of Knowledge 8 0,776
Dimension of Attitude 9 0,806
Dimension of Awareness 6 0,724
CMETCS 42 0,815

Data Collection
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The web pages of 93 education faculties were searched for the academicians who were planned to take part in
this research and the e-mail address of 4382 academicians, and thus, the whole research universe was reached. The
scale was sent to all academicians through "Survey Monkey" software. Only 187 academicians answered the scale
questions in the first two weeks. The same scale was sent again to all academicians. One month later, 328
academicians participated in this study; however, due to the incomplete surveys, 230 surveys were considered for
evaluation.

Data Analysis

The data which were obtained from the academicians who participated in this study through surveys were
analyzed via SPSS 18.0 (Statistical Package for the Social Sciences). Before proceeding to any statistical process
with data, it was checked whether the data contained any errors and whether the data were within the limits of this
research, which was set by the goal of this research. The following statistical analyses were conducted with the
research data: a creation of a summary of the demographic characteristics of the academicians who constituted the
sample and a calculation of the frequency (N) and percentage (%) of variables A calculation of the Average scores
(X) and standard deviation value (sd) of the academicians regarding the CMETCS and its sub-dimensions was
also made. Since the normality distribution assumption turned out to be false, a non-parametric Mann-Whitney
test was conducted to discover whether the perceptions of the academicians regarding the CMETCS and its sub-
dimensions differentiated to a meaningful degree or not depending on their gender, ethnicity and mother languages.
A U-unbound (independent) samples t-test was conducted to determine whether the perceptions of the
academicians regarding the CMETCS and its sub-dimensions differentiated or not depending on their gender, age,
ethnicity and native languages. The variables of age, ethnic origin and native language (independent variable) in
the demographic characteristics of academicians were grouped again before the analysis. The level of significance
was accepted as .05 in all statistical calculations. When the significance value was found to be smaller than .05 (p
< .05), the difference and correlations between groups of independent variants (categories) were approved as
“meaningful,” and the results were evaluated accordingly.

Findings

The result section of this study analysed CMETCS in terms of different variables in the context of multicultural
education, according to the perceptions of academicians who work at school of education as an academician. In
the first sub-section, the perception levels of academicians towards CMETC were analysed in general terms. In
the second sub-section, the question of whether the perception levels of academicians towards CMETC
differentiate according to the variables of gender, ethnic origin, and mother language.

Findings related to the first sub-problem

How academicians perceive themselves in the context of Multicultural Education Teacher Competencies was
researched, and the following results were reached (see Table 3).

Table 3. Descriptive Statistics on the Scores of Academicians’ Responses to the CMETCS and its sub-
dimensions (N=246)

Dimension/Scale X sd

Dimension of Skill 3,91 0,48
Dimension of Knowledge 3,06 0,58
Dimension of Attitude 3,90 0,52
Dimension of Awareness 2,93 0,46
CMETCS 3,46 0,33

X: Arithmetic mean, sd: Standard deviation

The score interval, which was considered in the evaluation of average scores (X ) given by the academicians
to CMETCS and its sub-dimensions is presented below.

Option Score Interval
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Strongly Disagree 1,00 - 1,80

Disagree 1,81-2,60
Indecisive 2,61 - 3,40
Agree 3,41 -4,20

Strongly Agree 4,21-5,00

As presented in Table 3, according to the average scores concerning the sub-dimensions of the CMETCS, the
academicians considered themselves competent at most on skills (X sqi=3,9140,48) and attitudes (X
Atitude=3,90£0,52. The academicians considered themselves least competent on the awareness dimension (X
Awareness=2,9310,46), and the knowledge dimension followed it (knowledge=3,06+0,58). The average score of
academicians on skills and attitude dimension was at the “Agree” Level, and the average score on awareness and
knowledge dimensions were at the “Indecisive” level. The general average scores of academicians concerning the
CMETCS was X citical Multicultural Education Teacher Competencies =3,46:£0,30. This finding showed that in the scope of this
scale, the academicians who participated in this study perceive themselves as competent/positive, even if the level
was not high.

Findings related to the second sub-problem

In this study, whether the perceptions of academicians in the context of Multicultural Education Teacher
Competencies differ according to their gender, ethnicity and mother tongue has been researched, and the following
results have been reached (Table 4).

Table 4. T-Test Results on the Question of whether the Academicians’ Scores Regarding the CMETCS and its sub-
dimensions Differentiated according to the Gender Variable or not (N=229)

) ) Descriptive Statistics t-test
Dimension/ Scale Gender —
n X sd t sd p
Dimension of Skill Female 126 402 0,46 2,16 227 0,027*
Male 103 3,79 0,49
Dimension of Knowledge Female 126 3,06 0,54 0,16 227 0,873
Male 103 3,05 0,63
Dimension of Attitude Female 126 4,01 0,50 2,14 227 0,030*
Male 103 3,77 0,53
Dimension of Awareness Female 126 291 0,46 1,02 227 0,310
Male 103 2,97 0,47
CMETCS Female 126 355 0,31 2,07 227 0,034*
Male 103 3,36 0,35

* The difference is significant at the p<.05 level

According to the t-test results presented in Table 4. above, the gender of the academicians caused a significant
difference in perception levels regarding skill and attitude sub-dimensions and (CMETCS) in general (p<.05).
According to the results, perception levels of female and male concerning the skill dimension differed, and this
difference was in favor of the female academicians [t (227) =2,16 and p<.05]. The average scores of the groups
demonstrated that the skill level of the female academicians was higher than the male academicians ( Female=3,84
ve Male=3,51). Female academicians considered themselves as more competent in the skill dimension, on the
basis of CMETCS. Perception levels of female and male academicians differentiated in terms of the attitude
dimension, and this difference was in favor of the female academicians as well [t (227) =2,14 and p<.05]. The
average scores of the female participants were higher than the score of male participants ( Female=4,01 and
Male=3,77). Finally, the results revealed that general level of the female and male academicians differed in terms
of the CMETCS, and this difference was in favor of the female academicians [t (227) =2,07 and p<.05]. The mean
rank scores of the groups demonstrated that the cultural competence levels of female academicians were higher
than the competency levels of male academicians ( Female =3,55 and Male =3,36).

The Mann-Whitney-U Test results were presented in Table 5 below.

972



Acar-Ciftci

Table 5. Mann -Whitney-U Test Results on Academicians’ Scores Regarding the CMETCS and its sub-
dimensions according to the Ethnic Origin Variable (N=228)

Ethnic

Mean

Mann-Whitney U

Dimension/ Scale Origin n Rank Rank Sum )

Dimension of Skill Turkish 200 105,25 19787,50 1,43 0,153
Other 28 123,75 3217,50

Dimension of Knowledge Turkish 200 108,48 21045,00 2,11 0,035*
Other 28 135,55 3931,00

Dimension of Attitude Turkish 200 111,03 22206,00 2,13 0,033*
Other 28 139,29 3900,00

Dimension of Awareness Turkish 200 113,92 22670,00 0,05 0,960
Other 28 114,57 3208,00

CMETCS Turkish 200 94,08 15899,50 2,03 0,044*
Other 28 117,56 2821,50

* The difference is significant at the p<.05 level.

The ethnic origin of the academics caused a significant difference in their perception levels regarding
knowledge and attitude sub-dimensions, and (CMETCS) in general (Z=2.11 and p<.05). The mean rank averages
of the groups showed that the knowledge levels of the academics whose ethnic origin was not Turkish were higher
in terms of cultural competency (Mean Rank Turkish=108.48 and Mean Rank Other=135.55). The study results
found out that ethnic origins led to a significant difference in academics’ perception levels of the attitude dimension
(Z=2.13 and p<.05). The mean rank scores of the groups showed that the academics whose ethnic origin was not
Turkish had higher scores in terms of attitude dimension concerning the CMETCS (Mean Rank Turkish=111.03
and Mean Rank Other=139.29). The findings revealed that the competency levels of academics with and without
Turkish ethnic origin were different in terms of the general scale, and these results were found in favor of the
academics who did not have a Turkish ethnic origin (Z=2.03 and p<.05). The mean rank as Turkish was higher
(Mean Rank Turkish=94.08 and Mean Rank Other=117.56).

The non-parametric Mann-Whitney-U Test results were presented in Table 6 below.

