MULTICULTURALISM IN ADULT EDUCATION:

THE PERCEPTIONS AND PRACTICES OF ADULT EDUCATORS

ISMAIL ELCICEK

BOGAZICI UNIVERSITY

2022



MULTICULTURALISM IN ADULT EDUCATION:

THE PERCEPTIONS AND PRACTICES OF ADULT EDUCATORS

Thesis submitted to the
Institute for Graduate Studies in Social Sciences

in partial fulfillment of the requirements for the degree of

Master of Arts
in

Educational Sciences

by

Ismail El¢igek

Bogazigi University

2022



DECLARATION OF ORIGINALITY

I, Ismail Elgicek, certify that

» | am the sole author of this thesis and that I have fully acknowledged and
documented in my thesis all sources of ideas and words, including digital
resources, which have been produced or published by another person or
institution;

« this thesis contains no material that has been submitted or accepted for a degree
or diploma in any other educational institution;

+ this is a true copy of the thesis approved by my advisor and thesis committee at
Bogazici University, including final revisions required by them.



ABSTRACT
Multiculturalism in Adult Education:

The Perception and Practices of Adult Educators

This study aims to investigate how adult educators perceive and practice
multicultural education. A phenomenological research design as a qualitative
research method was employed in this study. Ten adult educators from three types of
non-formal education institutions were interviewed. The data were analyzed by using
content analysis. The findings indicated that the adult educators found multicultural
education important and mostly advantageous. The educators associated
multicultural education with the coexistence of culturally diverse people in a learning
environment and educational materials that consider diversity. Even though the
educators touched upon several aspects of multicultural education, most did not
define multicultural education comprehensively and extensively. Their practices
related to multicultural education were limited to content integration and equity
pedagogy. The incorporation of multicultural content by the educators was at the
levels of contribution and additive. Transformative and social reconstructionist
aspects of multicultural education were lacking in the educators’ definition and
practices of multicultural education. This study may contribute to adult educators'
understanding, helping them to comprehend multicultural education from
transformative and social action approaches. Further, since multicultural education
within the adult education context was not paid attention to enough, this study is

expected to contribute to national and international literature.



OZET
Yetigskin Egitiminde Cokkiiltiirliiliik:

Yetiskin Egitimcilerin Algi ve Pratikleri

Bu c¢alisma, yetiskin egitimcilerin ¢okkiiltiirli egitimi nasil algiladiklarini ve
uyguladiklarini aragtirmay1 amaglamaktadir. Bu ¢alismada nitel arastirma yontemi
olarak olgubilim arastirma deseni kullanilmistir. Ug farkl1 yaygin egitim kurumundan
10 yetiskin egitimci ile goriisiilmiistiir. Veriler icerik analizi kullanilarak analiz
edilmistir. Bulgular, yetigkin egitimcilerin ¢ok kiiltiirlii egitimi 6nemli ve avantajli
bulduklarini géstermistir. Egitimciler, ¢ok kiltiirlii egitimi, bir 6grenme ortaminda
kiiltiirel olarak farkli insanlarin bir arada bulunmasi ve gesitliligi dikkate alan egitim
materyalleriyle iligskilendirmislerdir. Egitimciler ¢okkiiltiirlii egitimin g¢esitli
bilesenlerine deginmis olsalar da cogu cokkiiltiirlii egitimi kapsamli bir sekilde
tanimlamamislardir. Egitimcilerin ¢okkiiltiirlii egitimle ilgili uygulamalar igerik
entegrasyonu ve esitlik¢i pedagoji ile sinirli kalmistir. Egitimciler tarafindan
cokkiiltiirlii icerigin entegrasyonu ise ilistirme ve ekleme diizeyinde olmustur.
Egitimcilerin tanim ve uygulamalar1 degerlendirildiginde ¢okkiiltiirlii egitimin
doniistiiriicii ve sosyal yeniden yapilandirict yonleri eksiktir. Bu ¢aligma yetiskin
egitimcilerin ¢okkiiltiirlii egitimi doniistiiriicli ve sosyal eylem yaklasimlar1 acisindan
anlamalarina yardimci olabilir. Ayrica yetigkin egitimi kapsaminda ¢okkiiltiirlii
egitime yeterince dnem verilmedigi i¢in bu ¢alismanin ulusal ve uluslararasi

literatiire katki saglamas1 beklenmektedir.
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CHAPTER 1

INTRODUCTION

Multicultural education takes into account all learners’ cultures and aims to
transform the learning environment to provide equal educational opportunities to all
students from diverse backgrounds to increase their academic achievement (Banks &
Banks, 2019). Besides academic achievement, multicultural education has an
approach that aims at social, intellectual, and personal development (Bennet, 1999,
as cited in Aydin, 2012). Grant and Sleeter (2010) assert that multicultural education
is not reduced to a single type of determined educational practice; rather it
encompasses various educational practices about equity, including minorities,
racially, ethnically, religiously, linguistically, and socio-economically diverse
groups, women, and individuals with disability. Further, process of teaching and
learning are strongly influenced by power relationships based on race, gender, class,
and sexual orientation (Johnson-Bailey & Cervero, 1998; Johnson-Bailey & Cervero,
2000). Thus, multicultural education can be seen more comprehensively as an
attempt for educational reform not only reforming the curriculum but also reforming
school as a whole (Nieto & Bode, 2008; Sleeter & Grant, 2007, as cited in Banks &
Banks, 2010).

Multicultural education studies have been mostly carried out in K-12 and
higher education settings, but multicultural education issues have started to get
attention in the field of adult education as well. As cited in Johnson-Bailey (2001),
Freire’s works related to oppression and empowerment of oppressed adult groups
(Freire 1970, 1973) provided an important contribution in discussion of multicultural

Issues in adult education. Diverse ethnic groups’ struggles for equality and human



rights and their educational demands during the rise of Civil Rights Movements in
the 1970s also urged to consider diversity issues in the field (Banks, 2009; Johnson-
Bailey, 2001).

According to Knowles’ theory of andragogy, one of the basic principles of
adult learning is regarding learners’ experiences as a rich source for learning
(Knowles, 1980) which are shaped by their cultures (Guy, 1999). Although adults
learn for similar purposes, it does not mean that all the adults experience the learning
in a single dimension (Naisbitt & Aburdene, 1990). Diverse cultural backgrounds of
learners have an impact on their learning process (Gay, 2010). Consequently, taking
learners’ diverse culture into consideration in creating a learning environment
becomes evident as one of the fundamental principles of adult learning.

Increase in the number of the adult learners from diverse races, ethnicities and
languages and other forms of diversity necessitate learning approaches that are
relevant and responsive to sociocultural aspects of diverse groups (Guy, 1999),
which is vital for supporting all adult learners to empower them to hold the control of
their own lives (Hollins et al., 1994, as cited in Guy, 1999). However, adult
educators encounter difficulties to create a comprehensive learning environment for
diverse adult learners (H.E. Kaya, 2014; Tisdell, 1995). There is an emphasis on the
role of educators in creating an inclusive and culturally relevant learning
environment in the literature since besides learners’ cultural diversity, educators’
cultural backgrounds also shape the ways they teach (Brown et al., 2000). Adult
educators need to get to know about learners’ cultural identities and they should go
through a process for examining their cultural identities, their beliefs, attitudes, and
behaviors related to culture (Guy, 1999). Also, adult educators should create

curriculum and use materials that are responsive to learners’ cultures. They should



pay attention whether the curriculum and their instructions discriminate and
stereotype learners or not (Guy, 1999). Adult educators need to be more
knowledgeable about practicing multicultural education in adult education settings to
meet the educational needs of diverse learners (Kumi-Yeboah & James, 2011). Adult
educators should be cognizant of the way knowledge is produced, who produces the
knowledge and the impact of power relations and social structures on formation of
curriculum and instruction related to race, ethnicity, gender, and class (Cunningham,
1988, as cited in Tisdell, 1995). Tisdell (1995) suggests that multicultural education
approaches can present a framework to adult educators and help them create an
inclusive adult learning environment.

Since the way how multicultural education is perceived by educators shape
the educators’ practices (Aydin & Tonbuloglu, 2014), it is important to determine
how adult educators conceptualize multicultural education and what their
multicultural education practices are. Thus, the aim of this study is to determine adult
educators’ perceptions of multicultural education and their practices of multicultural
education. Also, this study aims to examine the challenges that adult educators

encounter in dealing with diverse learners and practicing multicultural education.

1.1 Significance of the study

It is hoped that this study would be significant with its expected contribution to
national and international related literature. Multicultural education research is
mostly conducted in K-12 and higher education settings. This study aims to
contribute to the field of adult education within a multicultural education context.
Although there is a growing international literature in the field of multicultural adult

education, most of the studies focused on the sociocultural impact on adult learning.
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Even though there is a strong emphasis on the role of adult educators in using
multicultural practices, the adult educators’ multicultural practices and their
perceptions about multicultural education, which is very important in their practices,
have often been neglected. Furthermore, this study might be considered as a
pioneering work in national adult education literature since despite the diversity of
Turkey, no empirical studies related to multiculturalism in adult education conducted
in Turkey could be found.

It is also hoped that this study would contribute to the design and
implementation of more effective multicultural educational programs and practices
in adult education since there are many culturally diverse groups in Turkey.
Therefore, this study is deemed important in designing and implementing more
effective multicultural adult education programs and practices as well as improving
adult educators' knowledge and skills in designing and creating inclusive learning

environments for their diverse adult learners.

1.2 Research questions
i.  What meaning do adult educators attach to (are the perceptions of adult
educators toward) multiculturalism and multicultural education? How do
adult educators conceptualize multicultural education?
ii.  What are the perceptions of adult educators about the advantages and
disadvantages of multicultural education?
iii.  What are their perceptions of adult educators’ roles in incorporating

multicultural education in their training?



Vi.

According to adult educators’ perspective, do learners’ and educators
‘culture have an impact on the teaching and learning process? If they do,
in which way?

What are the practices of adult educators in incorporating multicultural
approaches in their training / In what ways do they integrate multicultural
approaches, if they practice?

What challenges do adult educators encounter in integrating/
incorporating multicultural education in their trainings, courses, if they

have any?



CHAPTER 2

REVIEW OF LITERATURE

2.1 Definitions of multiculturalism and multicultural education

In this section, how multiculturalism and multicultural education are defined in the
literature will be presented. In the first part of this section, definitions of
multiculturalism and in the second part, definitions of multicultural education will be

provided.

2.1.1 Multiculturalism

Multiculturalism is a broad term and shows fluidity in its definition. For instance,
while multiculturalism is defined very broadly by APA (2002) as the
acknowledgment of all dimensions of diversities including all races, languages,
religions, ethnicities, genders, sexual orientations, ages, and disabilities,
multiculturalism is beyond the acknowledgment of diverse groups; multiculturalism
is an attempt to analyze, understand and transform structural inequalities,
discrimination, and power relations (Aronowitz & Giroux, 1993). Further, APA
Dictionary of Psychology defines multiculturalism as a societal position in which
equal status and accessing to power is owned by all ethnic and cultural groups by
sustaining their own identities and cultural features.

Reitz (2009) states that multiculturalism is a philosophy and policy, aiming
cohesiveness, of culturally diverse groups and recognition of this diversity, it
addresses the issues of discrimination and inequality. Reitz (2009) maintains that
even though there are diverse approaches in the explanation of multiculturalism, it is

commonly used as a philosophy against assimilation ideology. While Parekh (2002)
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defines multiculturalism as the coexistence of different cultures as cited in Alanay
and Aydin (2016), according to Reitz (2009) multiculturalism does not only mean the
physical existence of diverse cultures in a society, but it also recognizes the social
and political existence of them by not putting and melting cultural groups and
identities into a single cultural pot (Reitz, 2009). Reitz (2009) maintains that
multiculturalism is a movement and philosophy that aims to form a society in which
cohesiveness of groups who belong to diverse ethnicities and cultural identities are
ensured. Recognition and valuing of diversity is one of the essential aspects of
multiculturalism. “Not seek to downplay diversity, or to cast all groups within one
single cultural mould.” (Reitz, 2009, p1)

Multiculturalism, then, implies a public sphere in which all people from
different cultures can freely create their own spaces in the society to enrich their own
cultures and empower the interaction among all cultural diversities (Aronowitz &
Giroux, 1993). Multiculturalism also acknowledges a social diversity which is
formed with the coming together and interaction of all diversities and cultural
groups, and their participation in a political and economic life (Banks, 2009; Varma-
Joshi, 2004). According to Sleeter & Grant (1987), taking inequity issues into
consideration is the main goal of multiculturalism; if it does not deem inequity,
multiculturalism loses its function to eliminate inequalities in societies.

There are also three theoretical frameworks conceptualizing multiculturalism
classified by McLaren (as cited in Castagno, 2009), which are conservative
multiculturalism, liberal multiculturalism, and critical multiculturalism. Conservative
framework aims to assimilate culturally different groups into mainstream culture.
Liberal multiculturalism is characterized by acceptance, recognition, valuing and

appreciation of cultural diversity. Lastly, critical multiculturalism as opposed to the



first two frameworks, discuss diversity in regard to inequalities, power relations and
social justice (Alismail, 2016; Castagno, 2009).

Some scholars also underline the importance of education in multiculturalism
by relating the definition of the concept with education.

For instance, Banks and Banks (2010) defines multiculturalism within the
context of education by remarking as:

A philosophical position and movement that assumes that the gender, ethnic,

racial, and cultural diversity of a pluralistic society should be reflected in all

of the institutionalized structures of educational institutions, including the
staff, the norms and values, the curriculum, and the student body (p.447).

In addition to the definition of Banks and Banks (2010), conceptualization of

multicultural education will be discussed in detail in the following part.

2.1.2 Multicultural education

As mentioned before, one of the primary aims of this study is to examine how adult
educators perceive the concept of multiculturalism and multicultural education.
When considering the aim of this study, literature related to the conceptualization of
multicultural education was reviewed. Since multicultural education is mostly
studied in K-12 and higher education levels, the review findings related to the
definitions of multicultural education will mostly be presented from the K-12 and
higher education literature. Literature related to multicultural education shows that
the definition of multicultural education varies among scholars (Aydin,2013; Banks
& Banks, 2010; Gay, 1994; Gorski, 2010; Sleeter and Grant, 1987; Tisdell, 1995).
Varieties in the definitions of multicultural education can be seen as creating a
confusion and vagueness in understanding and proper implementation of

multicultural education (Banks, 1993b; Castagno,2009).



Multicultural education is considered by some educators as a celebration of
ethnic holidays and integration of people of colors’ experiences, or it is seen as
including not just color but also gender (Banks & Banks, 2010). It is also noted by
Kumi-Yeboah and B. James (2011) multicultural education is to learn and to teach
cultural and historical backgrounds of all students no matter what the education
system is.

Beyond incorporation of people experiences into curriculum, multicultural
education is attached a meaning as an attempt to restructure school as a whole in
order to foster equity in education for all culturally different groups (Banks, 2009;
Gorski, 2010; Nieto and Bode, 2008; Sleeter & Grant, 2007). For example, Banks
(2001) defines multicultural education as an educational reform action which aims to
make transformative changes in the education system and promote individuals’
critical thinking. However, it is not just an action for curriculum changes, rather it is
a movement for a social transformation (Banks & Banks, 1997; 2001). According to
Banks (2009), multicultural education refers to an idea, a process, and an educational
reform act. The idea behind multicultural education implies that every single student
should have an equal chance for learning and should benefit from educational
opportunities equally without regarding their race, ethnicity, gender, sexual
orientation, social class, and any kind of identities. Also, multicultural education
draws attention to the point that a group of students who have certain identities are
privileged to access high quality of education whereas other groups of students do
not have it due to their diverse identities and cultures (Banks, 2009). Furthermore,
Grant and Ladson-Billings (1997) address that multicultural education is based on

the principles of freedom, justice, human rights, human dignity, equality, and equity.



Some other scholars also conceptualize multicultural education by
emphasizing its transformative goal and standing against social injustices and
inequalities. For example, According to Bennet (2001), there are four important
essential principles of multicultural education that also constitute the foundations of
multicultural education.

Cultural pluralism is one of the essential principles of multicultural education.
Cultural pluralism addresses the values including equity, social justice, dignity, and
human rights and affirms the rights and freedom of all groups from different
ethnicities to sustain their own cultural identities (Bennet, 2001). Even cultural
pluralism accepts and appreciates diversity, cultural pluralism conditions the
minority groups to harmonize with the dominant mainstream culture and comply
with the national identity to be able to maintain their own cultures. It lacks political,
educational, and economic justice (Bennet, 2001). Hence, another fundamental
principle of multicultural education as a complementary to the principle of cultural
pluralism to annihilate structural inequities based on diversities and including not
only diversities in race and ethnicity but also diversities related to gender, social
class, disability, and sexual orientation. This principle, beyond prevention of
prejudices and discrimination at an individual level, focuses on the issues of
systematic and structural oppressions and political inequities at a societal level
(Bennet, 2001) The third essential principle pays attention to culture and its
significance in education. Bennet (2001) defines culture as “Culture refers to a
society’s shared beliefs, social values, world views, and preferred standards of
behaving.” (p.173). Gay (2000) points out that culture should not be ignored, and it
matters in every part of education including assessment, instruction, curriculum, and

administration (as cited in Bennet, 2001). As a last principle of multicultural
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education, it is founded on the basis of educational equity and academic success.
Bennet (2001) discusses that educational equity should not be understood as equal
exam scores and indicates that the potential of the students can differ, which
necessitates changes in instruction according to the needs of the students.
Furthermore, Gorski (2010) defines multicultural education as a
transformative educational approach that critically and responsively deal with the
educational policies and implementations which are discriminatory. According to
Gorski (2010), multicultural education is based on the principles of social justice,
equity, and critical pedagogy and characterized with the idea that it attempts to
enable experiences in education through which every single student ‘potentials are
fully accomplished as active learners whose social awareness are high. Thus, Gorski
(2010)’s definition of multicultural education underlines transformative change as its
goal so Gorski divided the transformation into three dimensions, which are
transformation of the self, school, and society. For the self-transformation, an
educator should go over critically and continuously how their prejudices influence
the way they teach and their students (Gorski, 2010). As for the transformation of
school, it emphasizes a pedagogy that is student centered, inclusive curriculum,
educational tools and materials, school climate and assessment (Gorski, 2010). All
students’ voices and experiences should be paid attention to, and they should be
encouraged to think critically toward all the teaching and learning process,
measurement and evaluation of the students should be reviewed and be developed
according to students’ learning needs and help them to accomplish their own
potential. Lastly, with the transformation of schools, the aim of multicultural
education is also seen as to transform society and ensure equity and social justice

(Gorski, 2010).
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Consequently, multicultural education has a transformative goal which aims
to reform the education system in terms of equality and social justice to create an
equal educational environment for all students regardless of what their diversity is
(Banks, 2009)

To sum up, after a general review of the literature, it can be said that there are
multiple definitions of multicultural education. multicultural education is perceived
as adding ethnic dances, festivals, food as the richness of diversity to the curriculum
within mainstream perspective, whereas some others perceive it as the education for
social justice and inequality from political, transformative, or reconstructionist
perspective (Banks, 1993b; Banks, 2009; Sleeter and Grant, 1987). There are also
distinctions in defining which form of diversities or cultural groups as the target
group of multicultural education. Some scholars ‘approaches emphasize only racial
and ethnic diversity some others comprehend all form of diversity regarding race,
ethnicity, religion, gender, sexual orientation, disability etc. (Sleeter & Grant, 1987).
However, despite the variations of the definitions, there are some common points
agreed on the definitions and goals of multicultural education; it means having
knowledge about cultural diversity and appreciating it; it is about changing the
curriculum, teaching material, instruction, or institutions to include cultural
diversities (Banks, 1993b; Gay, 1994; Sleeter & Grant, 1987).

Some scholars had an attempt to clarify and reduce the confusion about what
multicultural education means by developing some typologies that identify
conceptualizations and the approaches followed by scholars and educators practicing
multicultural education. For example, Sleeter and Grant (1987) did a meta-analysis:
they conducted and analyzed a literature review to elucidate the meaning of

multicultural education. They reviewed 89 articles and 39 books. It was found that
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the meaning of multicultural education differs from person to person. However, there
Is a general agreement on the meaning of multicultural education, which is the
educational changes that aim to help people of color. It was also revealed from the
findings of the review, the studies in the field in general emphasizes race and
ethnicity as a dimension of diversity while some of them also mention gender and
language. Social class and disability were included in a few of the studies (Sleeter &
Grant, 1987). Banks (1993b) also developed a dimensional model so that
multicultural education can be easily conceptualized and practiced by educators.
Hence, Sleeter and Grant (1987) and Banks (1993b) summarize the approaches in
multicultural education literature and develop multicultural education models. In the
multicultural education approaches section, these both models will be presented

successively.

2.1.3 Meaning of culture

Even though perception of the concept of culture is not aimed to investigate, since
one of the aims of this study is to examine what adult educators think about how
adult learners’ cultures influence their learning process, culture is an important
concept that should be elaborated within the context of education. Therefore, in this
section, definitions of culture and approaches toward it reviewed in the literature will
be provided.

Culture is a complex concept that not everyone can explain clearly even
though it is frequently used in daily life. It is associated within different contexts
(Convertino et al., 2013). For example, it can refer to something that is related to a
cultural knowledge, a music taste, art, or a habit. Within the educational context, it

can be associated with otherness or “tourist approach”. Also, culture is a concept
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that is gotten to know by educators via the field of multicultural education, of which
main focus is to integrate ethnic differences into curriculum (Convertino et al.,
2013). However, educators should have a deeper understanding of culture beyond
viewing culture from a tourist-based approach including holidays, foods etc. and
should grapple with its connection with education (Convertino et al., 2013).

As discussed by Convertino et al. (2013), when looking at education system
in Western nations, schools are mostly expected to exhibit a culture owned by
dominant culture having a higher cultural capital, which is white and middle class
(Convertino et al., 2013). Due to the fact that schools are the cultural capital of a
dominant group, students from this group maintain more learning opportunities,
more academic success, and more economic opportunities after they graduate than
the students who have different cultural capital from the dominant groups, meaning
mismatching with school culture (Bourdieu & Passeron, 1977, as cited in Convertino
et al., 2013). According to Levinson, Foley and Holland (1996), because, the schools
only exemplify the dominant group’s cultural characteristics, other groups whose
culture are not represented do not benefit from opportunities, so schools are more
likely to reproduce inequalities among classes (as cited in Convertino et al., 2013).

Convertino, Levinson and Gonzalez (2019) discuss that culture is very
commonly perceived as certain and separate characteristics including holidays,
foods, customs, language etc. that are possessed by different groups of people, which
perception is also known as fourist-based approach. However, they contend that this
way of seeing culture does not provide exact and sufficient understanding of culture,
especially for educators. In order to have a holistic understanding of what
multicultural education means, it is also crucial to grasp the meaning of the concept

of culture.
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Convertino et al. (2013) elaborate the connection between culture and
education through two important cultural models practiced from the years of 1950 to
now describing how educational achievement is connected to culture, which are
called cultural deficit and cultural difference models. In the late 1950s, according to
cultural deficit models, students from minority groups were seen as people deficit
and below a satisfactory standard in terms of language, social life, and family
(Convertino et al., 2013). This cultural deficit model has adverse influences on
teaching and learning processes especially regarding students who are poor and from
minority groups. This model gives rise to misunderstanding and the usage of the
concept of culture in an unsuitable way within the context of education. Culture is
viewed in this model as certain and unchanging characteristics and values that are
assumed that all people in the group have the same. As an example, referring to this
misunderstanding, students coming from a culture are stereotyped as poor, are not
expected to learn reading , are unwilling to work and whose parents are indifferent
toward education. This understanding also leads to these students’ failure in
education (Convertino et al., 2013).

