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Okul Oncesi Ogretmenlerinin Cokkiiltiirlii Egitim Tutumlarmm ve Cokkiiltiirli Oyun
Algilarimin Metaforik Olarak Belirlenmesi
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GIRiS

Cocuk dogdugundan itibaren cevre ile etkilesim kurarak, meraki dogrultusunda gozlem yaparak ve
temas kurarak ¢evreyi ve diinyayi anlamlandirmaya calisirlar (Erbag vd., 2002). Okul 6ncesi donemde ¢ocuga
saglanacak uygun cevre kosulu ve ¢ocugun bu déonemdeki deneyimi onun ileriki yas becerileri agisindan temel
olusturacaktir (Giiven & Azkeskin, 2014). Cocugun yasama hazirlanmasinda, beceri ve yeterliliklerinin
gelismesinde ailesinden sonra okul 6ncesi egitim kurumlarinin yadsinamaz énemi vardir (Topgu Saygi, 2019).
Bu donemde, ¢ocuk gelisimsel kilometre taglarin1 edinme siirecindedir. Dolayisiyla, cocugun potansiyelini
desteklemeyi hedefleyen okul dncesi egitim siirecinin ¢ocugun gelisimine ve dogasina uygun olmasi, cocugun
merak ve gereksinimini goz Oniline almasi, ¢ocugun etkin katilimini desteklemesi olduk¢a Onemlidir
(Bredekamp, 2015; Kostelnik vd., 2007). Cocugun gelisimine uygun okul dncesi egitim programinin temel
kosullarindan biri oyun temelli olmalaridir (Bredekamp, 2015). Cocuklarin gelisiminde katkisi olan
aragtirmacilar (Fromberg, 1992; Montessori, 1982; Piaget, 1962), oyuna Onem vermekle beraber
incelemeleriyle ve one siirdiikleri oyun kuramlariyla oyunun ¢ocugun yasamindaki ve egitimindeki islevlerini
dile getirilmektedir (Seyrek & Sun, 2003). Vygotsky (1967) oyunu, soyut diisiinme becerisini gelistiren ve
cocugun cevre ile etkilesimini kolaylastiran etkinliklerden olusan bir biitiin olarak tanimlayarak, okul dncesi
donemin temeli olarak nitelemektedir. Brown (2003) ise, cocugun gelisimsel yetkinligine erismek ve diinyasini
anlamlandirmak i¢in oyunu bir arag¢ olarak kullandiklarin1 vurgulamaktadir. Oyuna iliskin bir¢ok farkli tanim
olmakla birlikte oyun, gocugun 6grenmesini kolaylagtiran (MacDonald, 2001), 6grenme dili ve kisisel kesif
alan1 olan (Tugrul, 2010), kendiliginden gelisen, ¢ocugu rahatlatan, eglendirerek ayni zamanda gelistiren
etkinliklerdir. Bu nedenle oyun ¢ocuklar i¢in vazgegilmez bir dnemdedir (Bodrova & Leong, 2013; Ginsburg,
2007).

Okul dncesi donemde ¢ocuklarin, oyun ¢aginda olmasi nedeniyle oyun oynamay1 sevdikleri ve ¢ocuk
i¢cin oyunun sihirli anahtar oldugu bir gergektir (Kogyigit & Basara-Baydilek, 2015). Cocuk cinsiyet roliinii,
hayata iliskin edinimini, sosyal edinimini, nesnelerin kullanim bilgileri gibi cesitli bilgi ve edinimleri bu
stirecte oyun yoluyla kazanmaktadir (Sapsaglam, 2018). Cocuk oyun yoluyla, eglenme, merak etme ve meraki
dogrultusunda kesfetme, karsilarina ¢ikan zorlukla bas etme, kararli ve bagimsiz olma ve ilgisi dogrultusunda
fiziksel, bireysel ve sosyo-kiiltiirel ¢evresi ile etkilesimde olmay1 6grenirler (Tovey, 2007). Oyun, ¢ocugun
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becerilerini gelistirmesini, deneyim kazanmasini, 6grenmesini ve aliskanliklarinda iyilestirmelerin saglanmasi
acisindan gii¢lii bir egitim aracidir (Petrovska vd., 2013). Okul 6ncesi donemde oyun yoluyla, ¢ocugun duygu
farkindalig1 gelisir ve sosyal becerileri desteklenir (Scarlett, 2015).0kul dncesi donem, ¢ocugun hayatinda
kritik oneme sahip olan bir donemi kapsamasi nedeniyle bu siirecte etkin rol oynayan okul Oncesi
Ogretmenlerinin de dnemini ortaya koymaktadir (Yal¢in vd., 2017). Bu dénem, 6gretmenler acisindan oyun
temelinde etkinlik olusturmalari, oyun ortamlari hazirlamalar1 ve oyunun destekleyici etkisi agisindan
kullanmalarimi igermektedir (Wood, 2004). Okul dncesi 6gretmenlerinin, oyuna verdikleri deger, cocugun
o0grenmeyi gerceklestirmesine verdikleri deger ile es diizeydedir (Tugrul vd., 2014). Oyunun 6neminin
bilincinde olan okul 6ncesi 6gretmeninin, uygulamalarinda bir ara¢ ve yontem olarak oyuna daha fazla yer
vermesi gerekmektedir.

Boylelikle ¢ocugun yasi, gelisimi, ilgi ve meraki dogrultusunda oyunlari segerek oyunun egitici
ozelliginden daha cok faydalanabileceklerdir (Giren, 2016). Bireyler, toplumlarin ve kiiltiirlerin iclerine
dogarlar. Ancak bu kiiltiirler degisebilmektedir drnegin, Guatemala’nin daglik kesimindeki Maya kdyiinde
diinyaya gelen ¢ocugun kiiltiirel ¢evresi, bu aile Meksika veya Teksas’a gibi farkli bir iilkeye tasinmalar
durumunda degisecektir (Wardle, 2018). Tiirkiye’yi ele aldigimizda Istanbul’a farkl1 iilke ve sehirlerden gelen
ailelerin, gelmis olduklar1 sehirlerdeki kiiltiirel cevreleri ile Istanbul’da karsilastiklari kiiltiirel ¢evrenin
farklilik gostermesi beklendik bir durumdur. Bu dogrultuda ¢okkiiltiirliiliik kavrami 6nem kazanmaktadir.

Irk, etnik koken, dil, din, cinsiyet, yas, cinsel yonelim, 6zel gereksinim, sosyal siif ve kiiltiirel boyutlari
acisindan bir¢ok farkliligi icerisinde barindiran Tiirkiye cokkiiltiirlii bir toplum yapisina sahiptir (Polat & Kilig,
2013). Cokkiltiirliiliik, ayn1 toplum iginde farkli dilleri, gelenekleri ve dinleri olan bireylerin farkliliklar
koruyarak, toplum tarafindan farkindaligi amaglayan bir kavramdir (Colombo, 2014). Amerikan Psikiyatri
Birligi — APA (2003), cokkiiltiirliiliigii; irk, etnik koken, dil, din, cinsiyet, yas, cinsel yonelim, 6zel gereksinim,
sosyal smif ve egitim gibi kiiltiirel kapsamlarin taninmasi seklinde agiklamaktadir. Arifin (2015) ise
cokkdiltiirliik kavraminda, toplumsal zihniyetin gerekliliginin altin1 ¢izerek, higbir kiiltiirel yapinin gérmezden
gelinmemesi gerektigini vurgulamaktadir. Cokkiiltiirliiliik, toplumlarin farkli kiiltiirleri i¢inde var olmalarini
ve her bireye esit olanaklarin saglanmasini kapsamaktadir (Kaya, 2007).

Cokkiiltiirliiliigiin - hedefledigi amaglarina ulasabilmesi i¢in c¢okkiiltlirlii egitime gereksinim
duyulmaktadir (Pekoz, 2018). Bu dogrultuda toplumda, ¢okkiiltiirliilik hususunda en fazla degisimin sz
konusu oldugu alanlardan birisi egitimdir. Egitim kurumlarinda, ¢okkiiltiirlii bir yapinin yonetilebilmesi i¢in
cokkiiltiirlii egitimin, egitim programina dahil edilerek bir biitiin olmasi 6nem tagimaktadir (Akcaoglu & Arsal,
2018). Cokkiiltiirli egitim, ¢okkiiltiirliiliigiin hedeflerini temel alan egitim bigimi olmakla birlikte, toplumda
baskin kiiltiirden farkli bir kiiltiir yapisina sahip olan 6grencilere verilen egitim degildir, cokkiiltiirlii egitim
toplumda biitliin 6grencilere esit olarak saglanan egitim olanaklaridir (Banks, 2013). Cokkiiltiirlii egitim,
bireyin etnik kokeni, cinsiyeti ve kiiltiirii fark etmeksizin herkese esit olanaklarin saglanmasi ve ortak bilgi
kazaniminin saglanmasidir (Nikawatti, 2017). Wardle (2018) ¢okkiiltiirlii egitime iliskin, bireysel farkliliklara
odaklanmaktansa benzerliklere odaklanmak gerektigini, kiiltiiriin dinamik yapida oldugunu ve kiiltiirel
farkliliklarin gocuklarda basladigini belirtmektedir. Genel itibariyle ¢okkiiltiirlii egitim; 1rk, dil, din, cinsiyet,
yas, sosyal smif, ekonomik diizey gibi farkliliklar1 benimseyerek her 6grencinin egitimde esit firsatlardan
yararlanabilmesini amaglayan bir yapidir (Banks & Banks, 2010).

Banks (1993) ¢okkiiltiirlii egitimin bes boyuttan olustugunu belirtmektedir. Bu boyutlar gesitli
egitimciler tarafindan su sekilde ele almaktadir:

1. lgerik entegrasyonu: Ogretmenin, konuya iliskin temel kavramlari, kaideleri ve kuramlar1 uygulamaya
adapte edebilmek icin farkli kiiltiirlerin Orneklerinden ve verilerinden ne derece yararlandiginm
icermektedir (Aktas, 2020).

2. Bilgi olusturma siireci: Bu siire¢, 6gretmenin 6grencinin kiiltiirel, etnik ve sosyal statiilere iliskin bilgileri
nasil ve ne sekilde anlamlandiracaklart konusunda rehberlik etmelerini kapsamaktadir (Banks, 1993).
Cokkiltiirlii egitimin en énemli pargasi bilgiyi olusturma siirecidir (Banks, 2013).

3. Onyargmn azaltilmasi: Ogrencinin, farkli irk ve etnik kdkene iliskin tutum ve davranislarinda daha
olumlu tutumlar benimsemelerini desteklemek igin tercih edilebilecek yontemlere odaklanmaktadir
(Banks, 1995).

4. Esitlik pedagojisi: Irk, etnik kdken ve sosyal sinif yoniinden farkliliklari olan topluluklarin ve biitiin
ogrencilerin akademik basarilarini olumlu agidan destekleyecek yontemlerin kullanilmasini igermektedir
(Shade, 1997).
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5. Giiglendirici okul kiiltiiri ve sosyal yapi: Irk, etnik koken, dil, sosyal sinif yonlerinden farkliliklara sahip
Ogrencilerin egitimde esitligi deneyimleyebilecekleri bigimde okullarin kiiltiirel yapilarmin yeniden
revize edilme siirecini agiklamaktadir (Banks, 2013).

Cokkiiltiirlii egitim, farkl kiiltiir yapilarina sahip bireylere kars1 6nyargisiz tutum gelistirmeyi (Dunn &
Brown, 1997), bireyler arasinda karsilikli olarak saygi duyma yetisi kazandirmay1 (Mahfud, 2006), cocugun
elestirel diistinme becerilerini destekleyerek kiiltiirel anlamda farkindaliklarimi arttirmayr (Garcia, 2009),
cocugun hem kendi kiiltiiriine hem de diger kiiltiirlere iliskin saygilt olma davranmigimi gelistirerek olumlu
benlik algilarin1 desteklemeyi (Demir, 2012) ve egitim siirecinde esitlik ile miikemmele erismeyi (Gay, 1994)
amaglamaktadir. Bir diger yandan ¢okkiiltiirlii egitim, cocuga farkli bakis acist kazandirarak, sosyal anlamda
esitligin kendi tutumlarina yansimasina yardimci olmaktadir (Warldle, 2018). Genel itibariyle gokkiiltiirlii
egitim yapisi, bireylere esit egitim firsatinin saglanmasinda bir ara¢ olmanin yani sira farkliliklarin
normalligine dikkat cekerek, bireyler arasindaki farkliliklarin birer zenginlik olarak anlamlandirilmasi
gerektigini belirten bir sistemdir (Gay, 1994).

Okul dncesi donem, gocugun toplumun ahlaki degerlerini ve etik yapilarim gelistirdikleri ddnem olmasi
sebebiyle oldukca 6nemlidir. Bu nedenle ¢okkiiltiirlii egitimin ilk yillarda verilmesi gerekmektedir (Phoon vd.,
2013). Bireylerde, erken yaslardan itibaren irksal ve etnik agilardan farkliliklara karsi pozitif tutum gelistirmek
kritik degere sahiptir (Banks, 2013). Bu nedenle, egitim sisteminde okul Oncesi egitim yoluyla ¢ocuklarin
ileriki yaslarina katki saglanabilmesi i¢in anlamli bir donemdir (Aktas Arnas, 2013). Cokkiiltiirlii egitim
uygulamalarina, okul 6ncesi egitim itibariyle baslanilarak diger egitim kademelerine adapte edilmesi ve
¢ocugun biitiinciil gelisimleri gz oniine alinarak desteklenmeleri gerekmektedir (Kursun & Shpendi Sirin,
2022).

Cokkiiltiirliiliige iliskin tutum ve algilar okul 6ncesi donem itibariyle olusmaktadir. Toplumlarda ailece
yenilmis olan yemekler, giyilen kiyafetler, dinlenilen miizikler ve konusulan dil gibi farkliliklara sahip olan
cocuklarin digerlerinden 6ne ¢ikmasina yol agmaktadir (Derman & Edwards, 2010). Bu dogrultuda egitim
siirecinde ¢okkiiltiirlii egitime yer verilmesi, ¢ocugun farkliliklara duyarli olmasini ve farkl kiiltiir yapilarina
iligkin hosgoriilii davranmasini desteklemektedir (Tuzcuoglu & Tung, 2014). Cokkiiltiirlii egitim ile okul
oncesi donemde, farkli kiiltiirlere iligkin duyarl bir egitim yapisi, sosyal problemlere iligkin ¢6ziim bulmada
aktif rol alarak diisiinme becerilerinin gelisimi (Ramsey, 2009), ortak bir kiiltiir yapisina erigerek irksal
tutumlardan kag¢inmak (Parekh, 2002) amaglanmaktadir. Bu donemde, ¢ocuk ile ailesinden sonra en etkin
iletisimde bulunan okul oncesi Ogretmenlerinin rolii kritik 6neme sahiptir (Thulin & Redfors, 2017).
Farkliliklari olan 6grencilerde artis oldukga, 6gretmenin kiiltliriin 6nemi ve kiiltiiriin 6grenme siirecine etkisi
konusunda duyarli hale getirmek siireci etkin kilacaktir (Smith, 2009). Okul 6ncesi 6gretmeninin, farkliliklara
sahip 6grencilerine iliskin tutum ve davranisi, 6grencilerinin kiiltiirleri, dilleri, cinsiyetleri ve sosyal yapilari
fark etmeksizin olumlu tutum gdstermeleri ve egitim yapisinda gergek bir fark olugturmalari oldukga 6nemlidir
(Caglayan, 2022). Bu nedenle, okul Oncesi 6gretmenlerinin ¢okkiiltiirlii egitimi destekleyebilecek bilgi ve
yetkinlik ile donatilmasi gerekmektedir (Phoon vd., 2013). Boylelikle, 6zellikle okul dncesi egitim siirecinde,
ogretmenlerini rol model alan gocuklarin benzer tutumu benimsemeleri, 6gretmenin ¢okkiiltiirlii egitime
yonelik goriis ve davraniglar1 noktasinda 6nem arz etmektedir (Pendergast vd., 2017).

Okul 6ncesi egitim uygulamalarinda, ¢okkiiltiirlii egitimin yansitilmasina yonelik olarak uygun materyal
ve etkinliklerin sunulmasi olduk¢a 6nemlidir (Kursun & Shpendi Sirin, 2022). Bu dogrultuda hi¢ kuskusuz
okul 6ncesi 6gretmenlerinin tercih edecekleri oyuncak ve materyaller bu siiregte oldukca fayda saglayacaktir.
Okul 6ncesi 6gretmenlerinin, ¢cocuklarin kiiltiirel farkliliklarina ve bu farkliliklarin 6grenme ile baglantisina
onem vermeleri, cocuklarin gereksinimlerine karsilik vermelerine olanak saglamaktadir (Goncii, 2022). Okul
oncesi donemde ¢okkiiltiirlii egitime yonelik hazirlanan etkinliklerin, ¢ocugun farkliliklara saygi duyma
yetisini gelistirmedeki etkisi unutulmamalhidir (Kanath Oztiirk, 2018). Bu siirecte, cocugun vazgegilmez
aktivitesi olan oyundan en etkili 6grenme olanag1 olarak faydalanilmasi gerekmektedir. Cocuklar, 6grenme
tecriibelerini oyun yoluyla edinerek, gelistirirler (Milli Egitim Bakanligi, 2013). Cocuklar oyun yoluyla,
yasamdaki zorluklara ¢6ziim bulmayi, diisiincelerini ve hissettiklerini iletisim kurarak ifade etmeyi (Seving,
2005), empati kurmayi, davranmiglarini nasil gdsterebilecegini oyunlar ile deneyimlemeyi (Pehlivan, 2005),
kendilerini tanittiklar1 (Goncii, 2022), arkadas edinmeyi ve yasanilan durumlar karsisinda uygun davranislar
gosterebilmeyi (Lockhard, 2010) o6grenmektedir. Okul oOncesi egitimde, c¢ocugun cokkiiltiirli egitim
yansimalarindan faydalanabilmesi i¢in hazirlanan etkinlik ve ¢okkiiltiirlii oyunlar, ¢cocugun farkli irk, etnik
koken, dil, din, cinsiyet, 6zel gereksinim ve sosyal smif gibi farkliliklara saygi edinimleri desteklenmektedir
(Kursun & Shpendi Sirin, 2022).
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Bu kapsamda literatiir ele alinarak, ulusal ve uluslararasi baglamda okul 6ncesi dénemde oyun,
cokkiilturliilik ve cokkiiltlirlii oyun kapsaminda gergeklestirilmis ¢alismalar incelenmistir. Ulusal literatiir
incelendiginde okul dncesi donemde oyuna iligkin algi ve goriislerin ele alindigi ¢aligmalar oldugu (Adak
Ozdemir & Ramazan, 2014; Aral vd., 2022; Bozan, 2014; Bozlar & Ayan, 2020; Kirci, 2023; Ozgiinlii &
Veziroglu Celik, 2018; Tok, 2018; Tugrul vd., 2019), cokkiiltiirlii egitim konusunda bilgi, tutum ve
deneyimleri ele alan ¢aligmalar oldugu (Ayyildiz & Akardas Karatas, 2020; Baskaya Isik¢1 vd., 2020; Bulut &
Sarigam, 2016; Caglayan, 2022; Cakaroglu & Omiir, 2020; Ciftci, 2019; Ergin vd., 2022; Kimzan & Arikan,
2018; Kozikoglu & Yildirimoglu, 2021; Ozbzen Danaci vd., 2016; Uslu & Ozgﬁn, 2023; Tortop, 2014),
Ogretmen ve O0gretmen adaylarin ¢okkiiltiirlii egitime iligkin tutumlarinin degiskenlere yonelik ele alinan
calismalar oldugu (Cirik, 2014; Demircioglu & Ozdemir, 2014; Gezer & Sahin, 2017; Karadag & Ozdemir
Ozden, 2020; Kimzan & Arikan, 2018; Pekdz, 2018; Tiirkan vd., 2016) ¢alismalara rastlanmistir. Uluslararasi
literatiir incelendiginde okul 6ncesi 6gretmenlerinin, oyun algilarinin ve goriiglerinin ele alindig1 ¢alismalar
oldugu (Aldoney vd., 2022; Kim, 2022; Lee & Kim, 2022; Nergard, 2021; Park & Im, 2023; Samuelsson,
2021; Shimizu, 2023; Storli & Sandseter, 2015; Theobald vd., 2016; Yoshimi vd., 2021), ¢okkiiltiirliilik ve
cokkiiltiirlii egitime iliskin 6gretmen ve Ogretmen adaylarinin bilgi, tutum, deneyimlerinin ele alindigi
caligmalar oldugu (Guyton & Wesche, 2005; Guan & Jin, 2019; Kim, vd., 2015; Kim & Chae, 2022; Leung,
2020; Leung & Hue, 2017; Naz vd., 2023; Roh, 2015; Strickland, 2018; Szelei vd., 2019; Zhang, 2014), okul
oncesi donemde cokkiiltiirliiliglin ele alindig1 ¢alismalar oldugu (Ojala, 2010; Phonn vd., 2013; Rudnytska-
Yuriichuk vd., 2022; Sanders vd., 2019; Sturdivant & Alanis, 2019) ¢alismalara rastlanmigtir. Arastirmalar
g6z oniinde bulunduruldugunda, Tirkiye’de yapilan ulusal ¢aligmalarda ¢ogunlukla nicel arastirma yontemleri
kullanilarak, cokkiiltiirliilige iliskin tutumlarin saptanmaya galigildig1 arastirmalar oldugu; uluslararasi
caligmalarda ise ¢cogunlukla nitel arastirma yontemleri kullanilarak ¢okkiiltiirlii egitimi ilerletmeye yonelik
caligmalara yer verildigine rastlanmistir.

Cokkiiltiirlii egitime yonelik dgretmenlerin 6nemi ele alindiginda bu galismanin kapsamina benzer
nitelikte calismaya rastlanmamistir. Fakat ¢okkiiltiirli oyun ve cokkiiltiirlii egitime iliskin okul Oncesi
Ogretmenlerinin fikirlerinin alinmasi ve bu baglamdaki algilarinin bilincinde olunmasi olduk¢a 6nemlidir. Bu
caligmada ise literatiirdeki bosluktan yola ¢ikilarak, okul dncesi 6gretmenlerinin ¢okkiiltiirlii egitim tutumlari
ve ¢okkiiltiirlii oyun algilar1 birlikte ele alinarak literatiire katki saglamak hedeflenmistir. Tim bu goriisler g6z
ontinde bulunduruldugunda okul 6ncesi 6gretmenlerin gokkiiltiirlii egitim tutumu ve ¢okkiiltiirlii oyun algisinin
metaforik olarak belirlenmesini amaglayan bu calismada asagidaki sorulara cevap aranmistir:

1. Okul 6ncesi 6gretmenlerinin gokkiiltiirlilliige iligkin tutumlart hangi diizeydedir?

2. Okul oncesi dgretmenlerinin ¢okkiiltiirlii egitim tutumlari, 6grenim durumu, gérev yapilan okul,
Ogretmenlik deneyim siireleri, cocukluklarinin gectigi yerlesim yeri ve siiflarinda farkh 1irk, etnik
koken, dil ve dinden 6grencilerinin olup olmamasi degiskenlerine gore farklilik gostermekte midir?