Table 6. Mann-Whitney-U Test Results on the Academics’ Scores Regarding the CMETCS and its sub-

dimensions according to the Mother Language Variable (N=229)

Dimension/ Scale Mother n Mean Rank Rank Sum Mann-Whitney U
Language
Z p
Dimension of Skill Turkish 213 108,76 21970,00
Other 16 112,20 1683,00 0,21 0,838
Dimension of Knowledge  Turkish 213 109,95 22980,00 2,20 0,028*
Other 16 148,00 2220,00
Dimension of Attitude Turkish 213 114,22 24329,00 0,65 0,515
Other 16 125,38 2006,00
Dimension of Awareness  Turkish 213 113,06 24082,00 2,15 0,031*
Other 16 134,93 2024,00
Critical Multicultural Turkish 213 96,71 17698,00 2,19 0,027*
Education Teacher Other 16 123,69 1608,00

Competences Scale

* The difference is significant at the p<.05 level

The result of the test revealed that the mother language of the academics caused a significant difference in their
perception levels in terms of knowledge and awareness sub-dimensions, and CMETCS in general. Findings
showed that the knowledge dimension scores of the academics whose mother language was not Turkish differed
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(Z2=2.20 and p<.05). The mean scores of the groups demonstrated that the knowledge dimension scores of the
academics whose mother language was Turkish were also higher in terms of the general scale (Mean Rank
Turkish=109.95 and Mean Rank Other=148.00). Findings of the study showed that the mother language of the
academics also led to a difference in terms of the awareness dimension scores (Z=2.15 and p<.05). The mean
scores of the groups presented that the awareness dimension scores of the academics whose mother language was
Turkish were higher (Mean Rank turkisn=113.06 and Mean Rank omer=134.93). The results of the test showed that
the (CMETCS) levels of the academics whose mother language was Turkish and whose mother language was not
Turkish differed, and this difference was in favor of academics whose mother language was not Turkish (Z=2.19
and p<.05). The mean rank scores of the groups demonstrated that the CMETC levels of academics whose mother
language was not Turkish were higher (Mean Rank ynish= 96.71 and Mean Rank oimer=123.69).

Discussion, Conclusion and Recommendations

Multicultural education is defined as a medium to eliminate the inequities that students face regarding race,
ethnic origin, gender social class, language, sexual orientation, and abilities (Banks & Banks, 2005; Ukpokodu,
2008), Teacher competencies are defined as "knowledge, skills and attitudes that teachers should have to fulfil the
teaching profession effectively and efficiently” (MoNE, 2017, p.9). In this context, critical multicultural education
teacher competencies can be defined as “awareness, knowledge, skills, and attitudes” that teachers should have
that mediate in eliminating inequalities of students regarding race, ethnicity, gender, social class, language, sexual
orientation and abilities through schools. To this definition have been added to the concept of awareness, which is
not included in the above definitions. Because central to critical theory is the notion of conscientization or critical
consciousness (Freire 1970), critical theory is “the first step toward the attainment of social justice.
Conscientization concept means an awareness of how economic, social, cultural, and political power shapes human
relations and the way we see and understand the world” (Mthethwa-Sommers 2014, p.11). Critical theorist Hooks
(1994) pointed out that it is only when an individual is aware and accepting that she or he is a product of a racist,
sexist, heterosexist, and elitist society that she or he can begin working toward making society a more equitable
place for everyone (Mthethwa-Sommers 2014).

The data of this research were obtained using CMETCS (Acar-Ciftgi, 2016). The scale consists of four sub-
dimensions as follows: awareness, knowledge, skills, and attitude. It has been expected from the academicians
who train prospective teachers that they should have these competencies and even more.

Findings revealed that academics who work in the school of education and participated in this study perceive
themselves as competent within the scope of CMETCS. The forward-thinking vision of the scale and the self-
perception of academics as competent can be interpreted as they have a positive perspective towards the future.
Because, according to critical pedagogy, learning and teaching are processes of criticism and questioning, and
creating a social dream through an optimistic language. Thus, this “possibility language” has great potential in
terms of making learning expedient, critical and transformative (McLaren, 2014).

The previous studies on multicultural education conducted with academicians demonstrated that faculty
members attach a great emphasis on multicultural education (Demir, 2012), have a positive perspective towards
multicultural education (Ko¢-Damgact and Aydin, 2013), academics who work in the Faculty of Education have
a positive attitude towards multicultural education in general terms (Gilinay, Aydin, Ko¢-Damgaci, 2015), and
multicultural education competence of academicians is quite high according to the scale used (Yavas-Bozkurt,
Eksi & Alci, 2013). Although the content of this study differs from previous studies, the findings suggest that the
results of all studies show that promise for a more equitable and equity in society.

The present study shows that the academics perceived themselves as partially competent according to the
awareness component, which is a sub-dimension of the CMETCS. The study conducted by Yavag-Bozkurt et al.
(2013) revealed that the perceptions of academics on the awareness dimension of the Multicultural Education
Competences Scale were higher than their knowledge and skill dimension scores. The difference between these
results can be associated with the difference in the concept of awareness in both scales. On Multicultural Education
Competences Scale, the awareness dimension assessed the multicultural awareness levels of faculty members
(Bagbay ve Kagnici, 2011), and in the present study, it examined their perceptions towards critical awareness
levels. Awareness and critical awareness are different concepts which include different meanings because it is
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different to recognize that society is multicultural and to see how inequalities and human relations between groups
are shaped by economic, social, cultural, and political power.

According to Garcia (2017), ethnic groups and ethnicity are social-structured identities which are formed under
social conditions in specific moments of history. The cultural characteristics used to define ethnic groups vary,
which include specific languages spoken, religions practiced, and distinct patterns of dress, diet, customs, holidays,
and other markers of distinction. Language is one of the most important social and cultural markers of identity.
Therefore, in this study, the findings showed that the CMECS whether the perceptions of academicians differ
according to base on their ethnic origins and mother languages variables, This research shows that the mother
language variable created a significant difference in knowledge and awareness dimensions, and the scores of the
academics whose mother language was not Turkish were higher. Knowledge is another sub-dimension of the
CMECS components. According to a critical multicultural education approach, any form of knowledge is
contextual, and it only makes sense within a certain perspective. Knowledge reflects people’s social, cultural and
power status and according to the context of the person who knows it, this knowledge is always defined and
confirmed through one of such variables as gender, class, ethnicity and so on (Banks, 1993; Tetreault, 1993).

This study shows that the scores of the knowledge dimension were generally lower in terms of the general
scale, yet the knowledge dimension scores of the academics whose ethnic origin and mother language was not
specified as Turkish were higher. According to the critical approaches, knowledge does not have any value, yet it
is shaped in the context of culture, history, ethnicity, and language (Giroux, 1998, Mthethwa-Sommers, 2014).

In the scale, attitude is described as pre-disposition of emotional and behavioral responses with the
understanding, which was created by the individual at the stage of mental awareness and knowledge (Acar-Ciftgi,
2016). Studies show that affirmative attitudes have a positive effect on the learning of students (Ladson-Billings,
1994; Lucas, Henze, & Donato, 1990; Nieto, 1996). Skill dimension is yet another component of this scale. Skill
can be defined as the use of the appropriate intervention to carry out education with a critical multicultural
approach (Acar-Ciftci, 2016). The attitude and skill dimension scores of the academicians were higher both in
terms of the general scale and in terms of sub-dimensions of the scale in comparison, to their knowledge and
awareness dimension scores. Furthermore, the results of this study show that the gender variable led to a significant
difference in favor of female academics both in the skill and attitude dimensions and in terms of the general scale.
The study conducted by Yavas-Bozkurt et al. (2013) revealed that the perceptions of academics on the skill
dimension of the Multicultural Education Competences Scale mean of skill was 3.85, and the result of this study
show that was mean of skill was 3.96. Both studies have determined female academicians means were higher than
male academicians. Additionally, this study found out that the ethnic origin variable caused a difference in the
attitude dimension, and the scores of the academics whose ethnic origin was not Turk were higher.

Teachers are required to eliminate negative perceptions regarding race and ethnicity, and to exhibit positive
attitudes towards all races, ethnic groups, genders, religions and lifestyles, according to Banks (1993; 2012).
Giroux (1988), who defined teachers as intellectuals, argues that teachers should resist their traditionally defined
roles in schools, and a role of a teacher is to become an active participant and a transformative teacher to “shape
the purposes and conditions of the school”, and should create conditions to enable their students to become
informed and brave citizens who challenge the disparity and make something promising (p. 126). Briefly, the
approaches within critical multiculturalism argue that social structures and institutions are currently unequal and
unjust; and schools, which are among the main social institutions, they reproduce race, gender, class and other
forms of inequality.

Individuals who feel and experience this situation the most are impoverished children, girls, non-native
speakers of Turkish, individuals with special needs, children who have learning difficulties, children of seasonal
agricultural workers, child laborers, people under risk, LGBTIs, Romans, migrant and refugee children, children
who have differences from dominant culture their ethnic origins, language, religions.