After several decades, in the 1970s and 1980s, cultural differences model
started to be paid attention, according to which, these students’ failure in education
resulted from the fact that culture in school and at home do not match with each
other (Heath, 1983; Levinson et al., 1996). Heath’s (1983) conducted a study
examining “home literacy practices” of communities from three different
communities, African American community from working class, 2 white
communities; one of them is from working class and the other is from middle class.
The study revealed that white-middle class community’s literacy practices were

aligned with school practices. Practices of the people different from that class did not
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match with the school practices (as cited in Convertino et al., 2013). Considering
this study in terms of cultural difference model, cultural difference model suggests
that educators should get to know and celebrate students’ cultures and be involved
with their communities’ language practices so that they design their courses
accordingly. However, this model was criticized for just paying attention to changing
the methods educators use but ignores issues related to political, economic, and
power relationships between dominant groups and subordinated-minority groups
(Convertino et al., 2013).

Convertino et al. (2013) assert that educators should approach culture and its
connection with education from multiple dimensions not depending on a single
dimension. They should embark on a cultural approach that goes beyond holiday,
foods, language, and tourism: they should have a cultural approach that focuses on
culture from a holistic perspectives consisting of power issues and political and
economic inequalities between people from underrepresented groups and people
from dominant group (Convertino et al., 2013).

Culture is also defined by Bullivant (1993) a program that a group has in
order to survive and adapt in an environment (as cited in Banks, 2010). Shared
knowledge, concepts, and values by a group of people are the elements of this
program (Banks, 2010). Banks (2010) notes that “The essence of a culture is not its
artifacts, tools, or other tangible cultural elements but how the members of the group
interpret, use, and perceive them. It is the values, symbols, interpretations, and
perspectives that distinguish one person from another in modernized societies.”(p.8).

Also, as it was cited in Guy (1999), Culture is “personal, communal, familial,
institutional, societal, and global” (Banks & Banks, 1989, p. 35). At this point it is

also important to define the meaning of a group. Banks (2019) defines the group as
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“The group is the social system that carries a culture.”(p.10). It is also defined as
unity or a shared identity that people have in a collective way (Banks, 2019).
Ethnicity, religion, exceptionality, social class, gender, nationality etc. can be
counted as groups that people belong to. A person can be a member of an ethnic
group but also a member of a religious social class or gender group. Belonging to
different groups is also associated with how much people identify themselves with
these groups (Banks, 2019). A person might identify themselves strongly with a
certain ethnic group whereas not with other groups. For example, an individual might
strongly identify oneself as Christian but at the same time black and women. This
level of identification might change; the individual might have a stronger religious
identity than being a woman or a black. Therefore, it is important for educators and
education institutions to familiarize themselves with the students’ identifications and
how much they identify themselves and socialize with a group or more than a group
in order to have a better understanding of students’ behavior including learning
styles, self-esteem, individualistic or collaborative etc. in a learning environment
(Banks, 2019).

Multicultural education is characterized by an idea that better learning
opportunities are more possessed by a certain group of students than students from
different groups. Equal learning opportunities in education are refuted systematically
by schools (Banks, 2014). For example, educational opportunities that students living
with disabilities experience are not equal with other students in school. Also, gender
of students is another factor influencing learning (Banks, 2019).

A study conducted by Boaler and Sengupta-Irving (2012) results that boys
and girls show similar success on math and science in the early years of education

but in the following grades, there is an achievement difference on math scores; boys
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get higher score than girls (as cited in Banks, 2019). Similarly, regarding students’
race, compared to white students, the color of students fall behind in terms of
academic achievement as their grade level increases (Banks, 2019). Also, males from
people of color particularly males who are African Americans encounter an
excessive rate of disciplinary actions and suspensions at school (Sadker & Zittleman,
2007).

Hence, multicultural education also aims to reform all educational institutions
in which equal learning opportunities are experienced by all students belonging to all
cultural groups (Banks, 2014). Further, Banks (2019) notes that educators not just get
to know students’ groups that the students identify themselves with but also should
grapple the intersection of ethnicity, gender, social class, exceptionality, LGBTIQ
and other cultural dimensions that affect students’ learning since these dimensions
are not singly influence students’ behavior but also, they influence them in an
interactive way. Banks (2019) provides an example of this interaction from Perney’s
(1976) study findings as follows:

Middle-class and highly assimilated Mexican American students tend to be

more field independent than lower-class and less-assimilated Mexican

American students. African American students tend to be more field

dependent (group oriented) than White students; females tend to be more field

dependent than male students. Therefore, it can be hypothesized that African

American females would be the most field dependent when compared to

African American and White males and White females (p.12).

Thus, multicultural education pays attention to and examines the impact of
such variables and intersection of these variables consisting of race, gender,
ethnicity, gender, sexual orientation, sexual identity and other variables on learning
process of students and their learning behavior (Banks, 2014). Multicultural

education suggests that educators cannot have a holistic understanding of their

students' learning needs and behavior just through learning students’ ethnicity or race
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(Banks, 2019). In order to have a comprehensive understanding, the educators should
also have knowledge about their students’ social class, native language, or other
variables that the students identify themselves with and should also pay attention to
how much the students identify themselves with these variables (Banks, 2019).

Although these literature findings are provided within the context of K-12
education, there is also a strong emphasis on the impact of adult learners’ cultures on
their learning put forth by some scholars (Banks, 2014; Guy, 1999; Merriam et al.,
2006; Sheared, 1994; Yelich-Biniecki & Kang, 2014). For example, adult education
programs are criticized because the programs are designed according to the
experiences of the white and middle-class group and the profile that the programs are
usually provided to the adult learners from that group (Flannery, 1994; Merriam &
Brockett, 1997; Ross-Gordon, 1990). Further, it is noted by Ross-Gordon (1990) that
participation rates of the ethnic and racial minorities are lower in adult education. It
was also stated that learners coming from disadvantaged groups are more likely to be
excluded by a system of an education that is dominated by mainstream culture (Guy,
1999). Guy (1999) also claims that culture is a factor that shapes all adults’ lives and
adult learners learn within the context of culture and society that they belong to. It is
also maintained by Guy (1999) “the nature of the fit between learners’ cultural
backgrounds and their educational experiences is of central concern” (p.13). As it
was discussed in the section of adult educators’ roles on applying multicultural
education and multicultural education practices, there was an important emphasis on
getting to know learners’ cultures and considering them while designing a training.
In relation to this, Sheared (1994) states that learning materials that do not appeal to
the lives of learners, they will be irrelevant for the learners and learning will be

ineffective and difficult. It was also noted that adult learners know and learn in a
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cultural way, so it is crucial to familiarize educators themselves with the learners’

cultural backgrounds (Goldberger, et al., 1995; Yelich-Biniecki & Kang, 2014).

2.2 History of multicultural education

With the rise of civil right movements, some educational movements emerged in the
late 1960s and the beginnings of 1970s such as special needs education, bilingual
education, desegregation, and mainstream education. The common goal of all these
movements was to provide equal and accessible education to diverse groups. One of
the educational reform movements also emerged in this time was multicultural
education (Sleeter & Grant, 1987).

Multicultural education emerged first in the US as a natural outcome of the
civil right movements in 1960s and 1970s (Grant & Ladson-Billings, 1997) After the
US, multicultural education started to arise in other countries like the United
Kingdom, Canada, Australia. Multicultural education did not appear suddenly, and
schools did not start to practice it immediately. It has developed stage by stage in the
light of the protests, demands and needs of diversities in countries over time. The
focuses, definitions and goals of multicultural education has been evolved and
shaped in the direction of human right movements and protests such as feminist
movements, gay right movements etc. (Banks, 2009; Mayo, 2010). In the beginnings,
the focus of multicultural education was the racially, ethnically, and linguistically
diverse people but over time it also began to bring other diverse groups such as
individual with disabilities, LGBTIQ people and women into the focus (Banks, 2009;
Grant & Ladson-Billings, 1997; Ramsey et al., 2003).

Education systems in almost all countries have been following the

mainstream culture glorified by their own nations, which reproduce injustice,
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inequality and discrimination experienced by minority and diverse groups (Gillborn,
2008). This situation was much worse in the past. There were big achievement
differences between minority groups and racially, ethnically, and linguistically
dominant groups living in various countries (Banks, 2009). These minority groups
were having academic and language difficulties at schools. With the impact of civil
right movements, the minority groups were protesting these inequalities and huge
academic differences and were demanding that all educational institutions should
include their cultures (Gorski, 1999; Banks, 2009) School responded to these
demands just for the purposes of silencing the protests (Banks, 2009) For example,
they started to practice a limited multicultural education; they made some changes in
the curriculum; ethnic holidays, dances and festivals were integrated to the courses
(Boyer, 1985; Cole, 1986; Ramsey et al., 2003). Language programs were found to
eliminate language problems of minority groups . For immigrant students, teacher
recruitment were sometimes being made by considering the immigrant students
‘hometown (Banks, 2009; Ramsey et al., 2003).

However, it was noticed that these changes were not enough to reduce the
achievement differences between minority groups and the mainstream, which
showed that there was a need for further multicultural education practices; need for
change in structure and restructure of the school system for the aim of increasing the
academic achievement of the students coming from diverse cultures (Aydin, 2013;
Banks, 2009; Gorski, 1999). The need for new multicultural implementations was
emphasizing the attitude, belief and value development of teachers and students
(Banks, 2009). At this point, multicultural education started to take a more
comprehensive position as an educational reform act on school system like school

culture, student testing and assessment, expectations, and attitudes of teachers
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(Banks, 2009; Gorski, 1999; Nieto, 1996) In time, the critiques and debates in
definition, scope and practices of multicultural education led to the rise of the need to
refer this educational movement in different versions such as intercultural education,

antiracist education (Banks, 2009).

2.3 Importance of multicultural education

When considering the conceptualizations of multicultural education, it can be said
that there are many anticipated consequences of multicultural education regarding
fundamental components of multicultural education including appreciating diversity,
learning cultural differences, equal opportunities in education and social
transformation (Ameny-Dixon, 2004; Gay, 1994; Nieto & Bode, 2008; Sleeter &
Grant, 1987).

In the literature, it was found that some scholars synthesized the expected
results of multicultural education. For example, Casto (2020) synthesized the basic
principles of multicultural education, which remarks the importance of multicultural
education. Casto’s (2020) synthesis illustrates that the goals that multicultural
education advocates are prone to be divided into three categories: “educational
equity, cultural tolerance, and social transformation”(p.22). In the first category,
educational equity. According to Gorski (2011), multicultural education not only
fosters equity in education but also ensures social justice. Teaching multiple
perspectives will necessitate teachers to grasp globally how schooling is affected
socio-politically (as cited in Casto, 2020). There is an important common point that
the scholars in the field of multicultural education shared that learning opportunities
should be possessed by every single student equally. For example, including diverse

cultural groups into mainstream curriculum should be practiced by teachers to make
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all students benefit from (Banks, 1999). Secondly, multicultural education aims to
construct a society that is democratic and tolerant, which also consists of
reconstruction of educational environment in which the attitudes of showing
respectfulness and inclusiveness toward cultural diversity are promoted (Banks,
1987; Manning & Baruth, 2004). Lastly, as similar to Gay (1994)’s categorization of
goals and contributions of multicultural education, Casto’s (2020) synthesis shows
that another essential goal of multicultural education is to transform society as a
whole. This encourages students and teachers to have a critical consciousness and
understanding of power relations and impact of culture on learning process, and to
have an active role to diminish the harm caused by discrimination toward culturally
or ethnically minority groups. It is asserted that multicultural education challenges a
culture dominated by the mainstream ideology through critical examinations of
power relations (Casto, 2020)

Besides the Casto’s (2020) categorization, Gay (1994) similarly but more
broadly divided the goals that are anticipated to reach into 6 categories and
elaborated them under these categories. The categories are “ethnic and cultural
literacy, personal development, attitude and values clarification, multicultural social
competence, basic skills proficiency, educational equity and excellence, and
empowerment for societal reform” (p.15).

The first aim and the contribution of multicultural education is to develop
“ethnic and cultural literacy”, which helps people to get to know and have
knowledge about ethnically diverse groups in terms of their historical background,
social, political, and economic situation, cultural features, important names, and
events. It is also emphasized that provided knowledge needs to be inclusive,

including both cultural similarities and differences and this knowledge should have
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analytical and comparative characteristics. It is also stated that learning about
different groups’ cultural characteristics constitutes the basis of respect and
appreciation toward diversity (Gay, 1994).

Another valuable contribution of multicultural education is that it fosters
people’s personal development, exploration and understanding of the self, positive
perception toward the self and appreciating one’s own cultural identity through
which also enhances achievement of a person academically, socially, and
intellectually. This personal development can also help a person to develop
interaction with other people and increase respect toward these people’s cultures
(Gay, 1994).

Consequently, multicultural education also creates a space in which people
from culturally different groups can interact with each other, learn from each other
and their negative attitudes and stereotypes toward each other can turn to positives. It
helps people to examine critically their attitudes and behaviors toward others (Gay,
1994). As it was mentioned before, the principles and values of freedom, justice,
human rights, human dignity, equality, and democracy are the foundational elements
of philosophy of multicultural education (Grant & Ladson-Billings, 1997). Hence,
multicultural education also strengthens these principles. Further, the interaction and
communication among culturally diverse people also help to resolve conflicts,
understand each other’ perspectives, frame of references, thoughts and beliefs and
empower people’s multicultural social competence (Gay, 1994). Another
contribution of multicultural education is facilitating the teaching and learning
process. Different people have different learning needs and multicultural education
advocates that there is a relationship between success of the students and the teaching

methods used and it suggests that teaching materials and methods should be designed
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in accordance with learners’ cultures and their learning needs (Gay, 1994). Thus,
through multicultural education there will be increase in some basic skills related to
provided content area as well as problem solving, critical thinking and conflict
resolution skills and academic achievement of learners from different cultural groups
having different learning needs (Gay, 1994). Banks (2010) emphasizes that

Another important idea in multicultural education is that some students,

because of these characteristics, have a better chance to learn in schools as

they are currently structured than do students who belong to other groups or

who have different cultural characteristics (p.3).

Within the emphasize put by Banks (2010) on the learning opportunity
differences based on cultural characteristics, multicultural education helps providing
equity in education (Gay, 1994). It is characterized by the idea that equal learning
opportunities should be provided to all students no matter what their cultural identity
is (Banks, 2010). Therefore, educators should create diverse educational tools and
methods and should offer various options that fitting to diverse learners’ cultural
characteristics (Gay, 1994).

Lastly, as explained in Sleeter and Grants’ (1987) multicultural education for
social reconstruction category and Banks (1993a)’social action approach, another
contribution and aim of multicultural education emphasizing transformation in
society, multicultural education empowers students to develop some values like
equality and dignity, decision making and leadership skills and democratic attitudes
that enables them to be active citizens in decision making process socially and
politically for societal changes in order to eliminate inequalities in society between
different cultural groups (Banks, 1991; NCSS, 1992, as cited in Gay, 1994; Sleeter &
Grant, 1987).

As distinct from the synthesis made by Casto (2020) and Gay (1994) that

underlining the importance and strength of multicultural education, Ameny-Dixon
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(2004) also specified several important benefits of multicultural education within
global and higher education context. One of the contributions of multicultural
education put a remark on enlarging productivity. Thanks to the availability of
multiple diverse mental resources, productiveness will increase. It also strengthens
people’ cognitive and moral development. It is assumed that multicultural education
enables culturally diverse people to interact with each other. In relation to that, with
the help of diverse points of view toward an issue, multicultural education improves
creativity and problem-solving skills. Also, biases and stereotypes diminish by
means of the interactions of people from diverse cultural identities. Additionally,
contribution to a society’s vitalization owing to cultural richness and expanding the
way of perceiving the world are the other benefits of multicultural education

(Ameny-Dixon, 2004).

2.4 Challenges to multicultural education

Multicultural education is criticized by its adversaries as aggravating division among
different groups, consequently hindering a unity in a society, rather than facilitating
it (Egne, 2015). Egne (2015) states that the most controversy related to multicultural
education occurs among the scholars who are radicals and the conservatives. Nieto
(2009) claims that they both blame each other for being conservative and radical; the
radicals evaluate multicultural education as conservative while the conservatives
judge it as radical (as cited in Egne, 2015). Banks (2006, p.184) maintained that
conservatives content that schools have basic goals like teaching science, language,
knowledge, some skills, and attitudes that support students to able to function and
join the society, however, overemphasize on multicultural education deviates from

these basic goals of schools (as cited in Egne, 2015). When it comes to the radical
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critiques, they assert that multicultural education is inadequate for reaching the
transformative goal of multicultural education; because it only pays attention to
cultural diversities and interaction among diversities, it neglects the issues of power
relations and oppressions embedded on the institutionalized structures that
underrepresent and suppress people from minority groups (Banks, 2006, as cited in
Egne, 2015).

There is another argument among scholars embarking on assimilation theory
and scholars of multicultural education. It is argued by assimilation theory that a
group different from the dominant group in a society is supposed to follow dominant
group’s path and to abandon their own cultural identities (Zhou, 2002, as cited in
Egne, 2015) Within the context of learning, the goal of it is to make the different
groups to have dominant group identity and learning process are all designed
according to this goal. However, instead of designing teaching and learning
processes dominated by a mainstream ideology, multicultural education scholars
emphasize the importance of an education approach in which learning occurs in
congruence with all learners’ cultural characteristics (Banks et al., 2001 as cited in
Egne, 2015).

Furthermore, Banks (2014) argued that multicultural education was critiqued
and seen “as a movement against Western civilization, as anti-White, and by
implication, anti-American (Chavez, 2010 )” (p.51). It was also perceived as a
movement that emphasizes incorporation of African point of view to the curriculum,
which makes it “Afrocentric” implying that it leaves out whites (Banks, 2014).

Lastly, multicultural education is also criticized for its unclear
conceptualization and scope in terms of who is included in it (Nieto, 2009). It has

been paid attention by many scholars to include gender, disability, social class, and
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other differences in addition to racial and ethnic differences. However, some other
scholars assume that focusing on including all dimensions of differences give rise to
diminishing the primary aim of multicultural education, which is providing equal
educational opportunities for people of color who are marginalized (Gay 2003, as

cited in Nieto, 2009).

2.5 The role of educators on multicultural education
So far, literature review of how multicultural education is defined by scholars and its
importance and challenges were presented. They show that all the definitions made
by scholars and the importance of multicultural education put a quite important
reference to the required roles of educators on understanding, practicing, and
ensuring multicultural education. It was noted by multicultural education scholars
that educators assume a significant role on implementation of multicultural education
(Aydin, 2013; Banks, 1999; Ginsberg & Wlodkowski, 2009; Gorski, 2010; Guy,
1999; Ladson-Billing, 1992; Marchesani & Adams, 1992; Rhodes, 2018). For
example, in Banks’ dimensional model of multicultural education, Banks (1999)
assists educators to have a better understanding of multicultural education and guides
them to be able to practice multicultural education. However, to be able to implement
these dimensions mentioned before, all parts of educational institutions including
teachers, administrators, curriculum etc. should be restructured so that equal learning
opportunities are provided to students belonging to all cultural groups (Banks, 1999).
To ensure this, Banks (2014) identifies several roles of teachers emphasizing
culturally sensitive attitudes, teaching materials, and methods. Firstly, teachers’
expectations toward all students should be high and they should be positively

responsive, care and have positive attitudes toward all students. Secondly, teachers

28



should use teaching methods complying with students’ learning and cultural features.
They should also design and use teaching materials comprehending multiple and
diverse points of view of diverse cultural groups. Further, students’ mother tongue
and dialects that they use should be respected by teachers.

Additionally, measurement and evaluation methods used by teachers should
be responsive to student cultures (Banks, 2014).

In addition to Banks (2014) identification of requirements that teachers
should meet, Marchesani and Adams (1992) provides a model, which will be
discussed in the multicultural adult education section in detailed way, emphasizing
educators’ roles extensively on implementing multicultural education (as cited in
Guy, 1999). Their model underlines educators’ own culture, learners’ culture,
curriculum and teaching methods and materials. Firstly, in order to create a
culturally sensitive learning environment, educators should critically examine their
own cultures, attitudes, beliefs, and thoughts. Also, it is maintained that teachers
should get to know learners’ cultures and should understand the meanings attached
by learners in terms of their cultural identity. It was also noted by Kumi-Yeboah and
James (2011) that adult educators need to be well knowledgeable about practicing
multicultural education for adult learners so that they fulfill the culturally diverse
adult learners’ needs. However, it is not enough to learn learner’s’ culture but they
need to use the cultural knowledge in their instructions. Teachers should use
educational materials that learners culturally relate themselves with. Lastly,
educators should share the power and responsibility with learners, and they should
pay attention to active participation of all learners. It was also discussed by Rhodes
(2018) that educators should also provide learners an opportunity to take decisions

on determining educational goals and activities,
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Gorski (2010) also indicated that educators should be well-prepared for the
facilitation of all students’ learning process. They should actively have a role in the
examination of all elements in education including teaching methods and materials,
institutions, and assessment. Moreover, as described by Kumi Yeboah and James
(2011), changes in the curriculum should not be restricted in the level of integration
of ethnically, racially, linguistically, or other culturally different groups into the
content. Multicultural education also deals with power relations and social inequity
issues based on race, social class, ethnicity and gender and the intersection among
them (Banks, 1993c; Grant & Sleeter, 1986, as cited in Kumi-Yeboah & James,
2011). Also, multicultural education is achieved when every component of the
schools including educational policies, teaching styles, attitudes of teachers, and
assessment is transformed (Banks 2002; Banks, 2006, as cited in Kumi-Yeboah &
James, 2011). Therefore, the educators should also be critically aware and cognizant
of how and by whom knowledge is produced and they should also be able to examine
the structural power, oppressions, and inequalities (Cunningham, 1988, as cited in
Tisdell, 1995). Additionally, educators should support learners to grasp how issues
nationally, regionally, culturally socially, economically, politically, and globally are

related to each other (Banks, 2004).

2.6 Multicultural education approaches
In this section, multicultural education models developed by Sleeter and Grant

(1987) and Banks (1993b) will be provided.
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2.6.1 Sleeter and Grant’s model

With the civil right movements and multicultural education movements, studies
conducted in the US related to multicultural education literature started to arise in the
1970s. Until the late 1980s there were not any studies that reviewed the literature on
multicultural education and analyzed and synthesized the views, discussions,
theories, and practices in the field of multicultural education. The first pioneering
review was done by Sleeter and Grant (1987) who reviewed more than 100 studies
including books and articles to clarify the meaning of multicultural education by
examining explanations made by authors about the term. After their examination of
the literature, they classified the different perspectives and discussions revealed from
multicultural education literature into 5 approaches and evaluate the literature within
the frame of these approaches. These approaches are (1) teaching the culturally
different, (2) human relations, (3) single studies, (4) multicultural education, (5)
education that is multicultural and social reconstructionist.

I.  Teaching the culturally different approach: This approach underlines the
cultural differences or diversity as richness and a bridge for the promotion of social
mobility. The aim of this approach is to help culturally different students to increase
their academic achievement, to make them adapt to the mainstream norms and
culture in the US and to make them competent in necessary functional skills and
knowledge that enable them to find a job and actively participate in the mainstream
dominant culture of the US. The literacy courses or language education can be
shown as one of examples of multicultural practices to increase culturally different
people’s achievement and welfare. This approach does not aim to emphasize power
relations and eliminating educational inequalities between marginalized groups and

dominant culture. The multicultural education framed by this approach is only
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culturally different from mainstream culture in the US, whiteness. Also, even though
this approach is about teaching culturally different things, there are differences in
description of different cultures. Scholars mostly included only racially or ethnically
different groups whereas a few others take other forms of diversities such as gender,
social class into consideration in their description of culturally different (Sleeter &
Grant, 1987).