3. Okul dncesi 6gretmenlerinin oyun, ¢okkiiltiirlii egitim ve cokkiiltiirlii oyuna iligkin algi metaforlar
nelerdir?

4. Okul oOncesi 6gretmenlerinin ¢okkiiltiirliilik tutumlar: ile cokkiiltiirlii oyun metaforlari arasinda
farklilik var midir?

YONTEM

Arastirma Modeli

Okul 6ncesi 6gretmenlerinin, gokkiiltiirli egitim tutumlarmin ve gokkiiltiirlii oyun algilarmin metaforik
olarak belirlenmesini amaglayan bu ¢alismada, karma yontem arastirmasi kullanilmigtir. Karma yontem
aragtirmasi, nicel ve nitel arastirma verilerinin toplanarak veri gruplarinin birbirlerini tamamladiklar1 aragtirma
yontemleridir (Yildirrm & Simsek, 2016). Bu arastirma yonteminde, nicel ve nitel yontemlerin ayr ayr1 degil
birbirleriyle entegre sekilde kullanilmasi, ele alian aragtirma sorularinin daha verimli cevaplandirilmasina
olanak saglamaktadir (Creswell, 2008). Karma yontem arastirmalari, aragtirmalara perspektif saglamakla
birlikte (Clark vd., 2008), arastirma sorularini ¢ok daha detayli cevaplandirma (Alkan vd., 2019) olanagi
saglamaktadir. Bu calismada, likert tipi 6lgek ile nicel veri toplanmis ardindan nicel veriye bagl olarak nitel
veri elde edilmistir. Bu dogrultuda arastirmada, karma yontem arastirma modelleri arasinda yer alan agiklayici
desen kullanilmistir. Agiklayict desende, ilk olarak nicel veri toplanarak analizleri gerceklestirilmektedir.
Analiz sonrasinda, verilerin bitlinlestirilmesi amaciyla nitel veri toplanarak gerekli analizler
gergeklestirilmektedir (Biiyiikoztirk vd., 2021).
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Agiklayict desende, nicel ve nitel verilerin sirali sekilde ayr1 zamanlarda toplanilmasi sebebiyle
literatiirde sirali doniisiimsel desenler olarak adlandirilmaktadir (Yildirnm & Simsek, 2018). Bu ¢alismada,
aciklayici sirali doniisimsel desenlerden faydalanilarak, oOncelikle nicel veri elde edilerek analizleri
gergeklestirilmigtir. Ardindan analizler goz 6niine alinarak nitel veri elde edilmistir. Tiim bu bilgiler 1s18inda,
arastirmada okul Oncesi 6gretmenlerinin goriis ve tutumlarina ulagsmak amaciyla gesitli veri kaynaklarina yer
verilmistir (Sekil 1).

Sekil 1
Arastirmanmin Metodolojik Bilgileri

VRN

Karma Arastirma
Yontemi

-
PN BN P

Veri Toplama

Aragstirma Modeli Katilimcilar

Araglari
I \I/ N—r—"
/I\ /\ |~ N
Aciklayict Olgiit Ornekleme Alt Orneklemin Demografik Bilgi
Belirlenmesi Formu

NS NS N
ul Oncesi

Agiklayici Siralt Ogretmenlerin

Dénisiimsel Ogretmenligi Lisans Cokkiiltiirlii Egitim
3 Mezunu Olmak Tutum Olgegi
I T N
ME@ Bir

Metaforik Goriisme
Formu

N

Egitim Kurumunda
Caligtyor Olmak

Cahisma Grubu

Arastirma, ana Orneklemde yer alan 114 okul dncesi dgretmeninin katilimi ile gerceklestirilmistir.
Katilimcilar, amagli 6rneklem yontemlerinden olan 6lgiit drnekleme yontemi ile belirlenmistir. Amagsal
ornekleme ile ¢alisma amaci dogrultusunda zengin bilgi durumlarinin segilmesi ile detayli arastirma
gerceklestirilmesine olanak tanir (Biiyiikoztirk vd., 2021). Olgiit 6rnekleme ile arastirma amagclari
dogrultusunda, uygun katilimci1 6zellikleri ve Olgiitlerinin belirlenmesi s6z konusudur (Patton, 2014). Bu
caligmada katilimcilar i¢in belirlenen 6lgiit ise; okul dncesi ogretmenligi lisans mezunu olarak MEB e bagl
olan okul éncesi egitim kurumlarinda ¢alisiliyor olunmasidir. Bu 6lgiitler goz 6niinde bulundurularak ¢alisma
grubu belirlenmistir.

Kullanilan bu yontem, arastirma sorularina iligkin veri aktarilabilirliginin saglanmasi agisindan
onemlidir (Guba & Lincoln, 1994). Arastirmanin ilk basamaginda yer alan 114 okul dncesi dgretmeninin
demografik 6zelliklerine iligkin frekans dagilimlarina tablo 1’de yer verilmistir.
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Tablo 1

Katilimcilarin Demografik Ozellikleri

Degisken Kategori f %
Cinsiyet Kadin 111 97,4
Erkek 3 2,6
Ogrenim Durumu L%sans 20 79,0
Lisansiistii 24 21,1
. Ozel Okul 54 47,4
Gorev Yapilan Okul Devlet Okulu 60 52,6
0-5 Y1l 58 50,9
6-10 Y1l 23 20,2
Ogretmenlik Deneyimi 11-15 Y1l 15 13,2
16-20 Yil 8 7,0
21 ve lizeri 10 8,8
Koy 6 53
.. . . Kasaba 4 3,5
Cocukluklarinin Gegtigi Yerlesim Yeri floe 5 225
1l 79 68,7
Simiflarinda Farkh Irk, Etnik Kéken, Dil ve Dinden Ogrencileri Var M1? Evet 45 39,5
Hayir 69 60,5

Tablo 1 incelendiginde, okul dncesi 6gretmenlerinin cinsiyet, 6grenim durumu, goérev yapilan okul,
ogretmenlik deneyimi, gocukluklarinin gectigi yerlesim yeri, siniflarinda farkl irk, etnik kdken, dil ve dinden
Ogrencilerinin olma durumu degiskenlerine iliskin frekans sonuglarinin yer aldig1 goriilmektedir. Cinsiyet
degiskenine ait veriler incelendiginde okul dncesi 6gretmenlerinin 3iiniin (%2,6) erkek, 111’inin (%97,4) ise
kadin oldugu belirlenmistir. Cinsiyet degiskenine iligkin verilerin esitsizliginden dolay1 arastirma
degerlendirilmesinden cikarilmistir. Ogrenim durumu degiskenine ait veriler incelendiginde, 90 katihhmcinin
(%79,0) lisans derecesine, 24 katilimcinin (%21,1) ise lisansiistii egitim derecesine sahip oldugu belirlenmistir.
Gorev yapilan okul degiskenine ait veriler incelendiginde, 54 katilimcinin (%47,4) 6zel okullarda, 60
katilimeinin (%52,6) ise devlet okullarinda gérev yaptig1 belirlenmistir. Ogretmenlik deneyimi degiskenine
ait veriler incelendiginde, katilimcilarin 58’inin (%50,9) 0-5 yil deneyime, 23’iiniin (%20,2) 6-10 yil
deneyime, 15’inin (%13,2) 11-15 yil deneyime, 8’inin (%7,0) 16-20 yil deneyime ve 10’unun (%8,8) 21 yil
ve lizeri deneyim sahibi olduklar belirlenmistir. Cocukluklarinin gectigi yerlesim yeri degiskenine ait veriler
incelendiginde, 6 katilimcinin (%5,3) kdyde, 4 katilimcinin (%3,5) kasabada, 25 katilimeinin (%22,5) ilcede
ve 79 katilimcinin (%68,7) illerde gectigi belirlenmistir. Siniflarinda farkli ik, etnik kdken, dil ve dinden
ogrencilerinin olma durumlarina ait veriler incelendiginde, 45 katilimcinin (%39,5) evet, 69 katilimcinin ise
(%60,5) hayir seklinde cevaplandirdiklar1 belirlenmistir. Aragtirmanin nicel kisminda okul dncesi 6gretmenleri
ile online goriismeler gergeklestirilerek Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgegi uygulanmstir.
Aragtirmanin nitel kisminda ise online goriismeler ile Metaforik Goriisme Formu uygulanmistir.

Okul dncesi dgretmenlerine uygulanmis olan Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgegi *den elde
edilen puanlar analiz edilmistir. Yapilan analiz sonucunda, ana 6rneklem grubunda yer alan 114 katilimcinin
%10’unu temsil etmesi (Sandelowski, 1995) amaciyla maksimum cesitlilik 6rneklemesinden yararlanilmistir.
Cokkiiltlirlii egitim tutumlar yiiksek olan (n=5), cokkiiltiirlii egitim tutumlar1 ortalama olan (n=5) ve
cokkiiltiirlii egitim tutumlar diisiik olan (n=5) katilimcilar belirlenerek alt 6rneklem grubu olusturulmustur.
Maksimum ¢esitlilik 6rneklemi kullanilarak farkli deneyimleri elde etmek hedeflenmistir (Yagar & Dokme,
2018).

Alt Orneklemin Belirlenmesi
Calismanin katilimer grubunu olusturan 114 okul dncesi dgretmenine, Ogretmenlerin Cokkiiltiirlii

Egitim Tutum Olgegi (OCETO) uygulanmustir. Olgek verileri analiz edilerek alt drneklem grubu belirlenmistir.
Alt 6rneklem grubunun belirlenmesinde su yol izlenmistir:

1. 114 okul &ncesi ogretmenine, Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgegi (OCETO)
uygulanmistir.
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2. Olgek puanlarimin ortalamalar ve standart sapmalar1 hesaplanmistir bu siiregte asagida yer alan formiil
kullanilmistir (Fraenkel vd., 2012).
Aritmetik Ortalama + Standart Sapma / 2 < Ust Cokkiiltiirlii Profil
Aritmetik Ortalama - Standart Sapma / 2 > Alt Cokkiiltiirlii Profil
Ust Cokkiiltiirlii Profil > Orta Cokkiiltiirlii Profil > Alt Cokkiiltiirlii Profil
3. Formiiller goz oniine alindiginda, ortalamanin ve standart sapma degerini yarisinin toplanmasi
sonucunda puani yiiksek olan 6gretmenlere, ortalamanin ve standart sapma degerini yarisinin farkinin
almmmasi sonucunda ise puani diisiik olan 6gretmen grubu belirlenmistir.

Ana 6rneklemin en az %10’unu temsil etmesi amaciyla {i¢ gokkiiltiirlii profilde toplamda 15 okul
oncesi Ogretmeni, arastirmanin ikinci bolimi olan nitel yontem asamasinda katilimei olarak yer almaktadir
(Sandelowski, 1995). Calismanin ikinci boliimiinde yer alan katilime1 demografik bilgilerine tablo 2’de yer
verilmistir.

Tablo 2

Katilimcilarin Demografik Bilgileri

. . Ogrenim - . Cocukluklarmm
Ogretmen Cinsiyet Durumu OKkul Tiirii Deneyim Gectigi Yerlesim Yeri

Ust— 1 Kadin Lisans Ozel Okul 6—10 Y1l il

Ust—2 Kadmn ngsek Ozel Okul 11-15Y1l Il
Lisans

Ust—3 Kadmn ngsek Ozel Okul 6—-10 Y1l Il
Lisans

Ust—4 Kadm Lisans Devlet Okulu 0-5Yil Il

Ust—5 Kadn Yiiksek Devlet Okulu 610 Yil il
Lisans

Orta— 1 Kadin Lisans Devlet Okulu 0-5Yi1l Il

Orta -2 Kadn Yiiksek Devlet Okulu 0-5Y1l il
Lisans

Orta — 3 Kadin Lisans Ozel Okul 0-5Yi1l Il

Orta — 4 Kadin Lisans Ozel Okul 6—10 Y1l Il

Orta—5 Kadin Yitksek Ozel Okul 0-5Yil il
Lisans

Alt—1 Kadm Lisans Devlet Okulu 0-5Yi1l Il

Alt—2 Kadin Yiiksek Devlet Okulu 0-5Yil il
Lisans

Alt—3 Kadm Lisans Ozel Okul 0-5Yi1l Il

Alt—4 Kadmn Yiiksek Devlet Okulu 11-15Y1l il
Lisans

Alt—5 Kadm Lisans Ozel Okul 0-5Yi1l Il

*Bu arastirmada katilimcilara kodlar atanmistir.

Tablo 2 incelendiginde, alt 6rneklem grubunda yer alan 15 okul 6ncesi 6gretmeninin kadin olduklari
belirlenmistir. Ayrica katilimeilarin, ¢ocukluklarinin gectigi yerlesim yerleri ele alindiginda biitiin
katilimeilarin gocukluklarimin illerde gectigi belirlenmistir. Yiiksek ¢okkiiltiirlii tutuma sahip olan okul dncesi
Ogretmenlerinin, ikisinin lisans derecesine, li¢iiniin ise yliksek lisans derecesine sahip oldugu belirlenmistir.
Bu grupta yer alan {i¢ egitimcinin 6zel okullarda gorev yaptiklari, iki egitimcinin ise devlet okullarinda gérev
yaptiklar1 belirlenmistir. Ogretmenlerin deneyim siireleri ele alindiginda ise bir 6gretmenin 0-5 yil, ii¢
ogretmenin 6-10 y1l ve bir 11-15 yi1l deneyime sahip olduklari belirlenmistir.

Orta ¢okkiiltiirlii tutuma sahip olan okul dncesi 6gretmenlerinin, {igiiniin lisans derecesine, ikisinin ise
yliksek lisans derecesine sahip oldugu belirlenmistir. Bu grupta yer alan {i¢ egitimcinin 6zel okullarda gorev
yaptiklari, iki egitimcinin ise devlet okullarinda gorev yaptiklar belirlenmistir. Ogretmenlerin deneyim
stireleri ele alindiginda ise dort ogretmenin 0-5 yil, bir 6gretmenin 6-10 yi1l deneyime sahip olduklar
belirlenmistir.

Alt cokkiiltiirlii tutuma sahip olan okul dncesi dgretmenlerinin, tigliniin lisans derecesine, ikisinin ise
yiiksek lisans derecesine sahip oldugu belirlenmistir. Bu grupta yer alan iki egitimcinin 6zel okullarda gérev
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yaptiklari, ii¢ egitimcinin ise devlet okullarinda gérev yaptiklari belirlenmistir. Ogretmenlerin deneyim siireleri
ele alindiginda ise dort 6gretmenin 0-5 yil, bir 6gretmenin ise 11-15 y1l deneyime sahip olduklar belirlenmistir.

inandircilik ve Etik

Aragstirma siirecinde elde edilen verilerin inandiriciliginin olmasi 6énemli bir kriterdir (Lincoln & Guba,
1985). Bu nedenle arastirmalarda giivenirlik ve gegerlilik kullanilan 6lgiitler arasinda yer almaktadir. Karma
yontem arastirmalarinda literatiir incelendiginde, arastirmanin tasarimi ve sonuglarinin yorumlanabilmesi
gecerlik ve giivenirlilik kriterlerinin elde edilmesi acisindan 6nemlidir (Onwuegbuzie & Johnson, 2006). Nitel
ve nicel arastirma yoOntemlerinin bir arada kullanildigi karma yoOntem arastirmalarinda, c¢alismanin
inandiriciliginin 6nemini belirten Lincoln & Guba (1985), “i¢ gecerlilik, dis gecerlilik, giivenirlik ve
objektiflik” Olciitlerinden s6z etmektedir. Arastirma siirecinde, i¢ gecerliligin saglanabilmesi maksadryla okul
Oncesi 0gretmenlerinin arastirma siirecine katilimlar1 desteklenerek, egitimcilerden derinlemesine veri elde
edilmistir. Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olceginin Tiirkce uyarlama ¢alismasin1 yapmis olan
Yazici vd., (2009) e-posta ile ulasim saglanarak gerekli izin alinmistir. Uygulama 6ncesinde 6gretmenlere riza
onam formu paylasilarak arastirma kapsaminda bilgilendirici metne yer verilmistir. Arastirmacilar tarafindan,
katilimcilara arastirma hakkinda gerekli bilgiler verilerek silire¢ anlatilmigtir. Ayrica katilimcilarin
objektifliklerinin etkilenmemesi adina verdikleri cevaplara istinaden, arastirmacilar tarafindan yorum veya
doniit yapilmamistir. Bu dogrultuda katilimcilarin goniilliikk esasiyla katilim gostermeleri ve objektif
davranmalar i¢in gerekli kosullar saglanmistir (Bagkale, 2016). Ayrica, inandiriciligin arttirilmasina yonelik
olarak katilimer teyidi siire¢ boyunca saglanmistir. Arastirmanin i¢ gegerliliginin desteklenmesi maksadiyla
verilerin toplanmas: siirecinde aragtirmacilar, katilimcilar ile etkilesimde olunmustur. Arastirmanin her iki
asamasinda da katilimcilara gerekli aciklamalar yapilmis olup, onaylari alindiktan sonra ses kayitlar
almmustir. Aragtirmada nitel ve nicel veriler ile veri cesitlenmesi (iiggenleme) saglanarak inandiricilik kriteri
desteklenmistir (Houser, 2015). Arastirmada nitel veri toplama aracinin gelistirilme siirecinde uzman goriisleri
almmuis olup, okul dncesi 6gretmenlerine pilot uygulama yapilmistir. Bu dogrultuda, ¢calismanin dis gecerliligi
saglanmistir (Yildirrm & Simsek, 2013). Arastirmada ulasilan sonuglar dogrudan anlati yolu kullanilarak
detayli betimleme yapilarak aktarilabilirlik sarti saglanmistir. Ayrica arastirmanin nitel boyutunda amach
ornekleme tercih edilerek alt 6rneklem belirlenmistir. Boylelikle arastirmanin dis gecerlilikte aktarilabilir
olmanin 6zelligidir (Baskale, 2016). Arastirma siiresince, etik ilkeler goz oniine alinarak ilerleme saglanmaistir.
Okul 6ncesi 6gretmenlerine, goriisme oncesinde onam formu gonderimi saglanmis olup, formda siire¢ detayli
bigcimde aktarilmigtir. Ayn1 zamanda nitel asamada yapilacak online goriismeye yonelik olarak ses ve goriintii
izni alinmgtir,

Arastirma siirecinde, ¢okkiiltilirlii oyuna iligkin ger¢eklesen metaforik goriisme formundaki maddelerin
ic ve dis gecerlilikleri karsilamak adina okul oncesi donemde oyun alaninda ¢aligmakta olan iki
akademisyenden ve okul dncesi donemde c¢okkiiltiirliiliik alaninda ¢aligsmakta olan bir akademisyenden uzman
goriisleri alinarak siireg ilerlemistir. Metaforik goriisme formunda yer alan maddelerin amaca uygunlugunu
test etmek amaciyla katilimcilar arasinda yer almayan alt1 okul 6ncesi 6gretmeni ile pilot uygulama yapilmustir.
Alinan uzman goriisleri ve pilot uygulama sonuglar1 géz oniine alinarak gerekli revizyonlar yapilmstir.
Caligma siirecinde bir okul 6ncesi 6gretmeni alan i¢i uzmani olarak, bir 6zel egitim uzmani ise alan dig1 uzmani
olarak belirlenmis olup siirecte ilerleme saglanmistir. Bu aragtirma dogrultusunda, 28.07.2022’de ger¢eklesmis
olan E-45379966-050.06.04-57961 sayil1 Istanbul Aydin Universitesi Egitim Bilimleri Etik Kurul Komisyonu
tarafindan etik kurul izni alinarak siire¢ baglatilmigtir.

Veri Toplama Araclari
Arastirmada, alt problemler kapsaminda ii¢ veri kaynagindan faydalanilmigtir. Bu veri kaynaklari;

Demografik Bilgi Formu, Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgegi ve Metaforik Gériisme Formudur.
Kullanilan veri toplama araglari asagida detaylica tanitilmistir.

Demografik Bilgi Formu
Bu aragtirmada, okul dncesi 6gretmenlerinin demografik 6zelliklerine ulasmak amaciyla demografik
bilgi formu kullanilmistir. Form arastirmacilar tarafindan hazirlanarak uygulanmistir. Form toplamda yedi

sorudan olugmaktadir. Okul 6ncesi 6gretmenlerine; 6grenim durumu, gérev yapilan okul, ogretmenlik deneyim
sireleri, cocukluklarinin gegtigi yerlesim yeri ve simiflarinda farkli ik, etnik koken, dil ve dinden

1194



Sabiha Kursun, Tringa Shpendi Sirin

ogrencilerinin olma durumu sorularindan olusan form uygulanmistir. Katilimeilardan Sinifimizda farkls ik,
etnik koken, dil ve dinden 6grenciniz var mi1? sorusunu agik u¢lu olarak cevaplandirmalar istenirken, diger
sorular secenekli haldedir.

Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olcegi (OCETO)

Okul Oncesi Ogretmenlerinin, cokkiltiirlii egitime iliskin tutumlarinin belirlenmesi maksadiyla
Ponterotto vd., (1998) tarafindan gelistirilmis olan, Tiirkge uyarlamasi ise Yazici vd., (2009) tarafindan
gerceklestirilen Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgegi kullamlmistir. Olgek orijinal biciminde 50
maddeden olugmakla birlikte anlasilabilirligin Slgiilmesi maksadiyla on kisiden puanlamalar istenmistir.
Déniitler dogrultusunda gerekli diizenlemeler yapilarak 21 6gretmenden 6lcege iliskin goriisleri istenilmistir.
Sonrasinda 429 6gretmene uygulama yapilarak 6l¢ekten dlgme giicii zayif olan maddeler ¢ikarilarak 20
maddelik halini almistir. Olgegin Tiirkceye uyarlama ¢alismalarinda iki madde 6lgekten cikarilmistir. Bu
arastirmada da 18 maddelik hali kullanilmistir. Olgek maddelerinin yedisi ters madde olmakla birlikte dlgek
theta katsayis1 ise .90 olarak belirlenmistir. Ogretmenlerin gokkiiltiirlii egitim tutum &lgegi 5°1i likert tip bir
olgek niteligindedir. Olgekten en az 18 puan alinirken en fazla 90 puan alinabilmektedir. Olgegin orijinal
halinde, Cronbach Alfa katsayis1 .75 olarak belirlenmistir. Olcekten elde edilmis olan yiiksek puanlar
cokkiiltiirlii egitime iligkin olumlu tutumlar1 ifade ederken alinan diisiik puanlar ise ¢okkiiltiirlii egitime iliskin
olumsuz tutumlan belirtmektedir (Yazici vd., 2009). Cronbach Alfa kat sayisit bu calismada .78 olarak
belirlenmistir.