Among the academicians who participated in this study, it is seen that the awareness, knowledge, attitude, and
skill levels of academicians with different ethnic backgrounds and mother languages, and in addition female
academicians were higher. As can be seen from these results, these groups are the groups generally faced with
discriminatory practices. To further increase the awareness, knowledge, attitude and skill levels of all
academicians, it may be appropriate to organize in-service training programs to improve these competencies.
Because, there is a need for making a change in the philosophy of curriculums, their content, pedagogy, and
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evaluation and in intellectual challenges to enable all students in a classroom with a different race, language,
religion, and ethnic background and so on (NAME, 2019).

In fact, this is a reform movement. One way of making permanent and long-term changes to train teachers who
can overcome the problems discussed above is the establishment of consistent curriculums both in schools and
teacher education through a common vision. Such a large-scale reform movement can only be realized by the
cooperation of academics, intellectuals, non-government organizations, all community representatives and
policymakers.
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Egitim Fakiiltelerindeki Akademisyenler Cokkiiltiirlii Egitim icin Ne

Kadar Hazirlar
Giris
Arastirmalar, Tirkiye'de egitime erisim ve devam etme sorunlari ile karsi karsiya kalan ¢esitli gruplarin
oldugunu gostermektedir. Bu gruplar arasinda fakir ¢ocuklar, kizlar, anadili Tiirk¢e olmayanlar, 6zel ihtiyaglari
olan kisiler, 6grenme giicliigii ¢ceken ¢ocuklar, mevsimlik tarim is¢ilerinin gocuklari, ¢ocuk isciler, risk altindaki
insanlar, LGBTi+lar, Romanlar, gegici koruma altinda olan Suriyeli cocuklar ve zorla gé¢ sonucu Tiirkiye'ye Irak,
Afganistan ve Somali {ilkelerinden gelen ¢ocuklar yer almaktadir (Egitim Reformu Girisimi) [ERG], 2018a).

Giintimiizde Tiirkiye'de, tarihinin herhangi bir zamanindan daha fazla sayida ¢ocuk okula gidiyor ve daha fazla
cocuk ilkokuldan ortadgretime ve daha oOtesine ilerliyor olmasina ragmen Tirkiye'de hala%100 okul kayit
oranlarma ulagilamanmugtir. Egitim izleme Raporuna gore (ERG, 2018a); Tiirkiye'de 2017-18 egitim 6gretim y1li
itibariyle, okul 6ncesi egitime 5 yas i¢in net kayit oran1%66,9 olmustur. Bu, 5 yas grubundaki ¢ocuklarin%33,1'inin
okul dncesi egitime katilamadigini gostermektedir. 2017-18 yillarinda bu oran ilkdgretimde%91,5'e yiikselirken,
ortaokulda net okullagma orani dnceki yila gore%94,5'e diismiistiir. 2016-17 yillarinda orta 6gretimde%382,5 net
katilim oran1 2017-18 doneminde%83,6'ya yiikselmistir. Raporda, tiim bu seviyelerde egitime katilimda 6nemli
bir cinsiyet farklilig1 olmamasina ragmen, bolgeler ve iller arasindaki farkliliklarin siirdiigii belirtilmektedir.

Okula devam oranlari, devamsizlik, sinif tekrari ve erken terk oranlari, egitime erisimin 6nemli gostergeleridir.
Tiirkiye, Avrupa’nin en erken okulu terk oranlarina sahip -kadinlar i¢in%31 ve erkekler i¢in%34- olan iilkedir
(ERI, 2018a). Toplumsal cinsiyet kavrami “kiiltiire, rollere, davranislara ve kadinlar ile erkekler, kizlar ve erkekler
arasinda kurulan iliskilerin yani1 sira toplumsal bir yapiya dayali sosyal sézlesmelere” isaret etmektedir (Krieger,
2003; Hernandez ve Blazer, 2006). Kiiresel Toplumsal Cinsiyet A¢ig1 Raporu’nda (Diinya Ekonomik Forumu,
[WEF], 2018), 2006 yilinda bu endekste 105'inci sirada yer alan Tiirkiye'nin son on iki yilda 25 sira geriledigi
belirtmektedir. Rapor’a gore; Tiirkiye “Kadinlarin ekonomiye katilimi ve firsat esitligi” konusunda 149 iilke
arasinda 13 1'inci sirada yer alirken, egitimde 106, saglikta 67 ve siyasi gliglenmede 113'iincii sirada yer almaktadir.
Ayrica, Aratemur Cimen ve Bayhan'a gore (2018) cinsiyet esitligi ile ilgili ders kitaplarinin igeriginde bir gerileme
vardir ve cinsiyete duyarli i¢eriklerin ve egitim yaklagimlarinin bu igeriklere dahil edilmesi bir zorunluluktur.

Tiirkiye, Orta Dogu bolgesindeki kayitli tiim Suriyeli miiltecilerin%64'{ine ev sahipligi yapmaktadir (Birlesmis
Milletler Miilteciler Yiiksek Komiserligi, [UNHCR], 2018a). Tirkiye’deki UNHCR Temsilciligi’ne gore, EKim
2018°de, Irak’tan 142.000, Afganistan’dan 170.000, fran’dan 39.000, Somali’den 5.700 ve diger iilkelerden 11.700
olmak {iizere toplam 370.416 okul ¢aginda siginmaci ve miilteci bulunmaktadir (UNHCR, 2018b). MEB’e gore,
Tiirkiye'de okul ¢cagindaki 1.047.536 Suriyeli cocugun, 580.877°1 Aralik 2018’¢ kadar okula kaydedilmistir (MEB
GDLL, 2018). Suriyeli ¢ocuklarin 2017-18 déneminde okullagma oranlari bir onceki yila gére% 62 oraninda
artmig olmasma ragmen, Ekim 2018 itibariyle hala 407.906 Suriyeli ¢ocugun egitime erisemedigi ifade
edilmektedir (ERG, 2018a).

Egitime erisim ve devam etme konusunda bazi problemleri olan bagka bir grup insan LGBT+’lardir.
Yetiskinlerle yapilan bir arastirmaya gére, LGBTI+ bireylerin%67,4% 18 yasindan 6nce egitimde cinsel
yonelimleri ve/veya cinsiyet kimlikleri nedeniyle olumsuz yorumlar ve/veya tepkiler aldigini belirtmektedir.
Ayrica, ankete katilan 2.875 kisinin%8'i cinsel kimlikleri ve/veya yonelimleri nedeniyle okulu birakmak zorunda
kaldiklarint séylemistir. (ERG, 2018a; Yilmaz ve Gé¢men, 2015).

Cocuklarin 6zel egitim hizmetlerine erisimleri, bir egitim sisteminin ne o6lgiide kapsayict oldugunun
gostergelerinden biridir (ERG, 2018a). 2017 yilinda; 6zel egitime ihtiya¢ duyan 437.847 6grenci belirlenmistir
(MEB, 2017a). ilkdgretim diizeyinde toplam 293 169 dgrenci ve ortadgretim diizeyinde toplam 66 727 dgrenci,
Ozel egitim hizmetlerinden yararlanmaktadir. Ancak, okul digindaki engelli ¢ocuklarin sayist tam olarak
bilinmediginden, engelli gocuklarin ne kadarinin 6rgiin egitime erigimi olmadig1 bilinmemektedir (ERG 2018a).

Sosyal bilimler alaninda ¢alisanlar, sosyal sinifi tanimlamaya iligkin kriterler iizerinde anlagmaya varma
konusunda zorluklarla karsilasmaktadir. Egitim alaninda, sosyal simif uzun siiredir egitim basarisi ile
iligkilendirilmektedir (Persell,1977; 2010). Arastirmacilar genellikle bir kisinin veya ailenin egitim diizeyi,
meslegi, mesleki unvani ve gelirleri hakkinda anket sorular sorarak sosyal sinifi tanimlamaktadir (Persell, 1977;
2010). istisnalara ragmen, sosyal simif gegmisi daha yiiksek olan 6grenciler, diisiik sinif gecmisi olan 6grencilere
kiyasla daha iyi notlar alma egilimindedir ve egitim sistemi i¢inde daha uzun siire kalmaktadirlar (Persell, 2010).
Tiirkiye'de okulu terk etmenin temel nedenlerinden biri ailenin gelir diizeyidir (Tas, Selvitopu, Bora ve Demirkaya,
2013; MEB & UNICEF, 2013). Tiirkiye, 1992 yilinda Uluslararast Cocuk Emegini Onleme Programia (IPEC)
katilan ilk altt {ilkeden biri olmustur. Aradan gecen yillar boyunca ¢ocuk is¢iliginde diisiis olmasina ragmen,
mevsimlik tarim iglerinin ¢ocuklarinda hala bir sorundur. Yogun ¢alisma donemlerinde g¢ocuklar diizenli olarak
okula devam edememekte, derslerine geri kalmakta ve okula dondiiklerinde bunu telafi edememektedirler.
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Ekonomik ve sosyal nedenlerden 6tiirii, yetiskin mevsimlik ig¢ilerin ¢ocuklari genellikle ebeveynlerine eslik
etmektedir. Sonug olarak, ebeveynleri ve diger yetiskinlerle birlikte olan ¢ocuklar, ailelerinin ge¢imini saglamak
i¢in yaglarina uygun olmayan islerde ¢aligmaya baslamaktadirlar. 15 yagin altindaki ¢ocuklar, mevsimlik tarim
endiistrisi, tekstil, mobilya gibi bircok sektorde calismaktadir. Ozellikle mevsimsel tarimda ¢ocuklarin ¢aligma
yas1 S'e diigmiistiir (ERG 2008a).