Ii.  Human relations approach: Intercultural communication is emphasized in this
approach. It aims to help students to develop positive communication skills and
relationships between diverse cultures within the existing structured system. The
issues related to the system like power relations, social structures, oppression,
poverty are not included and argued by this approach. It is reduced to an individual
oriented approach. This approach recommends some practices to the practitioner like
doing activities that promote cultural communication and interaction and removing
cultural stereotypes from course materials (Sleeter & Grant, 1987).

iii.  Single studies approach: Unlike other approaches, the focus of this approach
stresses a particular culturally different group referring to multicultural education
instead of focusing on the culturally different groups in general. These studies deeply
look over the specific groups’ experiences regarding education. For example, in
higher education, there are some courses that can be displayed as the single studies
approach such as women studies, African American studies. This approach aims to
increase knowledge about specific identities. However, Sleeter and Grant (1987)
evaluated that this approach does not pursue a goal for “social action” and does not
consider “social stratification”. Also, it is criticized that mostly these groups consist

of racial and ethnic groups, and it can have tendency to ignore other diversity issues.
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For example, even an ethnic group study focuses on race or racism issues, the study
or a material can still be sexist or homophobic (Sleeter & Grant, 1987).

iv.  Multicultural education approach: Even though the approaches explained
above are the approaches that are used under the topic of multicultural education, this
approach is directly called as the multicultural education approach. There are 5
important common goals followed by this approach, which are to encourage 1)
cultural diversity, 2) other life forms, 3) human rights, 4) social justice and 5) equity.
As distinct from previous approaches, the terms social justice, human rights and
equity are addressed by this approach. This approach aims to eliminate
discrimination and prejudice toward the all the students coming from diverse
cultures. It also aims to provide equal educational opportunities for all. Changes in
curriculum and school systems are desired by this approach to create an inclusive and
empowering learning environment (Sleeter & Grant, 1987).

v.  Multicultural and social reconstructionist education approach: This approach
is an expanded version of the multicultural education approach as it aims to help
students to promote critical thinking about their own experiences, how their diversity
affects their lives in society and reflect them critically. This approach has also a goal
to make students question power relations and the oppression by dominant culture in
a society. The questioning of who is the privileged and who is the oppressed and
marginalized and what makes this distinction are among the critical purposes of this
approach. Through the critical thinking practices, it is aimed to encourage students to
have an active role in social change by struggling with structural inequalities and in
reconstructing the education system. Diversity is not just seen as part or
characteristics of a society; it is also considered from the perspective of power

relations and oppression. It has more political understanding of the education system
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and educational experiences of oppressed groups culturally different groups and
marginalized groups. Compared to previous approaches, not just race and ethnicity
but gender and social class issues are also taken into consideration more by this

approach (Sleeter & Grant, 1987).

2.6.2 Banks’ model of multicultural education

Banks (2001) states that even though there are so many diverse groups in US society,
the content of curriculum, educational materials, schoolbooks are surrounded and
represented by one dominant group ideology which is the White supremacy (Tisdell,
1995). Banks (2001) defines multicultural education as educational reform action
which aims to make transformative changes in the education system and promote
individuals’ critical thinking. Banks (2001) However, it is not just an action for
curriculum changes, rather it is a movement for a social transformation (cited in
Banks & Banks, 1997; 2001). He also maintains that there are multiple explanations
from different perspectives, which shapes the way multicultural education is
implemented at schools. Banks (2009) summarizes diverse perspectives in the
practices of multicultural education under four approaches. These are 1)
contributions approach, 2) additive approach, 3) transformation approach, 4) social
action approach.

i.  Contributions approach: The focus of this approach is to add contents related
to cultural items into the curriculum. Multicultural content is reduced to celebrations,
cultural holidays, characters, heroes, and dances of racial or ethnic groups. This
approach is mostly applied in K-12 education. However, these cultural characteristics
are integrated into the curriculum that is dominated by mainstream culture (Banks,

1993a).

34



ii.  Additive approach: Additive approach is similar to contributions approach in
terms of following a mainstream centric curriculum. It integrates diverse cultures
into existing curriculum as an addition of materials, unit, book, course etc. without
reforming the curriculum. Like, contributions approach, even the additive approach
integrates diverse groups from different cultural backgrounds as a separate unit or a
course, they are still presented from the perspective of the dominant culture not from
the perspectives of cultural groups themselves (Banks, 1993a).

iii.  Transformative approach: In contrast to the previous approaches, this
approach aims to support students to think critically about the way how and by
whom knowledge is produced and take an active role in the knowledge construction
process. Students are encouraged to interpret and analyze the content from diverse
cultures’ perspectives, not just mainstream culture. It challenges the mainstream
centric curriculum (Banks, 1993a).

iv.  Social action approach: The scope of social action approach is the broader
version of the transformative approach. As it is understood by the name of the
approach, the main goal of this approach is to empower students to have an active
role in social action. It promotes students to discuss and analyze the social issues and
making decisions in these issues and take part in the solution of the issues. For
example, in the community service class, students develop a project for increasing
awareness about immigrants. Also, students can change the reading list and add
diverse materials written by authors from diverse cultures in the syllabus of a course
if they notice that the majority of the books or articles are written by white authors
(Banks, 1993a).

Both Sleeter and Grant (1987) and Banks’ (1993b) analysis of multicultural

education perspectives shows that regardless of which approach is followed as a way

35



of multicultural education, they all have deficiencies when it comes to the
implementation stage of multicultural education.

Thus, Banks (1993b) developed five dimensions that can enable educators to
implement multicultural education more effectively.

i.  Content integration: The dimension of content integration is about the
infusion of diverse cultures into the subject and classroom materials. This dimension
leads to the discussion of which classes are appropriate for the integration of
diversity to the content. Some courses like math, science are non-applicable courses
for the infusion whereas social sciences or language courses can be viewed as more
doable for it (Banks, 1993b).

ii.  Knowledge construction: This dimension concerns the process of how
knowledge is constructed and how students perceive this process and the knowledge
constructed. This dimension helps students and teachers to question and notice how
cultural backgrounds of the knowledge producers have an impact on the knowledge
production. It also supports students to be a part of the knowledge production process
(Banks, 1993b).

iii.  Equity pedagogy: It emphasizes the modification of the teaching styles by
considering the learning needs of diverse students to increase the academic
achievement of the students. It is against the idea of adaptation of the students to the
school so the behavioral change expectation from students. Instead, it defends the
idea of modification of the schools in accordance with the students ‘needs (Banks,
1993b).

iv.  Prejudice reduction: While An equity pedagogy rejects the behavioral

change, this dimension expects to observe a change. However, this approach aims to
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empower students to improve democratic attitudes toward diverse students (Banks,
1993b)

v.  Empowering school culture: It underlines all the school components such as
administrators, parents, teachers, staff, and their responsibilities to create an
environment in which all the cultures are accepted so that students can feel equal,
secure, and belonged (Banks, 1993b).

According to Banks’ dimensions of multicultural education, multicultural
education is not just to integrate diverse races, ethnicities, languages etc. to the
content. It also entails to reconstruct the content considering the needs of students
and their diversity, which should develop culturally responsive behaviors on teachers
and students with the collaboration of all the responsible components of school

including teachers, parents, administrators, staff (Banks, 2004).

2.7 Multiculturalism and multicultural education in Turkey

According to KONDA’s report (2011), there are diverse languages such as Turkish,
Kurdish, Zazaki, Armenian, Arabic, Caucasian, Greek, and Circassia spoken by
diverse people with 36 ethnicities (as cited in Aydin & Damgaci, 2014). This
diversity has further been increased with the rapid increase of refugees in Turkey. As
reported in ERG report (2017), there are 2. 871. 112 Syrian refugees living in
Turkey. The refugee population in Turkey does not only consist of people coming
from Syria but also includes refugees from other countries such as Somalia, Irag, and
Iran. In addition to ethnic, racial, and language diversity, Turkey is a country that is
also religiously diverse including religious groups such as Muslims, Sunnis, Alevis,
Christians and other non-Muslims (Koltuk & Kocakaya, 2018). In addition to

diversity related to race, religion, ethnicity and language, there are other diverse
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groups existing in Turkey including individuals with disabilities, different sexual
orientations, and eating preferences such as vegetarian, vegan, celiac etc.

The legislation and committed international conventions acknowledge the
right to education as one of the fundamental human rights in Turkey. In the
Constitution of the Republic of Turkey, Article 42 emphasizes that nobody can be
deprived of education rights. Also, Article 10 underlines that everybody is equal
before the law regardless of language, race, sex, color, political opinion, religion,
philosophical belief, sect, and so on (Constitution of the Republic of Turkey, 1982).
When considering Articles 42 and 10, it can also be said that the Constitution
protects all people’s right to receive an education without discriminating against
anyone due to their language, race, sex, color, political opinions, religion, beliefs,
etc. The Universal Declaration of Human Rights (UDHR) also underlines that
regardless of race, sex, ethnicity, social class, color, language, or religion, every
single individual has all the rights in Article 2 , and education is a right for everyone,
and education should increase tolerance, respect, and peace among all nations, races,
and religions in Article 26 (UN, 1948). Based on these articles, it is clear that
education is not only a right that provides equal access to education but is also
responsible to eliminate discriminative implications in the education system.

According to the report published by ERG (2018), even though Turkey’s
national and international laws ensure all people’s right to access education
regardless of their cultural diversity , there are many groups of people that encounter
difficulties in the process. in Turkey. These people are girls, poor children, children
whose families are seasonal agricultural workers, Syrian children under temporary
protection, people coming from other countries such as Iraq, Afghanistan, and

Somali with forced migration, people whose mother tongue is not Turkish, people
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living in rural areas, people with special needs, people with learning difficulties,,
LGBTI+ and Roman people. In addition to these groups, the report also underlines
the people who are in multiple disadvantageous positions such as a child who is a
girl, living in poverty in a rural area and living with disability (ERG, 2018).

Moreover, the study conducted by Semerci, et al. (2017) reported that
othering and keeping a social distance are high among the young people who are
between the ages of 18-29 toward the people who do not have a similar sexual,
religious, ethnic, or national identity, and schools and families play a major role in
development of these attitudes (as cited in ERG, 2018). A cultural mismatch between
home and school experienced by students leads them to be subjected to
discriminatory practices, thus, they are expected to leave their cultural characteristics
and adapt to the mainstream culture taught at schools (Acar-Cift¢i & Giirol, 2015)
or fail, and drop out of school (Acar-Cift¢i & Giirol, 2015; Acar-Ciftci, 2019;
Aydin, 2013). For example, Kurdish students are likely to perceive their mother
tongue as an obstacle and problem, when they are exposed to the constant warnings
given by their teachers about not using Kurdish as their mother tongue at schools
(Ugarlar & Derince, 2012). This discriminatory practice based on the students’
ethnicity and language forces students to give up their language as an important part
of their lives and identities, which also result in being deprived of their education
right (Ozgen & Késker, 2019).

Having a more comprehensive understanding of the problems with accessing
the right to education and othering of different cultural groups in education
necessitates examining the education system in Turkey within the context of

multiculturalism in more depth which will be done in the following section.
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The education system in Turkey within the context of multicultural education:
Throughout history, there has always been a multicultural societal structure in
Turkey where many culturally diverse groups have always existed (Celik et al., 2017;
Gilinay & Aydin, 2015; Kosker & Erdogan, 2020). The historical root of this
multicultural structure in Turkey is based on the Ottoman Empire which had a
multicultural and multilingual structure that was a shelter for a wide variety of
ethnically and religiously diverse identities (Celik, et al., 2017; Y. Kaya, 2015). In
Ottoman Empire, it was possible to receive education in one’s mother tongue, and
people who were not Muslim were allowed to open their own schools in addition to
the madrasah that was providing education to only Muslims (Kaya & Aydin, 2013).
After the Ottoman Empire’s transition to the Republic of Turkey with the buildings
of the nation-state, the education system in Turkey has turned to be based on a
national identity that is monocultural (Alanay & Aydin, 2016; Celik, et al., 2017).

The Republic of Turkey is founded on the philosophy of the establishment of
a society that has a homogenous structure in which cultural differences are defined
through a single identity compatible with the nation-state concept (Arslan, 2016; A.
Kaya, 2005; Kaya & Aydin, 2014, as cited in Kosker & Erdogan, 2020). This
philosophy has also shaped the foundations of educational policies in Turkey, which
is based on “Turkishness.” (Capar, 2004; Oztan, 2011; Ustel, 2014, as cited in
Kosker & Erdogan, 2020). The purpose of the national ideology was to create a
national culture that is shaped by a single language, single religion, and a single
ethnicity (Kosker & Erdogan, 2020). In order to achieve this goal, education has
been seen as the crucial tool for the development of national unity, which has served

as a means of assimilating other diverse cultures existing in Turkey, to create the
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Turkish nation, and the curricula are designed in accordance with this goal (Cayur,
2003; Kaplan, 2008; Kosker & Erdogan, 2020).

A centralized structure and single culture have dominated the education
system in Turkey since the foundation of the Republic of Turkey. The process of
restructuring the education system started with the law on the unification of
education passed in 1924, and with this law unifying education was aimed, the
curriculum was centralized, and Turkish was accepted as the language of schooling
(Acar-Cift¢i & Giirol, 2015).

Considering the basis of the national education system in Turkey, some
policies have given rise to discriminatory practices in education against certain
groups of students and violated their rights to access education. For example, the
Kurdish language was banned in public spheres including educational environments
between the years of 1983 and 1991 even though Kurds constitute the country’s
biggest ethnic minority population (Aydin, 2012; Somersan, 2012). Thus, Kurdish
students were prohibited to receive education in their mother tongue (Aydin, 2012).

Celik et al. (2017) assert that the extremely centralized system in education
constrains the perception and implementation of multicultural education practices
(Celik et al., 2017).

Celik et al. (2017) also evaluated the education system in Turkey as
monocultural. Nieto (1994) defines monocultural education as educational policies
represented by a dominant culture (as cited in Celik et al., 2017). They claim that
Turkey’s education system is monocultural, which predominantly disregards the
differences in religion, ethnicity, language, and other cultures. They explain the
monocultural structure of Turkey’s education system in three domains which are

“ethnolinguistic domain, religious domain, and cultural domain” (p. 104).
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In the following section, the education system within the context of
multicultural education in Turkey will be discussed in ethnolinguistic, religious,
and other domains including disability, gender, sexual orientation, and sexual
identity.

Ethnolinguistic domain: Despite the fact that there are many people from
other ethnicities living in Turkey such as Kurds, Arabs, Circassians, and Lazs, except
for the minorities determined by the Lausanne Treaty, the Constitution in Turkey
(Article 42) indicates that languages other than Turkish as mother tongues are not
allowed to be taught at schools (Akinlar & Dogan, 2017; Celik et al., 2017; A. Kaya,
2013).

In the reform process that started with Turkey being accepted as a candidate
country to the European Union in 1999, a number of changes have been made in the
Constitution. Education is also one of the fields that has been reformed. Steps have
been taken to assure cultural rights (N. Kaya, 2012). For example, opening private
Kurdish language courses, and opening departments at universities such as Kurdish
Language and Literature, and Armenian Language and Literature were among these
steps (Akinlar & Dogan, 2017; Alanay & Aydin, 2016; N. Kaya, 2012). In 2003,
learning and teaching in different languages and dialects were allowed but only in
private language courses (Celik et al., 2017). After 2012, in order somewhat to
respond to the demands for teaching and learning other languages other than Turkish
in schools, languages such as Kurdish, Abkhasian, Georgian, and Laz have started to
be taught in the middle schools as elective courses under the title of Living
Languages and Dialects (Celik et al., 2017; Giinay & Aydin, 2015). With the
Democratization Package in 2013, private schools were allowed to provide education

in different languages and dialects, yet, although guaranteed legally, it has not been
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implemented sufficiently. Also, the opportunity for the education in mother tongue is
just provided to the people who can afford to go to private school even though there
Is a considerable demand for the education in mother tongue in public schools
(Akmlar & Dogan, 2017; Celik et al., 2017).

Further, as it was mentioned before, education system in Turkey is founded
on the principles of Turkishness, which is often emphasized in a very nationalistic
and militaristic way (Celik et al., 2017). These emphases are reflected in schools and
textbooks. Studies examined the textbooks in terms of discourses indicated that
textbooks include excessive nationalist and militarist items, contents glorifying the
violence and war (Altinay 2009; Bora 2009, as cited in Celik et al., 2017). Some
important steps have been taken to reduce the exclusive, nationalist and militarist
content in education. For example, in 2012, “National Security” course, which was
mandatory in high school for all students and the course was provided by military
officers, was removed from the curriculum. Additionally, a Turkish oath-taking
ceremony called “Our Oath (Andimiz)” at primary schools that emphasized the
Turkish nation and included some lines as “l am Turkish”, “May my existence be a
gift to the Turkish existence.” “How happy is the one who says | am a Turk!”” was
abolished in 2013 with the Democratization Package (Celik et al., 2017).

Despite the considerable advancements in multicultural education, single
culture still dominates the curriculum and textbooks (Kosker & Erdogan, 2020).
Right to education in the mother tongue has not been recognized yet and education in
the mother tongue is still an important controversial issue in Turkey (Alanay &
Aydin, 2016). This situation leads students whose mother tongue is different from
Turkish to be in a disadvantageous position when they start to receive education in

Turkish compared to their peers whose mother tongue is Turkish (N. Kaya, 2012).
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Therefore, these students do not have equal educational opportunity and do not
benefit from the right to education equally (N. Kaya, 2012).

Religious domain: In addition to ethnicity and language, religion is also an
important facet of multiculturalism (Ozgen & Késker, 2019). With the Dress Code
Regulation in 1981, wearing a headscarf was banned in all educational institutions in
Turkey (Celik et al., 2017). This situation discriminated against the women based on
their religion and clothing styles, violated their rights to have an education, and was
against the principles of multicultural education that advocate all students should
have equal opportunity to get an education regardless of the student’s cultural
characteristics (Aydin, 2010; Aydin, 2012; Banks, 2013). Since this regulation gave
rise to the restriction of women wearing headscarves from accessing education, many
people protested this regulation and demanded for the removal of this ban. Later on,
some amendments in the regulation were made and in 2014 according to the new
regulation, headscarves were allowed to wear in middle and high schools. However,
having tattoos, piercing, beards, and coloring hair are not allowed according to the
regulation (Celik et al., 2017).

Moreover, in education system in Turkey, a religion course called ‘Religion
Culture and Moral Knowledge” is a compulsory course in primary and secondary
schools which is dominated by the Sunni-Islam religion (Celik et al., 2017; Ozgen &
Kosker, 2019). Since 1990, while non- Muslim students have been excused, Atheist
students have been required to receive this course (Celik et al., 2017). Further, there
are many Alevi people living in Turkey (Karsli, 2012; Ozgen & Kosker, 2019)
and they call for the exclusion of the obligation of receiving the course (Celik et al.,
2017). Even though it was ruled in 2007 and 2014 by The European Court of Human

Rights (ECHR) that compulsory religion courses should be stopped at schools in

44



Turkey because they exclude other religious differences, this regulation violates the
right to education in the European Human Rights Convention (Sirin et al., 2016, as
cited in Ozgen & Kosker, 2019).

Other domains: According to Ozgen and Késker (2019) issues related to
multiculturalism in Turkey is not just restricted to discriminating and otherizing
people based on ethnicity, language, and religion, but also on their gender,
disabilities, sexual orientations, sexual identities, and ages.

For example, students with disabilities are being subjected to discrimination,
and exclusion and they might be exposed to physical abuse (Meral, 2015; Akbulut et
al., 2015). Some studies conducted in Turkey reported that students with disabilities
are excluded by administrators, teachers, and parents; they do not accept students in
their schools and classrooms (Akbulut et al., 2014; Akbulut et al., 2015).

Not just students with disabilities experience differential treatments and
exclusion, also LGBTQ students are exposed to such treatments. Findings of the
studies conducted with LGBTQ individuals who are high school, undergraduate, and
graduate students revealed that LGBTIQ students are being bullied, abused, and
discriminated in their school environments (Ummak et al., 2014; Cavdar & Cok,
2016). According to SECBIR ’s research (2016), teachers don’t perceive themselves
as sufficient enough working with LGBTQ students and they feel incompetent in the
field of such issues (SECBIR & SPoD, 2016).

Thereby, it can be said that the discriminative treatments toward students who
are from diverse groups mentioned above are the violations of human rights of these
groups according to the UDHR articles and the Constitution in Turkey. According to
Aydin (2012), these cases demonstrate how the political and education system in

Turkey has failed to put initiatives relating to diversity into place and institutionalize
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them. The ideology of education, being monocultural, marginalizing or excluding
minority groups in the curriculum and textbooks, and not taking adequate measures
to combat discrimination still remains an unresolved issue (Celik et al., 2017; N.
Kaya, 2012).

In 2005-2006 in Turkey, with the transition to the constructivist approach to
education, an indirect emphasis on multiculturalism integrated into the curriculum as
the importance of cultural differences, respect to differences, and equal treatment
(Demircioglu & Ozdemir, 2014). As mentioned in Sahin-Bektas’s study (2022), even
though multicultural education is not directly reflected in educational programs in
Turkey, the objectives of some courses determined by MoNE in 2018 include
some issues related to multicultural education including noticing the importance of
human rights, getting awareness of societal values, increasing the awareness of
democracy, being sensitive to the environment, knowing the responsibility toward
the country and society they live in, developing cultural awareness, and respecting
cultural differences (Akhan & Yalgin, 2016; Demircioglu & Ozdemir, 2014).
However, it can be said that these objectives are restricted only to underlining
cultural differences and respecting these differences by sustaining the norms of the
existing curriculum of national education.

Although important steps have been taken related to multicultural education,
problems in practice still exist (Celik et al., 2017). Arguments on multicultural
education in Turkey mostly focus on education in the mother tongue, and
multicultural education in general is perceived as diversity only in ethnicity or race
(Karatas & Oral, 2015; Y. Kaya, 2015). Tonbuloglu and Aydin (2014) pointed out
that multiculturalism and multicultural education were not extensively

comprehended and did not take place in teacher training programs in Turkey.
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Textbooks still include discriminative discourses, nationalist and militaristic
contents, and their content are male dominant (Aratemur-Cimen & Bayhan, 2018 &
Celik et al., 2017). Studies conducted in Turkey in the field of multicultural
education indicate that the teacher education programs are not sufficient enough to
meet culturally diverse learners’ needs and suggest that teachers need to be trained in
sensitivity to cultural diversity (Aydin, 2013; Coban, Karaman, & Dogan, 2010;
Yavuz & Anil, 2010; Unlu & Orten, 2013; Tortop, 2014, as cited in Erbas, 2019).
Therefore, pre-service, and in-service teachers consider themselves incompetent and
unprepared for multicultural education In Turkey (Aydin, 2013). Universities are
dubious about how to properly incorporate multicultural education into the teacher
education programs (Demircioglu & Ozdemir, 2014; Tortop, 2014; Unlu & Orten,
2013, as cited in Erbas, 2019) and only few teacher training programs offer elective
courses related to multicultural education.

In sum, there is still much to be done to have a multicultural education
system in Turkey. More steps are needed to be taken to be in line with the national
and international human right law standards determined by international conventions
in order to meet the educational needs of culturally diverse learners in Turkey (Celik

etal., 2017; N. Kaya, 2012).

2.8 Empirical research on multicultural education

In this section, national and international empirical studies conducted on how the
concepts of multiculturalism and multicultural education are perceived will be
presented. The sample of the current study is adult educators working in non-formal
education environments, but when the national and international literature were

reviewed , no empirical studies examining adult educators’ perceptions and practices
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of multiculturalism and multicultural education have been found. When looking at
the empirical studies in the literature, the participants in empirical studies in the field
of multicultural education are mostly K-12 teachers, pre-service teachers, and
academics in higher education, who constitute educators and adults. For this reason,
the empirical studies discussed in this study were conducted in the fields of K-12 and

higher education research.