Metaforik Goriisme Formu
Arastirmada, okul oncesi 0gretmenlerinin cokkiiltiirlii oyuna iliskin algilarinin metaforlar yoluyla
belirlenmesi maksadiyla Metaforik Goriisme Formu uygulanmistir. Form arastirmacilar tarafindan hazirlanmig

olup li¢ metaforik sorudan olugmaktadir. Metaforik goriisme formu soru karakteristigine tablo 3’te yer
verilmistir.

Tablo 3

Metaforik Soru Karakteristigi

Soru Karakteristigi

Soru 1. Okul 6ncesi doneminde oyuna dair ¢agrisim

Soru 2. Cokkiiltiirlii egitime yonelik ¢agrisim

Soru 3.  Oyun oynarken ¢okkiiltiirli egitimin desteklenmesine yonelik ¢agrisim

Metaforik sorularin i¢ ve dig gecerliligini karsilamak maksadiyla dort akademisyenden uzman goriisleri
istenilmistir. Formda yer alan sorularin anlasilabilirliginin 6l¢iilmesi amaciyla alt1 okul 6ncesi 6gretmeni ile
pilot uygulama gergeklestirilmistir. Verilen geri doniitler ¢ercevesinde form son hali verilmistir.

Veri Toplama Siireci

Bu arastirmanin veri toplama agamasinda ilk olarak katilimei 114 okul 6ncesi 6gretmenine, Demografik
Bilgi Formu ve Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgegi (OCETO) uygulanmistir. Uygulama
oncesinde Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgeginin Tiirk¢e uyarlama calismasini yapmis olan
Yazici vd., (2009) e-posta ile ulagim saglanarak gerekli izin alimustir. Ogretmenlerin gokkiiltiirlii egitim tutum
Olgegi ve demografik bilgi formu bilgisayar ortamia aktarimi gergeklestirilerek Ogretmenlere iletimi
saglanmistir. Uygulama oOncesinde Ogretmenlere riza onam formu paylasilarak arastirma kapsaminda
bilgilendirici metne yer verilmistir. Internet ortaminda dlgek uygulamalar gerceklestirmek son zamanlarda
teknolojik ilerlemelere baglh tercih edilerek, hizli uygulama olanag saglamaktadir (Biiyiikoztiirk vd., 2019).

Arastirmanin ikinci boyutunu baridiran nitel veri toplama siirecinde ise alt drneklem grubu nicel veriler
kapsaminda belirlenmistir. Belirlenen okul 6ncesi 6gretmenlerine ilk olarak miisaitlik formu yollanilarak
uygun olduklar1 tarih ve saatleri isaretlemeleri istenmistir. Katilimer 6gretmenlerin uygun olduklari saat ve
tarihlerde online goriismeler planlanmistir. Goniillillige dayali olan goriismeler oncesinde katilimcilara
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arastirma amaci ve kapsami hakkinda bilgi verilmistir. Online goriisme sirasinda katilimcilara sorular hem
sesli sekilde okunmus olup hem de sunum seklinde paylasim gergeklestirilmistir. Goriismeler sirasinda ses ve
goriintii kaydi alimmistir. Katilmecilar goriisme Oncesinde bilgilendirilerek gerekli riza onam formunu
doldurmalar istenmistir. Yapilan bu ¢alismada arastirma etigi ilkeleri gozetilmis olup gerekli etik kurul izinleri
almmustir.

Arastirma kapsaminda, Istanbul Aydin Universitesi Egitim Bilimleri Etik Kurul Komisyonu tarafindan
etik kurul izni alinmakla birlikte katilime1 okul dncesi 6gretmenlerinden onam formu alinmistir. Bu dogrultuda
uygulama siirecine iki yonli etik izinler alinarak baslatilmistir. Veri toplama siirecine iliskin izlenilen yola
sekil 2 ‘de yer verilmistir.

Sekil 2
Veri Toplama Stireci
1.0Ogretmenlerin Cok 4.Yapilan Goriismelere

Kiiltiirlii Egitim Tutum Dair Analizlerin
Olgeginin Uygulanmasi Yapilmasi

3.0gretmen
Goriismelerinin
Yapilmast

2.Goriisme Sorularina
Son Halinin Verilmesi

Verilerin Analizi

Verilerin analizi asamasinda ilk olarak, okul oncesi dgretmenlerinin, ¢okkiiltiirlii egitim tutumlarinin
tespiti amaciyla, Demografik Bilgi Formu ve Ogretmenlerm Cokkiiltiirlii Egitim Tutum Olgegi (OCETO)
verileri SPSS programina aktarimlari tamamlanmgtir. Ogretmenlerin Cokkiiltiirlii Egitim Tutum Olgeginin
analizinde ilk olarak kayip veri tespiti ve Olgekte bulunan olumsuz maddelerin programda ters kodlamasi
yapilmistir. Olgek verilerine iliskin toplam puan elde edilmis ve betimsel analizleri gerceklestirilmistir.
Betimsel analizler sonucunda elde edilen 6lgek puanlari géz Oniine alinarak alt 6rneklem grubu (alt/orta/iist)
belirlenmistir. Arastirma verilerinin dagilimimin hesaplanmas: amactyla Kolmogorov — Smirnov degerleri elde
edilerek incelenmistir (Razali & Wah, 2011). Bu ¢alismanin bagimli degiskenini okul 6ncesi 6gretmenlerinin
cokkdiltiirlii egitim tutumlar1 olustururken, bagimsiz degiskenini ise 6grenim durumu, goérev yapilan okul,
ogretmenlik deneyim siireleri, cocukluklarinin gectigi yerlesim yeri ve siiflarinda farklh 1rk, etnik kéken, dil
ve dinden &grencilerinin olup olmamasi degiskenleri olusturmaktadir. Olgek verilerine yapilan analizler
sonucunda verilerin normal dagilim gdstermedigi belirlenerek, non-parametrik testlerin uygulanmasina karar
verilmigtir. Arastirma amacinin kapsaminda 6l¢ek verilerinin analizinde gorev yapilan okul tiirii ve siniflarinda
farkl 1k, etnik koken ve kiiltiirden 6grencilerinin olup olmamasi degiskenlerinin analizi icin Mann Whitney
U-Testi uygulanmistir. Ogrenim durumu, 6gretmenlik deneyimi, c¢ocukluklarmin gectigi yerlesim yeri
degiskenlerine ait verilere ise Kruskal Wallis Testi uygulanmistir.

Okul Oncesi Ogretmenlerinin OCETO Normallik Testi Sonuglart
Katilimeilarin ¢okkiiltiirlii egitim tutumlarinin belirlenmesi amaciyla uygulanmis olan dgretmenlerin

cokkdiltiirlii tutum 6lgek verilerine Kolmogrov — Smirnow normallik testi uygulanarak elde edilen sonuglara
tablo 4’te yer verilmistir.
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Tablo 4

OCETO Normallik Testi Sonuglart

n X SS p
Cokkiiltiirlii Egitim 114 66.76 7.43 0.037
Tutumu
p<0.05

Tablo 4 incelendiginde, okul 6ncesi 6gretmenlerinin ¢okkiiltiirlii egitim tutumlarinin normal dagilim
gostermedigi (p<0.05) belirlenerek verilere non-parametrik testlerin uygulanmasina karar verilmistir.

Aragtirmanin ikinci asamasinda okul oncesi 6gretmenleri ile goriigmeler gerceklestirilerek Metaforik
Goriisme Formu uygulanmistir. Metafor, kisilerin igsellestirdikleri tutum ve inanclari dogru sekilde
yansitmalar1 nedeniyle egitim arastirmalarinda siklikla kullanilmaktadir (McEwan, 2007). Bireysel goriismeler
stirecinde katilimcilarin izinleri alinarak goriismeler ses ve goriintii kaydma alinmigtir. Alinan kayztlar,
transkriptasyon yolu ile yazili dokiimana doniistiiriilmiistiir. Bu siirecte amag, okul 6ncesi 6gretmenlerinin,
cokkiiltiirlii egitime ve cokkiiltiirlii oyuna iliskin cevaplar1 analiz edilerek algilarinin metaforik olarak
belirlenmesi hedeflenmistir. Transkriptasyon uygulamasi yapilan nitel verilere, siirekli karsilagtirma yolu ile
tiimevarimsal icerik analizi uygulanmustir. Icerik analizi, sosyal bilim alaninda calisan arastirmacilar
tarafindan en sik kullanilan yontemler arasindadir. Igerik analizi ile kurallar etrafinda kodlamalar yapilarak,
metinlerde yer alan bazi kelimelerin daha kiiglik kategoriler sekilde 6zetlendigi sistematik bir yontemdir
(Biiyiikdztiirk vd., 2021). Bu analiz yéntemi ile bireylerin tutum, deger ve fikirlerine ulasiimaktadir. Icerik
analizini zengin kilan niteligi, verilerin kodlanarak farkli kategorilere ayriminin gergeklestirilmesidir (Stemler,
2001). Icerik analizi, verilerin kodlanmasi, temalarin bulunmasi, kodlarin diizenlenmesi ve kodlarin
tanimlanmasi agsamalarini igermektedir. Bu analiz ile veriler kavramsallastirilir, mantiksal diizeni olusturulur
ve temalari belirlenir (Yildirm & Simsek, 2016). Ug farkli grupta yer alan egitimcilerin yanitlarina igerik
analizi uygulanilarak temalar olusturulmustur. Igerik analizi siirecinde, calismadan bagimsiz bir arastirmacidan
siireci analiz etmesi istenilir. Bu dogrultuda igerik analizi sonuglari karsilagtirma yapilarak birlesim saglanilir.
Bu siireg, kodlayicilar arasindaki giivenirlik kat sayisinin hesaplanmasi olarak adlandirilir (Lombard vd.,
2010). Bu aragtirmadaki giivenirlik kat sayis1 %94 olarak hesaplanmistir bu sonu¢ Miles & Huberman’a (1994)
gOre arastirma verilerinin giivenilir oldugunu belirtmektedir.

Arastirmanin Etik izinleri

Yapilan bu ¢aligmada arastirma etigi ilkeleri gozetilmis olup gerekli etik kurul izinleri alinmistir. Etik
kurul izni kapsaminda; Istanbul Aydin Universitesi’nde 28.07.2022’de gergeklesmis olan E-45379966-
050.06.04-57961say1l1 Egitim Bilimleri Etik Kurul Komisyonu tarafindan etik kurul izni alinmstir.

BULGULAR

Caligmanin bu boliimiinde, nicel ve nitel veri analizleri sonucunda elde edilen bulgulara yer verilmistir.
Arastirma dogrultusunda belirlenen alt problemler iliskin bulgulara ilgili bagliklar altinda yer verilmistir.

Ogretmenlerin Cokkiiltiirlii Egitim Tutumlar1 Olgegine iliskin Bulgular

Bu aragtirmanin birinci alt problemi “Okul oncesi ogretmenlerinin ¢okkiiltiirliiliige iligkin tutumlar
hangi diizeydedir?” seklindedir. Bu alt problem dogrultusunda okul éncesi dgretmenlerine, Ogretmenlerin
Cokkiiltiirlii Egitim Tutumlar1 Olgegi uygulanmistir. Olgek sonucunda elde edilen verilerin, ortalamalari,
varyans, basiklik, mod, carpiklik degeri, standart sapmasi, ranji, minimum ve maksimum degerleri
hesaplanarak betimsel analizleri gergeklestirilmistir. Verilerin betimsel istatistik sonuglarina tablo 5°te yer
verilmistir.
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Tablo 5

Ogretmenlerin Cokkiiltiirlii Egitim Tutumlar Olgegine Iliskin Betimsel Istatistik Bulgular

n Ortalama Maksimum Minimum Standart Sapma

Toplam 114 66.76 86 45 7.43

Tablo 5 incelendiginde, okul 6ncesi 6gretmenlerinin, ¢okkiiltlirlillige iliskin tutum ortalamasinin x =
66.76 oldugu belirlenmistir. Olcek verilerinde maksimum degerin 86 oldugu, minimum degerin ise 45 oldugu
belirlenmistir. Olcek verilerinin standart sapma degerinin ise 7.43 oldugu saptanmustir. Okul &ncesi
ogretmenlerinin, ¢cokkdiltiirlii egitim tutumlar 6lgegine dair aritmetik ortalama degerlerinin, Yazici vd., (2009)
tarafinca elde edilmis olan oOlcekten alinabilecek orta deger puanindan daha yiiksek oldugu sonucuna
varilmistir. Bu sonug, katilimei grupta yer alan 6gretmenlerin ¢okkiiltiirlii egitim tutumlarinin yiiksek oldugunu
belirtmektedir.

Katiimcilarin Demografik Ozelliklerine Iliskin Bulgular

Arastirmanin ikinci alt problemi “Okul dncesi ogretmenlerinin ¢okkiiltiirlii egitim tutumlari, 6grenim
durumu, gorev yapilan okul, oégretmenlik deneyim siireleri, ¢ocukluklarinin gectigi yerlesim yeri ve
swiflarinda farkl rk, etnik kéken, dil ve dinden ogrencilerinin olup olmamasi degiskenlerine gore farklilik
gostermekte midir?” seklindedir. Bu alt problem dogrultusunda, katilimcilara uygulanan Ogretmenlerin
Cokkiiltiirlii Tutum Olgegi ve Ogretmen Demografik Bilgi Formu verilerince elde edilen 6grenim durumu,
gorev yapilan okul, 6gretmenlik deneyim siireleri, gocukluklarin gectigi yerlesim yeri ve siniflarinda farkl
ik, etnik koken, dil ve dinden 6grencilerinin olup olmamasi degiskenlerine gore dgretmenlerin gokkiiltiirlii
egitim tutumlarimin anlamli bigimde farklilasip farklilagmadiklari ele alinmisgtir.

Okul 6ncesi dgretmenlerinin, OCETO puanlarinin grenim durumu degiskenine gore Kruskal Wallis
sonuclarina tablo 6’da yer verilmistir.

Tablo 6

OCETO Puanlarimin Ogrenim Durumu Degiskenine Gore Kruskal Wallis Sonuclar:

CokKkiiltiirlii n Sira sd X2 p
Egitim Ortalamasi
Lisans 90 55.60
Toplam Lisansisti 24 157.3 3 2.248 0.522
p>0.05

Tablo 6’da katilime1 grubu olusturan okul &ncesi 6gretmenlerinin OCETO’den elde ettikleri puanlar
ogrenim durumu degiskeni kapsaminda Kruskal Wallis testi ile ele alinmistir. Kruskal Wallis testi sonuglarina
gore, 0grenim durumu lisans olan katilimcilarin sira ortalamalart 55.60; 6grenim durumu lisansiistli olan
katilimcilarin sira ortalamalari ise 157.3 olarak belirlenmistir. Gruplar arasinda farklilik anlamli bulunmamistir
[X? (3) = 2.248; p=0.522; p>0.05]. Okul oncesi 6gretmenlerinin, ¢okkiiltiirlii egitim tutumlarinin grenim
durumu degiskenine gore anlamli farklilik bulunmadigr sonucuna varilmistir. Bu durumda, okul Oncesi
ogretmenlerinin ¢okkiiltiirli egitim tutumlarinin 6grenim durumuna gore degismedigi fakat sira ortalamalari
incelendiginde (Arslan, 2020; Diiz, 2021; Oguz & Kutluca, 2020; Yilmaz, 2021) en yiiksek ¢okkiiltiirlii egitim
tutumunun lisansiistli 6grenim durumunda oldugu, en diisiik ¢okkiiltiirlii egitim tutumunun ise lisans 6grenim
durumunda oldugu tespit edilmistir.

Okul 6ncesi dgretmenlerinin, OCETO puanlarimin 6gretmenlik deneyimi degiskenine gore Kruskal
Wallis sonuglarina tablo 7°de yer verilmistir.

Tablo 7

OCETO Puanlarimin Ogretmenlik Deneyimi Degiskenine Gére Kruskal Wallis Sonuglar:

Cokkiiltiirlii Deneyim n Sira sd X2 p
Egitim Ortalamasi
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Tablo 7 Devami

0-5 Y1l 58 58.45
6-10 Y1l 23 62.15
Toplam 11-15 Y1l 15 51.27 4 1.281 0.865
16-20 Y1l 8 53.31
21 ve iizeri 10 54.00

p>0.05

Tablo 7°de katilimer grubu olusturan okul dncesi dgretmenlerinin, OCETO *den elde ettikleri puanlar
ogretmenlik deneyimi degiskeni kapsaminda Kruskal Wallis testi ile ele alinmistir. Kruskal Wallis testi
sonuclarina gore, 6gretmenlik deneyim siiresi 0-5 y1l olan katilimcilarin sira ortalamalar1 58.45; deneyim siiresi
6-10 yil olan katilimecilarin sira ortalamalari 62.15; deneyim siiresi 11-15 yil olan katilimecilarin sira
ortalamalar1 51.27; deneyim siiresi 16-20 y1l olan katilimeilarin sira ortalamalar1 53.31; deneyim siiresi 21 yil
ve lizeri olan katilimcilarin sira ortalamalar1 54.00 olarak belirlenmistir. Gruplar arasinda farklilik anlamli
bulunmamigtir [X?> (4) = 1.281; p=0.865; p>0.05]. Okul o6ncesi ogretmenlerinin, cokkiiltiirlii egitim
tutumlarinin 6gretmenlik deneyimi degiskenine gore anlaml farklilik bulunmadigi sonucuna varilmistir. Bu
durumda, okul oOncesi Ogretmenlerinin cokkiiltlirlii egitim tutumlarinin &gretmenlik deneyimine gore
degismedigi fakat anlamli fark olmasa da sira ortalamalar incelendiginde (Arslan, 2020; Diiz, 2021; Oguz &
Kutluca, 2020; Yilmaz, 2021) en yiiksek cokkiiltiirlii egitim tutumunun 6-10 yil deneyime sahip olan
katilimcilarda; en diislik ¢okkiiltiirlii egitim tutumunun ise 11-15 yil deneyime sahip olan katilimcilarda
oldugu tespit edilmistir.

Okul éncesi dgretmenlerinin, OCETO puanlarinin ¢ocukluklarmin gectigi yerlesim yeri degiskenine
gore Kruskal Wallis sonuglarina tablo 8’de yer verilmistir.

Tablo 8

OCETO Puanlarinin Cocukluklarimin Gegtigi Yerlesim Yeri Degiskenine Gore Kruskal Wallis Sonuglart

Cokkiiltiirlii Cocukluklarinin n Sira sd X2 p
Egitim Gectigi Yerlesim Yeri Ortalamasi
Koy 6 58.75
Tool Kasaba 4 41.88 3 L110 0.775
oplam - . .
P fice 25 60.46
il 79 57.26
p>0.05

Tablo 8’de katilimci grubu olusturan okul dncesi dgretmenlerinin, OCETO’den elde ettikleri puanlar
cocukluklariin gectigi yerlesim yeri degiskeni kapsaminda Kruskal Wallis testi ile ele alinmistir. Kruskal
Wallis testi sonuglaria gore, ¢ocukluklarinin gectigi yerlesim yeri kdy olan katilimcilarin sira ortalamalar
58.75; ¢ocukluklarinin gectigi yerlesim yeri kasaba olan katilimecilarin sira ortalamalar1 41.88; cocukluklarinin
gectigi yerlesim yeri ilce olan katilimcilarin sira ortalamalar1 60.46; cocukluklarinin gectigi yerlesim yeri il
olan katilmcilarin sira ortalamalar1 57.26 olarak belirlenmistir. Gruplar arasinda farklilik anlamli
bulunmamigtir [X?> (3) = 1.110; p=0.775; p>0.05]. Okul o6ncesi ogretmenlerinin, cokkiiltiirlii egitim
tutumlarinin ¢ocukluklarin gectigi yerlesim yeri degiskenine gore anlaml farklilik bulunmadig1 sonucuna
varilmistir. Bu durumda, okul dncesi 6gretmenlerinin, ¢okkiiltiirlii egitim tutumlarinin ¢ocukluklarinin gegtigi
yerlesim yerine gore degismedigi fakat sira ortalamalar1 incelendiginde (Arslan, 2020; Diiz, 2021; Oguz &
Kutluca, 2020; Yilmaz, 2021) en yiiksek cokkiiltiirlii egitim tutumunun ¢ocuklugu ilgede gegen katilimcilarda
oldugu, en diisiik cokkdiltiirlii egitim tutumunun ise ¢cocuklugu kasabada gecen katilimcilarda oldugu tespit
edilmistir.

Okul 6ncesi 6gretmenlerinin, OCETO puanlarinin gérev yapilan okul degiskenine gére Mann Whitney
U-Testi sonuglarina tablo 9’da yer verilmistir.
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Tablo 9

OCETO Puanlarinin Gorev Yapilan Okul Degiskenine Gore Karsilastiriimast

Cokkiiltiirlii Gorev Yapilan n Sira Sira U P
Egitim Okul Tiirii Ortalamasi Toplam
Ozel 54 61.18 3303.50
Toplam Devlet 60 5419 325150 1421.500 0.259
p>0.05

Tablo 9°da katilimc1 grubu olusturan okul éncesi dgretmenlerinin, OCETO den elde ettikleri puanlar
gorev yapilan okul degiskeni kapsaminda Mann Whitney U-Testi ile ele alinmigtir. Mann Whitney U-Testi
sonuclarina gore, 6zel okullarda gdrev yapan katilimcilarin sira ortalamalar1 61.18; devlet okullarinda gérev
yapan katilimcilarin sira ortalamalar1 ise 54.19 olarak belirlenmistir. iki grubun &lgek puanlari arasindaki
farklilik istatistiksel agidan anlamli bulunmamistir (U= 1421.500; p=0.259; p>0.05). Bu durumda okul 6ncesi
ogretmenlerinin, cokkdiltiirlii egitim tutumlarinin goérev yapilan tiirii degiskenine bagli olarak degismedigi
sonucuna varilmistir. Fakat anlamli fark olmasa da sira ortalamalar1 incelendiginde (Arslan, 2020; Diiz, 2021;
Oguz & Kutluca, 2020; Yilmaz, 2021) 6zel okullarda gorev yapan okul dncesi 6gretmenlerinin gokkiiltiirlii
egitim tutumlarmin daha yiiksek oldugu sonucuna varilmistir. Okul &ncesi dgretmenlerinin, OCETO
puanlarinin siniflarinda farkli irk, etnik koken, dil ve dinden 6grencilerinin olup olmamasi degiskenlerine gore
Mann Whitney U-Testi sonuglarina tablo 10°da yer verilmistir.