Egitim, bir bireyin yasam sansini belirlemede rol oynayan en dnemli bilesenlerden biridir. Bireyin iggiicii
piyasasindaki varlig1 ve bagarisi, demokratik vatandaslik hazirlik siireci ve insanin gelismesi iizerinde énemli bir
etkisi vardir (Shields, 2017). Sosyolog E. Stanley Eitzen'e (1985, s. 263) gore, “yasam sans1” kavrami, “yasam
dongiisii boyunca yasama, ve yasamdaki iyi seyleri yasama sans1” anlamina gelmektedir (Miller, 1992). Yasam
sanst; 1) daha iyi durumda olan insanlar satin aldiklar1 (iyi egitim, iyi tibbi bakim, rahat evler, iyi tatiller, her tiirli
uzmanlik hizmeti, giivenli ve tatmin edici meslekler vb.), ve 2) hayati daha kolay, daha uzun, daha saglikli ve daha
eglenceli hale getiren seylerden olusmaktadir (Miller, 1992; Tumin 1973). Bu baglamda, “yasam sans1” kisaca bir
¢ocugun gelecekteki giicii, yetenekleri ve bir toplumun sosyal, ekonomik ve politik hayatina tamamen katilma
yetenegi olarak tanimlanabilir.

Okul performansindaki farkliliklar okulun diginda meydana gelen esitsizliklerden kaynaklanmaktadir ve egitim
esitsizliklerinin daha genis sosyal esitsizlikler siirdiigii siirece devam edecegi belirtilmektedir (Gamoran, 2007;
Reay, 2010). Okullar, toplumsal esitligi saglamak i¢in bir ara¢ olarak ve ayn1 zamanda esitsizliklerin ¢ogaldigi
merkezi ortamlardir (Reay, 2010). Giiniimiizde okullardan beklenen, toplumun yarattigi bu esitsizliklerin egitim
sistemi iginde esitlenmesidir. Bu esitsizliklerin belirli bir kismi, bireylerin baslangi¢ pozisyonlarinda rol oynayan
stireclerin adaletsizliginden ve adaletsiz sosyal ve ekonomik sonuglarin iiretilmesinden kaynaklanmaktadir
[(National Centre for Student Equity in Higher Education). (2011)]. 'Esitlik' kavrami, herkese ayn1 miifredati,
degerlendirme, pedagoji ve entelektiiel zorlugu sunarak 6grenciler arasindaki farkliliklara ragmen ayni sonuglari
beklemek anlamina gelmektedir. Cokkdltiirliic 6grenmenin temelinde yer alan “hakkaniyet” ise, 6grencilerin
bireysel farkliliklarinin, §grenme-6gretmenin sosyopolitik baglaminin taninmasi ve alinan cevaba gore, her
Ogrencinin ihtiya¢ duydugu egitim programina, degerlendirmeye, pedagojiye ve entelektiiel zorluklara
ulasabilmesini garanti altina almak anlamina gelmektedir. [NAME], 2019).

Farkl1 bir 1rk, dil, din ve etnik kokene, farkli sosyo ekonomik diizeye sahip tiim 6grencilerin hepsinin bir arada
ve bir sinifta 6grenmelerini saglamak icin, egitim programlarinin felsefesinde, iceriklerinde, pedagojisinde ve
degerlendirmesinde ve ayrica entelektiiel zorluklarda bir degisiklige ihtiya¢ vardir. Cokkiiltiirli egitim, bu zorlu
stireci biitiinlestirici bir yaklagim sunarak kolaylastirmayr ummaktadir. Sonug olarak bu tiir bir paradigma
degisikligi egitim sistemini de degistirecek ve boyle bir paradigma degisimi dogal olarak &gretmen egitim
sistemini de degistirecektir.

Bu galisma, giig, bilgi, degerler tizerinde gatigsmalar, kaynak eksikligi, kontrol, direng, hegemonya ve esitlik
konularinin ve farkli durumlarda kendilerini nasil gdsterdiklerine odaklanan elestirel teori paradigmasina
dayanmaktadir (Apple, 1996; Carr & Kemmis , 1986; Espinoza, 2007; Giroux, 1983; Larkin ve Staton, 2001;
Paulston, 1977; Popkewitz ve Brennan, 1997 Rezai-Rashti, 1995). Elestirel teorisyenler, esitsizligi tedavi
gerektiren sosyal bir hastalik olarak gormektedirler. Onlar i¢in miilk, servet, gelir, egitim, beceri, bilgi, saygi, etki,
firsatlar ve yagsam sansindaki mevcut esitsizlikler- hepsi giigteki esitsizliklere indirgenebilir- gereksizdir
(Anderson, 1971; Bowles & Gintis, 1976; Espinoza, 2007; Gans, 1973; Jencks ve arkadaslari, 1972; Roach, 1969).

Bu caligmanin amaci, egitim fakiiltelerinde Ogretmen adaylarini yetistiren akademisyenlerin elestirel
cokkiiltiirlii egitim dgretmen yeterlikleri konusundaki algilarini belirlemektir. Bu amagla, asagidaki sorulara cevap
aranacaktir.

1. Akademisyenler kendilerini elestirel g¢okkiiltiirlii egitim &gretmen yeterlikleri baglaminda nasil
algilamaktadirlar?

2. Akademisyenlerin elestirel ¢okkiiltiirlii egitim &gretmen yeterliklerine iliskin algilar1 yaslarina,
cinsiyetlerine, etnik kdkenlerine ve ana dillerine gore farklilik gostermekte midir ?

Yontem

Arastirma Modeli
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Bu ¢alisma, 2016-2017 egitim-6gretim yilinda Tirkiye ‘de egitim fakiiltelerindeki akademisyenlerin Elestirel
Cokkiiltiirlii Egitim-Ogretim Yeterliklerine Iliskin Algilarim belirlemek amaciyla yapilmustir. Arastirma
araciligryla, akademisyenlerin algilarinin hem 6lgek genelinde, hem de cinsiyet, yas, etnik kdken ve ana dillerine
gore incelenmeleri amaglanmistir. Calismada ayrica gruplar arasi karsilagtirmalar yapilmig ve bireyleri kendi
kosullar1 altinda tanimlama amaglanmistir. Arastirmada anket modeline gore nicel arastirma yontemleri
kullanilmistir. Anket modelleri, gegmis veya simdiki bir durumu oldugu gibi tanimlamay1 amaclayan arastirma
yaklagimlaridir. Bir birey veya nesne kendi kosullarinda tanimlanir. Bunlar1 degistirme veya etkileme ¢abasi
yoktur (Karasar, 2009, s.77).

Katihhmeilar

Arastirmanin ¢alisma grubu, Tiirkiye’deki toplam 193 kamu ve 6zel {iniversitenin, 93’linde yer alan egitim
fakiiltelerinde ¢alisan akademisyenlerden olugsmaktadir. Calismaya 328 akademik katilmistir, ancak eksik anketler
nedeniyle 230 anket degerlendirilmistir. Calismaya katilan akademisyenlerin demografik o6zellikleri asagida
sunulmustur (Tablo 1).