2.8.1 Empirical research on conceptualizations of multicultural education
In this section, empirical studies conducted in Turkey and outside of Turkey
investigating how the concept of multicultural education is perceived will be

presented.

2.8.1.1 National research

The research examining teachers, pre-service teachers and academic perceptions of
multiculturalism and multicultural education and how they practice these concepts
has been paid attention in the last decade in Turkey. For example, Erbas (2019)
conducted a qualitative study to investigate how multiculturalism and multicultural
education is perceived by 10 teachers and teacher candidates in Turkey. The research
participants were offered a course related to multicultural education. Their
perceptions of multiculturalism and multicultural education were examined before
the course and after the course. Before the course, it was found that participants’
definitions of multiculturalism were divided into three themes which are coexistence
of cultures, acceptance, and respect. Half of the participants associated
multiculturalism with coexistence of cultures. For the participants’ definitions of

multicultural education, 2 primary themes emerged, that are “integration of
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differences” and “equality of opportunity”. Most of the participants elaborated
multicultural education within the theme of integration of differences and they
perceived multicultural education as integrating different students’ backgrounds into
education. After the multicultural education course, it was observed that although the
participants’ responses mostly showed similarity with their previous definitions, the
participants enhanced their understanding of multicultural education. Some of the
findings indicated that that multicultural education was seen by some participants as
beyond linguistic and ethnic differences, it was also associated with age, gender, and
sexual orientations. Additionally, multicultural education was related to equal access
to education.

Furthermore, Basarir et al. (2014) also examined the multicultural education
perceptions of 12 teachers who work in secondary and high school, the researchers
examined how the teachers define multicultural education, which multicultural
education practices they do, what difficulties they encounter with practicing
multicultural education what the advantages and disadvantages of multicultural
education are. According to the findings of this study, the teachers defined
multicultural education mostly as an education in which individuals having different
cultural values coexist. The study concluded that the teachers' definitions of
multicultural education included some dimensions of culture, which were race,
ethnicity, social class, religion, and language. However, the others were not
considered by them such as gender, age, sexual orientation, or disability. Moreover,
the findings of this study revealed that the teachers described multicultural education
practices as creating a classroom environment that is sensitive to cultures including

enabling feelings of equality and justice, comprehending different various points of
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views, creating a democratic atmosphere, informing students about cultures, teaching
sensitive different ages and regions.

Another study investigating perceptions of graduate students, who were also
teachers, toward multicultural education conducted by Aydin and Tonbuloglu (2014)
revealed that the concepts of equality, justice and democracy are the concepts that
were mostly pointed out by the graduate students and stated that multicultural
education encourages them. The findings also indicate that all students agreed that
considering cultural differences are the requirement of multicultural education and
cultural differences were seen as richness.

Similarly, Akinlar and Dogan (2017) also conducted a qualitative study
examining the high school teachers, school principals and vice-principals and
students’ perceptions and practices of multicultural education in Istanbul. The
findings of this study illustrates that the participants described multicultural
education by using some metaphors including, “rainbow, mosaic, to get wet under
the same cloud and richness” (p.12). The findings also revealed that the participants
emphasized educational equality and education for all and elaborated multicultural
education within them of “Equal Opportunity in Education and Education for All "
(p.9). Another research carried out by Eskici and Cayak (2018) concluded that the
teachers used some metaphors reflecting coexistence of different cultures such as
rainbow, ashore and mosaic while describing multiculturalism.

There are also studies in the literature emphasizing teachers’ perceptions and
practices of multicultural education. For example, according to Aslan (2019)’ study
conducted with 15 classroom teachers from Elazig, the teacher perceived
multicultural education as an education that is provided to the students who come

from different ethnic, linguistic and religious backgrounds, and gender. In this study,
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it was noted that, age, sexual orientation, social class, and disability were not pointed
out or not mentioned explicitly by the teachers. The findings of this study also shows
that the activities the teachers mostly practice are student-centered; using drama,
playing games, films, and case studies, holding discussions, brainstorming, doing
research are the activities the teachers practice.

Further, Yilmaz (2016) examined how teacher candidates perceive
multiculturalism and multicultural education. He conducted a qualitative study with
12 teacher candidates to investigate their perceptions. The research findings revealed
that the teacher candidates described multiculturalism as “cultural difference,
ethnicity, diversity of language and way of life, coexistence without marginalizing
others, knowing each other, and establishing empathy as the richness of the social
structure.” (p.10). Different lifestyles were addressed by the teacher candidates while
talking about multiculturalism. They indicated hesitations while they underline the
sexual orientation and social gender differences. The study claimed that there is an
hesitation toward talking about sexual orientation differences in Turkey. As for the
concept of multicultural education, the pre-service teachers associated multicultural
education with cultural diversity, differences and tolerance, a training for
familiarizing with different cultures underlined the coexistence of differences and
“social structure” does not have a homogenous structure. Also, the meanings they
attached to multicultural education were “education in mother tongue and
reconstructing the educational system according to the cultural structure” (p.7).
Moreover, the findings showed that the teacher candidates thought that multicultural
education can ensure the academic success of the students, it also contributes to
raising students having higher awareness, respect, and empathy toward differences,

and to prevent conflicts and biases.

o1



Olur and Oguz examined (2019) 160 teacher candidates’ perceptions toward
multicultural education in Afyon. According to the findings of this study, most of the
teacher candidates attached a meaning toward multiculturalism as coexistence of
nationally, racially, originally, and linguistically diverse people. Some prospective
teachers also explained multiculturalism as “having knowledge about different
cultures” (p.174). As for the concept of multicultural education, the teacher
candidates defined multicultural education mostly as education of culturally different
people. Further, it was also explained by some participants as comprehending all
cultures to education, education presented to people from different cultures, being
knowledgeable about all cultures and equal education. The findings of this study also
revealed that the teacher candidates mostly used some practices to support
multicultural education including usage of diverse materials and methods, “teaching
different cultures.” Similarly, a study conducted by Akcaoglu and Arsal (2017)
examining prospective teachers’ views toward multicultural education concluded that
the teacher candidates associated multicultural education with cultural difference,
race, language, religion, and acceptance of others. They did not explain it as a

“reform movement” as Banks (2009) did and not related with disability and gender.

2.8.1.2 International research

When examining international literature, it can be said that there are a number of

studies investigating educators’ perceptions and practices of multicultural education.
For example, a study conducted by Neuharth-Pritchett et al. (2001) in the US

examining the pre-service early childhood education teachers’ perceptions of

multicultural education and their ideally perceived multicultural education practices.

The study findings revealed that the pre-service teachers perceived multicultural
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education as adding diversity on the curriculum “not an educational approach that
integrates diversity into all elements of the curriculum” (p.263). The study also
concluded that some pre-service teachers stated that being exposed to cultures or
having knowledge of the cultures are the required ways for multicultural education.
Further, half of the participants considered integration of multicultural content to the
instruction as an ideal way of multicultural education implementation. Some other
participants emphasized a behavioral change of students and stated that attitudes like
respect, tolerance, awareness, appreciation, acceptance, acknowledgment of
differences and similarities should be taught as an implementation of multicultural
education. It was noted by some participants that negation of stereotypes in
instruction or adding separate units like holidays can be another way of practicing
multicultural education. The study concluded in general that the pre-service teachers
‘understanding of multicultural education remained minimal and restricted to race
and ethnicity.

Another study conducted in the US, Bigatti et al. (2012) investigated the
faculties’ perceptions toward multicultural teaching, and it was concluded that most
of the participants described multicultural teaching as using materials and pedagogies
that are diversified. It was also considered by some others as creating strategies to
appreciate all students’ voices and teaching about multiple cultures. Integration of
multicultural content was the mostly used multicultural practice by the faculties.
Heightening learning experiences of the students and making them exposed to
cultures was also among the teachers’ implementations. Utilizing different
pedagogies and enhancing themselves in terms of multicultural teaching were the

expressed multicultural teaching practices used by the faculties.
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Within the Jordan context, the perceptions of middle and high school teachers
who are in social studies branch toward multicultural education was also examined
by Alazzi (2016). The study concluded that the teachers did not have a clear
definition of what multicultural education is. One of the teachers associated
multicultural education with the issues of refugees, immigrants, and economy. The
other one also linked it with immigration and thought that multicultural education is
about teaching different cultures and religions. The study claimed that the teachers
did not use any strategy in terms of their instruction in accordance with multicultural
education. This study also discussed that the meaning attached to multicultural
education is only linked with different nationalities and it is used within the context
of politics not in education. The study also argued that because schools in Jordan are
highly focused on national exam scores, multicultural education is not a part of
curriculum. The findings of this study also showed that most of the teachers have a
willingness for teaching multicultural education and they need to be well
knowledgeable about multicultural education and multicultural teaching strategies.

Within the Irag context, the study conducted by Celik (2020) concluded that
multiculturalism was mostly linked by English teacher candidates with culturally
different people living together in the same region. The teacher candidates’ attitudes
toward multiculturalism were mostly positive and they believed that multiculturalism
led to tolerance, peace, freedom, and diversity. Also, some preservice teachers’
attitudes toward multiculturalism were negative and they thought that
multiculturalism can also lead to conflicts and assimilation. As for the concept of
multicultural education, it was considered as “respect for cultural differences and

tolerance training” by most of the teacher candidates. Some others also explained
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multicultural education as introduction of cultural diversity to the curriculum,
universal education, providing equal educational opportunity.

Moreover, Logvinova and lvanova (2016) investigated a study analyzing
documents and educational materials regarding multicultural education in
pedagogical science in Russia and preservice teachers’ competencies on multicultural
education. According to the findings of this study, multicultural education was
explained within the context of diversity in ethnicity, language and religion but not
issues of sexual orientation, gender, and special needs and it was mostly practiced in
the additive level that is featured by the practice of adding a subject or a unit on the
educational program. It does not implement restructuring the educational content and
the curriculum holistically.

Another study carried out in Malaysia by Phoon et al. (2012) also addresses
the perceptions and attitudes of preschool teachers toward multiculturalism. The
study also concluded that even though the teachers attached an importance to
multicultural education in preschool years, the preschool teachers’ understanding of
multicultural education in Malaysia was quite limited. They associated
multiculturalism only with race and ethnicities. The teachers did not point out the
issues related to disability, social class and gender while talking about multicultural
education. A great majority of the teachers described multicultural education as
learning culturally diverse ethnic groups from the aspect of their cultural habits,
festivals, traditions, celebrations etc.

Further, according to the study conducted by Kuppens et al. (2020) examining
the perceptions of secondary school teachers in Kenya on multicultural education.
The study concluded that the teachers saw multicultural education valuable, their

general opinions toward multicultural education were positive. Incorporating the
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content to the curriculum that is multicultural was supported by the teachers and they
attempted to exemplify groups from diverse ethnicities, which are in line with
dimension 1: content integration. The teachers also claimed that stereotypes can be
broken through multicultural education. Some teachers also indicated that they
consider students’ ethnicity for their academic achievement (Equity pedagogy). Most
of the teachers showed their eagerness for the activities that foster diversity including
festivals (Empowering school culture). However, practicing multicultural education
remained to a limited extent. The teachers also mentioned their worries about
integrating some ethnic identities in Kenya to the curriculum and they expressed
their hesitation to point out in the class like female circumcision. They preferred to
narrow the topics related to cultural diversity into foods, clothes, and habits. It was
found that national unity is more likely to be emphasized than the appreciating and
acknowledging diversity by the teachers.

Lastly, when looking at the study of Egne (2016) evaluating the perceptions
and practices of Ethiopian secondary teacher education program officials, teacher
educators and teacher candidates on multicultural education, it was concluded that
even though the awareness of multicultural education among teacher educators and
program officials are increasing, the teacher candidates’ awareness were low. Also, it
was found that the implementations of multicultural education in terms of
multicultural education dimensions developed by Banks were inadequate. The study
argues that the reason that their multicultural education practices are inadequate is

having not enough competency on multicultural education
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2.8.2 Empirical studies related to advantages and disadvantages of multicultural
education

There are also a number of empirical studies investigating how importance and
advantages of multicultural education is perceived by educators (teachers, pre-
service teachers). For example, a study emphasizing the importance of multicultural
education in higher education conducted in Turkey, by Damgaci and Aydin (2014),
which explored the 357 academics’ perceptions toward multicultural education.
Their study findings revealed that a great majority of the academics perceived
multicultural education as advantageous for all students. Some of the academics
asserted that since people cannot choose their own culture, all people should possess
rights equally. Also, the academics pointed out that learning more about diverse
cultures supports people to be responsive to others. However, they indicated that
because multicultural education is not grasped and practiced successfully by
educators, it might take a disadvantageous form of education.

Ozen (2015) also evaluated teacher candidates’ attitudes toward democracy
and multicultural education. Study findings reveal that the teacher candidates explain
multiculturalism. For the purposes of multicultural education, the study results
showed that the teacher candidates explained that multicultural education enables
cultural diversity, freedom of speech, equal educational opportunities; it eradicates
racism and assimilation, protects the rights of people, showing respect to differences.
The teacher candidates described multicultural education in relation to its variables
as differences related to culture, race, social class, religion, language, ethnicity,
socio-economic level, disability, and gender. According to the participants' responses
it was found that multicultural education improves empathy, tolerance, acceptance,

and respect toward differences. Also, the teacher elaborated the meaning of
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multicultural education within the 6 different themes as the contents of multicultural
education, which are diversity, pluralism, universal values, democracy, human rights,
and equality. The results also show for the necessities of multicultural education that
the changes in curriculum, multicultural competence and teaching toward social
justice were considered as the requirements of multicultural education. Lastly,
multicultural education was also criticized as it will give rise to polarization,
separation and it is about minorities.

In another study conducted by Basarir et al. (2014), the teachers considered
the advantages of multicultural education as that it enables to get to know different
cultures; it increases motivation and achievement; improves students’ points of view,
empathy skills, feeling of tolerance, positive social relationships, reflective thinking,
and global thinking skills. Most of the teachers found it advantageous and a few
teachers thought that multicultural education gives rise to some disadvantages “such
as disintegration and perturbation in the classroom”(p.96).

According to the study conducted by Erbas (2018), it was revealed that
teachers and teacher candidates considered multicultural education as helpful for
teacher education programs. They indicated that in teacher education, multicultural
education contributes to the development of respect toward diversity and high-
quality teaching, meaning culturally sensitive and respectful teaching. Also, some
participants claimed that multicultural education develops democratic perspectives
and helps prospective teachers to develop empathy skills. Multicultural education
was also evaluated as disadvantageous in some ways. The participants indicated that
multicultural education could give rise to polarization in the society. Exaggeration
and overly addressing diversity can lead to polarization and damage to the

coexistence of different cultures.
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Further, another study administered by Bigatti et al. (2012) within the context
of higher education in the study revealed that most of the faculties thought that
multicultural teaching improves students’ cultural sensitivities. Appreciation, respect,
valuing and acknowledgment of other cultures are the attitudes that students get. It
was also indicated that multicultural teaching creates an environment that is inclusive
and has a safe classroom climate, which contributes to the learning of the students.
Further, it was mentioned that multicultural teaching enables us to talk about
prejudices and contributes to the perspective enhancement of the students.

Moreover, Phoon et al. (2012)’ study conducted within early childhood
education in Malaysia, almost all of the teachers agreed that multicultural education
in early childhood education has beneficial sides consisting of acquiring knowledge
about different cultures, personal development, contribution to uniting the nation,
annihilating prejudice, increase in an interaction and respect. A small number of the
teachers indicated that they disagreed on that. They thought that it would create some

conflicts and should be applied in some certain schools that are multiethnic.

2.8.3 Empirical studies related to the role of educators on multicultural education
There are also studies investigating how teachers see the role of educators on
implementing multicultural education. For example, according to the findings of
Giinay and Aslan (2016)’ study investigating how teachers describe a multicultural
educator, it was revealed that a multicultural teacher is a teacher who is able to
manage diversity meaning that the teacher needs to inhibit a chaos and create a
learning space in which diverse individuals are able to have a voice and these
individuals get to know each supports each other, respect and accept each other,

which leads to annihilation of prejudices. Furthermore, the teacher should arrange the
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teaching and learning process in compliance with different cultures, the teacher
should be well knowledgeable about all cultures and know the different cultures
enables enrichment. The faculties also emphasized that a multicultural teacher should
be competent and well knowledgeable and be familiar with diverse cultures and
improve themselves constantly and be open to new things. Additionally, the teacher
should treat everyone equally, impartially, and just. They should consider the rights
of every individual and be responsive to the issues of societal inequality.

There are also studies revealing that educators are not competent enough to
practice multicultural education and experience difficulties to form an inclusive
learning environment (H.E. Kaya, 2014; Tisdell, 1995).

For example, when looking at the study of Egne (2016) evaluating the
perceptions and practices of secondary teacher education program officials, teacher
educators and teacher candidates on multicultural education, it was concluded that
even though the awareness of multicultural education among teacher educators and
program officials are increasing, the teacher candidates’ awareness were low. Also, it
was found that the implementations of multicultural education in terms of
multicultural education dimensions developed by Banks were inadequate. The study
argued that the reason that their multicultural education practices are inadequate is
having not enough competency on multicultural education. Another study
administered by Olur and Oguz (2019) concluded that a great majority of the teacher
candidates did not see themselves as knowledgeable and it was concluded that they
need education related to multicultural education.

Further, Damgaci1 and Aydin (2014) conducted a study examining academics’
perception of multicultural education and one of the findings pointing out the

importance of educators’ competency on multicultural education revealed that the
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academics pointed out that learning more about diverse cultures support people to be
responsive to others. However, they indicated that because multicultural education is
not grasped and practiced successfully by educators, it might take a disadvantageous
form of education. This study also showed that teachers should be trained in
multicultural education for the effective implementation of multicultural education.
Another study conducted by Sharma (2005) also emphasized the necessity of

training about multicultural education for teachers.

2.8.4 Empirical studies related to difficulties educators encounter
In Basarir et al. (2014) study, teachers explained the difficulties while they practice
multicultural education, and it was found that the teachers had difficulties related to
students, families, and teachers. Families: prejudiced families, students: exclusion,
humiliating, not accepting each other, for teachers: the need for time and effort,
incompetency about multicultural education and communication difficulties were the
difficulties that the teacher encountered

It was also found in Aslan’s (2019) study that the difficulties are mostly
related to the students; students' biases and prejudices in the classes, their negative
attitudes, disrespectfulness, and intolerance toward culturally different people,
excluding and mocking these people are the student related problems. When it comes
to the difficulties related to the teaching program, the program and the book contents
are not designed in compliance with multicultural education. It was also found that
family and school administration biases and having lack of knowledge and material
are the other problems the teachers encounter (Aslan, 2019).

Similarly, In Bigatti et al. (2012) study, the faculties also elaborated the

obstacles for multicultural teaching: the most mentioned barrier was resistance
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shown by students. Also “lack of preparation in using multicultural teaching
strategies” and inadequate support or guidance from institutions were other
mentioned barriers.

Additionally, Trower (2020) examined how adult educators perceive
themselves in practicing multicultural education. The study showed that the adult
educators emphasized that lack of resource funding affects their self-efficacy in
meeting their diverse adult learners’ needs. They asserted that they need more

professional development to reach their diverse students.

2.8.5 Empirical studies within adult education context

Another study done by Tisdell et al. (2013) focuses on incorporating diverse
learners’ experiences in preparing adult education training programs. They carried
out a study examining how educators who teach financial literacy to adults who are
from “underserved population groups” (p .339) use culturally responsive teaching in
their training. The educators emphasized that it is important to be aware of the
meaning of money that the learner attaches to and how the learners’ attitude toward
finance is shaped by their cultural backgrounds. The educators indicated that they
help learners to question and be aware of how their historical and cultural
backgrounds influence their attitude and belief toward money. Further, the findings
revealed that the educators use some strategies to encourage learners to share their
experiences, asking questions and to have an active role in the learning process such
as storytelling, small group discussions, and hands-on activities that are relevant to
learners’ identities. Yet, cultural issues were not discussed by complete awareness of
race and ethnicity, instead, they were based on specific groups and subcultures such

as culture of military or homeless women. The educators’ main focus was on a

62



certain group of people’s money related issues, not on a culture of a specific race or
ethnicity. Additionally, some of the educators stated that as a culturally responsive
teaching, they adapt or develop curriculum that reflects learners’ experiences, race,
class and income level and gender. Lastly, the findings also suggest that educational
materials in various languages should be developed for the immigrant learners and
the learners speaking other languages.

In addition to integrating culturally diverse groups’ experiences into training
programs as a multicultural teaching practice, ensuring equality and democracy are
addressed in Zammit’s (2021) study. Zammit (2021) conducted a qualitative study
with 17 Maltese language educators who teach Maltese to adults coming from
different cultures. The study aimed to examine the educators' perceptions and
attitudes toward multicultural teaching. Findings of this study revealed that multi-
ethnic education is critical for ensuring equality. The educators used the terms
equality, justice and democracy when explaining multicultural practices. . Most of
the educators stated that guaranteeing these terms for learners no matter what their
gender, race, ethnicity, and religion is the important practices for multicultural
education, inclusion, and students achievement. This study suggested that educators
should be trained about multi-ethnic teaching for ensuring democracy and equality in
a society.

Besides learners’ cultural experiences, funding and adult educators’
experiences related to their own culture have an impact on practicing multicultural
education. Trowers (2020) investigated how educators perceive themselves in
practicing multicultural teaching. The educators, who were all Caucasian, teach
literacy and English language to learners coming from diverse cultural backgrounds

in an adult learning center in New York. This study concluded that the educators’
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own cultural experiences shaped their cultural responsiveness to the learners from
diverse cultures and have a belief that they would be more effective if they did not
have some challenges such as insufficient funding and lack of attendance of the

learners due to their poor socioeconomic status.

2.9 Adult education from multicultural education perspectives

Although studies in the field of multicultural education are conducted within the
context of K-12 and higher education, multicultural education approaches can pave
the way for the formation, implementation, and evaluation of inclusive adult
education programs (Tisdell, 1995). Transformative and social action approaches
dealt by James Banks (1993a) and the approach of multicultural and reconstructionist
education discussed by Sleeter and Grant (1987) can be crucial to be adhered by
adult educators to be able to create an inclusive and transformative adult education
environment (Tisdell, 1995) by integrating these approaches to adult education
theories such as Andragogy, Transformative Learning Theory, Critical Pedagogy.
Therefore, the next sections will firstly present some adult education theories from
the perspective of multicultural education and multicultural education approaches to
adult education.

Alfred (2003) stated that even though adult education emphasizes individual
development and change, it ignores the sociocultural side of the individuals’
learning. Adult education is also criticized as generalizing the way how adults learn
based on white and middle-class ideology by decontextualizing the learners’
historical and cultural background and experience (Flannery, 1994, as cited in Guy,

1999; Merriam & Brockett, 2011; Ross-Gordon, 1990; Sheared & Sissel, 2001).
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As Knowles (1980) stated that andragogy is different from pedagogy and the
most important difference between adult education and K-12 education is that adults’
source of knowledge is their own experiences which is shaped by culture in which
adults grew up (Johnson-Bailey & Cervero, 1998; Guy, 1999). Thus, considering the
cultural context of adult learning should be one of the basic principles of adult
education for designing inclusive adult learning programs (Guy, 1999). However,
some fundamental adult education theories such as Knowles’ andragogy and
Mezirow’s transformative learning theory have been criticized that adult education
assumes that all adult learners have a single learner profile and learn the same way
(Sheared & Sissel, 2001). Also, these adult education theories are criticized that adult
education is framed by white and middle- class mainstream perspective and ignore
sociocultural and sociohistorical context of adults (Grace, 1996; Johnson-Bailey &
Cervero, 1998, Pratt, 1993).