Tablo 10

OCETO Puanlarimin Simiflarinda Farkli Irk, Etnik Koken, Dil ve Dinden Ogrencilerinin Olup Olmamasi Degiskenine
Gore Karsilagtirilmast

Cokkiiltiirlii  Simiflarinda Farkh n Sira Sira U ]
Egitim Irk, Etnik Koken, Ortalamasi Toplam

Dil ve Dinden

Ogrenci Olma

Durumu

Evet 45 54.50 2452.50
Toplam Hayir 69 30 46 410250 1417.500 0.433
p>0.05

Tablo 10°da katilimer grubu olusturan okul &ncesi dgretmenlerinin, OCETO’den elde ettikleri puanlar
siniflarinda farkli 1rk, etnik koken, dil ve dinden 6grencilerinin olup olmamasi degiskeni kapsaminda Mann
Whitney U-Testi ile ele alinmigtir. Mann Whitney U-Testi sonuglarina gore, evet cevabini veren katilimcilarin
sira ortalamalar1 54.50; hayir cevabini veren katilimcilarin sira ortalamalari ise 54.46 olarak belirlenmistir. iki
grubun Olgek puanlari arasindaki farklilik istatistiksel agidan anlamli bulunmamistir (U= 1417.500; p=0.433;
p>0.05). Bu durumda okul 6ncesi 6gretmenlerinin, ¢okkiiltiirlii egitim tutumlarinin siniflarinda farkl irk, etnik
koken, dil ve dinden 6grencilerinin olup olmamasi degiskenine bagl olarak degismedigi sonucuna varilmistir.
Fakat anlamli fark olmasa da sira ortalamalari incelendiginde (Arslan, 2020; Diiz, 2021; Oguz & Kutluca,
2020; Y1lmaz, 2021) siiflarinda farkli irk, etnik koken, dil ve dinden 6grencileri olmayan egitimcilerinin, olan
egitimcilere gore ¢okkiiltiirli egitim tutumlarinin daha yiiksek oldugu sonucuna varilmaistir.

Metaforik Goriisme Formuna iliskin Bulgular

Bu arastirmanin ii¢iincii alt problemi “Okul dncesi 6gretmenlerinin ¢okkiiltiirlii egitim ve ¢okkiiltiirlii
oyuna iliskin algi metaforlar: nelerdir?” seklindedir. Bu alt problem dogrultusunda, okul oncesi
dgretmenlerine uygulanan, Ogretmenlerin Cokkiiltiirlii Egitim Tutumlar1 Olgegi sonucunda alt 5rneklem grubu
olusturulmustur. Alt 6rneklem grubunda yer alan 15 okul dncesi 6gretmenine Metaforik Goriisme Formu
uygulanmustir. Form sonucunda elde edilen verilere igerik analizi uygulanmistir. igerik analizi sonucunda ise
45 metafor elde edilmistir. Okul Oncesi 6gretmenlerinin, gokkiiltiirli egitim ve g¢okkiiltiirlii oyuna iliskin
kullanmis olduklar1 metaforlarin kavramsal kategorilerine tablo 11°de yer verilmistir.
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Tablo 11

Okul Oncesi Ogretmenlerinin Oyun, Cokkiiltiirlii Egitim ve Cokkiiltiirlii Oyuna Iliskin Kavramsal Kategoriler

Kategori Metaforlar ls\;l;:llfor l;::li:flosl; %
Yaraticiik  kaynagi olarak oyun, Festival, hayal gii o, II'l'eI'.E.lk, %20
okkiiltiirlii egitim, cokkiltirli oyun  12yal - kurmak, - ozgidik, 7 ?
¢ ’ diinya, yaraticilik (3)

Farkliliklar1  igsellestirme  kaynagi Ejﬁgfink’ 1 dlZIal;ahva(lg)l,
olarak oyun, c¢okkiiltirlii egitim, Y ; 8 12 %27

gokkusagr  (4), ahenkli

miizik, giines, elmas

Terapi, hayata ayna tutmak,

yol  ¢izgileri, hayatin

kendisi, diinyayr tanima 7 7 %15
yolu, hayat provasi, farkli

iilkelere seyahat etmek

cokkiiltiirlii oyun

Rahatlaticilik kaynagi olarak oyun,
cokkdiltiirlii egitim, ¢okkiiltiirlii oyun

Tablo 11 (Devam)

Metafor Metafor

%
sayisi frekansi

Kategori Metaforlar

Ansiklopedi (2), yasam,
Ogrenme kaynagi olarak oyun, hayat, Ogretmen, puzzle 9 10 %422
cokkiiltiirlii egitim, cokkiiltiirli oyun ~ oynamak, biiyiiteg, ¢igek

tohumu, ahtapot.

Birbirine bagli zincirler,

diinya katmanlari, virajli

Tecriibe edinim kaynag1 olarak oyun, yol, zincire zincir eklemek, 7 7 %16
cokkiiltiirlii egitim, cokkiiltiirli oyun ~ yemeklere eklenen baharat,
yemek  yapmak,  arag
mekanizmasi
Toplam 38 45 %100

Tablo 11 incelendiginde, 15 katilimci okul 6ncesi 6gretmeni toplamda 45 metafor olusturmustur. Elde
edilen metaforlara igerik analizi uygulanilarak “ Yaraticilik kaynagr olarak oyun, c¢okkiiltiirlii egitim ve
cokkiiltiirlii oyun, Farkliliklar i¢sellestirme kaynagi olarak oyun, ¢okkiiltiirlii egitim ve ¢okkiiltiirlii oyun,
Rahatlaticilik kaynagi olarak oyun, ¢okkiiltiirlii egitim ve cokkiiltiirlii oyun, Ogrenme kaynagi olarak oyun,
cokkiiltiirlii egitim ve ¢okkiiltiirlii oyun, Tecriibe edinim kaynagi olarak oyun, ¢okkiiltiirlii egitim ve ¢okkiiltiirlii
oyun” olmak lizere bes kategoride incelenmistir. Kategoriler arasinda ilk kategori olan yaraticilik kaynagi
olarak oyun, gokkiiltiirlii egitim ve ¢okkiiltiirlii oyun igerisinde 9 alt kod (%20), ikinci kategori olan farkliliklar:
icsellestirme kaynagi olarak oyun, ¢okkiiltiirlii egitim ve ¢okkiiltiirlii oyun igerisinde 12 alt kod (%27), li¢iincii
kategori olan rahatlaticilik kaynag olarak oyun, ¢okkiiltiirlii egitim ve gokkiiltiirlii oyun igerisinde 7 alt kod
(%15), dordiincii kategori olan 6grenme kaynagi olarak oyun, ¢okkiiltiirlii egitim ve ¢okkiiltiirlii oyun igerisinde
10 alt kod (%22) ve son kategori olan fecriibe edinim kaynagi olarak oyun, ¢okkiiltiirlii egitim ve ¢okkiiltiirlii
oyun icerisinde 7 alt kod (%16) bulunmaktadir.

Okul oncesi 6gretmenlerinin, oyun, ¢okkiltiirlii oyun ve ¢okkiiltiirlii egitim kapsaminda kullanmis
olduklart metaforlara tablo 12°de yer verilmistir.

Tablo 12

Okul Oncesi Ogretmenlerinin Oyun, Cokkiiltiirlii Egitim ve Cokkiiltiirlii Oyun Kavramlarina Dair Metaforlar:

Metafor f Metafor f
Ahenkli Miizik 1 Hayata Ayna Tutmak 1
Ahtapot 1 Hayatin Kendisi 1
Ansiklopedi 2 Hayat Provasi 1
Ara¢ Mekanizmasi 1 Kahvalti 1
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Tablo 12 Devami

Birbirine Bagl Zincirler 1 Merak 1
Biiyiiteg 1 Ogretmen 1
Cigek Tohumu 1 Ozgiirliik 1
Diinya 1 Puzzle Oynamak 1
Diinya Katmanlar1 1 Rengarenk 1
Diinyay1 Tanima Yolu | Terapi 1
Elmas | Virajli Yol 1
Farkl1 Ulkelere Seyahat Etmek 1 Yaraticilik 3
Festival 1 Yagam

. - Yemeklere Eklenen
Gokkusagi 4 Baharat 1
Giines 1 Yemek Yapmak 1
Harmoni | Yol Cizgileri 1
Hayal Giicii | Yildizlar 2
Hayal Kurmak 1 Zincire Zincir Eklemek 1
Hayat 1
Toplam 45

Tablo 12 incelendiginde en fazla kullanilan metaforlarin sirasiyla; Gékkusagr (4), Yaraticilik (3),
Ansiklopedi (2), Yildizlar (2) oldugu belirlenmistir. Kullanilan metaforlar arasinda en fazla “gokkusag:”
metaforu kullanilmistir. Gokkusagt metaforu, Farkliliklar: i¢sellestirme kaynagi olarak oyun, ¢okkiiltiirlii
egitim ve ¢okkiiltiirlii oyun kategorisinde bulunmaktadir. Bu arastirmada, okul 6ncesi 6gretmenlerinin en sik
kullandig1 gokkusagi metaforuna dair 6rneklere asagida yer verilmistir.

Alt CP -4

Bana gore oyun gokkusagi gibidir. Cilinkii her biri farkli bir rengin yoksunlugunu giderir.
Orta CP-5

Cokkiiltiirlii egitim gokkusagr gibidir. Cilinkii, her renkten, her aileden, her desenden ve
her yapidan ¢ocuklari igerir. Cocuklarin farkliliklarla bir olmalarini destekler.
UstCP-5

Cokkiiltiirlii egitim gokkusagi gibidir. Ciinkdi, her kiiltiir, her din, her dil farkli bir rengi
temsil edebilir ve bu farkliliklar gokkusaginda oldugu gibi renkler bir arada oldugunda
tam bir birlik halini olustururlar. Gokkusagini gokkusagi yapan cok farklilasan
renkleridir, cokkiiltiirlii egitimi de cokkiiltiirli egitim yapan farklilagan, gesitlilik
gosteren kiiltiir yapilandir.

Elde edilen metaforlar, {i¢iincii alt problem olan “Okul 6ncesi 6gretmenlerinin ¢okkiiltiirlii egitim ve
cokkiiltiirlii oyuna iliskin algi metaforlar1 nelerdir?” 6zelinde ele alindiginda ¢okkiiltiirlii egitime yoOnelik
olarak kullanilan metaforlarin; “Gékkusag (3), Cigek tohumu, Elmas, Giines, Festival, Ahtapot, Rengarenk,
Kahvalti, Harmoni, Ansiklopedi, Hayat provasi, Ahenkli miizik, Birbirine bagh zincir” metaforlarini
kullandiklar belirlenmistir. Okul 6ncesi 6gretmenlerinin, cokkdiltiirlii egitime yonelik kullandiklar1 metaforlar
ist, orta ve alt drneklem grubu kapsaminda incelenmistir. Ust drneklem grubunda yer alan 6gretmenlerin,
Elmas, Festival, Gokkusagi (2), Ansiklopedi” metaforlarin1 kullandiklari; orta 6rneklem grubunda yer alan
ogretmenlerin “Gékkusagi, Harmoni, Kahvalti, Hayat provasi, Ahenkli miizik” metaforlarii kullandiklarini
ve alt 6rneklem grubunda yer alan 6gretmenlerin ise “Birbirine bagh zincir, Cigek tohumu, Giines, Ahtapot,
Rengarenk” metaforlarini kullandiklar tespit edilmistir. Okul 6ncesi 6gretmenlerinin, 6rnek yanitlar1 asagida
verilmistir.

Alt CP-3

Bana gore ¢okkiiltiirli egitim, hi¢ agilmamuis bir ¢igegin tohumlarini incelemek gibidir.
Ciinkii ¢okkiiltiirlii egitim her zaman farkli seyleri gérmek, incelemek ve tanimak igin
firsattir.

Orta CP -1
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Cokkiiltiirlii egitim, hayat provasi gibidir. Ciinkii, cocuk gercek yasamda karsilasacagi
farkliliklarin normal oldugunun bilincinde olur. Cokkultiirliiliigii benimseyerek
igsellestirir ve aslinda 6nyargi duygusundan uzaklasir.

Ust CP-2

Cokkiiltiirlii egitim, elmas gibidir. Ciinkdi, her bir ¢ocuk birbirinden degerli ve farklidir.
Her cocugun geldigi alan, ortam, gelenek, gorenek, irk ve kiiltiirde farklidir.
Cokkiiltiirlii bir egitim ile biitlin ¢ocuklara ulagmak ve onlarin 6grenmelerini verimli
olarak desteklemeyi saglar. cokkiiltirlii egitim de bu degeri ve farkliligi
kucaklamamiza olanak saglar.

Cokkiiltiirli oyuna yonelik kullanilan metaforlar ele alindiginda, * Yildizlar (2), Yol cizgileri,
Yaraticilik, Merak, Hayatin kendisi, Puzzle oynamak, Hayal giicii, Virajli yol, Ara¢ mekanizmasi, Zincire zincir
eklemek, Yemek yapmak, Diinya katmanlari, Yemeklere eklenen baharat, Farkl iilkelere seyahat etmek”
metaforlarii kullanildiklart tespit edilmistir. Okul oncesi Ogretmenlerinin, c¢okkiiltiirlii oyuna yd&nelik
kullandiklar1 metaforlar iist, orta ve alt rneklem grubu kapsaminda incelenmistir. Ust rneklem grubunda yer
alan oOgretmenlerin, “ Yaratictlik, Yildizlar, Hayatin kendisi, Zincire zincir eklemek” metaforlarini
kullandiklari; orta 6rneklem grubunda yer alan 6gretmenlerin “Yildizlar, Virajli yol, Ara¢ mekanizmasi, Yemek
yapmak, Diinya katmanlar:” metaforlarini kullandiklarini ve alt 6rneklem grubunda yer alan 6gretmenlerin ise
“Yol ¢izgileri, Merak, Puzzle oynamak, Hayal giicii, Yemeklere eklenen baharat” metaforlarini kullandiklar
tespit edilmistir. Okul 6ncesi 6gretmenlerinin, 6rnek yanitlart asagida verilmistir.

Alt CP-1

Oyun oynarken g¢okkiiltiirliliigii desteklemek puzzle oynamak gibidir. Ciinkii, tipki
puzzle yaparken yapmamiz gerekenler gibi mesela parganin girinti ve ¢ikintilarini
kontrol etmek veya uygun renklere gore yerlestirmek gibi. Cokkiiltiirli egitimde de
ayn1 sekilde Oncesinde dogru ve etkili bir yol se¢imi gerektirdigini diisiiniiyorum.
Cocuklarin eglenerek oOgrenme araglart olan oyun yoluyla ¢okkiiltiirliiliigiin
desteklenmesi hem ¢ocuklarda empati duygusunu gelistirecegi gibi hem de farkliliklara
saygl duymasi gerektiginin bilincini saglar.

Orta CP-5

Oyun oynarken ¢okkiiltiirliiliigii desteklemek yildizlar gibidir. Ciinkii, tipki yildizlarin
giindiizleri géziikmedigi ve uygun zamani ve uygun ortami beklemesi gibi ¢okkiiltiirlii
bir yap1 da ancak uygun bir aragla dogru sekilde yansitilabilecegini diistiniiyorum. Okul
oncesi donem igin ise en makul ara¢ oyundur.

Ust CP-5

Oyun oynarken ¢okkiiltiirliiliigii desteklemek hayatin kendisi gibidir. Ciinkii ¢ocuklar
oyun yoluyla birgok 6grenme gerceklestirir. Bu 6grenmeler ¢ocuklarin davraniglarinda
etken olan dnyargi veya hosgorii gibi davranislarda katki saglar. Bu yiizden oyunlarin
cocuklara cokkiiltlirlii anlayiglarii destekleyebilecek veya onlara cokkiiltiirliiliigii
dogru sekilde yansitacak sekilde planlamamiz gerekir.

Arastirmanin dordiincii alt problemini “Okul oncesi ogretmenlerinin ¢okkiiltiirliiliik tutumlart ile
cokkiiltiirlii oyun metaforlart arasinda farkhilik var midr?” sorusu olusturmaktadir. Alt problem dogrultusunda
okul dncesi 6gretmenlerinin, ¢okkiiltiirliiliik tutumlarin belirlemek adma Ogretmenlerin Cokkiiltiirlii Tutum
Olgegi uygulanmustir. Olgek sonuglarina gore okul 6ncesi 6gretmenlerinin, dgretmenlerin ¢okkiiltiirlii tutum
Olcegine dair aritmetik ortalamalarinin, Yazict vd., (2009) taraflarinca ulasilan 6lgek ortalama puanlarinda
daha yiiksek oldugu sonucuna ulagilmistir. Bu bulgu, katilime1 egitimcilerin ¢okkiiltiirliilik tutumlarinin
yiiksek oldugunu gostermektedir. Okul &ncesi 6gretmenlerinin, OCETO ‘den elde ettikleri puanlar
incelendiginde ¢okkiiltiirliiliikk tutumlarinin ortalamanin iizerinde oldugu sonucuna varilmigtir.

Okul oncesi 0gretmenlerinin, ¢okkiiltlirlii oyuna iliskin metaforik algilarmin tespiti amaciyla 6l¢ek
puanlar1 kapsaminda alt, orta ve {ist cokkiiltiirlii profil olugturulmustur (Tablo 13).
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Tablo 13

Alt/ Orta/Ust Gruba Iliskin Kavramsal Kategoriler

Alt - CP

Orta - CP

Ust - CP

Ogrenme kaynagi olarak

Ogrenme kaynagi olarak

Yaraticilik kaynagi olarak

Oyun oyun ve ¢okkiiltiirlii egitim oyun ve gokkiiltiirlii egitim oyun ve gokkiiltiirlii egitim
4 4 3)
Farkliliklar1  igsellestirme Farkliliklar1  igsellestirme Farkliliklart igsellestirme
Cokkiiltiirlii Egitim kaynagi olarak oyun ve kaynagi olarak oyun ve kaynagi olarak oyun ve
cokkiiltiirlii egitim (3) cokkiiltiirlii egitim (4) cokkiiltiirlii egitim (3)
Yaraticiik kaynagi olarak Tecriibe edinim kaynagi Farkliliklart igsellestirme
Cokkiiltiirlii Oyun oyun ve ¢okkiiltiirlii egitim olarak oyun ve cokkiiltlirli kaynagi olarak oyun ve
3) egitim (4) cokkiiltiirlii egitim (3)

OCETO “den elde edilen puanlar dogrultusunda, alt cokkiiltiirlii profil (Alt CP), orta cokkiiltiirlii profil
(Orta CP) ve iist ¢okkiiltiirlii profil (Ust CP) olarak veriler ele alinmustir. Alt CP grubunda yer alan
katilimeilarin oyunu, 6grenme kaynagi olarak algiladiklar1 (4), cokkiiltiirlii egitimi farkliliklar igsellestirme
kaynagi olarak algiladiklar1 (3), cokkiiltiirlii oyunu ise yaraticilik kaynagi olarak algiladiklar1 (3) tespit
edilmistir. Orta CP grubunda yer alan katilimcilarin oyunu, 6grenme kaynagi olarak algiladiklar (4),
cokkiiltiirlii egitimi farkliliklart i¢sellestirme kaynagi olarak algiladiklar1 (4), cokkiiltiirlii oyunu ise tecriibe
edinim kaynagi olarak algiladiklar1 (4) tespit edilmistir. Ust CP grubunda yer alan katilimcilarin oyunu,
yaraticilik kaynagi olarak algiladiklar1 (3), cokkiiltiirlii egitimi farkliliklar1 ic¢sellestirme kaynagi olarak
algiladiklar1 (3), ¢okkiiltiirlii oyunu ise benzer sekilde farkliliklari i¢sellestirme kaynagi olarak algiladiklari (3)
tespit edilmistir.

Okul oncesi Ogretmenlerinin, g¢okkiltiirliiliik tutumlarmin ve c¢okkiiltiirli oyuna dair metaforik
algilarmn iliskisi ele alindiginda, egitimcilerin OCETO puanlar1 ¢okkiiltiirliiliik baglaminda incelendiginde
puanlarinin ortalamanin iizerinde oldugu goriilmektedir. Bu durum, katilimcilarin ¢okkiiltiirliilikk tutumlarinin
yiiksek oldugunu belirtmektedir. Ayni katilimci gruptan olusturulmus alt orneklem grubunda yer alan
egitimcilerin, metaforik algilar1 incelendiginde ise ¢okkiiltiirliilik ve ¢okkiiltiirlii oyunun olumlu y&nlerine
odaklanarak, farkliliklar1 igsellestirme (%27), 6grenme (%22), yaraticilik (%20), tecriibe edinimi (%16),
rahatlaticilik (%15) kaynagi olarak algiladiklar1 sonucuna ulagilmstir.

TARTISMA VE SONUC

Bu arastirmada, okul dncesi 6gretmenlerin ¢okkdiltiirlii egitim tutumu ve ¢okkiiltiirlii oyun algilarmin
metaforik olarak belirlenmesini amaglanmistir. Arastirma siirecinde ulasilan sonuglara asagida detayl1 bicimde
yer verilmistir.