Tablo 1.Akademisyenlerin Demografik Ozelliklerinin Dagilimi (N = 246)

Degisken Grup f % Degisken Grup f %
Cinsiyet Kadin 135 54,9 Enstitii Sosyal Bilimler Enstitiisii 54 22,0
Erkek 108 43,9 Fen Bilimleri Enstitiisii 21 8,5
Egitim Bilimleri
Cevapsiz 3 1,2 Enstitiisi 156 63,4
Diger 13 53
Cevapsiz 2 0,8
Yas 30 yas ve alt1 47 19,1 Fakiilte  Egitim Fakiiltesi 224 91,1
31-40 yas 92 374 Diger 11 45
41-50 yas 65 26,4 Cevapsiz 11 45
51 yas ve lizeri 39 15,9
Cevapsiz 3 1,2
Etnik Calisma
koken Turk 212 86,2 suresi 0-5 yil 73 29,7
Kiirt 8 3,3 6-10 yil 48 19,5
Arap 7 2,8 11-20 yil 69 28,0
Cerkez 1 0,4 21 y1l ve tizeri 53 215
Giircii 1 0,4 Cevapsiz 3 1,2
Zaza 1 0,4
Diger 12 49
Cevapsiz 4 1,6
Ana dili Tirkce 227 92,3
Kiirtce 5 2,0
Arapca 4 1,6
Bosnakc¢a 1 0,4
Zaza’ca 1 0,4
Diger 5 2,0
Cevapsiz 3 1,2

Aragtirmaya katilan akademisyenlerin %54,9°u kadin %43,9°u erkektir ve yaglar1 daha ¢ok 31-40 (%37,4) ile
41-50 (%26,4) yaslar1 arasinda yogunlasmaktadir. Akademisyenlerin %86,2’si Tiirk kalan %13,8’1 bagka bir etnik
kimlige sahiptir. Anadil dagilimina bakildiginda ise akademisyenlerin %92,3 niin anadilini Tiirk¢e olarak belirttigi
goriilmektedir. Akademisyenlerin gorev yaptiklari fakiiltenin bagli bulundugu enstitiiye bakildiginda, %22,0’sinin
Sosyal Bilimler Enstitiistine, %8,5’inin Fen Bilimleri Enstitiisiine, %63,4’tintin Egitim Bilimleri Enstitiisiine ve
son olarak %5,3’linlin bagka bir enstitiiye bagli olduklari goriilmektedir. Akademisyenlerin %91,1 Egitim
Fakiiltesinde gorev yaparken %4,5’i diger fakiiltelerde caligmaktadir. Bolime iligkin dagilima bakildiginda ise
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akademisyenlerin ¢ok bilyiik boliimiiniin, %82,1 ile sosyal bir boliimde gérev yaptig1 anlasilmaktadir. Son olara
akademisyenlerin %29,7’s1 0-5 yillik, %19,5’1 6-10 yillik, %28,0’1 11-20 yillik ve %21,5’1 21 y1l ve isti bir siire
Ogretim iiyesi/gorevlisi olarak ¢alistigini belirtmislerdir.

Veri Toplama Araglari

Arastirma verileri “Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlikleri Olgegi” ile toplanmustir (Acar-Ciftci,
2016). Anket iki bolimden olusmaktadir. Anketin birinci bolimii kisisel bilgi formunu, ikinci kismu dlgegi
icermektedir. “Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlilikleri Olgegi” (ECEOYO); farkindalik, bilgi, beceri
ve tutum olmak tlizere 4 alt boyuttan olugmaktadir. 42 maddeden olusan dlcegin tek boyutlu dlgek olarak
kullanilmasi uygundur. Olgek .85 giivenilirlik katsayisina sahiptir. Olgek gelistirme ¢alismasi Istanbul ilinde farkli
diizey ve branglardaki 421 6gretmen ile yapilmustir.

Yap1 gegerliligi Agimlayici faktor analizi ile analiz edilmis ve dlgegin dort faktorlii bir yapiya sahip oldugu
bulunmustur. Toplanan verilerin faktor analizi i¢in uygunlugunu belirlemek i¢in kullanilan Keizer Meyer Olkin
(KMO), 6lgegin faktor analizi igin uygun oldugunu ve 6lgiilen 6zelligin, numunenin se¢ildigi evrende ¢ok boyutlu
bir dzellige sahip oldugunu gdstermistir [KMO = .901; X? = 9.748,766; sd = 780 ve p <.05]. Ol¢egin birinci alt
boyutu toplam varyansin %16,3'inii, ikinci alt boyut toplam varyansin%14,6'sin1, iiclincii alt boyut toplam
varyansin%11,1'ini ve dordiincii boyut, toplam varyansin% 8,4'tinii agiklamaktadir. Genel olarak, dl¢ek toplam
varyansin%350,3"inii agiklamaktadir. Faktor analizinden sonra dl¢egin ve alt boyutlarinin giivenirlik analizi igin
maddeler arasindaki korelasyon Alpha modeliyle hesaplanmistir. Faktor analizinden sonra bulunan ilk faktor igin
giivenilirlik katsayisi (Cronbach's alpha) o =908, ikinci faktdr i¢in o = .873, iiclincii faktor icin o = .872, ve
dordiincii faktor igin, o = .775 olarak bulunmustur. Dort faktor icin gergeklestirilen madde analizinden sonra, 42
maddeden olusan 6lgek icin giivenilirlik katsayist (Cronbach’in alfa) o = .845 olarak bulunmustur. Bu sonug,
maddelerin tek boyutlu (6l¢ek) altinda da kullanilabilecegini ve O6lgek icindeki maddeler arasinda yiiksek
giivenilirlik oldugunu géstermektedir. ECEOYO 'nin bu galismaya uygunlugu madde analiziyle giivenilirligine
bakilarak incelenmistir (Tablo 2).

Tablo 2. Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlilikleri Olcegi ve Alt Boyutlarmin Giivenirlik Tablosu

Boyut/Olcek Madde Sayisi Giivenilirlik Katsayisi
o

Beceri Boyutu 19 0,(836

Bilgi Boyutu 8 0,776

Tutum Boyutu 9 0,806
Farkindalik Boyutu 6 0,724

Elestirel Cokkiltiirlii Egitim Ogretmen Yeterlilikleri 42 0,815

Olgegi

Verilerin Toplanmasi

Aragtirma grubu olmasi planlanan akademisyenlere ulasabilmek i¢in 93 egitim fakiiltesinin web sayfalar
arastirilmis ve 4382 akademisyenin e-posta adresine ve dolayisiyla tiim arastirma evrenine ulasilmistir. Olgek tiim
akademisyenlere "Survey Monkey" yazilimi ile gonderilmistir. ilk iki hafta iginde yalnizca 187 akademisyenin
oOlgek sorularini cevapladigi tespit edilmistir. Ayni 6lgek tiim akademisyenlere tekrar gonderilmistir. Bir ay sonra,
bu ¢aligmaya 328 akademisyen katilmistir, ancak eksik anketler nedeniyle 230 anket degerlendirilmistir.

Verilerin Analizi

Anketlerle calismaya katilan akademisyenlerden elde edilen veriler SPSS 18.0 (Sosyal Bilimler igin Istatistik
Paketi) ile analiz edilmistir. Verilerle herhangi bir istatistiksel isleme ge¢gmeden 6nce, herhangi bir hata icerip
icermedigi ve verilerin aragtirmanin amacina uygun ve belirlenen aragtirma sinirlart dahilinde olup olmadig:
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kontrol edilmistir. Arastirma verileriyle asagidaki istatistiksel analizler yapilmugtir: Ornegi olusturan
akademisyenlerin demografik 6zelliklerinin bir 6zetinin olusturulmasi ve 6rneklem olusturan sikliklarin (N) ve
degiskenlerin yiizdesinin (%) hesaplanmasi Ortalama puanlarin hesaplanmasi ( X ) ve akademisyenlerin ECEOYO
ve alt boyutlartyla ilgili standart sapma degeri (sd) hesaplanmistir. Normallik dagilim varsayiminin yanlig oldugu
ortaya ¢iktigindan, akademisyenlerin ECEOYO ve alt boyutlarma iliskin algilarinin cinsiyetlerine, gore anlaml
derecede farklilik gosterip goéstermediklerini kesfetmek igin parametrik olmayan bir Mann-Whitney testi
yapilmistir. Akademisyenlerin ECEOYO ve alt boyutlarina iliskin algilarinin cinsiyetlerine, etnik kokenlerine ve
ana dillerine bagli olarak farklilik gosterip gostermediklerini belirlemek i¢in U-sinirsiz (bagimsiz) bir 6rneklem t
testi yapilmistir. Akademisyenlerin demografik ozelliklerinde etnik koken ve anadili (bagimsiz degisken)
degiskenleri analizden once tekrar gruplanmigtir. Tiim istatistiksel hesaplamalarda anlamlilik diizeyi .05 olarak
kabul edilmistir. Anlamlilik degeri 0,05'ten (p <0,05) kiigiik oldugu tespit edildiginde, bagimsiz degiskenler
(kategoriler) gruplar1 arasindaki fark ve korelasyonlar “anlamli” olarak kabul edilmis ve sonuglar buna gore
degerlendirilmistir.