In the following sections, these adult education theories, and critiques within

the context of multicultural education will be discussed separately.

2.9.1 Andragogy

The fundamental principles of adult learning set by Knowles show that the basic
values underlying some principles comply with the goals of multicultural education.
For example, Knowles (1980) suggests that learning environments for adults should
be arranged in a way that adults should experience feelings of acceptance, support,
and respect (as cited in Merriam et al., 2006). Also, it should provide an environment
in which adults are able to have a role in determining their learning needs and in the
process of developing and implementing a learning program. Knowles’ theory of

andragogy emphasizes individual development and considers an individual as
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independent, self-directed, and growth. However, Knowles’ theory has been
criticized by some scholars for various reasons such as ignoring the socially
constructed learning and learners, not considering individual development as being
affected and shaped by sociocultural and historical factors (Merriam et al., 2006),
and regarding the aim of learning is to make individuals adapt to the changes in the
world (Grace, 1996). For example, adults needed to obtain skills related to
agricultural production in colonial times in America. Also, during the time in which
religion was the ruling mechanism in Europe, adults had to learn how to read the
Bible. After passing to a democratic system, adults needed to learn how to be a
citizen in a democratic society. With the emergence of the industrial revolution,
adults had to gain skills related to industrial production. Moreover, after the industry
revolution, the massive immigration led immigrants to be exposed to learning
citizenship skills that “enabled” them to adapt the culture of the hosting society
(Merriam et al., 2006).

Compared to other aforementioned critiques, Sandlin (2005) criticized
andragogy more comprehensively by basing this criticism on critical, feminist and
Africentric approaches. Sandlin’s (2005) first critique is that andragogy remains
impartial and apolitical in terms of value neutrality. Another critique is that
andragogy sees adult learners and the way they learn as the same; the profile of the
adult learners for andragogy is middle class and white. Correspondingly, it does not
regard the different learning types and mutes diverse voices. As a fourth critique,
andragogy overlooks the relationship between society and individuals. It does not
consider the significant factors that affect learning such as race, ethnicity, gender
etc.; it ignores the issues of structural inequalities, power relations and oppression.

Thus, as a result of the fourth critique, in contrast to reducing the structural
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inequalities and discrimination experienced by oppressed groups, andragogy serves
the reproduction of the structural inequalities (Sandlin, 2005).

Alfred (2000) discussed andragogy from Africentric feminist perspective.
Alfred (2000) conducted a study to examine the applicability of andragogy to the
adult learners who are African American. Andragogy gives importance to learner’s
experiences, but the experiences based on learners’ race, class, gender, oppression
etc. and adult educators ‘experiences are not taken into consideration (Alfred, 2000).
Also, although andragogy points out to a learning climate in which trust and care is
underlined, it does not concern learning from political context. Additionally,
Afrocentric perspective, andragogy ignores the learners’ knowledge production and
their credibility (Alfred, 2000). Alfred (2000) stated that although andragogy
overemphasizes individual learning, according to an Afrocentric perspective “for
knowledge to be validated, it must be made public, and that is done in relationships
with individuals or within a community” (p. 21). According to Alfred (2002), adult
educators should consider the learner as a whole, sociocultural context of learning,
and the relationship between the learner and society.

All in all, based on all these criticisms it can be said that there is a lack of
attention to the sociocultural, historical, and political context of learners and learning

in Knowles’ andragogy model.

2.9.2 Transformative learning theory

Mezirow’s transformative learning theory has also been criticized by some scholars
as not considering the context in which adult learners experience (Clark & Wilson,
1991, as cited in Merriam et al., 2006), and learn and emphasizing an individual

transformation rather than a social action as well as reducing the process of meaning
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making to rationality (Merriam et al., 2006). Mezirow’s transformative learning
theory has also been criticized as being white and middle class centric (Merriam et
al., 2006). and lacking a historical and sociocultural context approach (Clark &
Wilson, 1991). Having examined empirical studies related to Mezirow’s theory,
Taylor (2000) concluded that the sociocultural and historical background of learners
had an important role in their transformative learning process.

According to Tisdell (2003), the transformative learning process of a learner
is affected by the learner’s culture. Tisdell (2003) discusses the role of culture on
learner’s knowledge construction as well as considers the learning as a “whole-
person learning” such as personal learning, social learning, historical learning,
political learning etc. Accordingly, educators’ role, then, becomes vital for
transformative learning as being a facilitator and authentic rather than an authority
who presents a predetermined knowledge.

The theory has also been criticized for neglecting the power issues in society.
The dominant ideology in the society has the power to oppress the minorities so
minorities’ transformation process and their praxis can be negatively affected by the
mainstream ideology (Merriam et al., 2006). For example, a study conducted with
vegans and related to their transformative process in being vegan showed that even
though the way they behave complying with being vegan, the dominant ideology in
the society had power against veganism and exercise its ideology on the vegans by
exhausting and silencing them (McDonald, Cervero, and Courtenay, 1999; Kiely,

2003)
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2.9.3 Freire’s critical pedagogy

One of the origins of critical pedagogy comes from Paulo Freire’s works. Freire’s
philosophy is one of the well-known sociocultural approaches to transformative
learning. Unlike Mezirow, Freire’s transformative learning approach called
emancipatory approach is based on the issues of poverty, oppression, illiteracy,
which aims for social transformation. Freire asserts that since individual and social
transformation are not mutually exclusive, the individual transformation is not
independent from social transformation (Merriam et al., 2006). Conscientization and
empowerment are foundational terms of his theory. It aims to support learners to
notice the oppression occurring in their lives and empower them to take an action in
the process of social change, which can be called liberation. There are 3 stages for
conscientization. In the first stage, the learners may not be aware of and refuse their
potential to have a role in social change. After this stage, the learner starts to question
things and feel that they are actually able to have control in their own lives
independent from external control. Finally, the last stage occurs as the ultimate goal
of conscientization called critical consciousness. They begin to have enough
awareness of noticing the oppressive factors in their lives, to reconstruct their
knowledge and to join actively in social transformation (Freire, 2000).

Freire (1970, 1973, 1976) asserted that individuals who are oppressed by the
power of dominant ideology in society should improve critical consciousness so that
they are able to be liberated and be part of social transformation(as cited in Sleeter &
Bernal, 2004). Freire used the term cultural circles instead of using the classroom
which tends to ignore learners as being active participants (Akkari & Mesquida,
2008). Cultural circles are the places for adults in which they were learning literacy

and while learning literacy in these circles, they were critically thinking and
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discussing their issues to improve critical consciousness, to have a voice in the
solution of these issues and have a role in changing the system (Sleeter & Bernal,
2004).

According to Gay (1995), critical pedagogy and multicultural education show
similarities in their concepts and goals and thus they should align with each other.
The practices and the concepts in critical pedagogy are related to multicultural
education, among which power, social transformation, voice, oppression, culture can
be counted as the examples of related concepts used in both multicultural education
and critical pedagogy. Critical pedagogy empowers silenced groups who were
oppressed and marginalized by the dominant ideology to have a voice and engage in
a dialogue with others. The learners’ voice and the dialog comprehend the
experiences shaped by their culture and history (Freire, 1998).

Therefore, culture is one of the main focuses of critical pedagogy. Like
culture and voice, the issue of power relations is also at the center of critical
pedagogy. It questions and discusses the power within the frame of culture (Freire,
1970). Even though critical pedagogy is mostly based on class and power issues, the
way how it approaches and discusses class issues are very essential in creating an
inclusive learning environment for the other diverse learners (Sleeter & Bernal,
2004).

Furthermore, critical pedagogy considers the learners as the constructor of the
knowledge (Sleeter & Bernal, 2004). The learners are not the obedient passive
knowledge receivers. Instead, the power in the classroom should be shared between
the learners and educators and the educators should be in the role of a facilitator who
supports the learners to develop a critical eye toward the world for their liberation

called problem posing education (Freire, 1970). Freire, in his literacy teaching,
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categorized literacy as technical literacy and critical literacy. The former is about the
technical rules of a language as a subject-matter culturally decontextualized whereas
the latter emphasizes how learners attach a meaning toward the words in the
language by relating the words with their culture and experience. Therefore, culture
plays a fundamental role in adult learning (Guy,1999).

According to Cunningham (1988), to build a learning setting in which the
learners’ consciousness toward how life is socially constructed, and power relations
and inequalities related to race, class and gender is developed is one of the roles of
adult educators. However, although critical pedagogy presents a critical theoretical
framework to educators about the class, power, and oppression issues, it does not
focus on race, ethnicity, gender, disabilities, and other forms of diversity (Sleeter &
Bernal, 2004). Also, the practical side of critical pedagogy is limited and needs to be
developed. Multicultural education approaches can complement these drawbacks of

critical pedagogy (Sleeter & Bernal, 2004).

2.10 Multicultural adult education and related studies

As mentioned earlier, since the majority of the studies and discussions of
multicultural education are related to K-12 and higher education, there is a limited
number of multicultural adult education studies (Guo, 2018; Ribeiro, 2005; Ross-
Gordon, 1991; Tisdell, 1995). Yet, there is a developing literature emphasizing a
need for multicultural approaches in adult education (Alfred, 2002; Guy, 1999;
Kumi-Yeboah & James, 2011; Rhodes, 2018; Ross-Gordon, 1991; Tisdell, 1995).
Furthermore, the number of empirical studies on implementation of multicultural
practices in adult education is on the rise (Johnson-Bailey & Cervero, 1998; Sealey-

Ruiz, 2007; Tisdell et al., 2013).
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Guy (1999) states that the goal of culturally relevant adult education is the
transformation of learning models, programs, and environment in which learning
takes place by emphasizing social injustice and inequities, questioning,
reconstructing the power relations and development of the learners’ critical
consciousness (as cited in French, 2019). Moreover, it also regards the sociocultural
diversities of learners and engages, recognizes, and accepts diverse learner groups
who are oppressed (French, 2019).

A literature review related to culturally responsive teaching in adult education
conducted by Rhodes (2018) presented that within the frame of sociocultural
approach, learners’ culture, educators’ cultural self-examination and the curriculum
arrangement are most of the topics covered in literature in the field of adult
education. Sociocultural approach addresses creating an inclusive education by
remarking that educators should be more aware of their own cultures and learners’
cultures and should create a learning environment by integrating learners’ cultures
(Alfred, 2009, as cited in Rhodes, 2018).

Similarly, as described by Guy (1999) and H.E. Kaya (2014), a model of
multicultural teaching that provides a practical guideline for educators to create a
culturally responsive learning environment is presented by Marchesani and Adams
(1992). The model underlines four important components. The first one is the
awareness of educators’ own cultural identity. Adult educators should critically
examine their own cultural identity and values, their beliefs, thoughts, and attitudes
toward other cultures. Educators can bring their own cultures into the learning
environment and the way how the educator instructs and acts in the classroom can be
affected by his/her culture. According to Adams (1992), educators who adopt a

single culture perspective can have difficulties understanding the learning needs of
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students. Brown, Cervero and Johnson-Bailey (2000) conducted a study to examine
the experiences of African American women educators teaching math to adults. The
study found that the positionality of the educators in terms of their race and gender
had an impact on their classroom experiences and practices. When they were
learners, they were marginalized according to their gender and race. These adult
educators shaped their teaching philosophy and learning environment as opposed to
the mainstream centric according to their past learning experiences, which are “(a)
producing a teaching philosophy based on a history of marginalization, (b) raising
issues of credibility with students because of the teachers’ race and gender, and (c)
directly affecting their classroom interactions and teaching strategies.”(p.277) They
used the strategies to eliminate discrimination and inequality in the learning
environment based on their prior experiences that confirm the significance of
culturally self-examination of an adult educator for understanding their students’
learning needs and designing a multicultural adult education program (as cited in
Guy, 1999).

According to the second component in the model for creating a culturally
responsive learning environment developed by Marchesani and Adams (1992),
educators should also be aware of and get to know their students ‘cultures as well as
being aware of their own cultural identities. It is important to be able to understand
the meanings attached to learning by considering the cultural context of the adult
learners.

The third component in the model is a culturally sensitive curriculum. The
content of the materials used in the education programs should be responsive to the
learners’ cultures. The learners should relate themselves to the provided content

(Sheared, 1994) and the content should be eliminated from stereotypes and
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prejudices toward culturally diverse learners. The last element of the model is about
the way the educators instruct and which method they choose. According to
Marchesani and Adams (1992), there should not be a hierarchy between educator and
learner in terms of power and responsibility; adult educators should facilitate sharing
the power among all the learners and promote inclusive participation of all the
learners in a learning setting. Yelich-Biniecki and Kang (2014) reviewed the
literature related to adult learning in the US within the frame of culture by examining
the practices that adult educators use to promote learning. Four themes emerged from
the review of literature , which are “critically examining one’s own and others’
cultural stories; utilizing sociocultural approaches to facilitate or guide adult
learning; developing and maintaining dialog; and incorporating strategies to improve
people’s cultural awareness and competency.” (p.134).)

French (2019) posed a question that how practices which are culturally
relevant can be integrated into adult education and conducted a study examining
three culturally relevant models and their applicability to adult education especially
based on the principles of andragogy developed by Knowles (1984). These models
are culturally responsive teaching (Gay, 2018), motivational framework for culturally
responsive teaching, (Wlodkowski & Ginsberg, 2009) and culturally relevant
pedagogy (Ladson-Billings, 1995). The study revealed that culturally relevant
pedagogy together with motivational framework for culturally responsive teaching
are more applicable to andragogy in terms of learning climate, assessment, learning
readiness and program planning and development (French, 2019).

Ladson-Billings (1992) developed a model for culturally relevant teaching
inspired by teaching of Freire’s critical pedagogy. This teaching model is created in

the light of Ladson-Billings's 3-year study conducted to find out the classroom
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experiences of teachers working with African American students. This model is
based on three components. The first one is that academic success should be
experienced by students and all students regardless of their race, ethnicity and
religion should be an active participant of a democratic society but to be able to do
this, they should develop certain skills such as literacy and technological skills etc.
Therefore, it also emphasizes the role of educators on academic success and
motivating learners to succeed by paying attention to and understanding the learning
needs of the learners (Ladson-Billings, 1995).

In addition to academic success, the second component of Ladson-Billings’
(1992) model is improving and sustaining cultural competency of learners. Thus,
educators should shape the learning material benefiting from the learners’ culture for
making learning easier and culture can be a tool that functions as a bridge for
learning. For example, in Ladson-Billings's 3-year study, one of the teachers used rap
songs that are famous in African American culture as a learning material. Students
are asked to bring rap music lyrics to the classroom and sing them. After that, the
literal and figurative meanings and poetry side of the lyrics were discussed and
analyzed in the class. This learning activity helped students to feel academically and
culturally successful (as cited in Ladson-Billings, 1995).

The last component in Ladson-Billings” model (1995) critical consciousness
is an important skill that learners should acquire, which helps them to question the
structural system and social order. The first two components of the model have an
orientation to individual achievement whereas the last one underlies the social
change by indicating that students should critically think and question the structures
that create and reproduce social inequalities. Having this critical examination skill is

seen as an important element of active citizenship.
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Motivational framework for culturally responsive teaching: As described by
Rhodes (2018), this framework of culturally responsive teaching is developed for
adult learning settings specifically for higher education. It aims to appeal to faculties
and teaching centers. It presents a model for creating an inclusive learning
environment, which encompasses some norms including respect toward diversity,
encouraging diverse learners to engage in and inquiry. In this model, there are four
components through which enhancing the minority learners’ motivation is aimed.
These components are establishing inclusion, developing attitude, enhancing
meaning and engendering competence (Ginsberg & Wlodkowski, 2009;
Wlodkowski, 2004, as cited in Rhodes, 2018).

I.  Establishing inclusion: Establishment of an inclusive learning environment
can be created by establishing the norms and practices to build a respectful learning
setting in which connection between learner and educator is emphasized. The co-
construction of knowledge is among one of these norms related to the reflection of
learners’ experiences. Educators establishes positive interdependence among the
learners benefiting from the activities which necessitates collaborative works such as
jigsaw activities and peer teaching strategy as well as listening to all learners’ voices
and encourage them to have a voice their thoughts and feelings toward the learning
environment, rules, and procedures (Ginsberg & Wlodkowski, 2009).

ii.  Developing attitude: Developing attitude necessitates that the learning should
be relevant to learners’ interests, background, and experiences as well as that the
learners should have power on determining and deciding learning curriculum and
activities in order to have a positive learning experience (Ginsberg & Wlodkowski,

2009).
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iii.  Enhancing meaning: This component of culturally responsive teaching is
about providing the learners with deep and meaningful learning experiences rather
than perceiving the learning as reaching certain academic achievements. These
meaningful learning experiences can be attained through inclusive and challenging
learning activities including role-play activities, problem-posing activities, and
simulations by considering the learners’ views and values (Ginsberg & Wlodkowski,
2009).

iv.  Engendering Competence: The last component of the culturally responsive
pedagogy is related to student assessment. It suggests assessing the students without
decontextualizing them from their culture, experiences, and background. Educators
should create an opportunity for the learners to exhibit competence in diverse ways.
Assessments based on performance or portfolio can be useful for the effectiveness
and authenticity of the assessment. Also, self-assessment has a critical role on
students to engender competence (Ginsberg & Wlodkowski, 2009).

Rhodes (2015) conducted a survey study with 34 questions developed by
utilizing the Motivational Framework for Culturally Responsive Teaching of
Ginsberg and Wlodkowski (2009). The survey questionnaire was administered to
143 adult educators working with the linguistically and ethnically diverse learners in
Florida to investigate the frequency of the educators’ usage of culturally responsive
teaching practices in their teaching and to examine their beliefs toward the
importance of benefitting from these practices. The study revealed that the culturally
responsive teaching practices that are mostly used and given importance by the
educators who use rubrics and reports that explain how much the learners progressed
and getting students’ experiences in classroom activities. It was also found that

practices emphasizing learners’ independence, and their contribution to planning the
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learning process were ranked as the least utilized practices. Further, integrating
lessons related to discrimination and prejudice toward immigrants was rated as the

least used and the least important practice.
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CHAPTER 3

METHODOLOGY

3.1 Research design
Qualitative research design was employed in this study. Qualitative research method
provides a deep and holistic examination of an issue focused on in a study (Creswell
& Creswell, 2017). Since this study aims to examine adult educators’ perceptions of
multicultural education, their perceived practices of multicultural approaches in their
training, and encountered difficulties related to multicultural education, qualitative
research design is more suitable for this study. Within this qualitative design, a
phenomenological research method was utilized in this study. “Phenomenology is a
study of people’s conscious experience of their life-world” (Merriam & Tisdell,
2015, p.26). Human experiences about a phenomenon are an important component of
phenomenological research (Creswell & Poth, 2016; Merriam & Tisdell, 2015).
Since multiculturalism in adult education is the phenomenon in this study which
aims to explore the phenomenon by focusing on adult educators’ perceptions and
practices, phenomenological research method is considered to be appropriate for the
aim of this study. The research questions to be addressed within the aim of the study
are as follows:

i.  What meaning do adult educators attach to multiculturalism and multicultural

education? How do adult educators conceptualize multicultural education?
ii.  What are their perceptions of adult educators’ roles in incorporating
multicultural education in their training?
iii.  What are the perceptions of adult educators about the advantages and

disadvantages of multicultural education?
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Iv.  According to adult educators’ perspective, do learners’ and educators’ culture
have an impact on teaching and learning process? If they do, in which way?

v.  What are the perceived practices of adult educators in incorporating
multicultural approaches in their training. In what ways do they integrate
multicultural approaches if they practice?

vi.  What challenges do adult educators encounter in incorporating multicultural

education in their trainings, courses, if they have any?

3.2 Participant selection
In this section, how the participants were selected, and their profiles will be
provided. Firstly, the researcher and thesis advisor listed and determined several
possible non-formal education institutions. Maximum variation sampling method
was used to reach diverse participants from a population to access a wide variety of
samples, which can make data rich and strong in terms of data interpretation (Cohen,
Manion and Morrison, 2007). It was decided to select three types of educational
institutions, which are Public Education Centers, Istanbul Metropolitan Municipality
Art and Vocational Training Courses (ISMEK) and non-governmental organizations.
After obtaining permission from the Ethics Committee for Master and PhD
Theses in Social Sciences and Humanities at Bogazici University, which can be
found in APPENDIX A, participants working at these three types of institutions were
contacted via email and phone call with the referral of their thesis advisor.
Purposeful and snowball sampling methods were used in the selection of the
participants. Also, some educators were contacted via e-mail with the referral of
thesis advisor. The content of the study was told to the participants by the researcher

and an informed consent form was sent via email. Informed consent form can be
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found in APPENDIX B and C as the Turkish version. After receiving their consents,
the researcher and the participants determined an interview time in accordance with
the participants’ availability. The interviews were held through Zoom due to the
Covid-19 pandemic. This qualitative study does not aim to apply a generalization of
the results obtained from the study sample to a population. Instead, it aims to explore
a phenomenon in great detail. In this study, participants were selected purposefully
according to the criteria that was pre-selected. Therefore, purposeful sampling
methods were employed in this study. Considering the aim of the study, that is to
examine the perception of adult educators working in non-formal educational
institutions toward multicultural education, a purposeful sampling method enabled
the researcher to choose the participants matching best with the research context.

In selection of the non-formal education institution and participants two
criteria were employed:

I.  The institution should have training for adults coming from heterogeneous
backgrounds which necessitates a multicultural educational context as much as
possible.

ii.  Adult educators should have provided at least two adult education training to
those heterogeneous groups of adult learners. The reason for the second criterion is
to ensure that the participants have experience working with adult learners.

Profiles of the participants of this study are 10 adult educators working at
various (governmental and non-governmental) non formal education settings. Also,

demographic information of the participants was illustrated in Table 1.
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Table 1. Participants Profiles

Pseudonyms Institution Educational Background  Working Year AE ME
field
Selma Public Bachelor’s degree in Turkish 6 Yes  Yes
Education primary education language
Center teacher
Ali Public Bachelor’s Degree in English 8 Yes  Yes
Education  English teaching teacher
Center
Hacer Public Bachelor’s degree in Spanish 3 Yes No
Education  Spanish Language and teacher
Center Literature
Ash ISMEK Bachelor’s degree in Clothing 17 Yes  Yes
clothing Teaching teacher
Master’s degree in
fashion design and
educational
administration
Goniil ISMEK Bachelor’s degree in Clothing 6 Yes No
clothing Teaching teacher
Master’s degree in textile
and fashion design
Poyraz ISMEK Bachelor’s degree in Drama- 6 Yes No
theater theater
Bachelor’s degree in teacher
singing
Master’s degree in theater
Yiiksel NGO Bachelor’s degree in law  Lawyer 7 No Not
directly
related
Deniz NGO Bachelor’s degree in NGO 13 No Not
physical education specialist directly
teaching related
Master’s degrees in
human rights law and
sociology (unfinished)
Gokee NGO Bachelor’s degree in Psychologist 5 No Not
Psychology directly
Master’s degree in related
clinical psychology
Melis NGO Bachelor’s degree in Lazuri 6 Yes Not
foreign language Teacher directly
education related

MA students in adult
education

In addition to the demographic information provided in Table 1, participants

were also asked to describe their learners’ profiles and whether they received any

training related to adult education, which can be found under the title of AE and

multiculturalism under the title of ME in the table. In general, it was found that the
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adult educators provide training to the learners from culturally diverse groups. The
educators also indicated that they got some training about adult education, presented
under the title of AE. The educators who work in Istanbul Metropolitan Municipality
Art and Vocational Training Courses, ISMEK, and public education centers, PEC,
took these training as in-service training and the training their institutions provided.
However, the educators who work at NGOs did not receive training directly related
to adult education. One of them received several training sessions about learning and
training the trainee. One of them is already a student in an adult education program.
They did not receive any specific training about multiculturalism but some of the
educators indicated that they joined some training in which multiculturalism, which
is provided under the title of ME, was not directly talked about, but some related
contents were provided such as human rights, inclusiveness, intersectionality, how to

work with foreigners etc.