Okul &ncesi ogretmenlerinin, OCETO ‘den elde ettikleri puanlar gokkiiltiirliilik baglaminda
incelendiginde puanlarmin ortalamanin iizerinde oldugu sonucuna ulagilmistir. Bu durum, katilimcilarin
cokkiiltiirliilik tutumlarinin yiiksek oldugunu belirtmektedir. Benzer sekilde Tastekin vd., (2016)
caligmalarinda, okul 6ncesi donem 6gretmenlerinin gokkiiltiirlii egitime iligkin olumlu tutuma sahip olduklari
sonucu elde edilmistir. Kimzan & Arikan (2018) gergeklestirdikleri calismada, 6gretmen adaylarinin
cokkiiltiirlii egitim tutumlarinin olumlu yonde oldugu belirtilmistir. Egitimcilerin ¢okkiiltiirlii egitime iligkin
pozitif tutum gosterdikleri sonucuna ulasan ¢aligmalar (Gezer & Sahin, 2017; Karadag & Ozdemir Ozden,
2020; Sanders vd., 2019; Strickland, 2018; Sturdivant & Alanis, 2019) bu aragtirmanin bulgularini destekler
niteliktedir. Kaya & Soylemez (2014), ¢calismalarinda egitimcilerin ¢okkiiltiirlii egitime iligkin olumlu tutuma
sahip olduklart sonucu elde edilmistir. Kozikoglu & Yildirimoglu (2021) ise galigmalarinda, egitimcilerin
cokkiiltiirlii egitim tutumlart ile kapsayici egitim baglaminda kullandiklar sinif i¢i uygulamalari arasindaki
iliski saptanmaya calisilmistir. Ogretmenlerin, ¢okkiiltiirlii egitim tutumlarmin yiiksek oldugu ve kapsayici
egitim baglaminda yapilan sinif uygulamalarinin ise ¢ok yiiksek diizeyde oldugu sonucuna ulagilmistir. Ayrica
calismada, ¢okkiiltiirlii egitime iligkin olumlu tutumlarm artmasi ile kapsayici egitim uygulamalarinda da artis
oldugu saptanmustir. Caglayan (2022) ise gergeklestirdigi ¢alismasinda, egitimcilerin sinif i¢i uygulamalar ile
kiiltiirel cesitlilige bakis agis1 arasinda giiclii yonde iliski oldugunu belirtmektedir. Bu galismada elde edilen
sonu¢ incelendiginde okul 6ncesi 6gretmenlerinin, gokkiiltiirliliigiin ve ¢okkiiltiirlii egitimin olumlu yonlerine
odaklandiklar1 sdylemek miimkiindiir.
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Mevcut arastirma amacina uygun olarak yapilan incelemelere gore okul Oncesi Ggretmenlerinin
cokkiiltirlii egitim tutumlarimin 6grenim durumu degiskenine gdre anlamli farklilik bulunmamaktadir. Bu
durumda, okul 6ncesi d6gretmenlerinin ¢okkiiltiirlii egitim tutumlarinin 6grenim durumuna gore degismedigi
fakat sonuglara gore en yiiksek ¢okkiiltiirlii egitim tutumunun lisansiistii 6grenim durumunda oldugu, en diisiik
cokkiiltiirlii egitim tutumunun ise lisans 6grenim durumunda oldugu tespit edilmistir. Pekoz ise (2018) yapmis
oldugu caligmasinda, katilmecilarin g¢okkiiltlirli egitime iliskin puanlarimin 6grenim durumuna gore
farklilastig1 sonucu elde edilmistir. Ayni ¢alismada, lisansiistii egitim diizeyine sahip katilimecilarin, lisans
egitim diizeyine sahip katilimcilara oranla daha yiiksek puana sahip olduklari belirlenmistir. Bu durum, lisans
diizeyindeki okul oncesi O0gretmenlerinin ¢okkiiltiirli egitim ve g¢okkiiltiirli oyun kapsaminda bilgi ve
yeterliliklerinin lisansiistii egitim diizeyine sahip Ogretmenlere oranla daha diisik olmasindan
kaynaklanabilecegi sonucuna varmak miimkiindiir. Yapilan arastirma ile benzer neticeler elde eden (Celebi &
Atasayar, 2015; Giing6r vd., 2018; Ozdemir & Dil, 2013) ¢alismalara ve farkli sonug elde eden (Yazici vd.,
2009) calismalara rastlamak miimkiindiir. Uslu & Ozgiin (2023) gergeklestirdikleri c¢aligmalarinda,
egitimcilerin ¢okkultiirlii yeterlilik algilari ile 6grenim durumlari arasinda anlamli farkliliga ulasamamaislardir.

Calisma sonucunda, okul 6ncesi 6gretmenlerinin ¢okkiiltiirlii egitim tutumlarinin gérev yapilan okul
degiskenine gore anlamh farklilik bulunmamaktadir. Bu durumda, okul 6ncesi 6gretmenlerinin ¢okkiiltiirlii
egitim tutumlarinin, gorev yapilan okul degiskenine gore degismedigini gostermektedir fakat sonuglara gore
en yiksek cokkiiltiirlii egitim tutumunun 6zel okullarda gorev yapan egitimcilerde oldugu, en diigiik
cokkiiltiirlii egitim tutumunun ise devlet okullarinda gérev yapan egitimcilerde oldugu tespit edilmistir. Bu
durum, 6zel okullarda gdérev yapan okul dncesi 6gretmenlerinin, devlet okullarinda gérev yapan okul dncesi
Ogretmenlerine gore cokkiiltiirlii egitim ve cokkiiltiirlii oyun kapsaminda siire¢ icerisinde kavramlara yabanci
olduklari ve siireci nasil yonetecekleri konusunda desteklenmeleri gerekmektedir. Uyanik (2014), ise devlet
okullar1 ve uluslararas1 6zel okullarda gerceklestirdigi ¢alismasinda, uluslararasi 6zel okullarda gorev yapan
egitimcilerin ¢okkiiltiirliiliige iliskin tutumlarinin daha olumlu yonde oldugu sonucuna ulagilmigtir. Ayni
calismada, dikkat ¢eken bir diger sonug ise devlet okullar1 gérev yapan egitimcilerin ¢okkiiltiirli egitime iliskin
kavram karmagasi ile karsi karsiya kaldiklari ve farkliliklara sahip Ogrencilerine nasil ve ne sekilde
davranacaklar1 konusunda ¢okkiiltiirliiliik yeterliliklerinin az oldugu sonucuna ulasilmistir. Ozdemir & Dil
(2013) ise galismalar1 sonucunda, 6zel okullarda gérev yapan lise 6gretmenlerinin ¢okkiiltiirlii egitime iliskin
tutumlarinin pozitif yonde oldugun sonucuna ulasilmistir.

Mevcut arastirma amacina uygun olarak yapilan incelemelere gore, okul Oncesi Ogretmenlerinin
cokkiiltiirlii egitim tutumlarinin &gretmenlik deneyimi degiskenine gore anlamli farklilik bulunmadigi
sonucuna varilmistir. Bu durumda, okul 6ncesi 6gretmenlerinin ¢okkiiltiirlii egitim tutumlarinin, 6gretmenlik
deneyimine gore degismedigi fakat sonuglara gore en yiiksek ¢okkiiltiirlii egitim tutumunun 6-10 yil deneyime
sahip egitimcilerde oldugu, en diisiik cokkiiltiirlii egitim tutumunun ise 11-15 y1l deneyime sahip egitimcilerde
oldugu tespit edilmistir. Ozdzen Danaci vd., (2016) yapmis olduklar1 arastirmalarinda, egitimcilerin
cokkiiltiirliilik tutumlarinin gorev aldiklar1 okul ve deneyim siiresine gore farklilik gosterdigi sonucuna
ulasilmistir. Strickland (2018) ise, 6gretmenlerin ¢okkiltiirliilik tutum ve yeterlilikleri ile deneyim siireleri
arasinda iliski olmadigini belirtmektedir. Bu arastirmanin bulgusu cesitli arastirmalar ile benzerlik (Celebi &
Atasayar, 2015; Kaya & Soylemez, 2014; Pekoz, 2018; Tastekin vd., 2016) gosteren ve farklilik (Aslan &
Kozikoglu, 2017;Cekin, 2013; Polat, 2012) gdsteren ¢alismalara rastlanmistir. Ogretmenlerin ¢okkiiltiirlii
egitime iligkin tutumlarini hizmet yillarina gore ele alan Yazici vd., (2009) ¢alismalarinda, hizmet yillarina
gore gore anlamh farklilik elde edilmistir. Bu dogrultuda, mesleki deneyim siiresi arttikca egitimcilerin
cokkiiltiirlii egitim tutumlarinda olumsuzlagsma sonucuna ulagmak miimkiindiir. Okul 6ncesi 6gretmenlerinin
deneyim yillarindaki artisa bagl olarak ¢okkiiltiirlii egitim tutumlarinin pozitiflikten uzaklastigini séylemek
mimkiindiir. Bu durum, 6gretmenlerin siireci nasil ve ne sekilde ydnetebilecekleri konusundaki ¢éziim
bulamamalarindan kaynaklanabilmektedir. Hi¢ kuskusuz oOgretmenlerin c¢okkiiltiirlii egitime iliskin ne
yapabileceklerini bilmeleri onlarin simif igindeki davranislarini dogrudan etkilemektedir.

Arastirma sonucunda, okul Oncesi dgretmenlerinin ¢okkiiltiirlii egitim tutumlarinin g¢ocukluklarmin
gectigi yerlesim yeri degiskenine gore anlamli farklilik bulunmadigi sonucuna varilmistir. Bu durumda, okul
oncesi d6gretmenlerinin ¢okkiiltiirlii egitim tutumlarinin, gocukluklarinin gegtigi yerlesim yeri degiskenine gore
degismedigi fakat sonuglara gore en yiiksek cokkiiltiirlii egitim tutumunun c¢ocuklugu il¢e’de gecen
egitimcilerde oldugu, en diisiik ¢okkiiltiirlii egitim tutumunun ise ¢ocuklugu kasabada gegen egitimcilerde
oldugu tespit edilmistir. Benzer sekilde, Onur Sezer & Baggeli Kahraman (2017) gerceklestirdikleri
caligmalarinda, okul Oncesi Ogretmenligi ve smf Ogretmenligi, 6gretmen adaylarinin cokkdltiirliiliik
tutumlarimin biiylidiikleri yerlesim yerine gore farklilasmaya neden olmadigi fakat illerde biiylimiis olan
katilimcilarin ilge ve kdylerde biiylimiis katilimcilara gore daha yiiksek puan aldiklar sonucuna ulagilmstir.
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Bu ¢alisma ile benzerlik (Ozozen Danaci vd., 2016; Uslu & Ozgiin, 2023) ve farklilik (Asada vd., 2003; Ustiin,
2011) gosteren calismalara rastlamak miimkiindiir. Demir & Basarir (2013) g¢alismalarinda, ¢okkiltiirlii
yeterlilik algilarini yerlesim yerlerini etkileyen faktorler arasinda yer aldigini belirtmekle birlikte ¢okkiiltiirlii
yeterlilik algilarinin illerden gelen katilimei egitimcilerin daha yeterli olduklar1 sonucu elde edilmistir. Ilge *de
cocuklugu gecen okul dncesi dgretmenlerin ¢okkiiltiirlii egitime bakis agilari ile kasaba da cocuklugu gegcen
okul 6ncesi 6gretmenlerinin bakis agilarindaki farkliligin kaynagi cocukluklarindan itibaren ¢okkiiltiirliiliik ile
temas etme oranlar ile baglantili olabilecegini sdylemek miimkiindiir.

Ulasilan bir diger sonug ise okul dncesi 6gretmenlerinin, ¢okkdiltiirlii egitim tutumlarinin, siniflarinda
farkli 1irk, etnik koken, dil ve dinden 6grencilerinin olup olmamasi degiskenine gore istatistiksel agidan anlaml
bulunmamasidir. Bu durumda, okul dncesi 6gretmenlerinin, ¢okkiiltiirlii egitim tutumlarinin smiflarinda farkl
ik, etnik koken, dil ve dinden 6grencilerinin olup olmamasi degiskenine bagli olarak degismedigi sonucuna
varilmigtir. Fakat sonuclara gore siniflarinda farkli ik, etnik koéken, dil ve dinden ogrencileri olmayan
Ogretmenlerin, olan Ogretmenlere gore g¢okkiiltiirlii egitim tutumlarmin daha yiiksek oldugu sonucuna
vartlmigtir. Bu durum, siniflarinda farkl kiiltiirden 6grencileri olan egitimcilerin ¢okkiiltiirlii egitime yonelik
yeterli bilgi ve yetkinlige sahip olmamalarindan kaynaklanabilmektedir. Uslu & Ozgiin (2023) arastirmalari
neticesinde, egitimcilerin ¢okkiiltiirlii yeterlilik algilariyla siniflarinda farkl kiiltiir yapisinda 6grencilerinin
olmasi arasinda anlamli farkliga ulagilmigtir. Tastekin vd., (2016) ise ¢aligmalart sonucunda, 6gretmenlerin
cokkiiltiirliiliige iliskin tutumlar ile siniflarinda farkli kiiltiir yapisina sahip 6grencilerinin olma durumlar
arasinda anlamli iliskiye rastlanmamuistir. Sonuclar incelendiginde siniflarinda farkli ik, etnik koken, dil ve
dinden &grencileri olan 6gretmenlerin, siireci yonetme konusunda daha fazla zorluk yasadiklari ve bu durumda
cokkiiltiirlii egitime iliskin daha olumsuz bir bakis acilarina sahip olduklar1 soylenilebilmektedir..

Okul Oncesi Ogretmenlerinin, g¢okkiiltiirliiliik ve ¢okkiiltiirlii oyuna iligkin toplam 45 metafor
olusturulmustur. Olusturulan metaforlar, bes kategori altinda toplanilarak alt kategorilere ayrilmigtir. Katilimci
okul 6ncesi 6gretmenlerinin, gokkiiltiirliiliik ve cokkiiltiirlii oyunu sirasiyla; farkliliklar igsellestirme (%27),
o0grenme (%22), yaraticilik (%20), tecriibe edinimi (%16), rahatlaticilik (%15) kaynag1 olarak algiladiklari
sonucuna ulasilmigtir. Ayrica okul d6ncesi 6gretmenlerinin, ¢okkiiltiirliiliik ve ¢okkiiltiirlii oyun kapsaminda
kullandiklar1 metaforlarin Géokkusagr (4), Yaraticilik (3), Ansiklopedi (2), Yildizlar (2) oldugu sonucuna
ulagilmigstir. Bu durumda, katilimci okul 6ncesi 6gretmenlerinin en fazla metaforu,” Farkliliklari i¢sellestirme
kaynag1 olarak oyun ve g¢okkiiltiirlii egitim” kategorisinde gelistirdikleri sonucuna ulasilmistir. Bu sonug,
ogretmenlerin 6grencilerin 1rki, etnik kokeni, dili ve dini fark etmeden birlik olmay1 benimsediklerini ve
farkliliklar1 benimseyerek saygi duyduklarini bir bakima ortaya koymaktadir.

Okul o6ncesi 6gretmenlerinin, cokkiiltiirlillige yonelik algi metaforlart incelendiginde, {ist 6rneklem
grubunda yer alan 6gretmenlerin, ““ Elmas, Festival, Gékkusagi (2), Ansiklopedi” metaforlarini kullandiklari;
orta 6rneklem grubunda yer alan Ogretmenlerin “Gokkusagi, Harmoni, Kahvalti, Hayat provasi, Ahenkli
miizik” metaforlarim1 kullandiklarini ve alt 6rneklem grubunda yer alan 6gretmenlerin ise “Birbirine bagh
zincir, Cicek tohumu, Giines, Ahtapot, Rengarenk” metaforlarim1 kullandiklar1 tespit edilmistir. Bu sonug
dogrultusunda, yiiksek ¢okkiiltiirlii tutuma sahip olan, iist 6rneklem grubu ile orta gokkiiltiirlii tutuma sahip
olan, orta 6rneklem grubunda yer alan katilimcilarin ortak kullandiklart metaforun gokkusag: metaforu oldugu
belirlenmistir. Arastirma kapsaminda, okul 6ncesi 6gretmenlerinin, cokkiiltiirlii oyuna yonelik algi metaforlart
incelendiginde, iist drneklem grubunda yer alan Ogretmenlerin, *“ Yaraticilik, Yildizlar, Hayatin kendisi,
Zincire zincir eklemek” metaforlarini kullandiklari; orta 6rneklem grubunda yer alan 6gretmenlerin “Yildizlar,
Virajli yol, Ara¢ mekanizmasi, Yemek yapmak, Diinya katmanlari” metaforlarii kullandiklarimi ve alt
orneklem grubunda yer alan 6gretmenlerin ise “Yol cizgileri, Merak, Puzzle oynamak, Hayal giicii, Yemeklere
eklenen baharat” metaforlarin1 kullandiklar1 tespit edilmistir. Elde edilen sonuglar, okul Oncesi
Ogretmenlerinin ¢okkiiltiirlii oyunu en fazla tecriibe edinim kaynagi olarak algiladiklari sonucuna ulagilmistir.
Bu kategorinin, ileriki yasami yansitma o6zelligi Bandura’min Sosyal Ogrenme Kuramim (1986)
cagristirmaktadir. Rahatlaticilik kaynagi olarak oyun ve ¢okkiiltiirlii egitim kategorisi ise oyunlarin kendisini
iyi hissetme ve rahatlatma niteligi tasidigini belirten kategoridir. Bu durumda ise, Spencer’in (1873) bedenin
enerjisini diga vurumunu belirten kurami oyunun yine rahatlaticilik niteliginin vurgulamaktadir.

OCETO puanlar1 dogrultusunda, A/t CP grubunda yer alan katilimcilarin oyunu, dgrenme kaynagi
olarak algiladiklari, ¢okkiltiirlii egitimi farkliliklar1 igsellestirme kaynagi olarak algiladiklari, ¢okkiiltiirlii
oyunu ise yaraticilik kaynag olarak algiladiklar1 sonucuna ulagilmigtir. OCETO puanlar1 dogrultusunda, Orta
(CP grubunda yer alan katilimcilarin oyunu, 6grenme kaynagi olarak algiladiklar, cokkiiltiirlii egitimi
farkliliklar igsellestirme kaynagi olarak algiladiklari, ¢okkiiltiirlii oyunu ise tecriibe edinim kaynagi olarak
algiladiklar1 sonucuna ulasilmistir. OCETO puanlar1 dogrultusunda, Ust CP grubunda yer alan katilimcilarin
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oyunu, yaraticilik kaynagi olarak algiladiklari, ¢okkiiltiirlii egitimi farkliliklar1 i¢sellestirme kaynagi olarak
algiladiklar1, gokkiiltiirlii oyunu ise benzer sekilde farkliliklari igsellestirme kaynagi olarak algiladiklari
sonucuna ulasimustir. Ozgiinlii & Veziroglu (2018) ise calismalarinda, okul &ncesi Ogretmenlerinin
yapilandirilmamis oyun konusunda goriisleri ele alinmaktadir. Okul 6ncesi 6gretmenlerinin oyunu, 6grenme,
eglence ve gelisim destekg¢isi olarak niteledikleri sonucu elde edilmistir. Bu ¢calismada, alt ve orta ¢okkdiltiirlii
profile sahip olan 6gretmenlerin oyun ve ¢okkiiltiirliiliik konusunda goriis birligine sahip olduklar1 fakat
cokkiiltiirlii oyunu algilama sekillerinde farklilik yasadiklari sonucuna ulasilmistir. Benzer sekilde, Tok (2018)
caligsmasinda, oyunun mutluluk verdigini, hayatin yansimasi niteligi tagidigini, rahatlama saglayarak bir ihtiyac
oldugunu belirtmektedir. Aymi sekilde, Cakaroglu & Omiir (2020) gergeklestirdikleri calismada, oyunun
O0grenme araci niteliginde oldugunu ve mutluluk kaynagi oldugunu vurgulamistir. Bu sonuglar okul 6ncesi
Ogretmenlerinin, oyun ve ¢okkiiltiirlii egitim kapsaminda olumlu yonlere odaklandiklarini gostermektedir.

Alt, orta ve iist orneklem grubunda yer alan okul Oncesi 6gretmenlerinin oyun, ¢okkiiltiirliiliik ve
cokkiiltiirlii oyunun olumlu yanlarina odaklandiklari sonucuna ulasilmistir. Bu sonug¢ okul oncesi
Ogretmenlerinin, Onyargi olmadan biitlinlestiriciligi hedeflediklerini gdstermektedir. Arastirmada ulasilan
diger bir sonug ise okul Oncesi dgretmenlerinin, birgogunun siniflarinda cokkiiltiirlii egitim uygulamalari
gergeklestirdikleri fakat cokkiiltiirliiliik kavramina yabanci olduklart sonucuna ulagilmistir. Bu sonug ise okul
oncesi Ogretmenlerinin ¢okkiiltlirliiliik baglaminda yeterince bilgi ve yetkinlige sahip olmadiklarin
gostermektedir. Bu durum, 6gretmenlerin farkindaliginin arttirilarak gerekli destegin saglanmasi gerektiginin
belirtmektedir. Bagkaya Isik¢1 vd., (2020) 6gretmen egitimlerinde, ¢okkiiltiirliiliige iliskin bakis acilarini ele
aldiklart caligmalarinda, okul Oncesi Ggretmenlerine iligkin egitim programlar ile ¢agin gerektirdigi
bilgilerinin edinilmesi vurgulanmistir. Benzer sekilde, uluslararasi literatiir incelendiginde okul 6ncesi
Ogretmenlerinin egitimi hakkinda cokkiiltiirlii egitime yonelik olarak elestirel bakis agisinin gelistirilmesi
gerektigi vurgulanmaktadir (Phonn vd., 2013). Benzer nitelikte (Guan & Jin, 2019; Leung, 2020; Szelei vd.,
2019) okul oncesi egitimde, ¢okkiiltiirlii egitimin gerekli oldugunu vurgulayarak bu siirecte etkin rol alan
egitimcilerin g¢okkiiltiirlii egitim hakkinda bilgilendirilmeleri gerektigi vurgulanmaktadir. Okul oncesi
Ogretmenlerinin, c¢okkiiltiirliliik ve cokkiiltlirlii egitim kapsaminda yorum yapabilmeleri, siireci
yonetebilmeleri, neyi nasil yapabileceklerini bilmeleri ve siniflarinda uygulamalarla desteklemeleri igin
cokkiiltiirlii egitimin bilincinde olmalar1 gerekmektedir.

Oneriler

Okul o6ncesi 6gretmenlerinin, g¢okkiiltiirliiliige iliskin tutumlarimin ve cokkiiltiirlii oyun algilarinin
metaforik olarak ele alinan bu arastirma sonucunda, katilimci grupta yer alan okul oncesi dgretmenlerinin
cokkiiltirliiliik tutumlarinin ortalamadan yiiksek oldugu sonucuna ulasilmistir. Bu sonug, bireysel gériismeler
ile desteklenerek 6gretmenlerin ¢okkiiltiirliiliige iliskin olumlu tutum gosterdikleri sonucu elde edilmistir.
Demografik bilgi formu, d6gretmenlerin ¢okkiiltiirlii tutum 6lgegi ve metaforik goriisme formu ile ulasilan
veriler birbirlerini destekler niteliktedir. Arastirma sonucu g6z Oniine alinarak asagidaki oneriler bagliklar
dahilinde hazirlanmuistir.