Bulgular

Calismanin bu boliimiinde ECEQY farkli degiskenler acisindan analiz edilerek, egitim fakiiltelerinde ¢alisan
akademisyenlerin algilar1 incelenmistir. Birinci boliimde, akademisyenlerin ECEOY’ye yénelik alg: diizeyleri
genel olarak incelenmis ve ikinci boliimde, akademisyenlerin ECEQY 'ye yénelik alg1 diizeylerinin cinsiyet, etnik
koken ve anadil degiskenlerine gore farklilik gosterip gostermedigi aragtirilmistir.

Birinci Alt Problem ile ilgili Bulgular

Akademisyenlerin kendilerini Cokkiiltiirlii Egitim Ogretmen Yeterlikleri baglaminda nasil algiladiklari
arastiritlmis ve asagidaki sonuglara ulagilmistir.

Table 3. Akademisyenlerin Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlilik Olgegi ve Alt Boyutlarma iliskin
Cevaplarina Iligskin Tanimlayici Istatistikler (N = 246)

Boyut/Olgcek X sd

Beceri Boyutu 3,91 0,48
Bilgi Boyutu 3,06 0,58
Tutum Boyutu 3,90 0,52
Farkindalik Boyutu 2,93 0,46
Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlilikleri Olcegi 3,46 0,33

X: Arithmetic mean, sd: Standard deviation

Akademisyenlerin, Elestirel Cokkiiltiirlii Egitim Yeterlik Olgegi ve alt boyutlar icin verdikleri puanlara iliskin
ortalama puanlarin ( X) degerlendirilmesinde dikkate alinan puan araligi asagida sunulmustur

Secenek Puan Aralig1
Kesinlikle Katilmiyorum 1,00- 1,80
Katilmiyorum 1,81- 2,60
Kararsizim 2,61- 3,40
Katiltyorum 3,41- 4,20
Kesinlikle Katiliyorum 4,21- 5,00

Tablo 3'te gosterildigi gibi, ECEOYO’nin alt boyutlarina iliskin ortalama puanlara gére, akademisyenler
kendilerini en fazla beceri (X geceri=3,9120,48) ve tutum (X Tuwm=3,90+0,52) boyutunda yeterli bulmuslardr.
Akademisyenler, farkindalik boyutunda ( X pandanc=2,93+0,46) kendilerini en az yeterli bulmus ve bilgi boyutu (
X gilgi=3,06£0,58) bunu takip etmistir. Tutum boyutu “Katiliyorum” diizeyinde, farkindalik ve bilgi boyutlarina
iliskin ortalama puanlarm “Kararsizim” diizeyinde oldugu goriilmistiir. Akademisyenlerin ECEOYO ile ilgili

genel Ortalama pual’llal’l (YEleﬁirel Cokkiilturli Egitim Ogretmen Yeterlilik]eri:3,46i0:30) ’dur~ BU bUlgU. bU OlQek kapsamlndaa
caligmaya katilan akademisyenlerin, seviye yiiksek olmasa bile, kendilerini yeterli/ pozitif olarak algiladiklarini
gostermektedir.

ikinci Alt Problemle ilgili Bulgular
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Akademisyenlerin  kendilerini  Cokkiiltiirlii Egitim Ogretmen Yeterlikleri baglaminda algilarimn,
cinsiyetlerine, etnik kokenlerine ve anadillerine gore farklilasip farklilasmadigr arastirilmis ve agagidaki sonuglara
ulagilmstir.

Tablo 4 Akademisyenlerin Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlikleri Olgegi ve alt boyutlarina iliskin
puanlarinin cinsiyet degiskenine gore farklilagip farklilagmadigimi belirlemek iizere yapilan t-testi (n=229)

i L Betimsel Istatistikler t-testi
Boyut/Olgek Cinsiyet
X ss t sd p
Beceri Boyutu Kadin 126 4,02 0,46 2,16 227 0,027*
Erkek 103 3,79 0,49
Bilgi Boyutu Kadin 126 3,06 0,54 0,16 227 0,873
Erkek 103 3,05 0,63
Tutum Boyutu Kadin 126 4,01 0,50 2,14 227 0,030*
Erkek 103 3,77 0,53
Farkindalik Boyutu Kadin 126 291 0,46 1,02 227 0,310
Erkek 103 2,97 0,47
Elestirel Cokkiiltiirlii Egitim Kadin 126 355 0,31 2,07 227 0,034*
Ogretmen Yeterlilikleri Erkek 103 3,36 0,35
Olgegi

*Fark p<.05 diizeyinde anlamhidir.

Akademisyenlerin, cinsiyetlerine bagli olarak, genel ve alt boyutlar bakimindan ECEQY diizeylerinin
farklilasip farklilasmadigina dair yapilan t-testi sonuglar1 yukarida, Tablo 4’de verilmistir. Gorildiigi tzere,
akademisyenlerin cinsiyeti, onlarm beceri ve tutum alt boyutu ile ECEQY *nin geneli bakimindan alg1 diizeylerinde
anlamli farklilagmaya neden olmaktadir (p<.05). Buna gore; kadin ve erkek akademisyenlerin, beceri boyutuna
iligkin alg1 diizeyleri farkli olup bu fark kadinlar lehinedir [t (227) =2,16 ve p<.05]. Gruplara ait ortalama puanlara
bakildiginda, kadin akademisyenlerin beceri diizeyleri erkek akademisyenlerden daha yiiksektir (X gaqn=3,84 ve
X erkek=3,51). Kadin akademisyenler, ECEQY temelinde kendilerini beceri boyutunda daha yeterli algilamaktadr.
Kadin ve erkek akademisyenlerin, tutum boyutuna iliskin algi diizeyleri de farkli olup bu fark yine kadin
akademisyenler lehinedir [t (227) =2,14 ve p<.05]. Kadin akademisyenlerin tutum boyutuna iligkin ortalama
puanlar1 erkek akademisyenlerden daha yiiksektir (YKadm=4,01 Ve X Erkek =3,77). Son olarak, kadin ve erkek
akademisyenlerin, genel olarak da ECEQY diizeylerinin farkli oldugu ve bu farkin yine kadin akademisyenler
lehine oldugu bulunmustur [t (227) =2,07 ve p<.05]. Gruplara ait sira ortalamasi puanlarina bakildiginda, kadin
akademisyenlerin elestirel ¢okkiiltiirlii egitim 6gretmen yeterlik diizeylerinin erkeklerden daha yiiksek oldugu
anlasilmaktadir (X gagn=,55 Ve X grek ==3,36).

Tablo 5. Akademisyenlerin Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlikleri ve alt boyutlarma iliskin
puanlarinin etnik koken degiskenine gore farklilagip farklilagsmadigini belirlemek iizere yapilan Mann-Whitney
testi (n=228)

Bovut/Oleek Etnik N Sira Siralar Mann-Whitney U
yutitle Koken Ortalamas1  Toplamm Z p
Beceri Boyutu Tiirk 200 105,25 19787,50 1,43 0,153
Diger 28 123,75 3217,50

Bilgi Boyutu Tiirk 200 108,48 21045,00 2,11 0,035*
Diger 28 135,55 3931,00

Tutum Boyutu Tiirk 200 111,03 22206,00 2,13 0,033*
Diger 28 139,29 3900,00

Farkindalik Boyutu Turk 200 113,92 22670,00 0,05 0,960
Diger 28 114,57 3208,00
Tiirk 200 94,08 15899,50 2,03 0,044*
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Elestirel Cokkiiltiirlii Diger 28 117,56 2821,50
Egitim Ogretmen

Yeterlikleri Olcegi

*Fark p<.05 diizeyinde anlamhdir.

Akademisyenlerin etnik kdkenlerine bagli olarak, dlgek geneli ve alt boyutlar bakimindan Elestirel Cokkiiltiirlii
Egitim Ogretmen Yeterlikleri diizeylerinin farklilasip farklilasmadigina dair yapilan non-parametrik Mann-
Whitney testi sonuglar1 yukarida, Tablo 5’de verilmistir. Akademisyenlerin etnik kdkeni, onlarin, bilgi ve tutum
alt boyutu ile ECEOYO’nin geneli bakimindan alg1 diizeylerinde anlamli farklilasmaya neden olmaktadir. Buna
gore; etnik kokenin, akademisyenlerin bilgi boyutunu farkli algilamalarina neden oldugu bulunmustur (Z=2,11 ve
p<.05). Gruplara ait sira ortalamasi puanlaria bakildiginda, etnik kékeni Tiirk olmayan akademisyenlerin ECEOY
acisindan bilgi diizeylerinin daha yiiksek oldugu goriilmektedir (Sira Ortalamast Tu=108,48 ve Sira Ortalamast
piger—=135,55). Etnik kdkenin, akademisyenlerin tutum boyutunu algilama diizeylerinde de anlamli bir farklilagmaya
neden oldugu bulunmustur (Z=2,13 ve p<.05). Gruplara ait sira ortalamasi puanlarina bakildiginda, etnik kdkeni
Tiirk olmayan akademisyenlerin ECEOYO agcisindan tutum diizeylerine iliskin puanlarinin daha yiiksek oldugu
goriilmektedir (Sira Ortalamasi tin=111,03 ve Sira Ortalamasi pige;=139,29). Etnik kdkeni Tiirk olan ve olmayan
akademisyenlerin, Olcek genelinde yeterlik diizeylerinin farkli oldugu ve bu farkin yine Tiirk olmayan
akademisyenler lehine oldugu bulunmustur (Z=2,03 ve p<.05). Gruplara ait sira ortalamasi puanlarina
bakildiginda, kendisini Tiirk olarak tanimlamayan akademisyenlerin yeterlik diizeylerinin daha yiiksek oldugu
goriilmektedir (Sira Ortalamasi 1an=94,08 ve Sira Ortalamasi pigf=117,56).