3.3 Data collection

Interview method was utilized for the study since it is considered as more appropriate
for in-depth detailed understanding of a complex issue and people’s experiences
(Palmer & Bolderston, 2006; Gravetter & Forzano, 2018). “Interviews are also useful
in situations in which you are willing to accept the limitations of a small group of
participants in exchange for the in-depth information that can come from a detailed
interview.” (Gravetter & Forzano, 2018, p.332). However, even though interview
questions are pre-determined, they are not strictly developed. It includes open-ended
questions to have a better and deeper understanding of the participants’ experiences
(Berg, 2001). Therefore, semi-structured interview is more appropriate to use for this

qualitative phenomenological study that examines adult educators’ perceptions
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toward multicultural education and their practices and challenges in integrating
multicultural approaches in their training.

Semi-structured interview form which was developed by the researcher with
the help and supervision of the thesis advisor and the committee was used in the
study. After determining the interview questions, a pilot study was administered with
2 participants in order to evaluate whether the interview questions are suitable for the
research context and clear enough for the participants or not. After holding these two
pilot interviews, the required duration of interviews, the order and wording of the
questions were edited and finalized according to the researcher’s observation during
the interviews and to the participants’ feedbacks at the end of the interviews. After
generating the final version of the interview questions, the actual interviews were
held with 10 participants. The interviews were administered during the months of
October and November in 2021 and January in 2022.

Due to Covid-19 pandemic, the interviews were held via video or phone call.
Before starting the interview, participants’ permissions were obtained through the
informed consent form. The informed consent forms were sent to the participants
through email, and they were asked to read the form and if they approved to
participate in the study voluntarily, they were also asked to sign the form and to send
the signed version of the form. They were also asked if they did not have an
opportunity to sign the form in a digital platform, they were requested to send an
email indicating that they read the form and approved to participate in the study.

Based on participants’ permission, interviews were recorded. The interviews
took approximately 40-75 minutes. The questions asked in the interviews were
provided in APPENDIX D in the English version and APPENDIX E as a Turkish

version.
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3.4 Data analysis

After collecting data, responses of the participants were transcribed, and analyzed by
using a content analysis method. Summarization, categorization, and coding of
qualitative data are the ways that content analysis method provides (Mayring, 2000).
In this study, participants’ responses were coded and categorized in accordance with
the research questions and under each category, themes were determined according

to the finding patterns and frequencies obtained by the responses.
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CHAPTER 4

FINDINGS

In this chapter, themes emerged from the responses of the participants will be

provided under 6 categories according to the interview questions, as shown in Table

2, which are (1) definition of multiculturalism and multicultural education (2)

advantages and disadvantages of multicultural education (3) the role of the educators

with the (4) impact of culture on learning and teaching (5) multicultural education

practices (6) difficulties with the implementation of multicultural education.

Table 2. The Categories and Themes

Categories

Themes

Definition of multiculturalism and multicultural education

Multiculturalism

Coexistence of different cultures
Intersectionality

Multicultural education

Educational material considering
different cultures
Coexistence of culturally diverse
learners
Inclusiveness
Equal treatment

Advantages and disadvantages of multicultural education

Advantages

Get to know different cultures
Enrichment

Empathy

Easier learning

Disadvantages

Learners’ reactions
Conflicts
Resistance

Pricy

The role of adult educators

Constant learner
Equal facilitator and guide

Impact of culture on learning and teaching

Previous learning experiences
Being culturally relatable
Other: Family, gender identity,
ethnicity, disability, age

Multicultural education practices

Adapting educational material
Learning learners’ cultures
Using an inclusive language

Difficulties with the implementation of multicultural
education

Learner-related difficulties
Educator-related difficulties
Educational resource
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4.1 Definition of multiculturalism and multicultural education
Participants’ conceptualizations of multiculturalism and multicultural education will
be provided under this category.

Multiculturalism was explained by the participants within two themes, which
are (1) coexistence of different cultures and (2) intersectionality. As for the
conceptualization of multicultural education, it was described within four themes,
which are (1) educational material considering different cultures, (2) coexistence of
culturally diverse learners, (3) inclusiveness and (4) equal treatment.

Since most of the participants explained multiculturalism and multicultural
education by associating it to the culturally different people coexisting in a place.

Also, participants mentioned differences in ethnicity, language, family,
region, religion/belief, tradition, education level, sexual identity, refugee, clothing,
gender, race, age, habit, sexual orientation, socioeconomic status, Lifestyle, Food,
profession, learning style, perception level, hometown, point of view, view,
experiences, and disability.

Frequencies of the cultural differences that the participants mentioned and the
themes under the definitions of multiculturalism and multicultural education category

can be found Table 3.
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Table 3. Definitions of Multiculturalism and Multicultural Education

Themes

Multiculturalism Coexistence of different cultures
Intersectionality

DN | =h

Educational material considering different
cultures

Multicultural education Coexistence of learners from different
cultures
Inclusiveness

~

Learning different cultures
Equal treatments

Ethnicity

Language

Family

Region

Religion/Belief

Tradition

Education Level

Sexual Identity

Refugee

Clothing

Gender
Different cultures Race

Age

Habit

Sexual Orientation

SES
Lifestyle
Food

Profession

Learning Style
Perception Level/Style
Hometown

Point of view

View

Experiences

Disability
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4.1.1 Multiculturalism

When participants were asked to define multiculturalism, they had difficulty making
a definition. However, when they were asked what came to their minds, they were
able to respond to that question. They were elaborated within the themes of

coexistence of different cultures and intersectionality.
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Theme 1: Coexistence of different cultures: When it was asked what comes to
their mind when saying multiculturalism and how they define multiculturalism,
seven out of 10 participants defined multiculturalism as people from diverse cultures
and their coexistence. For instance, Hacer associated multiculturalism as people from
different cultures and diversity:

When saying multiculturalism, I think people from different cultures come

first. Different cultures can often be associated with religion. It could be

Islam, Christianity, or Judaism. But in a fundamental sense, it can be said that

language, religion, race, and gender diversity of people gave us the meaning

of multiculturalism. Diversity itself is multiculturalism. (Hacer, PEC,

Appendix F, 1)

Similarly, Deniz defined multiculturalism as a place in which people from different
cultures live together by relating it to accessibility of human rights:

I define multiculturalism as a place where people who share a space and have

different cultural values and codes can live together without oppressing each

other, and where the access of any person's rights is not restricted due to any

cultural code, feature, or identity. (Deniz, NGO, Appendix F, 2)

Deniz also asserted that multiculturalism is more than togetherness of different
cultures and emphasized human rights:

Multiculturalism is beyond just the coexistence of different cultures. In other

words, is there an equal, fair, and honorable life for those cultures? Since |

work in the field of Human Rights, but if I hadn't worked in this field, 1 would
just define multiculturalism as different cultures living together, but

something is added here, living but is living the same thing for all of us? A

place where someone's right to life is not violated, where someone lives but

has no rights, or where someone lives perfectly, is not multicultural in my
opinion, which is a place where one culture represses the other, where it tries

to oppress or assimilate. (Deniz, NGO, Appendix F, 3)

Some of the participants described togetherness in different contexts. For example,
some of the participants talked about togetherness in a place like a classroom,
whereas some of them gave examples of togetherness in a city like Istanbul or

Mardin. For example, Melis defined multiculturalism as coexistence of different

cultures in a society by likening it to a puzzle:
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When we think of a society, I think of the fact that different cultures have
lived here by harmonizing together. In fact, all of them have found a place for
themselves in society, and the system progresses in that way, they can live
that way together, this is multiculturalism for me. All together, they are part
of a society, like pieces of a puzzle. The coexistence of different cultures.
(Melis, NGO, Appendix F, 4)

Selma defined multiculturalism as cultural diversity and she exemplified it from
Istanbul and Sisli region in Istanbul, which is the region that she works in as a rich
place in terms of cultural diversity. She also talked about her class people from
diverse nationalities come to:

Cultural diversity comes to my mind, for example, Istanbul is a multicultural
and culturally diverse city. Especially since there has been a great increase in
immigration in recent years, | think that it has increased in terms of
multiculturalism. To put it simply, the teachers who come to my class are
surprised and they say that how there are people from such diverse
nationalities, is it such a mixed class? Istanbul is a rich city in terms of
multiculturalism. We can see people from many races, especially in our
region, there are a lot of foreign nations in Sisli. I think that a large number of
foreign nations means that there is a lot of culture. (Selma, PEC, Appendix F,
5)

Similarly, Asli (she is a clothing teacher and working in the Sultanbeyli region)
perceived multiculturalism as the coexistence of different cultures and she gave
examples of Istanbul and the Sultanbeyli region in Istanbul. She also talked about
how different student profiles in adult education are specifically in her class in terms
of age, different cultures and cities:

The coexistence of different cultures is actually multiculturalism. 1 am giving
an example in adult education. You live in Istanbul, not in Urfa. If you had
asked this question in Urfa, I would have told you that people from the same
culture are more concentrated. 80 percent of the students who come from Van
or Tokat Resadiye are from the same or similar cultures. But when it comes to
Istanbul, we are talking about a class with different cultures and different
mosaics. That's why adult education is very different. If we say for
Sultanbeyli, where completely different cultures come together, 20 students
are in the 20 different ages and there are only 3-4 students in the same age.
18-60 age group. All of them are from different cities and different cultures.
(Asli, ISMEK, Appendix F, 6).
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Gondil also defined multiculturalism referring to her class and Mardin, which is a
province in Turkey:

Cultural differences living within certain boundaries. The coexistence of
many customs and traditions such as race, gender, religion and language are
multiculturalism. When we look at our own society, we are really a
multicultural society. Last year, | traveled to Mardin. You can see
multiculturalism together, or it is the situation where groups from different
countries, different religions, different beliefs, and different families come
together within certain boundaries, or in your classrooms. For example, I can
have students from different races in my class or students with different
religions, views and beliefs. gender, | think this is one of the cultural
differences. Because | think that there is a difference between the girls and
boys in terms of support in education. The traditions, the customs, the food
they make, the clothes they wear, the colors they prefer, the way they sit, the
way they talk, their morals, these are all things that come from a certain
ethnic origin, and all of these are actually one of the cultural differences
(Goniil, ISMEK, Appendix F, 7)

Yiiksel also described what comes first to her mind when saying multiculturalism by
pointing out possible negative outcomes of the togetherness of different cultures.

When it comes to multiculturalism, what the word echoes first in the person is
such a lot of good things because the culture is well, multi is well, they are
combined but it doesn't always resonate like that for example if | have
hesitation toward the coexistence of those identities, there can be a conflict,
we can be challenged. (Yiiksel, NGO, Appendix F, 8)

Theme 2: Intersectionality: When asked what comes to their minds when
saying multiculturalism, Yiiksel and Gokge responded it as intersectionality. They
explained intersectionality to make a definition of multiculturalism:

Something intersectional comes to my mind. It is like a person is sometimes
the direct subject, sometimes the carrier, sometimes the witness of more than
one culture and identity and shapes their stance in life and their political
stance accordingly. Intersectionality comes to mind when | say
multiculturalism. Intersectionality is when a person's baggage is mixed with
more than one culture or identity. This may not always mean that the person
is the subject of more than one identity. Sometimes the person may have
witnessed those identities very closely. Sometimes the person doesn't even
need to be witnessed, the person may have possessed it, or may have
possessed it on an ideological background. It may even seem to us that they
sometimes contradict each other. (Yiiksel, NGO, Appendix F, 9)
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I have never defined this concept, but when I first think of it, ethnicity comes
to mind first, and then intersectionality comes to mind, it changes according
to our understanding of culture, multiculturalism, therefore culture can be
related to everything, in my opinion. In other words, a society may have a
general culture, or it may be a culture within a family, it may be some habits
and traditions. Something very broad comes to mind when I think of culture.
Intersectionality, ethnicity orientation, identity is a place where all these
intersect. (Gokge, NGO, Appendix F, 10)
Overall, cultural diversity, coexistence of diverse cultures at a place and
intersectionality came out to be the meanings attached by the adult educators toward

multiculturalism.

4.1.2 Multicultural education
The participants were asked to define multiculturalism in an educational context and
to explain what comes to their mind when they hear multicultural education. Five
themes emerged under multicultural education, which are (1) educational material
considering different cultures, (2) coexistence of learners from different cultures (3)
inclusiveness (4) learning different cultures (5) equal treatment
Theme 1: Educational material considering different cultures: Six out of the
10 participants talked about materials used in training in terms of considering
cultural differences while they were describing the meaning of multicultural
education. Ali explained multicultural education in terms of how it should be by
underlining educational materials:
When it is said multicultural education, education materials and education
programs should be prepared in accordance with the appropriate curriculum
according to multiculturalism. (Ali, PEC, Appendix F, 11)
For example, Selma defined multiculturalism as multidimensional education and

education that appeals to everyone’s culture in terms of educational activities by

giving examples as follow:
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For example, not only Turkish culture, for example, we can dedicate a lesson
to Russian culture. I think we can explain this to other students, whether it’s
Russian dishes, folk dances or traditions, | think this would be a multicultural
education. It wouldn't be one-sided. Multicultural education means the
education given to the students from all nationalities by making them actively
participate and talk in the lesson. (Selma, PEC, Appendix F, 12)

Hacer described multicultural education as integrating students’ cultures into the
class, and giving examples related to these cultures during the class:

There is a Jew, there is a Christian, there is a Muslim, what makes it
multicultural, in fact, giving examples from each of them, their own
traditions, their own beliefs, and actually lecturing by integrating them into
the class. (Hacer, PEC, Appendix F, 13)

Similarly, Yiiksel associated multicultural education with inclusive education and
embedding the cultural codes of people in training by giving inclusive and diverse
examples.

When 1 think of multicultural education, inclusive education comes to mind, |
think of imagining that the audience can be from any place, any identity,
every socio-cultural level, and to make everything more inclusive, from the
language to what you are talking about and the examples you give during the
training. (Yiksel, NGO, Appendix F, 14)

Gokgee also related multicultural education to inclusiveness and indicated that Gokce
understands multicultural education as creating an educational plan counting and
considering different cultures.

Multicultural education reminded me of inclusiveness because we call it
multiculturalism. It is being able to comprehend different cultures and create
an education plan that actually takes them into account. In other words, when
I say multiculturalism, I understand it as addressing (appealing to)
differences. You can provide training just by appealing to a single type of
profile, you can talk about it by assuming that the person in front of you is a
single type. For example, if | am talking about sexual orientation and gender
identity in the training, | talk about that as everyone there may or may not be
LGBT, not as we are a group and we are talking about that group out there,
but I am talking about that group as a group including that group. (Gokge,
NGO, Appendix F, 15)
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Goniil defined multicultural education indirectly. She addressed the perception level
differences between learners and explained multicultural education by providing
examples from her class experiences.

In fact, the language of education is common and what you want to learn is
the same. you teach something and you expect the other to receive it. ...\What
they want to learn with their friends next to each other are the same, but their
perceptions are very different. For example, | will teach basic skirts, or | will
teach skirts, I will teach you to use machines, yes, this is something that does
not change, but I think it differs from person to person from culture to culture.
Yes, what you teach is only one thing, but learning styles are very
different...For example, you want to teach a student something, let's say what
you want to teach is sewing zippers. but you give feedback according to the
student's capacity, you can sometimes teach the same thing many times,
depending on the student's learning level, it may be 10 times, but we will try
together, according to their levels, according to their educational capacities,
you are trying to teach it to them. (Goniil, ISMEK, Appendix F, 16).

Theme 2: Coexistence of learners from different cultures: When participants
were asked what comes to their mind when saying multicultural education similar to
the way they defined multiculturalism, seven out of 10 associated multicultural
education with the togetherness of learners from different cultures in a learning
environment. For example, Selma described multicultural education by giving
examples from their own class in terms of diverse foreign nationalities.

What | understand from multicultural education is the diversity of races. For

example, not only being Syrian, Korean, but also Russian, Afghan, Jordanian

being together all of them, which makes it a very colorful class. (Selma, PEC,

Appendix F, 17)

Hacer also made a similar association but based on religious differences.

There is a Jew, there is a Christian, there is a Muslim etc. (Hacer, PEC,
Appendix F, 18)

Similarly, Asli defined multicultural education as the coming together of different

cultures by giving an example of a classroom as a version of America:
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Multicultural education is the coming together of different cultures. I will
give an example of many cultures together, in America. America is a country
where people from many different countries gather together, the most obvious
example is America, its classroom version of multiculturalism. That version
in the educational institution is an example of multiculturalism. Our
classrooms are similar to America. What we mean by American is their
origins there, they may be British, they may be Turkish, they may be African
something like this. Different cultures, different lifestyles. Single and
married. The culture of married students and single students are different. In
married people, because of their spouses, their spouses' hometowns also
become a part of their cultures. (Asli, ISMEK, Appendix F, 19)

Goniil and Yiiksel also described a multicultural education environment in which
there are participants from diverse cultures and underlined student profiles:

I think what makes a classroom multicultural is related to the diversity of the
participants. In other words, it is very important what your student profile is.
(Goniil, ISMEK, Appendix F, 20)

I think of imagining that the audience can be from any place, any identity,
every socio-cultural level. (Yiiksel, NGO, Appendix F, 21)

In addition to the learners’ cultural differences, Ali underlined the educators who are
from different cultures while describing multicultural education:

When it comes to multicultural education, think of a school, think of an
educational environment, where there are educators from different cultures,
naturally, in a place where there is a multicultural educator profile, you have
to prepare your curriculum, your curriculum and your materials accordingly.
The material is not enough, whether you prepare it multiculturally or not, the
practitioner must also be multicultural so that a multicultural living space can
be created. When we say multicultural education, for example, we can see the
number of Iragi, Libyan and Syrian students in our schools, even if it is small.
For multicultural education, it is necessary to have different cultures, both on
the practitioner side and the trainee side. What makes the educational
environment multicultural is the fact that the learners come from different
cultures, and if you offer educators, teachers, trainers from different cultures
to a learner group from the same culture, this is a multicultural education
environment. Likewise, teachers from the same cultures, but if the learners
are from different cultures, this is a multicultural environment. (Ali, PEC,
Appendix F, 22)

Additionally, Melis explained multicultural education by addressing a place in which

people coming from different cultural backgrounds are harmonized:
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It is actually to ensure that people from different views, from different
cultural backgrounds, can harmonize with each other in the educational
environment, and that they can coexist in the same environment in every way.
(Melis, NGO, Appendix F, 23)

Theme 3: Inclusiveness: Three out of 10 participants interpreted multicultural
education as an education that includes everyone. For example, the first responses of
Yiiksel and Gokge to the question of what comes to their mind when saying
multicultural education was inclusive education:

When | think of multicultural education, inclusive education comes to my

mind, | think of imagining that the audience can be from any place, any

identity, every socio-cultural level, and making everything inclusive, from the

language you used and the examples you gave. (Yiiksel, NGO, Appendix F,

24)

Multicultural education reminded me of inclusiveness because we call it

multiculturalism. Being able to comprehend different cultures. (Gokge, NGO,

Appendix F, 25)

Further, even though Hacer did not use the word inclusion, the way she described
multicultural education was referring to inclusiveness. She explained it as an
education that does not exclude the other:

Multicultural education is an education in which everyone is equal and does

not feel different or marginalized from others. When everyone feels that they

exist there, that they are not ignored, that they create an identity there, then

we can talk about multicultural education (Hacer, PEC, Appendix F, 26)
Similarly, Deniz considered multicultural education as an approach that does not
threat people’s cultures. He also emphasized the difficulties of practicing this
approach in Turkey:

Multicultural education is an approach that focuses on eliminating the risks

that threaten people's own culture when they come to the education

environment, and also it includes the new cultural codes, but we are talking

about something so difficult, especially in the conjuncture of Turkey. (Deniz,
NGO, Appendix F, 27)
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Theme 4: Learning different cultures: Four out of 10 respondents perceived
multicultural education through that people learn about different cultures. For
example, Ali (English teacher working at HEM) described multicultural education in
regard to learning a language as learning a new culture:

When we say multicultural education, if you study in the culture that you

belong to, multicultural education can be like this: you learn a new language,

when you learn a new language, you are learning a new culture. Every
language is a culture. If you are learning English, you are learning English
culture. You learn a new culture that is inappropriate for us but not in their

cultures, or which is appropriate for us not for theirs. (Ali, HEM, Appendix F,

28)

Selma (Turkish teacher working at HEM) also understands multicultural education is
to inform students in her class about the different foreign nations that other students
come from:

I think my understanding of multicultural education is to give information

about the students’ nation states to the classmates of the students in my class.

(Selma, PEC, Appendix F, 29)

Goniil talked about life-long learning and explained multicultural education as
learning from different ethnicities by expanding it to out of class:

In fact, we are together with people from different cultures. In fact, learning is

a life-long learning thing that continues, not just in the classroom, you

continue to learn from every aspect of life. You learn from a Russian, maybe

from a British, from Italian, but learning continues throughout life. We should

not restrict it to a single class. (Goniil, ISMEK, Appendix F, 30)

Poyraz (theater teacher working at ISMEK) defined multicultural education as
getting to know different cultures within the context of theater training. He also

described how he practices multicultural education in terms of learning about

different cultures.
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Multicultural education is getting to know and observe different cultures by
students. If they are performing Lorca play, what are the relations between the
Spanish Civil War and the effects he created and the rhythm of speech? What
was the economic and political situation of that country at the time the play
was written? Or what message is the author trying to convey? While talking
about the history of theater, we try to explain multiculturalism on the basis of
education. The student gains knowledge on these and conducts research.
(Poyraz, ISMEK, Appendix F, 31)

Theme 5: Equal treatments: Multicultural education was also defined by 2
participants emphasizing equal treatment. For example, Hacer explained
multicultural education as:

I think that approaching every group equally regardless of religion, language,

age, social class, ethnicity can be multicultural education. (Hacer, PEC,

Appendix F, 32)

Moreover, Deniz approached multicultural education on the basis of the national
education system and questioned which position national education portrays other
ethnicities in terms of equality:

For example, it seems futile to talk about multiculturalism in the education

system affiliated with MoNE. There is something strange from the beginning,

we are talking about national education, we have already defined something
that is national, and we can only define multiculturalism as follows. In the
past, there were Armenians, they were very good people, or the Armenians
are a very loyal society, the most rebellious in the Ottoman Empire. When
you look, does the name of that cultural code group appear, but in what way
and in what position? Is it an equal thing to have Kurds as brothers, why do

we become big brothers. (Deniz, NGO, Appendix F, 33)

In general, similar to the perception of multiculturalism, multicultural
education was also associated with coexistence of culturally diverse learners. Also,
according to the educators’ perception of multicultural education, designing

educational material and content in accordance with learners’ cultures and inclusive

and equal treatment were found to be the components of multicultural education.
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4.1.3 Different cultures
As it is mentioned in the category of perceived definition of multiculturalism and
multicultural education, most of the participants associated multiculturalism and
multicultural education with coexistence of different cultures while they were
describing what comes to their mind when saying multiculturalism and multicultural
education. Participants were also asked to explain what these cultures are and who
they are. In the beginning of the interview for the questions of what comes to their
mind when saying multiculturalism and multicultural education, more than half of
the participants (n=6) talked about ethnic differences, half of the participants
mentioned language differences and religious differences. Some participants related
different cultures with family (n=3), traditions (n=3) and habits (n=3). A few
participants also mentioned gender(n=2) sexual identity and sexual orientation (n=2)
and political view (n=2). Only one participant talked about age differences.
However, when looking at the all the responses toward all questions during
the interviews, it is found that the number of cultural differences participants
mentioned increased. For example, the frequency of mentioning ethnicity by the
participants increased. All of the participants mentioned ethnicity as a cultural
difference. Similarly, as another cultural difference, language is mentioned by 3
more participants (n=8). Also, five more participants talked about family as a
cultural difference (n=8). Furthermore, while in the beginning only one participant
mentioned age differences as a cultural difference, during the interview, 4 more
participants talked about age differences. It was also found that new cultural
differences emerged during the interviews, which are regional differences (n=8)
educational level (n=6) clothing style (n=4) socioeconomic status (n=3), professions

(n=3), lifestyles (n=3), perception/comprehension levels (n=3), foods (n=3),
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disability(n=3), learning styles (n=3), point of views (4), experiences (n=3) and
hometowns (n=3).