1. Cokkiiltiirliiliik kapsaminda genel oneriler:

b. Okul 6ncesi dgretmenlerine ¢okkiiltiirliiliik kapsaminda egitimler verilebilir.
c. Cokkiltiirliilik kapsaminda atdlye ¢aligmalar1 hazirlanabilir.
2. Cokkiiltiirlii egitime yonelik dneriler:
a. Cocuklara ¢okkiiltiirlii egitime yonelik uygulamalar gergeklestirilebilir.
b. Ebeveynlere ¢okkiiltiirlii egitime yonelik seminerler verilebilir.

3. Smmif ortaminda ¢okkiiltiirlii oyun etkinlik onerileri:

a. Farkli kiiltiir yapilarin1 tanimak amaciyla “Bu Benim” oyunu oynatilabilir (Farkliliklar
icsellestirmeye yonelik),

. Farkl kiiltiirlere iliskin sembolik eserlerin fotograflarinin incelenilmesi (Ogrenmeye ydnelik),

c. ‘“Acaba ne i¢in?” adi altinda kiiltlirlere ait farkli materyallerin kullanim1 konusunda sohbet
etmek (Yaraticiliga yonelik),

d. Farkli kiiltiir yapisindan bireyler ile sohbet ederek kendini tanitmak (Tecriibe edinimi)

e. Farkl kiiltiirden bireylerin birlik iginde olabileceginin bilincinde olma ve ortak paylasim
yapmak (Rahatlaticiliga yonelik)

4. Gelecek arastirmacilara yonelik oneriler:

a. Okul dncesi 6gretmenlerinin bakis agilari {ilke genelinde arastirilabilir.
b. Okul 6ncesi 6gretmenlerine yonelik egitim programlari hazirlanabilir.
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Abstract: The aim of this study is to determine preschool teachers' multicultural education
attitudes and multicultural play perceptions metaphorically. The research was carried out in two
stages using mixed method. While criterion sampling method was used in the first stage of the
research, maximum variation sampling was used in the second stage. The first participant group
consisted of 114 and the second participant group consisted of 15 preschool teachers. The data
were collected with the Teachers' Multicultural Education Attitude Scale and Metaphorical
Interview Questions forms. Descriptive analysis and nonparametric tests were applied to the
quantitative data. In the second stage of the research, the subsample group was created and the
Metaphorical Interview Questions form was applied. Inductive content analysis was applied in
the analysis of the qualitative data. As a result of the research, it was found that preschool

teachers had high average scores in attitudes toward multicultural education. The analogies
made by preschool teachers regarding multicultural education and play mostly indicated that
they perceived differences as a source of internalization (27%), learning (22%), creativity
(20%), experience (16%), and relaxation (15%).
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INTRODUCTION

From the moment they are born, children try to make sense of the environment and the world by
interacting with it, observing it in line with their curiosity, and establishing contact (Erbas et al., 2002). The
appropriate environmental conditions provided to the child in the preschool period and the child's experience
in this period will form the basis for his or her future skills (Giiven & Azkeskin, 2014). After their families,
preschool educational institutions play an undeniable role in preparing a child for life and developing their
skills and competencies (Topgu Saygi, 2019). During this period, the child is in the process of acquiring
developmental milestones. Therefore, it is crucial that the preschool education process, which aims to support
the child's potential, is appropriate for the child's development and nature, considers the child's curiosity and
needs, and supports the child's active participation (Bredekamp, 2015; Kostelnik et al., 2007). One of the
fundamental requirements of a developmentally appropriate preschool education program is that it is play-
based (Bredekamp, 2015). Researchers who have contributed to understanding children's development
(Fromberg, 1992; Montessori, 1982; Piaget, 1962) emphasize the importance of play. Through their studies
and the play theories they proposed, they highlight the functions of play in children's lives and education
(Seyrek & Sun, 2003). Vygotsky (1967) defines play as a whole consisting of activities that develop abstract
thinking skills and facilitate children's interaction with the environment, characterizing it as the foundation of
the preschool period. Brown (2003), on the other hand, emphasizes that children use play as a tool to reach
their developmental competence and make sense of their world. Although play is defined in various ways, it
generally encompasses activities that support children's learning (MacDonald, 2001), function as a language
of learning and a space for personal discovery (Tugrul, 2010), and simultaneously promote spontaneous
development, relaxation, entertainment, and growth. Therefore, play holds indispensable importance for
children (Bodrova & Leong, 2013; Ginsburg, 2007).

It is a well-established fact that preschool children love to play, as they are in the play stage of
development, and that play serves as a magical key for them (Kogyigit & Basara-Baydilek, 2015). Children
acquire various knowledge and skills through play, such as gender roles, life-related learning, social learning,
and the use of objects (Sapsaglam, 2018). Through play, children learn to have fun, be curious and explore
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based on their curiosity, cope with challenges, be determined and independent, and interact with their physical,
individual, and sociocultural environments in line with their interests (Tovey, 2007). Play is a powerful
educational tool for children to develop their skills, gain experience, learn, and improve their habits (Petrovska
et al., 2013). During the preschool period, children's emotional awareness develops and social skills are
supported through play (Scarlett, 2015). Because the preschool period encompasses a critical period in a child's
life, it highlights the importance of preschool teachers, who play an active role in this process (Yal¢in et al.,
2017). This period involves teachers creating play-based activities, preparing play environments, and using
play for its supportive effect (Wood, 2004). The value preschool teachers place on play is equal to the value
they place on children's learning (Tugrul et al., 2014). Preschool teachers, aware of the importance of play,
should include more play as a tool and method in their practices.

In this way, children can benefit more from the educational value of games by choosing games based
on their age, development, interests, and curiosity (Giren, 2016). Individuals are born into societies and
cultures. However, these cultures can change. For example, the cultural environment of a child born in a Mayan
village in the Guatemala highlands will change if the family moves to a different country, such as Mexico or
Texas (Wardle, 2018). Considering Tiirkiye, it is expected that families coming to Istanbul from different
countries and cities will find their cultural environments in their home cities different from the cultural
environments they encounter in Istanbul. In this context, the concept of multiculturalism gains importance.

Tiirkiye has a multicultural society, encompassing numerous differences in terms of race, ethnicity,
language, religion, gender, age, sexual orientation, special needs, social class, and cultural dimensions (Polat
& Kilig, 2013). Multiculturalism is a concept that aims to foster social awareness by preserving the differences
among individuals with different languages, traditions, and religions within the same society (Colombo, 2014).
The American Psychiatric Association (APA) (2003) defines multiculturalism as the recognition of cultural
dimensions such as race, ethnicity, language, religion, gender, age, sexual orientation, special needs, social
class, and education. Arifin (2015), on the other hand, emphasizes the necessity of a social mindset in the
concept of multiculturalism and emphasizes that no cultural structure should be ignored. Multiculturalism
encompasses the existence of societies within their diverse cultures and the provision of equal opportunities to
everyone (Kaya, 2007).

Multicultural education is essential for achieving its intended goals (Pekdz, 2018). In this context,
education is one of the key areas where the most significant changes related to multiculturalism occur within
society. Effectively managing a multicultural structure in educational institutions requires the integration of
multicultural education into the curriculum (Akcaoglu & Arsal, 2018). While multicultural education is a form
of education based on the goals of multiculturalism, it is not education provided to students with a cultural
structure different from the dominant culture in society; multicultural education is educational opportunities
provided equally to all students in society (Banks, 2013). Multicultural education is the provision of equal
opportunities and the acquisition of common knowledge for everyone, regardless of an individual's ethnicity,
gender, and culture (Nikawatti, 2017). Wardle (2018) states that multicultural education should focus on
similarities rather than individual differences, that culture is dynamic, and that cultural differences begin in
children. Generally, multicultural education aims to ensure that every student benefits from equal opportunities
in education by embracing differences such as race, language, religion, gender, age, social class, and economic
level (Banks & Banks, 2010).

Banks (1993) states that multicultural education consists of five dimensions. These dimensions are
discussed by various educators as follows:

1. Content integration: It includes the extent to which the teacher utilizes examples and data from different
cultures to adapt the basic concepts, rules and theories related to the subject to practice (Aktas, 2020).

2. The knowledge-building process: This process involves the teacher guiding students on how and in what
way they will make sense of information about cultural, ethnic, and social statuses (Banks, 1993). The
most important part of multicultural education is the knowledge-building process (Banks, 2013).

3. Reducing prejudice: Focuses on methods that can be preferred to support students in adopting more
positive attitudes and behaviors towards different races and ethnicities (Banks, 1995).

4. Equity pedagogy: Involves using methods that positively support the academic success of all students and
communities with diverse race, ethnicity, and social class (Shade, 1997).

5. Empowering school culture and social structure: Describes the process of revising the cultural structures
of schools so that students with differences in race, ethnicity, language, and social class can experience
equality in education (Banks, 2013).
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Multicultural education aims to develop an unprejudiced attitude towards individuals from different
cultural backgrounds (Dunn & Brown, 1997), to foster mutual respect among individuals (Mahfud, 2006), to
increase children's cultural awareness by supporting critical thinking skills (Garcia, 2009), to foster positive
self-perceptions by developing respect for both their own and other cultures (Demir, 2012), and to achieve
equality and excellence in the educational process (Gay, 1994). On the other hand, multicultural education
helps children gain different perspectives and reflect social equality in their own attitudes (Warldle, 2018). In
general, multicultural education is not only a tool for providing individuals with equal educational
opportunities, but also a system that emphasizes the normality of differences and emphasizes that differences
between individuals should be understood as enrichment (Gay, 1994).

The preschool period is crucial because it is the period when children develop their social moral values
and ethical structures. Therefore, multicultural education should be provided in the early years (Phoon et al.,
2013). Developing positive attitudes toward racial and ethnic differences in individuals from an early age is
critical (Banks, 2013). Therefore, preschool education is a significant time in the education system to
contribute to children's later years (Aktas Arnas, 2013). Multicultural education practices should be initiated
from preschool onward, adapted to other educational levels, and supported by considering the holistic
development of the child (Kursun & Shpendi Sirin, 2022).

Attitudes and perceptions toward multiculturalism are formed starting in the preschool period. In
societies, differences such as the food eaten by the family, the clothes worn, the music listened to, and the
language spoken cause children to stand out from others (Derman & Edwards, 2010). In this regard, including
multicultural education in the education process supports the child's sensitivity to differences and tolerance
towards different cultural structures (Tuzcuoglu & Tung, 2014). Multicultural education aims to foster a
culture-sensitive educational structure in the preschool period, develop thinking skills by actively participating
in finding solutions to social problems (Ramsey, 2009), and avoid racial biases by reaching a shared cultural
framework (Parekh, 2002). During this period, the role of preschool teachers, who are the most effective
communicators between children and their families, is critical (Thulin & Redfors, 2017). As the number of
students with differences increases, sensitizing teachers to the importance of culture and its impact on the
learning process will make the process more effective (Smith, 2009). It is very important for preschool teachers
to show positive attitudes and behaviors towards their students with differences, regardless of their culture,
language, gender and social structure, and to make a real difference in the educational structure (Caglayan,
2022). Therefore, preschool teachers need to be equipped with the knowledge and competence to support
multicultural education (Phoon et al., 2013). Therefore, especially during preschool education, it is crucial for
children who see their teachers as role models to adopt similar attitudes in terms of teachers' views and
behaviors toward multicultural education (Pendergast et al., 2017).

In preschool education practices, it is crucial to provide appropriate materials and activities that reflect
the principles of multicultural education (Kursun & Shpendi Sirin, 2022). In this regard, the selection of toys
and materials by preschool teachers plays a significant role and can greatly contribute to supporting this
process. Preschool teachers' emphasis on children's cultural differences and the connection between these
differences and learning allows them to respond to children's needs (Goncii, 2022). The impact of activities
designed for multicultural education in preschool on developing children's ability to respect differences should
not be forgotten (Kanatl Oztiirk, 2018). In this process, the game, which is an indispensable activity for the
child, should be used as the most effective learning opportunity. Children acquire and develop their learning
experiences through play (Ministry of National Education, 2013). Through play, children learn to find solutions
to difficulties in life, to express their thoughts and feelings through communication (Seving, 2005), to
empathize, to experience how to display their behaviors through play (Pehlivan, 2005), to introduce themselves
(Goncti, 2022), to make friends and to show appropriate behavior in the face of experienced situations
(Lockhard, 2010). In preschool education, activities and multicultural games designed to enable children to
benefit from the reflections of multicultural education support children's acquisition of respect for differences
such as different races, ethnicities, languages, religions, genders, special needs, and social classes (Kursun &
Shpendi Sirin, 2022).

In this context, literature was reviewed and studies conducted within the scope of play, multiculturalism
and multicultural play in the preschool period in national and international contexts were examined. When the
national literature is examined, it is seen that there are studies addressing the perceptions and opinions
regarding play in the preschool period (Adak Ozdemir & Ramazan, 2014; Aral et al., 2022; Bozan, 2014;
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Bozlar & Ayan, 2020; Kirci, 2023; Ozgiinlii & Veziroglu Celik, 2018; Tok, 2018; Tugrul et al., 2019), and
there are studies addressing the knowledge, attitudes and experiences about multicultural education (Ayyildiz
& Akardag Karatag, 2020; Basgkaya Isikc¢i et al., 2020; Bulut & Sarigam, 2016; Caglayan, 2022; Cakaroglu &
Omiir, 2020; Ciftci, 2019; Ergin et al., 2022; Klmzan & Arikan, 2018; Kozikoglu & Yildirimoglu, 2021;

Ozodzen Danaci et al., 2016; Uslu & Ozgiin, 2023; Tortop, 2014), and studies in which the attitudes of teachers
and prospective teachers towards multicultural educatlon are examined in terms of variables (Cirik, 2014;

Demircioglu & Ozdemir, 2014; Gezer & Sahin, 2017; Karadag & Ozdemir Ozden, 2020; Kimzan & Arikan,
2018; Pekoz, 2018; Tiirkan et al., 2016) have been found. When the international literature is examined, it is
seen that there are studies that address the perceptions and opinions of preschool teachers on play (Aldoney et
al., 2022; Kim, 2022; Lee & Kim, 2022; Nergard, 2021; Park & Im, 2023; Samuelsson, 2021; Shimizu, 2023;
Storli & Sandseter, 2015; Theobald et al., 2016; Yoshimi et al., 2021), and there are studies that address the
knowledge, attitudes, and experiences of teachers and prospective teachers regarding multiculturalism and
multicultural education (Guyton & Wesche, 2005; Guan & Jin, 2019; Kim, et al., 2015; Kim & Chae, 2022;
Leung, 2020; Leung & Hue, 2017; Naz et al., 2023; Roh, 2015; Strickland, 2018; Szelei et al., 2019; Zhang,
2014), there are studies that address multiculturalism in the preschool period (Ojala, 2010; Phonn et al., 2013;
Rudnytska-Yuriichuk et al., 2022; Sanders et al., 2019; Sturdivant & Alanis, 2019). When the research is
considered, it is seen that national studies conducted in Tiirkiye mostly use quantitative research methods and
try to determine attitudes towards multiculturalism, while international studies mostly include studies aimed
at advancing multicultural education using qualitative research methods.

When the importance of teachers towards multicultural education is considered, no studies similar to the
scope of this study were found. However, it is very important to obtain the opinions of preschool teachers
regarding multicultural play and multicultural education and to be aware of their perceptions in this context.
This study, addressing the gap in the literature, aims to contribute to the literature by examining preschool
teachers' multicultural education attitudes and perceptions of multicultural play together. Considering all these
perspectives, this study, which aims to metaphorically determine preschool teachers' attitudes toward
multicultural education and their perceptions of multicultural play, sought to answer the following questions:

1. What is the level of preschool teachers' attitudes toward multiculturalism?
Do preschool teachers' multicultural education attitudes differ according to variables such as their
educational background, the school they work in, the length of their teaching experience, the place
they spent their childhood, and whether their classrooms include students of different races, ethnicities,
languages, and religions?

3. What are preschool teachers' perception metaphors regarding play, multicultural education, and
multicultural play?

4. Is there a difference between preschool teachers' multicultural attitudes and multicultural play
metaphors?

METHOD
Research Design

This study, which aimed to metaphorically determine preschool teachers' attitudes toward multicultural
education and their perceptions of multicultural play, employed a mixed methods study. Mixed methods
research involves collecting quantitative and qualitative data, where data groups complement each other
(Yildirim & Simsek, 2016). In this research method, the integrated use of quantitative and qualitative methods,
rather than using them separately, allows for more efficient answers to the research questions (Creswell, 2008).
Mixed methods research provides perspective (Clark et al., 2008) and allows for more detailed answers to
research questions (Alkan et al., 2019). In this study, quantitative data were collected using a Likert-type scale,
and then qualitative data were obtained based on the quantitative data. Therefore, an explanatory design, one
of the mixed methods research models, was used in the study. In the explanatory design, quantitative data are
first collected and analyzed. After the analysis, qualitative data are collected to integrate the data and the
necessary analyses are conducted (Biiyiikoztiirk et al., 2021).
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Because quantitative and qualitative data are collected sequentially at separate times in explanatory
designs, they are referred to as sequential transformational designs in the literature (Yildirim & Simsek, 2018).
In this study, using explanatory sequential transformational designs, quantitative data were first obtained and
analyzed. Then, qualitative data were obtained by considering the analyses. Considering all this information,
various data sources were used in the study to obtain the opinions and attitudes of preschool teachers (Figure

1).
Figure 1
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Participants and Sampling

The research was conducted with the participation of 114 preschool teachers in the main sample.
Participants were selected using criterion sampling, a purposive sampling method. Purposive sampling allows
for detailed research by selecting rich information in line with the study purpose (Biiyiikoztiirk et al., 2021).
Criterion sampling involves determining appropriate participant characteristics and criteria in line with the
research objectives (Patton, 2014). The criterion determined for participants in this study was that they had a
bachelor's degree in preschool teaching and were working in preschool institutions affiliated with the Ministry
of National Education. The study group was determined based on these criteria.

This method is important for ensuring data transferability related to the research questions (Guba &

Lincoln, 1994). Frequency distributions regarding the demographic characteristics of the 114 preschool
teachers included in the first stage of the study are presented in Table 1.
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Table 1

Demographic Characteristics of Participants

Variable Category f %
11
Gender Woman 1 97.4
Male 3 2.6
. Undergraduate 90 79.0
Educational Status Graduate 4 211
Private School 54 474
School of Duty Public School 60 52.6
0-5 Years 58 509
6-10 Years 23 20.2
Teaching Experience 11-15 Years 15 13.2

16-20 Years 8 7.0
21 and over 10 8.8

Bay 6 53
. . Town 4 35
The Place Where They Spent Their Childhood District 25 225
Province 79 68.7
Do.they have students from different races, ethnicities, languages, and religions in Yes 45 395
their classes?
No 69  60.5

An examination of Table 1 shows the frequency results for the variables of preschool teachers' gender,
educational background, school they work at, teaching experience, place of residence where they spent their
childhood, and whether their classes included students of different races, ethnicities, languages, and religions.
When the data for the gender variable was examined, it was determined that 3 (2.6%) of the preschool teachers
were male and 111 (97.4%) were female. Due to the inequality of the data related to the gender variable, it was
excluded from the research evaluation. When the data for the educational background variable was examined,
it was determined that 90 participants (79.0%) had an undergraduate degree, and 24 participants (21.1%) had
a graduate degree. When the data for the school variable was examined, it was determined that 54 participants
(47.4%) worked in private schools and 60 participants (52.6%) worked in public schools. When the data related
to the teaching experience variable was examined, it was determined that 58 (50.9%) of the participants had
0-5 years of experience, 23 (20.2%) had 6-10 years of experience, 15 (13.2%) had 11-15 years of experience,
8 (7.0%) had 16-20 years of experience, and 10 (8.8%) had 21 or more years of experience. When the data
regarding the place of residence where they spent their childhood were examined, it was determined that 6
participants (5.3%) lived in villages, 4 participants (3.5%) in towns, 25 participants (22.5%) in districts, and
79 participants (68.7%) in provinces. When the data related to the presence of students from different races,
ethnicities, languages, and religions in their classes was examined, it was determined that 45 participants
(39.5%) answered yes, and 69 participants (60.5%) answered no. In the quantitative part of the study, online
interviews were conducted with preschool teachers, and the Teachers' Multicultural Education Attitude Scale
was administered. In the qualitative part of the study, online interviews were conducted using the Metaphorical
Interview Form.

The scores obtained from the Teachers' Multicultural Education Attitude Scale, administered to preschool
teachers, were analyzed. As a result of the analysis, maximum variation sampling was used to represent 10%
of the 114 participants in the main sample group (Sandelowski, 1995). A subsample group was created by
identifying participants with high multicultural education attitudes (n=5), those with average multicultural
education attitudes (n=5), and those with low multicultural education attitudes (n=5). It was aimed to obtain
different experiences by using maximum diversity sampling (Yagar & Dokme, 2018).
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Determination of Subsample

The Teachers' Multicultural Education Attitude Scale (OCETO) was administered to 114 preschool
teachers who constituted the study's participant group. The subsample group was determined by analyzing the
scale data. The following procedure was followed to determine the subsample group:

1. The Teachers' Multicultural Education Attitude Scale (OCETQ) was administered to 114 preschool
teachers.

2. The means and standard deviations of the scale scores were calculated and the formula below was
used in this process (Fraenkel et al., 2012).

Arithmetic Mean + Standard Deviation / 2 < Upper Multicultural Profile
Arithmetic Mean - Standard Deviation / 2 > Lower Multicultural Profile
Upper Multicultural Profile > Middle Multicultural Profile > Lower Multicultural Profile
3. Considering the formulas, the teachers with higher scores were determined by summing half of the
mean and half of the standard deviation, while the teachers with lower scores were determined by
taking the difference between half of the mean and half of the standard deviation.

A total of 15 preschool teachers from three multicultural profiles participated in the second part of the
study, the qualitative method phase, to represent at least 10% of the main sample (Sandelowski, 1995).

Participant demographic information in the second part of the study is given in Table 2.

Table 2

Demographic Information of Participants

Educational The Place Where
Teacher Gender School Type Experience They Spent Their
Status .