Tablo 6. Akademisyenlerin Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlikleri ve alt boyutlarma iliskin
puanlarinin anadil degiskenine gore farklilagip farklilagsmadigim belirlemek {izere yapilan Mann-Whitney testi
(N=229)

.. Mann-Whitney U
Boyut/Ol¢ek Anadil n Sira Swralar Y
Ortalamasi Toplam Z p
Beceri Boyutu Tiirkge 213 108,76 21970,00 0,21 0,838
Diger 16 112,20 1683,00
Bilgi Boyutu Tiirkge 213 109,95 22980,00 2,20 0,028*
Diger 16 148,00 2220,00
Tutum Boyutu Tiirkge 213 114,22 24329,00 0,65 0,515
Diger 16 125,38 2006,00
Farkindalik Tiirkge 213 113,06 24082,00 2,15 0,031*
Boyutu Diger 16 134,93 2024,00
Cokkiltiirli Tiirkce 213 96,71 17698,00 2,19 0,027*
Egitim Ogretmen  Diger 16 123,69 1608,00

Yeterlikleri Olgegi
*Fark p<.05 diizeyinde anlamlidir.

Akademisyenlerin anadillerine bagl olarak, genel olarak ve alt boyutlar bakimindan ECEOY diizeylerinin
farklilagip farklilasmadigina dair yapilan non-parametrik Mann-Whitney testi sonuglarina (Tablo 6) gore,
akademisyenlerin anadilinin, onlarin, bilgi ve farkindalik alt boyutu ile ECEOYO geneli bakimindan algi
diizeylerinde anlamli farklilasmaya neden oldugu belirlenmistir. Anadili Tiirk¢e olamayan akademisyenlerin bilgi
boyutu puanlarimin farkli oldugu bulunmustur (Z=2,20 ve p<.05). Gruplara ait sira ortalamasi puanlarina
bakildiginda, anadili Tiirk¢e olmayan akademisyenlerin 6lgek genelinde de bilgi boyutu puanlarinin daha yiiksek
oldugu anlagilmaktadir (Sira Ortalamasi Ttiukee=109,95 ve Sira Ortalamasi piger=148,00). Akademisyenlerin
anadilinin, farkindalik boyutu puanlarinda farklilagmaya neden oldugu bulunmustur (Z=2,15 ve p<.05). Gruplara
ait sira ortalamasi puanlarina bakildiginda, anadili Tiirk¢e olmayan akademisyenlerin farkindalik diizeylerine
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iliskin puanlarimin daha yiliksek oldugu goriilmektedir (Sira Ortalamasi Time=113,06 ve Sira Ortalamasi
pigr=134,93). Anadili Tiirkge olan ve olmayan akademisyenlerin, ECEQY diizeylerinin farkli oldugu ve bu farkin
yine anadili Tiirk¢e olmayan akademisyenler lehine oldugu bulunmustur (Z=2,19 ve p<.05). Gruplara ait sira
ortalamas1 puanlarina bakildiginda, anadili Tiirkge olmayan akademisyenlerin ECEQY diizeylerinin daha yiiksek
oldugu goriilmektedir (Sira Ortalamasi Tirke=96,71 ve Sira Ortalamast piger=123,69).

Tartisma, Sonuc ve Oneriler

Cokkiiltiirlii egitim, 6grencilerin 1rk, etnik koken, cinsiyet sosyal sinifi, dil, cinsel yonelim ve yeteneklerle
ilgili esitsizliklerini ortadan kaldirmak igin bir ara¢ olarak tanimlanmaktadir (Banks & Banks, 2005; Ukpokodu,
2008). Ogretmen yeterlikleri ise, dgretmenlerin 6gretmenlik meslegini etkin ve verimli bir sekilde yerine
getirebilmeleri i¢in sahip olmalar1 gereken "bilgi, beceriler ve tutumlar olarak tanimlanmaktadir” (MEB, 2017, 9).
Bu baglamda elestirel ¢ok kiiltiirli egitim 6gretmen yeterlikleri, 6grencilerin irk, etnik kdken, cinsiyet, sosyal sinif,
dil, cinsel yonelim ve yetenekleri ile ilgili esitsizliklerinin okullar araciligiyla giderilmesine aracilik edecek,
Ogretmenlerin sahip olmasi gereken “farkindalik, bilgi, beceri ve tutumlar” olarak tanimlanabilir. Bu tanimlamaya,
yukaridaki tanimlarda yer almayan farkindalik kavramina eklenmistir. Ciinkii elestirel kuramin merkezindeki
elestirel biling kavrami (Freire 1970), “sosyal adalete ulagsma yolunda ilk adimdir. Elestirel biling kavramu,
ekonomik, sosyal, kiiltiirel ve politik giiciin insan iligkilerini ve diinyayr gérme ve anlama bi¢imini nasil
sekillendirdiginin farkindaligi anlamina gelir ”(Mthethwa-Sommers 2014, s.11). Elestirel teorisyen Hooks (1994),
bireyin, sadece irk¢1, cinsiyetci, heteroseksist ve segkinci bir toplumun bir {iriinii oldugunun farkinda oldugu ve
bunu kabul ettigi zaman, herkes i¢in daha adil bir toplum yaratmaya ¢alismaya baslayabileceginin belirtmektedir
(Mthethwa-Sommers 2014).

Bu arastirmanin verileri "Elestirel Cokkiiltiirlii Egitim Ogretmen Yeterlikleri Olgegi" (CMETCS) (Acar-Ciftgi,
2016) ile elde edilmistir. Olgek farkindalik, bilgi, beceri ve tutum olmak iizere 4 alt boyuttan olusmaktadir.
Ogretmen adaylarmi yetistiren akademisyenlerden bu yeterliliklere ve daha fazlasma sahip olmalari
beklenmektedir.

Bu c¢alismanin bulgulari, egitim fakiiltelerinde ¢alisan ve c¢alismaya katilan akademisyenlerin kendilerini
ECEOYO kapsamindaki yeterliklere sahip olarak algiladiklarini ortaya koymustur. Olgegin ileri goriislii vizyonu
ve akademisyenlerin kendilerini yeterli olarak algilayislari gelecege yonelik olumlu bir bakis agisina sahip
olduklar1 seklinde yorumlanabilir. Ciinkii elestirel pedagojiye gore, 6grenme ve dgretme, elestiri ve sorgulama
stiregleridir ve iyimser bir dille sosyal bir hayal yaratir. Dolayisiyla bu “olasilik dili” 6grenmeyi uygun, elestirel
ve doniistiiriicii hale getirme konusunda biiyiik bir potansiyele sahiptir (McLaren, 2014).

Akademisyenler ile ¢gok kiiltiirlii egitim iizerine yapilan 6nceki arastirmalar; dgretim iiyelerinin ¢ok kiltiirli
egitime biiylik dnem verdiklerini (Demir, 2012), ¢ok kiiltiirli egitime olumlu baktiklarini (Kog-Damgaci ve Aydin,
2013), egitim fakiiltelerinde ¢alisan akademisyenlerin ¢okkiiltiirlii egitime karsi genel anlamda olumlu bir tutum
sergilediklerini (Gilinay , Aydin, Kog¢-Damgaci, 2015) ve akademisyenlerin cokkiiltiirlii egitim yeterlikleri
ortalamalarinin kullanilan &lgege gore oldukga yiiksek oldugu gostermektedir (Yavas-Bozkurt, Eksi ve Alci,
2013). Bu galismanin igerigi dnceki ¢aligmalardan farkli olsa da, tiim ¢aligmalarin sonuglarinin daha adil ve esit
bir toplum igin umut verici oldugu sdylenebilir.