To summarize, ethnicity, language, religion was mostly mentioned by the
educators in the description of cultural differences while talking about
multiculturalism and multicultural education. Differences in gender, age, sexual
orientation, and sexual identity were mentioned least. Nevertheless, considering all
the interview questions, other cultural differences such as differences in family,
region, educational level, socioeconomic status, profession, disability etc. were also

pointed out by the educators.

4.2 Advantages and disadvantages of multicultural education

Participants are asked whether they find multicultural education important or not, all
of the participants indicated that they find it is very important. Right after this
question, they were also asked to describe the advantages and disadvantages of
multicultural education. As shown in Table 4, this category was divided into two
sub-categories, which are advantages of multicultural education and disadvantages of

multicultural education.

Table 4. Advantages and Disadvantages of Multicultural Education

—h

Themes

Getting to know different
cultures
Advantages Richness
Easier Learning
Empathy
Learner’s reactions
Disadvantages Conflicts
Resistance

Pricy

o

N N W BN W
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4.2.1 Advantages of multicultural education

They elaborated the advantages within 4 themes (from the most frequent to least one:
(1) Getting to know different cultures (n=8), (2) Enrichment (n=3), (3) Empathy
(n=2) and (4) Learning (n=2).

Theme 1: Getting to know different cultures: Most of the participants (n=8)
mention that multicultural education is very advantageous because it gives an
opportunity to getting to know about different cultures, which contributes to the
personal development of people, breaking taboos, and prejudices. For example,
Selma considered multicultural education as beneficial through which people can get
knowledge about the cultures of different countries:

I think it would be beneficial to learn about the culture of many countries. It

can contribute to personal development. Think about it, if you think that |

have knowledge about the culture of all countries, I think it would make a

great contribution to the personal development of people. (Selma, PEC,

Appendix F, 34)

Similarly, Ali and Poyraz indicated:

Learning from different cultures always has a positive effect. (Ali, PEC,
Appendix F, 35)

Recognition of different cultures gives us a rich perspective in almost every
field, I find it advantageous. | believe it provides richness (Poyraz, ISMEK,
Appendix F, 36)

Hacer pointed out that an educational environment provides an opportunity to
encounter different cultures whereas it is not easy to experience that outside of the
educational environment. She also underlined that this encounter can help annihilate
prejudices:

You may not be able to encounter people who are different from you, have
different beliefs, come from a different social background, and have different
ethnic structures in your social environment but you can see this in an
educational environment, so | think it provides an opportunity to get to know
different cultures. Recognizing other cultures can eliminate being
misinformed about those cultures. and I think it can eliminate prejudices.
(Hacer, PEC, Appendix F, 37)
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Similarly, Asli emphasized adult education which includes so many students from
different cultures by remarking on the interaction among students, which can
contribute to students learning about different cultures from each other:

If | say for adult education, first, everyone in the class learns from each other,
and | learn from them, this gives you an experience in every sense. No matter
what program you give, the reason why | gave you an example of a mosaic
because it is like a mosaic, because the stones of different colors are together,
which turns some knowledge to you. We interact with each and every
individual while interacting, the student tells you that this is how we are, and
we are like this. Everyone has their own place, they talk about their traditions,
sometimes they talk about different family structures. I had a student who did
a PhD and we learned strange things from the student. For example, a student
of mine works in a workplace. There are students who have worked in textile
before, the student says, "We do it like this in textile," and | see and hear it for
the first time. (Ash, ISMEK, Appendix F, 38)

When | see other cultures, this is enriching because we meet very different
people and cultures in daily life, this is something that will be directly
reflected in the educational environment. What | learned there can be useful
for me in other places. (Melis, NGO, Appendix F, 39)

Furthermore, Goniil considered multicultural education as advantageous, which can
make different students get to know each other and accept each other:

For example, there is a different point of view towards the Syrians, just like
the perspectives of the Germans on the Turks who immigrated from here,
there may be differences in their points of view. They may not want to accept
it, but they start to get to know it, so they start to discover beyond just the
seen, this is a disadvantage in a sense, but it can turn into an advantage.
(Goniil, ISMEK, Appendix F, 40)

Similarly, Deniz found multicultural education as very important and pointed out the
importance of encountering different cultures and how this can work:

If I meet an LGBTI family member in primary school, for example, if | hear
that Ayse has two fathers, when I go to university, I will not be surprised that
there are homosexuals. And | say to those who have problems with LGBT, |
can ask why are you making a problem? For example, almost none of my
friends who are from the big island in Istanbul do not discriminate based on
ethnicity or language because they lived together with Armenians and Greeks
for years. | mean, they have ideas about living with different cultures, and |
think it is the same for the school environment. When a student sees a student
use the henna as a cultural code , the student does not run away. They go into
the dialogue and process of recognition and agreement. So of course,
multicultural education is important. (Deniz, NGO, Appendix F, 41)
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Theme 2: Enrichment: Three out of 10 participants appreciated multicultural
education through which people are enriched by being able to learn about each
other’s cultures. For example, Selma, Asli, and Poyraz associated learning about all
cultures with personal richness while talking about the advantages of multicultural
education:

It can be personal richness. Think about it, if you think that | have knowledge
about the culture of all countries, I think it would make a great contribution to
the personal development of people. (Selma, PEC, Appendix F, 42)

You are making a serious fortune, multiculturalism helps you to have that
knowledge wealth, and this is a serious treasure for us, especially in adult
education, and | am growing my treasure over the years. (Asli, ISMEK,
Appendix F, 43)

Recognition of different cultures gives us a rich perspective in almost every
field . I find it advantageous. | believe it provides a richness. (Poyraz,
ISMEK, Appendix F, 44)

Theme 3: Easier learning: Two out of 10 participants mention that thanks to
multicultural education, learning becomes easier as follows:

You see that learning is much faster and more active in multicultural
classrooms. As | said, you can see that learning is much faster and more
active in such mixed heterogeneous groups rather than in a class in which
there are students with only one type of family, one belief or one nation.
(Goniil, ISMEK, Appendix F, 45)

I said multicultural education and the multicultural education environment is
always positive. Curiosity brings desire, desire brings learning. We can see
that multiculturalism makes our work easier. (Ali, PEC, Appendix F, 46)
Theme 4: Empathy: Two out of 10 participants also deemed multicultural
education as advantageous because it helps interacting with and learning about
different cultures, which improves empathy:
Yes, sometimes it can create negativity, and sometimes it can create mutual
disagreements, but the student can learn agreements as well. A student asks
another student why you sew this way, the other one says | love sewing it this

way, this is my lifestyle, then they will develop a sense of empathy. (Goniil,
ISMEK, Appendix F, 47)
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I definitely find it important because, by exemplifying from my own life,

being in such a different environment among my students when | am in such

an environment full of differences, it increases the power of empathy in

people. (Melis, NGO, Appendix F, 48)

Overall, multicultural education was found to be very important by the
educators. It was appreciated by the educators that multicultural education enables

learners and educators to get to know different cultures through which it enriches

perspectives of people; it makes learning easier and faster; it improves empathy.

4.2.2 Disadvantages of multicultural education

Even though seven out of 10 participants thought that multicultural education does
not have disadvantages, six of them mentioned a few possible disadvantages. Other
three participants directly talked about some disadvantages of multiculturalism. Four
themes emerged under the category of cons of multicultural education: (1) learners’
reactions (n=4), (2) conflicts(n=3), (3) resistance (n=2) and (4) pricy (n=2).

Theme 1: Learners’ reactions: Four out of 10 participants thought that one of
the disadvantages of multicultural education might be learners’ reactions. For
example, Selma talked about not wanting to receive education together:

If a person has not closed herself too much to the world, there is no

disadvantage. If the person is biased, it can be a problem. They may not want

to study together in the same class. (Selma, PEC, Appendix F, 49)

Other reactions that may come from students were indicated as follows:

It may be with the objections of the student, students may say “it is a shame

in my culture”, “it is a sin in my culture”, or “I do not do it”, “I do not say it”,
“we do not do it like that” (Poyraz, ISMEK, Appendix F, 50)

Sometimes strange reactions can come. For example, reactions like “I don't
think so”, “I think there is no such thing.” (Yiiksel, NGO, Appendix F, 51)

An NGO representative said that one of the participants was transgender and

said, "This is against my religious values, I can't stay in this environment."
and left. (Deniz, NGO, Appendix F, 52)
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Theme 2: Conflicts: Three participants talked about some conflicts arising
during the training as a disadvantage of multicultural education. For example, Ali
mentioned the disadvantage of bringing conflicting groups in terms of ethnicity
together in a learning environment:

When you bring different cultures together, which have historical problems as
a society, into a multicultural education environment, you will have trouble
managing it. Disadvantage arises when you include groups that conflict with
each other in the same educational environment. For example, there was
nothing wrong with Syrians and Turkish people, that is, with Syrians in the
past but if they have been in Turkey as a refugee for 7-8 years, social
negativity has occurred. Also, for example, we have had constant problems
with Greece historically. A Greek and a Turkish person cannot get along on
the street if there are such political issues. (Ali, PEC, Appendix F, 53)

Asli also indicated that conflicts related to religion can arise and gave an example
from her class:

Some conflicts are arising, | will give an example. One of my students said
“my teacher, I am very sorry for you because you are going to hell. | love
you very much, I pray for you, may God guide you, I wish you were veiled”.
Since they were not in the same sect (religious group), | encountered a few
religious-based conflicts there, but very little. (Asli, ISMEK, Appendix F, 54)

Deniz expressed that multicultural education can lead to conflicts by underlining
different groups’ readiness for coming together:
Of course, multicultural education is important but when being ready for
togetherness. However, if they are not ready, if you get them together, fights
may arise, whoever survives. (Deniz, NGO, Appendix F, 55)
Theme 3: Resistance: One of the other cons of multicultural education that two
participants touched upon was resistance:
There can be very strong resistance in some groups. For example, a parent
may say “there is a Syrian student in my child's class, | will disenroll my
child from the class. This is something related to adults other than children.
(Deniz, NGO, Appendix F, 56)
Of course, there are disadvantages. Sometimes there are people who are very
close to learning, or they may not be able to learn even though they try to be

together with different people but as I said, it happens a few times. (Goniil,
ISMEK, Appendix F, 57)

105



Theme 4: Pricy: Two participants addressed how costly multicultural
education can be. Ali had described multicultural education environment in which
there are trainers from different cultures, and he indicated that:

It may be a little expensive to find multicultural trainers. (Ali, PEC, Appendix
F, 58)

Similarly, Deniz addressed the time and financial restrictions of multicultural
education and found it as costly:

It is not result oriented, it is not result oriented, but our system is very success

oriented, there is a problem here. Another thing in my opinion, it is a more

costly thing in the first place, it cannot be paid in a place where multicultural
education has already disappeared, but for example, bringing an Arabic
translator even for training is a very expensive thing to support
multiculturalism, even an Arabic translator wants to double the money. that
is, even when they are producing educational material that always has
limitations. Since you will respond to more than one need, the learning area
must be qualified, which is a cost and time. These are the disadvantages that

come to my mind first. (Deniz, NGO, Appendix F, 59)

In sum, even though multicultural education was found to be very
advantageous by the educators, a few possible disadvantages were mentioned.
Students and family-related reactions such as unwillingness to be in the same
classroom with different cultures, showing resistance to diversity and conflicts
among different groups were considered to be a drawback of multicultural education.

Also, multicultural education was also evaluated as expensive in terms of time and

money.

4.3 The impact of culture on learning and teaching

In this category, the educators initially were asked to describe whether culture has an
impact on learners’ learning process or not. Then, they were also asked to explain if
their own cultures influence their teaching or not. Therefore, the category of the

impact of culture on learning and teaching was provided under two topics: (1) The
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impact of learners’ cultures on learning and (2) The impact of educators’ cultures on

teaching.

4.3.1 The impact of learners’ cultures on learning
Participants are asked whether or not learners’ cultures have an impact on their
learning processes. If their response is yes, the participants are asked to describe how
it affects their learning processes. All of the participants indicated that the cultures
that they come from influences the learning process. According to participants’
responses, three themes emerged, which are (1) previous learning experiences (2)
being culturally relatable and (3) other. The last theme is elaborated under 6 sub-
themes, which are generated from the examples that the participants gave related to
learners’ cultural differences: a) family related factors, b) gender-sexual identity, c)
ethnicity d) disability and e) age
Themel: Previous learning experiences: When asked to explain how learners’
cultures affect the learning process, six out of 10 participants discussed that learners’
previous learning experiences, their education levels can influence the way they
learn, and their point of views related to the subject. For example, Ali described how
coming from an environment that is closed or open to learning something new affects
learning as follows:
Previous learning experiences reveal how open and closed they are to new
information. If they are open to learning, you can provide them more
information, you can teach them how to learn, but if it is an educational
environment that is closed to learning, it is more difficult to open them up
and encourage them to learn and use it. Especially religiously, for example, in
Turkey, there is the teaching of the Qur'an. Qur'an teaching is a completely

rote learning. If you read a verse and pronounce it, you can memorize and say
it, but you do not know what it means. (Ali, PEC, Appendix F, 60)
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Similarly, Melis talked about the previous learning experiences and gave an example
of how learners’ learning English experiences in the past influences the current
learning process. Melis also mentioned as Ali effect of coming from a culture that is
open or close to new things:

For example, they have learned English in a difficult way, and there was not
anyone who knows English, where they grew up so they come very
convinced that learning English is a difficult thing. Also, when they do not
see anything culturally different around them where they were born and grew
up, they come to learn something new, but they have difficulty learning it. If
they grew up in an open culture, a culture that is open to outsiders, | see them
more accepting and say let me try this, don’t be afraid of trying and
expressing themselves, some of them express themselves very well. (Melis,
NGO, Appendix F, 61)

Hacer talked about the educational background of learners and how it affects
learners’ points of views:

I think culture has an impact on learning. Even the education you have can
differentiate your feedback and comments on cases...The traditional
background we have also affects our thoughts. Sometimes you may wonder
how this person was able to make this interpretation and how the person
could reach this conclusion from here, and that is due to the background.
(Hacer, PEC, Appendix F, 62)

Similarly, Goniil described how educational level of adult learners affect their
learning by comparing two regions in Istanbul that she worked earlier:

The learning level of a primary school graduate and a high school graduate is
very different. I also worked in the Mecidiyekdy region before. | had classes
that I could understand quickly, but when I compare them with the
Beylikdiizii region, when they think about their family and so on, sometimes |
have to say something many times over and over. | noticed that they ask for
permission more, they might say “they don’t have time” but the absenteeism
rates in the Mecidiyekdy region are much lower. Because most of them are
well educated people who have accomplished certain things in life. I'm trying
to say that there is a big difference between the experiences of a person who
has a bachelor’s degree and a person who has experienced many things. This
person can graduate from primary school but improve herself/himself a lot
and experience a lot of things. She/he starts to think in a way that a
bachelor's graduate cannot think because his/her experience is too much,
that's why I think it is very affecting. (Goniil, Appendix F, 63)
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Deniz addressed how the previous discrimination experiences related to learners’
cultures affect their learning process:

It is affecting, of course, if they come from a culture that is subjected to
discrimination in any way, they have their own agenda in order to not to
expose themselves to any other discrimination. Focusing on that subject
brings that experience to the fore when they find a safe space in which they
get an agenda about expressing themselves and struggling to keep their
cultural values alive and living together with other people. (Deniz, NGO,
Appendix F, 64)

Gokee also mentioned the learners’ knowledge level and experiences while talking
about the effect of learners’ cultures on their learning process:

Since it is something that can change according to how much knowledge and

experience, what kind of question you ask in a listening style in a training,

what you pay attention to, it is related to the things you have brought up to

that day, so I think it is affecting. (Gok¢e, NGO, Appendix F, 65)

Theme 2: Being culturally relatable: Four out of 10 participants underlined
that it is important to appeal to learners’ cultures in their training. They discussed if
their training is not culturally relatable for the learners, how the learners are affected
by this. For example, Asli who is a clothing teacher talked about how the learners’
religious beliefs can have an impact on her classes and described what she does to
appeal to their beliefs:

For example, we have a model called sewing trousers. In the program, the

student says that | cannot wear pants, my teacher will not make them wear

them, is it okay if | do not learn it? But you have to teach, that's where the
thing comes in. They say that women don't wear trousers here. This is the
most obvious example. They say, “my teacher, it is forbidden in the sect”. |
wanted them to sew the pants for their husbands. Their beliefs, the province
they came from, their beliefs, their sects have impacts...Then, | say, let's do
this, we have to learn this subject, let's change it according to you . If you
force your students, you will lose all of those students. You have to respect

the student; you have to respect their beliefs. (Asli, ISMEK, Appendix F, 66)

Similarly, Yiiksel who is a lawyer and described what may happen if learners cannot

connect themselves with the content of the training and shared an experience related

to that:
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For example, a topic that is mentioned can make that person pay more
attention according to their baggage, or it can trigger them. I notice this, for
example, something came out of my mouth and then they disconnected or
started to think of something else. | gave training related to LGBTI+ at the
Diyarbakir Bar Association. I went from Istanbul and the other trainer was
from a western city. That day was the death anniversary of Tahir El¢i [who is
a Kurdish lawyer and activist was killed in 2015. He was the president of
Diyarbakir Bar Association] the other trainer was not lawyer, may not
remember him, but there was Tahir Elg¢i pictures all over the bar room, and
the trainer never mentioned him, the training was over, the subject told had
nothing to do with Tahir El¢i. The training finished, I was there, I was
preparing for my own training. I heard that the intern lawyers were talking
among themselves, it was a training toward inter lawyers, nobody was talking
about the training, everyone was just talking about how the trainer didn't
mention Tahir El¢i how, his photos stand in front of the trainer. They said
they are like this, they come from the west they only teach us something. It is
needed not to miss some of the sensitivities of the participants, to hear, to see,
| hear you, | am here, | am aware, | think it is very noticeable to say that | am
aware of what is going on here. As | said, sometimes if they cannot connect
his own story with the subject, what | am telling may mean nothing to them if
there is no picture of their lives anywhere. (Yiiksel, NGO, Appendix F, 67)

Also, Gokge, who is a psychologist, explained the importance of appealing to

learners’ cultures in a training by giving examples of the romantic orientation

differences:
For example, we are talking about love relationships, let's say we are talking
about something romantic, but we do not talk about the a-romantic one, and if
there is someone who is a-romantic, we did not include this person. While we
are describing the love relationship, we are telling a single type of thing, we
are describing the norm. In the learning process of the a-romantic person this
person can think “they don't count my love relationship as a love relationship,
what information can they give me then.” We are not appealing to it in any
way. With this, this person may become demotivated, feel excluded or can
get angry. (Gokge, NGO, Appendix F, 68)

Gokge pointed out that when a learners’ identity is not included in the training,

learners’ motivation to learn is negatively affected. Gokge also responded to that

question as a learner and talked about a learning experience Gokge had in a training

program:
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Now, I will say this from the position of a student, not an educator. | had
received education about sexuality somewhere, sexual dysfunctions and so
on. Only sexuality between women was being told, it bothered me very much
because | was very disturbed. It means that sexuality is viewed as something
between men and women and what can be taught to me. My motivation to
continue training decreased. (Gok¢e, NGO, Appendix F, 69)

Deniz gave an example of a training program that he was witnessed with and
criticized that it was not culturally relatable for the learners in terms of learners’
language and pointed out power relations:

For example, if you make the program bilingual and then have the videos you

watch in Turkish...I mean then allocate 5 minutes to its subtitles. For

example, in one training, they watched a video shot in Syria, but the video
was in Turkish, you can think that if it was filmed in Syria, it has both Arabic
and Kurdish subtitles, and there was. The same video had sound options, for
example, they did not do this. They made a group that doesn't speak Turkish
watch a Turkish video and say, “You may not have understood, let's
summarize.” This situation will make people feel that it is okay if they do not
understand the video. Let's give it to people as much as you want, let's not
include it as much as we want, again it's a very power-oriented thing,

something that the one who has power decides. (Deniz, NGO, Appendix F,

70)

Theme 3: Other: The theme other was elaborated within 6 sub-themes, which
are a) family related factors, b) gender-sexual identity, c) ethnicity d) disability and
e) age. These sub-themes are considered by the participants as an example of
different cultures that affect learners’ learning processes.