Childhood
High—1 Woman Undergraduate Private School 6 — 10 Years Province
High -2 Woman Graduate Private School 11 — 15 Years Province
High—3 Woman Graduate Private School 6 — 10 Years Province
High —4 Woman Undergraduate Public School 0—5 Years Province
High-35 Woman Graduate Public School 6 —10 Years Province
Medium — 1 Woman Undergraduate Public School 0—5 Years Province
Medium — 2 Woman Graduate Public School 0—5 Years Province
Medium — 3 Woman Undergraduate Private School 0 —5 Years Province
Medium — 4 Woman Undergraduate Private School 6 — 10 Years Province
Medium — 5 Woman Graduate Private School 0 -5 Years Province
Low — 1 Woman Undergraduate Public School 0—5 Years Province
Low —2 Woman Graduate Public School 0—5 Years Province
Low-—3 Woman Undergraduate Private School 0 —5 Years Province
Low—4 Woman Graduate Public School 11 —15 Years Province
Low-—35 Woman Undergraduate Private School 0 —5 Years Province

*Codes were assigned to participants in this study.

When Table 2 is examined, it was determined that 15 preschool teachers in the subsample group were
female. Furthermore, considering the participants' childhood residences, it was determined that all participants
spent their childhoods in the provinces. Of the preschool teachers with high multicultural attitudes, two had
undergraduate degrees and three had graduate degrees. It was determined that three educators in this group
worked in private schools and two educators worked in public schools. Considering the teachers' years of
experience, one teacher had 0-5 years, three had 6-10 years, and one had 11-15 years.

Of the preschool teachers with moderate multicultural attitudes, three had undergraduate degrees and
two had graduate degrees. It was determined that three educators in this group worked in private schools and
two educators worked in public schools. Considering the teachers' years of experience, four teachers had 0-5
years, and one teacher had 6-10 years.
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It was determined that three of the preschool teachers with low multicultural attitudes had undergraduate
degrees and two had graduate degrees. It was determined that two educators in this group worked in private
schools and three educators worked in public schools. When the teachers' experience was considered, it was
determined that four teachers had 0-5 years of experience and one teacher had 11-15 years of experience.

Credibility and Ethics

The credibility of the data obtained in the research process is an important criterion (Lincoln & Guba,
1985). Therefore, reliability and validity are among the criteria used in research. When the literature is
examined in mixed methods studies, the design of the study and the interpretation of the results are important
in terms of obtaining validity and reliability criteria (Onwuegbuzie & Johnson, 2006). Lincoln & Guba (1985),
who emphasize the importance of the credibility of the study in mixed methods studies where qualitative and
quantitative research methods are used together, mention the criteria of "internal validity, external validity,
reliability, and objectivity." During the research process, to ensure internal validity, preschool teachers'
participation in the research process was supported, and in-depth data was obtained from the educators. Yazici
et al. (2009), who conducted the Turkish adaptation of the Teachers' Multicultural Education Attitude Scale,
was contacted via e-mail and the necessary permissions were obtained. Before the application, the consent
form was shared with the teachers, and an informative text was included within the scope of the research. The
researchers provided the participants with the necessary information about the research and explained the
process. Furthermore, in order not to affect the participants' objectivity, the researchers did not comment or
provide feedback based on their responses. In this regard, the necessary conditions were provided for the
participants to participate voluntarily and to act objectively (Baskale, 2016). In addition, participant
confirmation was provided throughout the process to increase credibility. The researchers interacted with the
participants during the data collection process to support the internal validity of the study. The necessary
explanations were made to the participants at both stages of the study, and audio recordings were made after
their consent was obtained. The criterion of credibility was supported by ensuring data triangulation
(triangulation) with qualitative and quantitative data in the study (Houser, 2015). Expert opinions were
obtained during the development of the qualitative data collection tool in the study, and a pilot application was
conducted with preschool teachers. In this direction, the external validity of the study was ensured (Yildirim
& Simsek, 2013). The results of the study were described in detail using direct narrative to ensure
transferability. Furthermore, a subsample was selected for the qualitative aspect of the study, using purposive
sampling. This demonstrates the transferability of the research through external validity (Baskale, 2016).
Throughout the research, ethical principles were adhered to. A consent form was sent to preschool teachers
prior to the interviews, and the process was explained in detail in the form. Audio and video permissions were
also obtained for the online interviews to be conducted during the qualitative phase.

During the research process, to ensure the internal and external validity of the items in the metaphoric
interview form regarding multicultural play, expert opinions were obtained from two academicians working
in the field of playgrounds in preschool education and one academician working in the field of multiculturalism
in preschool education. In order to test the suitability of the items in the metaphoric interview form for the
purpose, a pilot study was conducted with six preschool teachers who were not among the participants.
Necessary revisions were made considering the expert opinions received and the results of the pilot study.
During the study, one preschool teacher was selected as an in-field expert and one special education expert
was selected as an out-of-field expert, and the process was progressed. In line with this research, the process
was initiated after receiving ethics committee approval from the Istanbul Aydin University Educational
Sciences Ethics Committee Commission with the number E-45379966-050.06.04-57961, which was
conducted on 28.07.2022.

Data Collection Instruments

In the research, three data sources were used within the scope of subproblems. These data sources were
the Demographic Information Form, the Teachers' Multicultural Education Attitude Scale, and the
Metaphorical Interview Form. The data collection tools used are introduced in detail below.
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Demographic Information Form

In this study, a demographic information form was used to obtain demographic characteristics of
preschool teachers. The form was developed and administered by the researchers. It consisted of seven
questions. Preschool teachers were asked about their educational background, current school, length of
teaching experience, place of residence during their childhood, and whether their classrooms included
students from different races, ethnicities, languages, and religions. Participants were asked to answer the
question "Do you have students from different races, ethnicities, languages, and religions in your classroom?"
with an open-ended response, while the other questions were optional.

Teachers' Multicultural Education Attitude Scale (OCETO)

In order to determine the attitudes of preschool teachers towards multicultural education, the Teachers'
Attitudes towards Multicultural Education Scale, developed by Ponterotto et al. (1998) and adapted into
Turkish by Yazici et al. (2009), was used. Although the scale consisted of 50 items in its original form, ten
people were asked to score it to measure intelligibility. Based on the feedback, necessary adjustments were
made, and 21 teachers were asked for their opinions about the scale. Afterwards, it was administered to 429
teachers, and items with weak measuring power were removed, resulting in a 20-item form. Two items were
removed from the scale in the adaptation studies to Turkish. The 18-item version was used in this study. Seven
of the scale items were reverse items, and the scale theta coefficient was determined to be .90. The Teachers'
Attitudes towards Multicultural Education Scale is a 5-point Likert-type scale. The minimum score required
from the scale is 18, while the maximum score is 90. In the original version of the scale, the Cronbach's alpha
coefficient was determined to be .75. High scores on the scale indicate positive attitudes toward multicultural
education, while low scores indicate negative attitudes toward multicultural education (Yazici et al., 2009). In
this study, the Cronbach's alpha coefficient was determined to be .78.

Metaphoric Interview Form
In the study, a Metaphorical Interview Form was used to determine preschool teachers' perceptions of

multicultural play through metaphors. The form was prepared by the researchers and consists of three
metaphorical questions. The question characteristics of the metaphorical interview form are given in Table 3.

Table 3

Characteristics of Metaphorical Questions

Question Characteristics

Question 1. Associations with play in preschool

Question 2. Connotations towards multicultural education

Question 3. Connotation towards supporting multicultural education while playing games

Data Collection Procedure

In the data collection phase of this study, the Demographic Information Form and the Teachers'
Multicultural Education Attitude Scale (OCETO) were first administered to 114 participating preschool
teachers. Before the application, necessary permission was obtained by contacting Yazici et al. (2009), who
had conducted the Turkish adaptation study of the Teachers' Multicultural Education Attitude Scale, via e-
mail. The teachers' multicultural education attitude scale and demographic information form were transferred
to the computer and delivered to the teachers. Prior to the application, a consent form was shared with the
teachers, and an informative text was included within the scope of the research. Performing scale applications
in the internet environment has recently been preferred due to technological advances, providing the
opportunity for rapid implementation (Biiyiikdztiirk et al., 2019).
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In the qualitative data collection process, which includes the second dimension of the research, the
subsample group was determined within the scope of quantitative data. The designated preschool teachers were
first sent an availability form and asked to mark the dates and times they were available. Online meetings were
scheduled at the times and dates convenient for participating teachers. Participants were informed about the
purpose and scope of the research before the voluntary interviews. During the online interviews, questions
were both read aloud to participants and shared in the form of presentations. Audio and video recordings were
made during the interviews. Participants were informed before the interviews and asked to complete the
necessary consent forms. This study adhered to research ethics principles, and the necessary ethics committee
approvals were obtained.

Within the scope of the research, approval was obtained from the ethics committee of Istanbul Aydin
University Educational Sciences Ethics Committee, and a consent form was obtained from the participating
preschool teachers. In this regard, the implementation process was initiated by obtaining two-way ethical
permissions. The path followed regarding the data collection process is given in Figure 2.

Figure 2
Data Collection Process
1. Application of

Teachers' Multicultural
Education Attitude Scale

4. Analyzing the
Interviews

2. Finalizing the 3. Conducting Teacher
Interview Questions Interviews

Data Analysis

In the data analysis phase, firstly, to determine the multicultural education attitudes of preschool
teachers, the Demographic Information Form and the Teachers' Multicultural Education Attitude Scale
(MATT) data were transferred to the SPSS program. In the analysis of the Teachers' Multicultural Education
Attitude Scale, firstly, missing data were detected and the negative items in the scale were reverse coded in the
program. The total score for the scale data was obtained, and descriptive analyses were conducted. The
subsample group (lower/middle/upper) was determined by taking into account the scale scores obtained as a
result of descriptive analysis. In order to calculate the distribution of the research data, Kolmogorov — Smirnov
values were obtained and examined (Razali & Wah, 2011). The dependent variable of this study was the
preschool teachers' multicultural education attitudes, while the independent variable consisted of educational
status, school of employment, length of teaching experience, place of residence where they spent their
childhood, and whether their classrooms included students from different races, ethnicities, languages, and
religions. As a result of the analysis made on the scale data, it was determined that the data did not show a
normal distribution, and it was decided to apply non-parametric tests. For the purpose of the research, the
Mann Whitney U-Test was applied to analyze the scale data for variables such as school type and whether the
classes included students from different races, ethnicities, and cultures. The Kruskal Wallis Test was applied
to data related to educational background, teaching experience, and childhood residence.
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Preschool Teachers' OCETO Normality Test Results

The results obtained by applying the Kolmogrov-Smirnow normality test to the teachers' multicultural
attitude scale data, which was applied to determine the participants' multicultural education attitudes, are given
in Table 4.
Table 4

OCETO Normality Test Results

n % sS p
Multicultural
Education Attitude 114 66.76 7.43 0.037
p<0.05

When Table 4 was examined, it was determined that preschool teachers' attitudes toward multicultural
education did not exhibit a normal distribution (p<0.05), and it was decided to apply non-parametric tests to
the data.

In the second stage of the study, interviews were conducted with preschool teachers and the
Metaphorical Interview Form was applied. Metaphors are frequently used in educational research because they
accurately reflect individuals' internalized attitudes and beliefs (McEwan, 2007). During the individual
interviews, audio and video recordings were made with the permission of the participants. The recordings were
converted into written documents through transcription. In this process, the aim was to determine the
perceptions of preschool teachers metaphorically by analyzing their responses regarding multicultural
education and multicultural play. Inductive content analysis using constant comparison was applied to the
qualitative data upon transcription. Content analysis is among the most frequently used methods by researchers
in the social sciences. Content analysis is a systematic method in which some words in texts are summarized
into smaller categories by coding them according to rules (Biiyiikoztiirk et al., 2021). With this analysis
method, individuals' attitudes, values and ideas are reached. The richness of content analysis is that the data is
coded and separated into different categories (Stemler, 2001). Content analysis includes the stages of coding
data, identifying themes, organizing codes, and defining codes. With this analysis, the data is conceptualized,
its logical order is established, and themes are determined (Yildirim & Simsek, 2016). Themes were created
by applying content analysis to the responses of educators in three different groups. During the content analysis
process, a researcher independent of the study is asked to analyze the process. In this direction, the results of
content analysis are compared and a combination is achieved. This process is called calculating the reliability
coefficient between coders (Lombard et al., 2010). The reliability coefficient in this study was calculated as
94%, which indicates that the research data are reliable according to Miles & Huberman (1994).

Research Ethical Permissions

In this study, the principles of research ethics were observed, and the necessary ethics committee
approvals were obtained. Within the scope of the ethics committee approval, ethics committee approval was
obtained from the Educational Sciences Ethics Committee Commission numbered E-45379966-050.06.04-
57961, which took place on 28.07.2022 at Istanbul Aydin University .

FINDINGS
In this part of the study, the findings obtained as a result of quantitative and qualitative data analysis are

included. The findings regarding the subproblems determined in line with the research are given under relevant
headings.
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Findings Regarding Teachers' Multicultural Education Attitudes Scale

The first subproblem of this research is "What is the level of attitudes of preschool teachers towards
multiculturalism?" In line with this subproblem, the Teachers' Multicultural Education Attitudes Scale was
applied to preschool teachers. Descriptive analyses were carried out by calculating the means, variance,
kurtosis, mode, skewness value, standard deviation, range, minimum and maximum values of the data obtained
as a result of the scale. Descriptive statistics of the data are given in Table 5.

Table 5

Descriptive Statistical Findings Regarding Teachers' Multicultural Education Attitudes Scale

n Average Maximum Minimum Standard Deviation

Total 114 66.76 86 45 7.43

When Table 5 is examined, it was determined that the average attitude of preschool teachers towards
multiculturalism is X = 66.76. The maximum value in the scale data was determined to be 86, while the
minimum value was 45. The standard deviation of the scale data was determined to be 7.43. It was concluded
that the arithmetic mean value of the preschool teachers' multicultural education attitudes scale was higher
than the median score that could be obtained from the scale obtained by Yazici et al. (2009). This result
indicates that the teachers in the participant group had high attitudes toward multicultural education.

Findings Regarding Participants' Demographic Characteristics

The second subproblem of the research is “Do preschool teachers’ multicultural education attitudes
differ according to variables such as their educational background, the school they work at, the length of their
teaching experience, the place of residence where they spent their childhood, and whether or not they have
students from different races, ethnicities, languages, and religions in their classes?” In line with this
subproblem, it was examined whether teachers' multicultural education attitudes differed significantly
according to variables such as educational status, school they work in, length of teaching experience, place of
residence where they spent their childhood, and whether there were students from different races, ethnic
origins, languages, and religions in their classes, which were obtained from the Teachers' Multicultural
Attitude Scale and Teacher Demographic Information Form applied to the participants.

The Kruskal Wallis results of preschool teachers' OCETO scores according to the educational status
variable are given in Table 6.

Table 6

Kruskal Wallis Results of OCETO Scores According to the Educational Status Variable

Multicultural n Average Rank SD X2 p
Education

Licence 90 55.60
Total 3 2,248 0.522

Postgraduate 24 157.3

p>0.05

Table 6 shows the scores obtained from the OCETO of the preschool teachers who constitute the
participant group, analyzed using the Kruskal Wallis test within the scope of the educational background
variable. According to the Kruskal Wallis test results, the mean rank of the participants with an undergraduate
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degree was 55.60, while the mean rank of the participants with a postgraduate degree was 157.3. The difference
between the groups was not found to be significant [X? (3) = 2.248; p=0.522; p>0.05]. It was concluded that
there was no significant difference in the multicultural education attitudes of preschool teachers according to
the educational background variable. In this case, the multicultural education attitudes of the preschool teachers
did not change according to their educational background, but when the mean ranks were examined (Arslan,
2020; Diiz, 2021; Oguz & Kutluca, 2020; Yilmaz, 2021), it was found that the highest multicultural education
attitudes were in those with a postgraduate degree, while the lowest multicultural education attitudes were in
those with an undergraduate degree.

The Kruskal Wallis results of preschool teachers' OCETO scores according to the teaching experience
variable are given in Table 7.

Table 7

Kruskal Wallis Results of OCETO Scores According to the Teaching Experience Variable

Multicultural Experience n Average Rank SD X2 P
Education
0-5 Years 58 58.45
6-10 Years 23 62.15
Total 11-15 Years 15 51.27 4 1,281 0.865
16-20 Years 8 53.31
21 and over 10 54.00
p>0.05

In Table 7, the scores obtained from OCETO by the preschool teachers who constitute the participant
group are examined using the Kruskal Wallis test within the scope of the teaching experience variable.
According to the Kruskal Wallis test results, the mean rank of the participants with 0-5 years of teaching
experience was 58.45; the mean rank of the participants with 6-10 years of experience was 62.15; the mean
rank of the participants with 11-15 years of experience was 51.27; the mean rank of the participants with 16-
20 years of experience was 53.31; The average rank of participants with 21 years of experience and above was
determined as 54.00. The difference between the groups was not found to be significant [X? (4) = 1.281;
p=0.865; p>0.05]. It was concluded that there was no significant difference in the multicultural education
attitudes of the preschool teachers according to the teaching experience variable. In this case, preschool
teachers' multicultural education attitudes did not change according to their teaching experience, but when the
mean ranks were examined, even though there was no significant difference (Arslan, 2020; Diiz, 2021; Oguz
& Kutluca, 2020; Yilmaz, 2021), the highest multicultural education attitude was in participants with 6-10
years of experience.

The Kruskal Wallis results for preschool teachers' OCPT scores according to the variable of place of
residence during their childhood are presented in Table 8.

Table 8

Kruskal Wallis Results of OCETO Scores According to the Place of Residence in Childhood Variable

Multicultural The Place Where n Average SD X2 p
Education They Spent Their Rank
Childhood
Bay 6 58.75
Town 4 41.88
Total District 25 60.46 3 L.110 0.775
Province 79 57.26
p>0.05
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In Table 8, the scores obtained from OCETO by the preschool teachers who constitute the participant
group are examined with the Kruskal Wallis test within the scope of the place of residence where they spent
their childhood. According to the Kruskal Wallis test results, the mean rank of the participants whose childhood
residence was in the village was 58.75; The mean rank of participants whose childhood residence was in a
town is 41.88; The mean rank of the participants whose childhood residence was in the district is 60.46; The
mean rank of the participants whose place of residence during their childhood was the province was determined
as 57.26. The difference between the groups was not found to be significant [X2 (3) = 1.110; p=0.775; p>0.05].
It was concluded that there was no significant difference in the preschool teachers' attitudes towards
multicultural education according to the variable of place of residence where they spent their childhood. In
this case, preschool teachers' multicultural education attitudes did not change according to the place of
residence where they spent their childhood, but when the mean ranks were examined (Arslan, 2020; Diiz, 2021;
Oguz & Kutluca, 2020; Yilmaz, 2021), it was found that the highest multicultural education attitude was in
the participants who spent their childhood in the district, and the lowest multicultural education attitude was
in the participants who spent their childhood in the town.

The Mann Whitney U-Test results for preschool teachers' OCTE scores by the school variable are
presented in Table 9.

Table 9

Comparison of OCETO Scores According to the School Variable

Multicultural Type of School n Average Rank Total U P
Education Served Rank
Special 54 61.18 3303.50
Total State 60 5419 325150 1421,500 0.259
p>0.05

In Table 9, the scores obtained from the OCETO of the preschool teachers who constitute the participant
group are analyzed using the Mann Whitney U-Test within the scope of the school they work in variable.
According to the Mann Whitney U-Test results, the mean rank of the participants working in private schools
was determined as 61.18, while the mean rank of the participants working in public schools was 54.19. The
difference between the scale scores of the two groups was not found to be statistically significant (U =
1421.500; p = 0.259; p> 0.05). In this case, it was concluded that preschool teachers' multicultural education
attitudes did not change depending on the type of duty they held. However, even though there was no
significant difference, when the mean ranks were examined (Arslan, 2020; Diiz, 2021; Oguz & Kutluca, 2020;
Yilmaz, 2021), it was concluded that the attitudes towards multicultural education of preschool teachers
working in private schools were higher.

Table 10 shows the Mann Whitney U-Test results of preschool teachers based on the variables of
whether their classes have students from different races, ethnicities, languages, and religions.

Table 10

Comparison of OCETO Scores Based on the Variable of Having Students from Different Races, Ethnicities, Languages,
and Religions in Their Classes

Multicultural Having Students from n Average Rank U p
Education Different Races, Rank Total

Ethnicities, Languages,

and Religions in Their

Classrooms
Yes 45 54.50 2452.50
Total No 69 39.46 410250 1417,500 0.433
p>0.05
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Table 10 shows the scores obtained from the OCETO by the preschool teachers who constitute the
participant group, and the Mann Whitney U-Test was used within the scope of the variable of whether there
are students from different races, ethnicities, languages and religions in their classes. According to the Mann
Whitney U-Test results, the mean rank of the participants who answered yes was 54.50; the mean rank of the
participants who answered no was 54.46. The difference between the scale scores of the two groups was not
found to be statistically significant (U= 1417.500; p=0.433; p>0.05). In this case, it was concluded that
preschool teachers' multicultural education attitudes did not change depending on whether they had students
from different races, ethnicities, languages and religions in their classes. However, even though there was no
significant difference, when the mean ranks were examined (Arslan, 2020; Diiz, 2021; Oguz & Kutluca, 2020;
Yilmaz, 2021), it was concluded that educators who did not have students from different races, ethnicities,
languages and religions in their classes had higher multicultural education attitudes than educators who did.

Findings Regarding the Metaphoric Interview Form

The third subproblem of this research is "What are preschool teachers' perception metaphors regarding
multicultural education and multicultural play?" In line with this sub-problem, a subsample group was created
based on the Teachers' Multicultural Education Attitudes Scale administered to preschool teachers. The
Metaphorical Interview Form was administered to 15 preschool teachers in the sub-sample group. Content
analysis was applied to the data obtained as a result of the form. As a result of the content analysis, 45
metaphors were obtained. The conceptual categories of the metaphors used by preschool teachers regarding
multicultural education and multicultural play are presented in Table 11.