Bu calisma, akademisyenlerin kendilerini ECEOYO’in bir alt boyutu olan farkindalik bilesenine gore kismen
yeterli gordiiklerini gostermektedir. Yavas-Bozkurt ve ark. (2013), ¢ok kiiltiirlii egitim yeterlilik Slgeginin
farkindalik boyutunda akademisyenlerin algilarinin bilgi ve beceri boyut puanlarindan daha yiiksek oldugunu
ortaya koymustur. Bu sonuglar arasindaki fark, her iki Olgekte yer alan farkindalik kavramindaki farkla
iliskilendirilebilir. Cokkiiltiirlii Egitim Yeterlilikler Olgeginde farkindalik boyutu, dgretim {iyelerinin ¢ok kiiltiirlii
farkindalik diizeylerini degerlendirmistir (Basbay ve Kagnici, 2011) ve bu calismada ise, elestirel farkindalik
diizeylerine yonelik algilarini incelemistir. Farkindalik ve elestirel farkindalik, farkli anlamlar igeren farkli
kavramlardir. Ciinkii bir toplumun ¢okkiiltiirlii oldugunu fark etmek ile gruplar arasindaki esitsizliklerin ve insan
iliskilerinin ekonomik, sosyal, kiiltiirel ve politik gii¢ tarafindan nasil sekillendigini fark etmek farklidur.

Garcia'ya (2017) gore, etnik gruplar ve etnik koken, tarihin belli anlarinda sosyal kosullar altinda olusan sosyal
yapilandirilmis kimliklerdir. Etnik gruplari tamimlamak igin kullanilan kiiltiirel 6zellikler degiskendir; konusulan
belirli dilleri, uygulanan dinleri ve farkli kiyafet, diyet, gelenekler, tatiller ve diger farkli belirtegleri igerir. Dil,
kimligin en 6nemli sosyal ve Kkiiltiirel isaretlerinden biridir. Bu nedenle, bu calismada ECEOYO araciligiyla
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akademisyenlerin algilarinin etnik kdken ve anadil degiskenlere gore farklilik gdsterip gdstermedigi aragtirilmustir.
Arastirma, anadil degiskeninin bilgi ve farkindalik boyutlarinda 6nemli bir fark yarattigim1 ve ana dili Tiirkce
olmayan akademisyenlerin puanlarinin daha yiiksek oldugunu gostermektedir. Bilgi, ECEOYO bilesenlerinin
baska bir alt boyutudur. Elestirel ¢ok kiiltiirlii egitim yaklagimina goére, herhangi bir bilgi tiirii baglamsaldir ve
yalnizca belirli bir perspektifte anlam ifade eder. Bilgi, insanlarin sosyal, kiiltiirel ve gii¢ durumlarini yansitir ve
bunu bilen kisinin baglamina gore, bu bilgi her zaman cinsiyet, sinif, etnik kdken ve benzeri gibi degiskenlerden
biriyle tanimlanir ve onaylanir (Banks, 1993; Tetreault, 1993). Ayrica bu ¢alisma, bilgi boyutunun puanlarinin
genel dl¢ek acisindan genellikle daha diisiik oldugunu gostermektedir; ancak etnik kdken ve ana dili Tiirkge olarak
belirtilmeyen akademisyenlerin bilgi boyutu puanlar1 daha ytiksektir. Elestirel yaklasimlara gore, bilginin degeri
yoktur, ancak kiiltiir, tarih, etnik yap1 ve dil baglaminda sekillenir (Giroux, 1998, Mthethwa-Sommers, 2014).

Olgekte tutum, bireyin zihinsel farkindalik ve bilgi asamasinda yarattig1 anlayisla duygusal ve davranigsal
tepkilerin 6n-Onerisi olarak tanimlanmaktadir (Acar-Cift¢i, 2016). Aragtirmalar, olumlu tutumlarin 6grencilerin
6grenmesini olumlu yonde etkiledigini gostermektedir (Ladson-Billings, 1994; Lucas, Henze ve Donato, 1990;
Nieto, 1996). Beceri boyutu bu 6lgegin bir bagka bilesenidir. Beceri, ¢ok kiiltiirlii bir yaklagimla egitimi yiiriitmek
i¢in uygun miidahalenin kullanimi olarak tanimlanabilir (Acar-Ciftci, 2016).

Akademisyenlerin tutum ve beceri boyut puanlar1 hem genel 6l¢ek agisindan hem de bilgi ve farkindalik boyut
puanlarina gore daha yiiksektir. Ayrica, ¢alismanin sonuglari, cinsiyet degiskeninin hem beceri hem de tutum
boyutlar1 ve genel 6l¢ek acisindan kadin akademisyenler lehine anlamli bir fark yarattigini gostermektedir. Yavas-
Bozkurt ve ark. (2013), Cok Kiiltiirlii Egitim Yeterlilik Olcegi, akademisyenlerin beceri ortalamalarinin 3.85 ve
ECEOYO 3.96 oldugunu gostermistir. Her iki calismada da kadin akademisyenlerin ortalamalarmin erkek
akademisyenlerden daha yiiksek oldugu belirlenmistir. Ek olarak, arastirmada etnik kdken degiskeninin tutum
boyutunda bir degisiklige neden oldugu ve etnik kdkenli Tiirk olmayan akademisyenlerin puanlarinin daha yiiksek
oldugu bulunmustur.

Ogretmenlerin 1rk ve etnik kokene iliskin olumsuz algilarini ortadan kaldirmalari ve Banks'a gére (1993;2012)
tim 1rklara, etnik gruplara, cinsiyetlere, dinlere ve yasam tarzlarina karst olumlu tutum sergilemeleri
gerekmektedir. Ogretmenleri entelektiiel olarak tanimlayan Giroux (1988), dgretmenlerin okullarda geleneksel
olarak tanimlanmis rollerine direnmesi gerektigini ve 6gretmenin roliiniin “okulun amaclarint ve kosullarimi
sekillendirmek igin aktif bir katilimc1 ve doniistiiriicii bir 6gretmen olmak™ ve 6gretmenin roliiniin 6grencilerinin,
esitsizlige meydan okuyan ve {imit verici seyler yapan bilgi sahibi ve cesur vatandaslar olmalarin1 saglayacak
kosullar yaratmak oldugunu savunmaktadir (s. 126). Kisaca, elestirel ¢cokkiiltiirliilikk igindeki yaklasimlar, sosyal
yapilarin ve kurumlarin su anda esitsiz ve adaletsiz oldugunu ve temel sosyal kurumlar arasinda yer alan okullarin,
ik, cinsiyet, siif ve diger esitsizlik bigimlerini yeniden iirettigini savunmaktadirlar.

Bu durumu en ¢ok hisseden ve yasayanlar, yoksul ¢cocuklar, kizlar, yerli dili Tiirk¢e konusanlar, 6zel ihtiyaglari
olan kisiler, 6grenme gii¢liigii ¢eken ¢ocuklar, mevsimlik tarim is¢ilerinin ¢ocuklari, ¢ocuk is¢iler, risk altindaki
insanlar, LGBT1'ler, Romalilar, gd¢men ve miilteci ¢ocuklar, egemen kiiltiirden etnik kokenleri, dilleri, dinleri
farkli olan ¢ocuklardir.

Aragtirmaya katilan akademisyenler arasinda, farkli etnik koken ve ana dilleri olan akademisyenlerin ve ayrica
kadin akademisyenlerin farkindalik, bilgi, tutum ve beceri diizeylerinin daha yiiksek oldugu goriilmiistiir. Bu
sonuclardan da anlasilacagi gibi, bu gruplar genel olarak ayrimci uygulamalarla karsi karstya kalan gruplardir.
Tiim akademisyenlerin farkindalik, bilgi, tutum ve beceri diizeylerini daha da arttirmak, bu yeterlikleri gelistirmek
i¢in hizmet i¢i egitim programlari diizenlemek uygun olabilir. Ciinki, bir siniftaki tiim &grencilerin farkl: bir irk,
dil, din ve etnik kokene sahip bir sinifta olmasini saglamak i¢in, miifredat felsefesinde, iceriklerinde, pedagojisinde
ve degerlendirmesinde ve entelektiiel zorluklarda degisiklik yapma ihtiyaci vardir. (NAME; 2019)

Aslinda, bu bir reform hareketidir. Bu sorunlarin {istesinden gelebilecek 6gretmenleri yetistirmek i¢in kalict ve
uzun vadeli degisiklikler yapmanin bir yolu hem okullarda hem de 6gretmen egitiminde ortak bir vizyonla tutarli
egitim programlarinin olusturulmasidir. Boyle biiyilik ¢apli bir reform hareketi ancak akademisyenler, aydinlar,
sivil toplum kuruluslari, tiim topluluk temsilcileri ve politika yapicilarin is birligiyle gerceklesebilir.
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