Table 11

Preschool Teachers' Conceptual Categories Regarding Play, Multicultural Education, and Multicultural Play

Number of Metaphor

[
Category Metaphors metaphors  frequency )
.. Festival, imagination,
Play as a source of creativity, . . o
. . . curiosity, dreaming, 20%
multicultural education, multicultural .. 7 9
freedom, world, creativity
play
3)
. .. Colorful, breakfast,
Play as a source of internalizing harmony, stars (2), rainbow
differences, multicultural education, ¥> St - 12 27%
. (4), harmonious music, sun,
multicultural play .
diamond
Therapy, holding a mirror up
Play as a source of relaxation, to life, road lines, life itself,
multicultural education, multicultural a way to know the world, 7 15%
play life rehearsal, traveling to
different countries
Play as a learning resource, tEer;Zi/lceerpedllz (ii), hfel,lzl;fz,
multicultural education, multicultural °h Py - p ’ 10 22%
magnifying glass, flower
play
seed, octopus.
Interconnected chains,
Play as a source of experience, world layers, winding road,
multicultural education, multicultural adding chain to chain, spices 7 16%
play added to food, cooking,
vehicle mechanism
Total 38 45 100%

When Table 11 is examined, 15 participating preschool teachers generated a total of 45 metaphors.
Content analysis was applied to the resulting metaphors and they were examined under five categories: "Play
as a source of creativity, multicultural education, and multicultural play; Play as a source of internalizing
differences, multicultural education, and multicultural play; Play as a source of relaxation, multicultural
education, and multicultural play, Play as a source of learning, multicultural education, and multicultural
play; Play as a source of experience, multicultural education, and multicultural play."
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Among the categories, there are 9 subcodes (20%) in the first category, game as a source of creativity,
multicultural education and multicultural play; 12 subcodes (27%) in the second category, game as a source of
internalizing differences, multicultural education and multicultural play; 7 subcodes (15%) in the third
category, game as a source of relaxation, multicultural education and multicultural play; 10 subcodes (22%)
in the fourth category, game as a source of learning, multicultural education and multicultural play; and 7
subcodes (16%) in the last category, game as a source of experience, multicultural education and multicultural

play.

The metaphors used by preschool teachers within the scope of play, multicultural play and multicultural
education are given in Table 12.

Table 12

Preschool Teachers' Metaphors Regarding the Concepts of Play, Multicultural Education, and Multicultural
Play

Metaphor f Metaphor f
Harmonious Music | Holding a Mirror to Life 1
Octopus 1 Life Itself 1
Encyclopedia 2 Life Rehearsal 1
Vehicle Mechanism 1 Breakfast 1
Interconnected Chains 1 Curiosity 1
Magnifying glass 1 Teacher 1
Flower Seed 1 Freedom 1
World 1 Playing Puzzles 1
Earth Layers 1 Colorful 1
The Way to Know the World 1 Therapy 1
Diamond 1 Winding Road 1
Traveling to Different Countrie 1 Creativity 3
Festival 1 Life 1
Rainbow 4 Spices Added to Foods 1
Sun 1 To cook food |
Harmony 1 Road Lines 1
Imagination 1 Stars 2
Dreaming 1 Adding Chain to Chain 1
Life 1
Total 45

When Table 12 is examined, it is determined that the most frequently used metaphors are Rainbow (4),
Creativity (3), Encyclopedia (2), Stars (2), respectively. Among the metaphors used, the "rainbow" metaphor
was the most frequently used. The rainbow metaphor is found in the categories of play as a source of
internalizing differences, multicultural education, and multicultural play. Examples of the rainbow metaphor
most frequently used by preschool teachers in this study are provided below.

Sub-FP - 4

To me, games are like rainbows because each color compensates for the lack of a
different color.

Medium FP - 5

Multicultural education is like a rainbow. It includes children of all colors, families,
backgrounds, and backgrounds. It encourages children to embrace diversity and unity.
Upper FP - 5

Multicultural education is like a rainbow. Because every culture, every religion, every
language can represent a different color, and when these differences come together, as in
a rainbow, they create a state of complete unity. Just as a rainbow is made of its diverse
colors, so too are multicultural education made of its diverse and diverse cultural
structures.
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When the obtained metaphors were considered specifically for the third subproblem, “What are the
preschool teachers’ perception metaphors regarding multicultural education and multicultural play?”, it was
determined that the metaphors used for multicultural education were “Rainbow (3), Flower seed, Diamond,
Sun, Festival, Octopus, Colourful, Breakfast, Harmony, Encyclopedia, Life rehearsal, Harmonious music,
Interconnected chain”. The metaphors used by preschool teachers for multicultural education were examined
within the scope of upper, middle and lower sample groups. It was determined that the teachers in the upper
sample group used the metaphors “Diamond, Festival, Rainbow (2), Encyclopedia’; It was determined that the
teachers in the middle sample group used the metaphors “Rainbow, Harmony, Breakfast, Life rehearsal,
Harmonious music” and the teachers in the sub-sample group used the metaphors “Interconnected chain,
Flower seed, Sun, Octopus, Colorful”. Sample responses from preschool teachers are given below.

Sub-FP - 3

For me, multicultural education is like examining the seeds of a flower that has never
blossomed, because multicultural education is always an opportunity to see, examine,
and learn about different things.

Medium FP -1

Multicultural education is like a rehearsal for life. Because it helps children understand
that the differences they will encounter in real life are normal. By embracing
multiculturalism, they internalize it and, in effect, move away from feelings of
prejudice.

Upper FP -2

Multicultural education is like a diamond. Every child is valuable and unique. Each
child's background, environment, traditions, customs, race, and culture are unique.
Multicultural education allows us to reach all children and effectively support their
learning. Multicultural education allows us to embrace this value and diversity.

When the metaphors used for multicultural play are considered, it has been determined that the following
metaphors are used: "Stars (2), Road lines, Creativity, Curiosity, Life itself, Playing puzzles, Imagination,
Winding road, Vehicle mechanism, Adding chain to chain, Cooking, World layers, Spices added to meals,
Travelling to different countries". The metaphors used by preschool teachers for multicultural play were
examined within the scope of the upper, middle, and lower sample groups. It was determined that teachers in
the upper sample group used the metaphors "Creativity, Stars, Life itself, Adding chains to chains"; It was
determined that the teachers in the middle sample group used the metaphors “Stars, Winding road, Vehicle
mechanism, Cooking, World layers” and the teachers in the sub-sample group used the metaphors “Road lines,
Curiosity, Playing puzzles, Imagination, Spices added to meals”. Sample responses from preschool teachers
are given below.

Sub-FP - 1

Supporting multiculturalism through play is like playing a puzzle. Just like doing a
puzzle, we need to check the indentations and protrusions of the pieces or arrange them
by color. Similarly, I believe multicultural education requires choosing the right and
effective approach beforehand. Supporting multiculturalism through play, which is a
fun learning tool for children, not only fosters empathy in children but also fosters an
awareness of the need to respect differences.

Medium FP-5

Supporting multiculturalism through play is like supporting stars. Just as stars are
invisible during the day and must wait for the right time and environment, I believe a
multicultural approach can only be accurately reflected through the appropriate
medium. For preschoolers, the most appropriate medium is play.

Upper FP-5

Supporting multiculturalism through play is like life itself. Children learn a great deal
through play. This learning contributes to factors like prejudice and tolerance that
influence children's behavior. Therefore, we need to plan our play in a way that supports
children's multicultural understanding and accurately reflects multiculturalism.
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The fourth subproblem of the study was, "Is there a difference between preschool teachers' multicultural
attitudes and multicultural play metaphors?" In line with this subproblem, the Teachers' Multicultural Attitude
Scale was administered to determine preschool teachers' multicultural attitudes. According to the scale results,
it was concluded that the arithmetic average of the preschool teachers' multicultural attitude scale was higher
than the scale average scores obtained by Yazici et al. (2009). This finding indicates that the participating
educators had high multicultural attitudes. When the preschool teachers' scores on the OCETO were examined,
it was concluded that their multicultural attitudes were above average.

To determine preschool teachers' metaphorical perceptions of multicultural play, low, medium, and high

multicultural profiles were created based on the scale scores (Table 13).

Table 13

Conceptual Categories Relating to Lower/Middle/Upper Groups

Sub-FP

Medium - FP

Upper - FP

Game

Play and multicultural
education as learning
resources (4)

Play and multicultural
education as learning
resources (4)

Play and multicultural
education as a source of
creativity (3)

Play and multicultural Play and multicultural Play and multicultural
. . education as a source of education as a source of education as a source of
Multicultural Education . .. . . .. . . - .
internalizing  differences internalizing  differences internalizing  differences
3) 4) 3) |
Play and multicultural Play and multicultural Play  and multicultural

Multicultural Game

education as a source of
creativity (3)

education as a source of
experience (4)

education as a source of

internalizing  differences

3)

In line with the scores obtained from OCETO, the data were considered as lower multicultural profile
(Lower FP), middle multicultural profile (Middle FP) and upper multicultural profile (Upper FP). It was
determined that the participants in the Lower FP group perceived play as a source of learning (4), multicultural
education as a source of internalizing differences (3), and multicultural play as a source of creativity (3). It was
determined that the participants in the Middle FP group perceived play as a source of learning (4), multicultural
education as a source of internalizing differences (4), and multicultural play as a source of gaining experience
(4). It was determined that the participants in the Upper FP group perceived play as a source of creativity (3),
multicultural education as a source of internalizing differences (3), and similarly, multicultural play as a source
of internalizing differences (3).

When examining the relationship between preschool teachers' multicultural attitudes and metaphorical
perceptions of multicultural play, it is observed that educators' scores on the PTAS are above average when
examined within the context of multiculturalism. This indicates that the participants have high multicultural
attitudes. When examining the metaphorical perceptions of educators in a subsample formed from the same
participant group, it is concluded that they focus on the positive aspects of multiculturalism and multicultural
play, perceiving differences as a source of internalization (27%), learning (22%), creativity (20%), experience
acquisition (16%), and comfort (15%).

DISCUSSION AND CONCLUSION

This study aimed to metaphorically determine preschool teachers' attitudes toward multicultural
education and their perceptions of multicultural play. The results obtained during the research process are
detailed below.

When the scores obtained by preschool teachers from OCETO were examined in the context of
multiculturalism, it was concluded that their scores were above average. This indicates that the participants'
multicultural attitudes were high. Similarly, in the study of Tastekin et al. (2016), it was concluded that
preschool teachers had positive attitudes towards multicultural education. In their study, Kimzan & Arikan
(2018) stated that prospective teachers' attitudes towards multicultural education were positive. Studies that
concluded that educators have positive attitudes towards multicultural education (Gezer & Sahin, 2017;
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Karadag & Ozdemir Ozden, 2020; Sanders et al., 2019; Strickland, 2018; Sturdivant & Alanis, 2019) support
the findings of this research. Kaya & Soylemez (2014) concluded in their study that educators have positive
attitudes towards multicultural education. In their study, Kozikoglu & Yildirimoglu (2021) attempted to
determine the relationship between educators' multicultural education attitudes, and the classroom practices
they use in the context of inclusive education. It was concluded that teachers' attitudes towards multicultural
education were high and their classroom practices within the context of inclusive education were at a very high
level. In addition, the study found that as positive attitudes towards multicultural education increased, there
was also an increase in inclusive education practices. Caglayan (2022) stated in his study that there is a strong
relationship between educators' classroom practices and their perspective on cultural diversity. When the
results obtained in this study are examined, it is possible to say that preschool teachers focus on the positive
aspects of multiculturalism and multicultural education.

According to the examinations conducted in accordance with the purpose of the current research, there
is no significant difference in preschool teachers' multicultural education attitudes based on the variable of
educational background. In this case, preschool teachers' multicultural education attitudes did not vary by
educational background, but the results indicated that the highest multicultural education attitudes were found
in those with graduate degrees, while the lowest multicultural education attitudes were found in those with
undergraduate degrees. Pekoz (2018) also found in his study that participants' scores on multicultural education
varied based on educational background. In the same study, it was determined that participants with graduate
degrees had higher scores than participants with undergraduate degrees. It is possible to conclude that this may
be due to the lower knowledge and competence of preschool teachers with undergraduate degrees regarding
multicultural education and multicultural play compared to teachers with graduate degrees. It is possible to
find studies that yielded similar results to the current study (Celebi & Atasayar, 2015; Giingor et al., 2018;
Ozdemir & Dil, 2013) and studies that yielded different results (Yazici et al., 2009). Uslu & Ozgiin (2023)
found no significant difference between educators' perceptions of multicultural competence and their
educational backgrounds in their study.

The study found that preschool teachers' multicultural education attitudes did not differ significantly
based on the school variable. This suggests that preschool teachers' multicultural education attitudes did not
vary based on the school variable. However, the results indicated that the highest multicultural education
attitudes were found in educators working in private schools, while the lowest were found in educators working
in public schools. This situation is that preschool teachers working in private schools are unfamiliar with the
concepts within the scope of multicultural education and multicultural play compared to preschool teachers
working in public schools, and they need to be supported on how to manage the process. Uyanik (2014), in his
study conducted in public schools and international private schools, concluded that educators working in
international private schools have more positive attitudes towards multiculturalism. Another noteworthy result
of the same study was that educators working in public schools were faced with conceptual confusion regarding
multicultural education and that they had little multicultural competence regarding how and in what way to
treat their students with differences. Ozdemir & Dil (2013), on the other hand, concluded that high school
teachers working in private schools have positive attitudes towards multicultural education.

According to the analyses conducted in accordance with the purpose of the current research, it was
concluded that there was no significant difference in preschool teachers' multicultural education attitudes based
on the variable of teaching experience. In this case, preschool teachers' multicultural education attitudes did
not vary according to teaching experience, but the results indicated that the highest multicultural education
attitudes were in educators with 6-10 years of experience, while the lowest were in educators with 11-15 years
of experience. Ozozen Danaci et al. (2016) concluded in their research that educators' multicultural attitudes
varied according to the school they worked in and the length of their experience. Strickland (2018) states that
there is no relationship between teachers' multicultural attitudes and competencies and their length of
experience. The findings of this research are similar to various studies (Celebi & Atasayar, 2015; Kaya &
Soylemez, 2014; Pekoz, 2018; Tastekin et al., 2016) and have differences (Aslan & Kozikoglu, 2017; Cekin,
2013; Polat, 2012). In Yazic1 et al.'s (2009) study, which examined teachers' attitudes towards multicultural
education according to their years of service, a significant difference was found according to years of service.
In this direction, it is possible to conclude that educators' attitudes towards multicultural education become
more negative as the length of professional experience increases. It is possible to say that multicultural
education attitudes of preschool teachers are moving away from positivity due to the increase in their years of
experience. This may be due to teachers' inability to find solutions on how and in what way they can manage
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the process. Undoubtedly, teachers' knowledge of what they can do regarding multicultural education directly
affects their behavior in the classroom.

As a result of the research, it was concluded that there was no significant difference in preschool
teachers' multicultural education attitudes according to the variable of the place of residence where they spent
their childhood. In this case, it was determined that preschool teachers' multicultural education attitudes did
not change according to the place of residence where they spent their childhood, but according to the results,
the highest multicultural education attitude was in the educators who spent their childhood in the district, and
the lowest multicultural education attitude was in the educators who spent their childhood in the town.
Similarly, in their study, Onur Sezer & Baggceli Kahraman (2017) concluded that the multicultural attitudes of
preschool and classroom teacher candidates did not cause any difference depending on the place of residence
they grew up in, but participants who grew up in the provinces received higher scores than participants who
grew up in districts and villages. It is possible to come across studies that are similar to this study (Ozdzen
Danaci et al., 2016; Uslu & Ozgiin, 2023) and different (Asada et al., 2003; Ustiin, 2011). Demir & Basarir
(2013) stated in their study that perceptions of multicultural competence are among the factors affecting
residential areas, and that participant educators from other provinces were more likely to have a more
competent perception of multicultural competence. It is possible to say that the difference between the
perspectives of preschool teachers who spent their childhood in the district and those who spent their childhood
in the town on multicultural education may be related to the rate of contact with multiculturalism since their
childhood.

Another result reached is that preschool teachers' multicultural education attitudes are not found to be
statistically significant according to the variable of whether they have students from different races, ethnicities,
languages and religions in their classes. In this case, it was concluded that preschool teachers' multicultural
education attitudes did not vary depending on the variable of whether or not they had students from different
races, ethnicities, languages, and religions in their classrooms. However, the results showed that teachers who
did not have students from different races, ethnicities, languages, and religions in their classrooms had higher
multicultural education attitudes than teachers who did. This may be due to the fact that educators who had
students from different cultures in their classrooms lacked sufficient knowledge and competence regarding
multicultural education. As a result of the research by Uslu & Ozgiin (2023), a significant difference was found
between educators' perceptions of multicultural competence and the presence of students from different
cultural structures in their classrooms. Tastekin et al. (2016) found no significant relationship between teachers'
attitudes toward multiculturalism and the presence of students from diverse cultural backgrounds in their
classrooms. The results suggest that teachers with students from diverse races, ethnicities, languages, and
religions in their classrooms experience more difficulties managing the process and, in this case, have a more
negative perspective on multicultural education.

A total of 45 metaphors were created by preschool teachers regarding multiculturalism and multicultural
play. The metaphors created were gathered under five categories and divided into subcategories. It was
concluded that the participating preschool teachers perceived multiculturalism and multicultural play as a
source of internalizing differences (27%), learning (22%), creativity (20%), gaining experience (16%), and
relaxing (15%), respectively. In addition, it was concluded that the metaphors used by preschool teachers
within the scope of multiculturalism and multicultural play were Rainbow (4), Creativity (3), Encyclopedia
(2), Stars (2). Therefore, it was concluded that the participating preschool teachers developed the most
metaphors in the category of "Play and multicultural education as a source of internalizing differences." This
result demonstrates that teachers embrace unity and respect students' differences regardless of their race,
ethnicity, language, or religion.

When the preschool teachers' perception metaphors towards multiculturalism were examined, it was
found that the teachers in the upper sample group used the metaphors "Diamond, Festival, Rainbow (2),
Encyclopedia"; It was determined that the teachers in the middle sample group used the metaphors “Rainbow,
Harmony, Breakfast, Life rehearsal, Harmonious music” and the teachers in the subsample group used the
metaphors “Interconnected chain, Flower seed, Sun, Octopus, Colorful”. In line with this result, it was
determined that the common metaphor used by the upper sample group with high multicultural attitudes and
the participants in the middle sample group with medium multicultural attitudes was the rainbow metaphor.
Within the scope of the research, when the preschool teachers' perception metaphors towards multicultural
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play were examined, it was found that the teachers in the upper sample group used the metaphors " Creativity,
Stars, Life itself, Adding a chain to a chain"; It was determined that teachers in the middle sample group used
the metaphors "Stars, Winding road, Vehicle mechanism, Cooking, Layers of the world,"” while teachers in the
lower sample group used the metaphors "Road lines, Curiosity, Playing puzzles, Imagination, Spices added to
meals." The results indicate that preschool teachers perceive multicultural play as the most important source
of experience. This category's ability to reflect later life is reminiscent of Bandura's Social Learning Theory
(1986). The category of play and multicultural education as a source of relaxation is one that indicates that
games have a feeling of well-being and relaxation. In this case, Spencer's (1873) theory, which states that the
body expresses its energy, again emphasizes the relaxing quality of play.

Based on the OCETO scores, it was concluded that the participants in the Lower FP group perceived
play as a source of learning, perceived multicultural education as a source of internalizing differences, and
perceived multicultural play as a source of creativity. Based on the OCETO scores, it was concluded that the
participants in the Middle FP group perceived play as a source of learning, perceived multicultural education
as a source of internalizing differences, and perceived multicultural play as a source of gaining experience.
Based on the OCETO scores, it was concluded that the participants in the Upper FP group perceived play as
a source of creativity, perceived multicultural education as a source of internalizing differences, and similarly
perceived multicultural play as a source of internalizing differences. In their study, Ozgiinlii & Veziroglu
(2018) discuss the views of preschool teachers on unstructured play. The result was that preschool teachers
described play as a supporter of learning, entertainment, and development. In this study, it was concluded that
teachers with low and medium multicultural profiles had a consensus on play and multiculturalism, but they
experienced differences in the way they perceived multicultural play. Similarly, Tok (2018) stated that play
fosters happiness, reflects life, and provides relaxation, creating a sense of need. Similarly, Cakaroglu & Omiir
(2020) emphasized in their study that play is a learning tool and a source of happiness. These results indicate
that preschool teachers focus on the positive aspects of play and multicultural education.

It was concluded that preschool teachers in the lower, middle and upper sample groups focused on the
positive aspects of play, multiculturalism and multicultural play. This result suggests that preschool teachers
aim for integrativeness without prejudice. Another result of the research was that many of the preschool
teachers implemented multicultural education practices in their classrooms, but they were unfamiliar with the
concept of multiculturalism. This result shows that preschool teachers do not have sufficient knowledge and
competence in the context of multiculturalism. This situation indicates that the awareness of teachers should
be increased and the necessary support should be provided. Baskaya Isik¢i et al., (2020), in their study
examining perspectives on multiculturalism in teacher training, emphasized the need to acquire the knowledge
required by the current era through educational programs for preschool teachers. Similarly, a review of
international literature emphasizes the need to develop a critical perspective on multicultural education
regarding the education of preschool teachers (Phonn et al., 2013). Similarly, (Guan & Jin, 2019; Leung, 2020;
Szelei et al., 2019) emphasize the necessity of multicultural education in preschool education and emphasize
that educators who play an active role in this process should be informed about multicultural education.
Preschool teachers need to be aware of multicultural education so that they can interpret it within the scope of
multiculturalism and multicultural education, manage the process, know what to do and how to do it, and
support it with practices in their classrooms.

Suggestions

This study, which metaphorically examined preschool teachers' attitudes toward multiculturalism and
their perceptions of multicultural play, concluded that the preschool teachers in the participating group had
higher-than-average multicultural attitudes. This result was supported by individual interviews, which
indicated that the teachers exhibited positive attitudes toward multiculturalism. The data obtained through the
demographic information form, the teachers' multicultural attitude scale, and the metaphorical interview form
supported each other. Considering the research results, the following recommendations were prepared under
the following headings.

1. General recommendations within the scope of multiculturalism:

a. Preschool teachers can be given training on multiculturalism.
b. Workshops can be prepared within the scope of multiculturalism.
2. Suggestions for multicultural education:
a. Practices for multicultural education can be implemented for children.
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b. Seminars on multicultural education can be given to parents.
3. Multicultural play activity suggestions in the classroom environment:
a. The "This is Me" game can be played to get to know different cultural structures (to internalize
the differences),
. Examining photographs of symbolic works from different cultures (for learning purposes),
c. Chatting about the use of different materials from different cultures under the name of “I
wonder what for?” (Creativity oriented),
d. Introducing yourself by chatting with individuals from different cultures (Gaining experience)
e. Being aware that individuals from different cultures can be in unity and sharing (for comfort)
4. Recommendations for future researchers:
a. Preschool teachers' perspectives can be researched nationwide.
b. Training programs can be prepared for preschool teachers.
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