Family related factors: Three out of 10 participants indicated that learners’
family structures, their marital status or whether they have a child or not are the
factors that affect their learning process. For example, Asli described how some of
her students’ learning and understanding of the subject being told are affected by

their family environment and the financial situation. She also mentioned this issue by

relating it to the differences between adults and children:
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There are so many factors that affects the students about being able to pay
attention to the subject. For example, the student’ child was sick in the
evening, his mind is there not in the class, but she cannot comprehend
anything. Family environment, the environment they grew up in, the place
where they came from, economic difficulties, difficulties, all of these are
reflected. If they don’t have any financial worries, it is easier to pay attention
to the class. Since you come across a student who comes and listens to the
lecture with the worry of what she will cook at home, it has been a long time
since my husband received a salary, the perception of all of them are
therefore different. In other words, that student's mind is somewhere else, she
does not hear you. She said, I'm sorry, my teacher. | don't understand
anything today, | can't give my attention to you, , | have serious problems.
She is in serious trouble, the family environment, the economic situation at
work, whether they are married or single, whether they have a child or not.
You do not encounter these in formal education at state school, the child does
not think about the economy, the child is single, the only problem is
themselves not others at that time, they have no problems other than learning
that lesson. (Asli, ISMEK, Appendix F, 71)

Similarly, Goniil explained how the course of a day of the learners are affected
during the training by their family issues and gave an example of her students:

Let me tell you this, the student has to take her children to the school in the
morning. When she comes to the class, she gets fussy. Or when there is a
problem at home in the evening, there is a problem with her husband, her
daughter is sick, which makes her anxious, this is reflected in the work she
does during the day, that is, their cultures affect their learning incredibly. It is
really very important what the student experienced that day, how they feel,
what they think. A student who is very energetic and happy one day can
become very unhappy the next day and this is reflected in the work. For
example, one of my students’ husbands brings and takes her to the class.
When I asked her why, she told me “My teacher, he doesn't trust me very
much because he is a man.” Her husband was from Elazig, she says he doesn't
trust outside too much, he is afraid that something will happen to me, so she
accompanies me. When you look at someone else, they can come with their
own cars by themselves. Some students only want to come for 1 day, they
say, | have only one day, my husband allows just for 1 day to come here.
(Goniil, ISMEK, Appendix F, 72)
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Poyraz also emphasized family factor affecting students’ level of progressing in
learning:

Of course, it is very different, their perceptions, concentration, interests,
everything is different. The level of progress can also differ. We aim for the
same point, but one student reaches that point in 6 months, but the other
student can only reach it in the second year. | think the first is family, the
second is the environment, daily habits, the music they listen to, the kinds of
movies they like. All these factors, such as reading habits and participation in
social activities, are factors, but they are purely sociological factors that
originate first from family, environment and then from education. (Poyraz,
PEC, Appendix F, 73)

Gender ldentity: Three out of 10 participants deemed gender and gender
identity of learners as the factors that affects their learning process. For example,
Goniil described how learners’ gender have an impact on their learning process and
she indicated that a woman’s efforts is more different than man to be able to get

something:

If you are a woman, you have to work a little harder for something a little bit
more, while a man can get a promotion immediately, you need to show
yourself a lot more. In this sense, I think it is of course very important. | can
say that, for example, we have such regions where | have a teacher working

in the region of Esenyurt, for example, male students wanted to enroll, most
of the women dropped out of that course, for example, this is a very important
detail. Because they don't want to be in the same class with a man, they may
rehearse (rehearse of what they sew) sometimes so they may not want to be in
the same environment, | think it's important. (Gonil, ISMEK, Appendix F,
74)

Asli talked about transgender people, and she described how they can be included in
trainings by emphasizing the role of adult educators:

Why can't transgender people get a comfortable education, why can't they
enter our classrooms? It is also a serious problem for us educators. We can
provide this, there are too many duties that fall on us. Maybe if you told me
10 years ago, | would have said for transgender individuals, so they should
come and take lessons, but I think we should reach them, now I think that we
should definitely include them in all kinds of education. I think that the point
of view needs to be changed, it is a very important task for adult educators.
Children may not perceive this in state schools, but since there are a lot of
women in adult education, if we change the perspective of women, we will
change the perspective of the society. Teachers’ role is very important here,
then multiculturalism will be real. (Ash, ISMEK, Appendix F, 75)
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Disability: One of the participants, Asli, talked about disability and
complained about not being able to create a training program including learners with
disabilities. She also described how she included one of her students living with
disability:

Why can't we make a program for the disabled? This is a really serious
situation...Years ago, | had a student who was born with a physical disability
using a wheelchair. Years ago, she said to me, “can I learn something”, I said
“Yes”, and she asked “How? I said “I will find a way”. “I said, how can I find
a method”, but you have to create your class according to this situation. All
the people around him have friends and associations, being disabled is not
their choice. They were born with disabilities or have had it later, they are
trying to survive, they want to learn something in a way, they want to do
something. | did research about how they can use their elbow part while using
a sewing machine. Unfortunately, there was no one | could get support from.

| searched and caught a few examples, | found that there are sewing
machines, you press the button, they sew on their own, | found a solution
myself, the normal machine has a pedal, that foot needs to press, | adapted
this machine to the way that the student can use her elbow instead of her foot.
(Asli, ISMEK, Appendix F,76)

Ethnicity: One of the participants talked about the influence of a country,
province, and ethnicity on learning. For example, Hacer addressed how the different
countries and ethnicities learners comes from have an impact on their learning:

In other words, when you compare two 50-year-old women, let's say they are
both university graduates, one from Ankara, the other from Istanbul, or one
from Spain and one from America, of course, their perspectives the subjects
and their interpretations probably will be different because they will have a
trace of their own culture. I'm going to point out that the way a Turk looks at
a subject, the way an Armenian, for example the Russians, A Russian's view
of the subject is not the same with a Turk's way of handling the subject. You
can see it very clearly. (Hacer, PEC, Appendix F, 77)

Language: Selma gave an example from her class and described how
learners’ language affected the learner in her class:
In my class, there are students from the middle east countries. Suddenly a

Nigerian student came, she had a hard time because everyone was speaking
Arabic, she felt very lonely among herself. (Selma, PEC, Appendix F, 78)
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Age: One of the participants, Asli, considered learners’ age as a factor for
learning and indicated as follow:

Different age groups, | can teach a 50-year-old in a second but cannot

sometimes teach a 20-year-old. | teach older people easier than younger ones.

Sometimes, perception/comprehension is very important. (Asli, ISMEK,

Appendix F, 79)

To sum up, learners’ cultures were found to be a factor that influenced the
learning process of learners. Past learning experiences, educational level, gender
identity, family related differences, gender identity, ethnicity, disability, and age
were considered as the influences on learners’ learning process. Whether educational

material is relevant to learners’ cultures or not was also found to be the important

factor for learners’ motivation and success in learning.

4.3.2 The impact of educators’ cultures on learning
When participants were asked whether their own cultural backgrounds or identities
have an impact on their training. Nine out of 10 participants indicated that their
cultural backgrounds influence the way they teach and prepare training contents. For
example, Selma (Turkish language teacher) mentioned that the region that she comes
from, and her ethnic origin have an impact on the communication among her
trainees. She mentioned before that most of her trainees come from the Middle East:
Since I'm from south-east origin, | can easily understand what they mean, if
there is any discomfort, and I can easily understand their body language. |
think that |1 am close to the Middle East culture, I am an Iranian immigrant
myself, I am not a stranger to their culture. (Selma, PEC, Appendix F, 80).
Similarly, Deniz also mentioned the impact of the environment that he grew up in

and gave the example of holding discussions about accessibility regarding this

impact:
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I am from Adiyaman, I grew up in Kahta as a place that did not have a theater
and a cinema, only occurring once a year. You already feel that I'm in an
undeveloped city, I'm in a place where the government of this country
politically does not invest in. Secondly, there are things that | wanted to
experience as a child or a teenager, but I could not reach them. Then you are
discussing something about accessibility in your training which is something
culturally and you are trying to increase accessibility for other groups. (Deniz,
NGO, Appendix F, 81)

Goniil (clothing teacher) emphasized that her past learning experiences influence her
teaching elaborated it how it affects as follow:

| try to explain it with the smallest details while teaching. I teach with a
model and show that we did this 2 cm from here. I say, “Why we did this
because there is a waist gap here.”...I discovered different dynamics of
teaching it to a person, or | try to sew a zipper many times at home before the
class and question how I can teach this to the student in the simplest way. |
was not taught this by my teachers in the past, | always tried things by
myself." (Goniil, ISMEK, Appendix F, 82)

Poyraz (theatre teacher) underlined the impact of family and environment that he was
raised in on the content of his training, materials and the relationship between him
and his students:

Well, I come from a family whose members were artists. When | was in
primary school, I used to do my homework backstage, my mother would
carry me with her, I would be with my father on tour, and of course | was
impressed because they were retired artists from state theaters. When |
entered the conservatory and won, | had already finished reading the books
that my classmates had read in the first grade. When I was in high school, |
read all the Shakespeare plays. | had already watched the opera maybe 20-30
times, and the ballet 5-10 times. | had already been to the Presidential
symphony orchestra many times. Of course, the environment | came from
affected me a lot. Cultural environment, background, and after that, of course,
experiences are very important. | mean, I have many friends who graduated
from fine arts or conservatory theater and started teaching without ever
stepping on the stage without professional acting. | have 16-17 years of stage
experience, a lot of tours abroad in Turkey, foreign local writers | have played
with, can | tell classics, moderns, comedies, and musicals. Of course, the
cultural environment and subsequent experience are very important. This
affects the training | provide. If my student believes in me, if they love
me...that's why they believe in me. These are all reflected in my classes,
these are reflected in the materials | choose and the examples I give in the
class. Of course, cultural identity and subsequent experiences change the
educational materials I use a lot. (Poyraz, ISMEK, Appendix F, 83)
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Yiiksel (lawyer) talked about the effects of ethnicity, LGBTIQ+ identities and past

experiences on the trainings as follow:
For example, if I am going to provide training about meetings and
demonstrations, whether this is a mixed group or lawyers in the bar
association, there is no possibility that I will not put the bans in the Kurdish
provinces, for example. But I also put the Hrant commemorations. If this is at
the end of the slide, I look at the time, | put it more forward and talk about it
first. Because for me, it's probably something that touched me more and hurts
my heart more, and | want everyone to remember to hear more. (Yiiksel,
NGO, Appendix F, 84)

Only one participant, Hacer, disagreed that her cultural background does not

influence her teaching and indicated that educators’ cultures should not influence

their training.
No, it doesn't have an influence. it should not affect it anyway. Your cultural
background should actually be put aside in the class, you should consider
yourself away from them, if you are under that influence, I think you will not
be open enough to other cultures. You should be equally distant. It does not
require that I come from central Anatolia and approach the issues with a
Central Anatolian mentality. | should also be open to completely different
views. (Hacer, PEC, Appendix F, 85)
Overall, educational content and materials used by the adult educators came

out to be influenced by the educators’ own cultural backgrounds such as previous

learning experiences, language, ethnicity, geographical region, and environment etc.

4.4 The role of educator
When it is asked to participants what adult educators roles should be in a
multicultural education environment, as illustrated in Table 5, two prominent themes

emerged, which are (1) learning (n=5) and (2) equal treatment (n=5).

Table 5. The Role of Adult Educators on Implementing Multicultural Education

Themes
The role of the educators Constant learner 5
Equal facilitator and guide 5
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Theme 1: Constant learner: Half of the participants mentioned that adult
educators should be willing and open to learn about cultures. For example, Selma
addressed the openness of adult educators to get to know different cultures:

First of all, they should be open to getting to know all cultures in an objective
way, and then they should be willing to explain those cultures in their class. If
necessary, we can bring that culture to daily life and keep it alive, for
example, we can keep the Nigerian culture alive one day. Folk songs, folk
dances, dances, etc. can be performed as activities. (Selma, PEC, Appendix F,
86)

Goniil also indicated that adult educators should renew themselves constantly in
terms of teaching methods she used and in relation to that she emphasized that adult
educators should know their students very well:

You need to know your students very well; you need to have an analytical
talent. Constantly renewing yourself when I go home in the evening, what |
did in my class today, how can | teach tomorrow, how can | explain it better,
sometimes there may be a method that you constantly use, but sometimes a
student has trouble getting it with this method, how can I explain this better.
When you talk about adult education and multiculturalism, people's lives are
so different that we don't know what they went through at home. They may
have harshness, prejudices, and sense is really very important for the adult
educator to play such a role here, at least. I can say that for myself. (Goniil,
ISMEK, Appendix F, 87)

Similarly, Deniz underlined the importance of knowing learning needs of people as a
role of an adult educator:

| provide training about human rights, | will teach advocacy, | will study it
very well, but at the same time, it is important to think about the needs of
people who come to talk about this advocacy. Why do Roman people learn
about advocacy, if you don't know this, there is nothing you're talking about.
(Deniz, NGO, Appendix F, 88)

Gokee and Melis considered educators as a learner, and they indicated as follow:
If we say that everyone is different, | am there as a person who is going to

learn in an interactive way or with the questions. Maybe | don't know what

people know, I see it as an information exchange as an educator. (Gokge,
NGO, Appendix F, 89)
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Showing that you are learning together, not acting to be an authority on them,
not just showing that | know everything, and you will learn from me. We are
on the way together and sharing because they all come from different
backgrounds. (Melis, NGO, Appendix F, 90)

Theme 2: Equal facilitator: Equality was another theme that emerged when

participants talked about the role of adult educators. Five out of 10 participants

indicated that adult educators should treat learners equally. For example, Goniil

indicated as follow:

Treating equally. Students should feel that they are equal with their friends,
no matter what view, race, gender, belief the students have, they should feel
that they receive the same service in the learning environment in the
classroom. (Goniil, ISMEK, Appendix F, 91)

Hacer addressed providing equal opportunity for everyone as a role of adult

educators and elaborated other roles under this role:

I think educators’ role should be to provide equal opportunity for everyone,
not to discriminate, to be tolerant, to be accepting and tolerant. You should
approach tolerance in an equal way so that you can be a role model for your
students with your behaviors. You should also avoid potential conflicts. In
other words, you can't do it by giving more attention to one group and giving
less importance to the other group, and whatever your view is, you shouldn't
try to impose your view, you should actually stay neutral. (Hacer, PEC,
Appendix F, 92)

Poyraz also defined adult educators’ role as approaching the students equally by

pointing out the measurement and evaluation process:

I think it is to give education to everyone in the same way, based on the same
measurement and evaluation methods, without marginalizing. Approach the
students in a way based on the evaluation criteria, with the same perspective,
with the same distance to everyone, without seeing different, without
othering, not approaching as you are different, you are superior, you are
inferior, without making them feel the difference, without stating the
difference. (Poyraz, ISMEK, Appendix F, 93)

Deniz remarked ensuring equality as a role of the adult educators:

To emphasize to participants that this is a place where people from different
identities and experiences are all equal. We have to put this thing in the first
place anyway, we are all equal, do we agree with that, let's hear this, at least
this is an important step. (Deniz, NGO, Appendix F, 94)
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Additionally, Melis described the role of adult educators as follow:
The role of the educator is to make the environment suitable for everyone,
making the learning environment accessible to everyone. (Melis, NGO,
Appendix F, 95)
Overall, it was found that the educators discussed that an adult educator
should have some knowledge about learners’ cultures and willingness and open to

the new; adult educators should treat all learners equally without discriminating any

culture.

4.5 Multicultural education practices

When they were asked whether they consider their learners’ cultures and integrate
them while preparing their educational materials and activities, all of the participants
responded that they consider and integrate the learners’ cultures in their training.
When asked to describe their practices related to considering and integrating
learners’ cultures, as shown in Table 6, the most frequent response obtained from the
participants was (1) adapting the material and content according to the learners’
cultures. Other frequent themes emerged among participants were (2) doing research

and learning about learners’ cultures, and (3) using an inclusive language.

Table 6. Multicultural Education Practices

Themes f
Adapting the material and content according to the 7
learners’ cultures

Multicultural Practices Doing research and learning about learners* culture 3
Using an inclusive language 2
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Theme 1: Adapting the material and content: For example, Ali, (English
teacher) and mostly uses additional material. He works at a public education center
indicated that they have to consider learners’ cultures, beliefs, ethnic identities and
all and he gave an example:

You cannot put a nude painting as a visual material in the content of the
training. You need to consider learners ‘cultures. (Ali, PEC, Appendix F, 96)

Also, Hacer, a Spanish teacher working at HEM, explained what kind of
arrangements she does while preparing the content and material:

In fact, while creating the materials, | avoid targeting a single culture as much
as possible. If I am going to make sentences about cultures, if I include the
mosque in one sentence, | include the church in the other sentence, | do not
want to give the opinion that the teacher is close to, only one view. We can
talk about the life of a very poor person in one reading text, and someone
with a slightly higher income level in another reading text or we can talk
about the sentences in which they interact with each other. (Hacer, PEC,
Appendix F, 97)

For example, Asli who is a clothing teacher working at ISMEK emphasized
flexibility in the training modules and materials. She indicated that you have to give
room for flexibility in your training module. She described when and how she
modified/adjusted the given training module by deeming the learners’ beliefs,
traditions, professions, and all etc.:

I will give an example related to learners’ beliefs. You are making a skirt,
your model is obvious, but the learner says that she can't wear this skirt
model, she does not wear skirts, she says she only wears dresses but you have
to teach how to sew a skirt so you can't say anything, you can't force it. How
can we do it by flexing it, so I did this to one of my students, so this is a very
specific example, but let's do this skirt, then when we go to the making a
blouse unit, I know that she will not wear the blouse with a skirt, | said let's
combine the blouse with the skirt and make a dress. She really likes this
solution. You have to find a solution. If I did not find this solution and was
not flexible, she would quit the class and the field. She works in this field
now but if I did something wrong, | would lose her. For example, we have a
model called sewing trousers. In the program, one student said that | cannot
wear pants, it is forbidden in our sect, is it okay if I do not learn it? The
student said that women don't wear trousers in our sect. But you have to
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teach. | made them sew pants for their husbands. This is the most obvious
example. (Asli, ISMEK, Appendix F, 98)

Similarly, Goniil who is also a clothing teacher working in ISMEK addressed the
flexibility in learning material and underlined the importance of what learners want
and their happiness:

Preparing educational material, many materials are common, board, machine,
but when you go into details, it is very important. For example, if you sew a
daily hanger blouse for a more conservative student or and if you sew an
abaya for a student who thinks the opposite, this makes the student unhappy.
What everyone wants is also important. For example, if the student wants to
sew a larger cloth, you can't make it tight. or vice versa. more abundantly,
then they are not happy. It is very important what the student wants, for
example, a student gets a fabric and says, “I will make a skirt with this
fabric”, it can't be anything more ridiculous than asking the student will wear
long clothes to make a mini skirt. | think what students want is related to their
ethnic origins. (Goniil, ISMEK, Appendix F, 99)

Deniz, who works in the fields of human rights at an NGO, also talked about what he
does for the learners' sensitivities, expectations, and cultural codes in the training:

After you get information about the participant, you need to include his
sensitivities, expectations and cultural elements, if you want the training to be
really meaningful Sometimes you can include it very dominantly, for
example, when you are with Kurdish participants, you address the issue of
discrimination in education in mother tongue, because there is more life
experience there, if there is a group that they should not be in close contact
with each other, you act accordingly during the training. If there are
participants speaking different languages, you act accordingly, you make the
education bilingual or design according to a visually impaired person or a
person who has a reading difficulty or giving examples from the places
people come from while giving examples during the training. (Deniz, NGO,
Appendix F, 100)

Poyraz is a theater/drama teacher working at ISMEK. Even though he explained that
students he works with are not so much culturally different from each other, he
mentions that training content is the same, but he does some arrangements while
choosing a work of art in theater according to the students’ ages, point of views,

physical characteristics, and their dialects:
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For example, | have a student who was born in Istanbul, but he still has the
Black Sea dialect in his language because he has just gotten used to it at home
or the eastern dialect. If | have many such students, it is not possible to play
Shakespeare. Putting the work of a Turkish writer brings them together in
something real. | can put a Turkish writer, | can put a play by a foreign writer,
comedy or drama according to the student profile, but the education does not
change. The student's age, point of view, height and weight, of course, |
cannot make everyone perform Hamlet or Juliet or | can't make everyone
perform the slum character The physical profile of the student is also very
effective on this. (Poyraz, ISMEK, Appendix F, 101)

Melis (a Lazuri teacher working at an NGO) explained the practices she follows for
the students from different languages.

This year, for example, | have two students from Germany, one is a university
student and the other one is working. They speak English, they speak
German, they learn Laz, but they are not Laz. The one from Central Anatolia
and the other one from Trabzon, and I think they have Laz friends. For
example, my group this year is very small and while I think about these two
students, when | am going to do a lesson, | immediately think about them,
and let's say | will give a grammatical structure. | combine the grammar they
learned with the grammar in English with the grammar in German. They do
not have a good command of Turkish grammar. So, I'm starting from English
grammar to common. (Melis, NGO, Appendix F, 102)

Theme 2: Doing research and learning about cultures: Yiiksel (lawyer) and
Gokge (psychologist) and Melis (Lazuri teacher) working at NGOs addressed the
importance of doing research and learning and reading about the participants’
cultures before the training:

For example, | did research before | met with Alevi women to talk about the
Istanbul Convention. | looked up, In the last 5 years, what have Alevi women
produced, women in Alevi culture, so what is their agenda. For example, very
strangely, the end of that education was connected to something like that of
Alevi women, which I read in this part. For example, the Pir Sultan Abdal
association had sixty-four branches, only four of these 64 branches were
chaired by women. We know that in the Alevi culture, Alevi women are
strong, more resistant. | read those articles and so on, but they criticized
themselves very much on this issue. For example, we only know a
grandfather in Alevi culture. We know that in the movies and also in the
stories of the Alevis around us but there was a grandmother who was the
same as grandfather, but there was no grandmother for a very long time
because even the oldest women did not want to be grandmothers, | can't do it,
as if your grandfather would not be there, We left the Istanbul convention and
talk about women empower each other, so | became a bit of a listener there,
and participants talked to each other. If I did not do any research and did not
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know them, it would be like this: | would probably just take the issue to

where | knew (just Istanbul Convention) but I read about before the meeting

(training). (Yiksel, NGO, Appendix F, 103)

Theme 3: Using an inclusive language: Ali indicated that learners’ cultures
have to be considered while talking about something during the training. He
elaborated as follow:

If you say something, yes it can be true for you but for the learners, in their

language or culture, it may be an insult or it may be hurtful discourse so you

have to take them into account. (Ali, PEC, Appendix F, 104)

Gokge underlined the trainers’ language in a daily life and using non-discriminatory
language:

I might use a language that might be discriminatory, but I question my

language I used. Trainers’ daily language and how and what the trainer tells

are very important. For example, you receive a class at a university, but the
trainer just mentions Turks not Kurds. Now, | will say this from the position
of a student, not an educator. | had received education about sexuality
somewhere, sexual dysfunctions and so on are being told, only sexuality
between men and women are constantly being told, it bothered me very
much. | started to question how appropriate it would be to get something from
that education while listening to someone from this point of view. My
motivation to continue my education there decreased, it means that sexuality
is viewed as something between men and women and what can be taught to

me in a more personal way. (Gok¢e, NGO, Appendix F, 105)

In summary, making changes in content, materials and activities used in the
training was most used multicultural education practice by the educators. Further,
attempting to do research and to get to know learners’ cultures and using a language
that does not exclude any culture were other practices the educators use.

In addition to the themes emerging under the category multicultural education
practices that the educators use, in the following section, this category will also be

elaborated within a model of multicultural education developed by James Banks.
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4.6 Findings according to Banks’ model of multicultural education
Participants were asked to describe whether they consider learners’ cultures while
preparing their training or not, and if they consider what practices they do. Most of
the participants implement the two dimensions formed by Banks, which are content
integration (n=9) and equity pedagogy (n=10). When asked to explain whether they
integrate their learners’ cultures into the learning material activities or not and if they
integrate how they do it, all of them responded that they integrate learners’ cultures
into their trainings. The ways the participants practice content integration were
analyzed according to the four multicultural education approaches identified by
Banks, which are (1) contribution approach, (2) additive approach, (3) transformation
approach and (4) social action approach. The findings demonstrated that most of the
participants follow additive approach (n=8), and half of the participants implement
contribution approach (n=5) Also, two out of 10 participants use transformation
approach and only one of them implements content integration in the level of social
action approach.

These findings are illustrated in Table 7 and will be presented separately

under each dimension by giving examples from participants' responses and they

Table 7. Multicultural Education Practices by Banks’ Dimensions

—

Banks’ Dimensions of Multicultural Education

Content Integration
Contribution Approach
Additive Approach
Transformation Approach
Social Action Approach
Knowledge Construction
Equity Pedagogy

Prejudice Reduction
Empowering School Culture
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Dimension 1: Content integration: In this dimension, cultural content is
inserted into a subject area by teachers. The teachers give various examples from
different cultures and use contents related to culture (Banks, 2009). This cultural
content integration can be implemented in four levels, which are (1) contribution
approach, (2) additive approach, (3) transformation approach and (4) social action
approach. In the contribution level, integration consists of just adding cultural
elements like ethnic heroes, ethnic holidays, dances, foods, and music into the
mainstream curriculum. Another level, additive approach is featured by infusing the
cultural content to the curriculum but not changing its main structure. Third level of
the content integration is the transformation approach, which is quite different from
the contribution and additive approach since the integration does not occur in the
mainstream curriculum, the structure of the curriculum is changed, and the content is
integrated from more than one cultural perspective. Lastly, the social action approach
is characterized by all the components of the transformation approach, but it also
provides students an opportunity to take an active role, make decisions, and be
critical and reflective about the cultural contents from several points of view (Banks,
2009). Within this framework, participants are asked to describe how they practice
multicultural education in their training. It is found that nine out of 10 participants
implement content integration dimension while practicing multicultural education. It
is also found that 8 of them use an additive approach while integrating the learners’
cultures into the content of their training and half of the participants also use a
contribution approach.

Additive approach: For example, Selma, she is a Turkish language teacher,
emphasized the goal of teaching Turkish culture but she added how she integrates

trainees’ cultures into her class within the mainstream curriculum:
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In other words, our aim is to introduce them to Turkish culture, to teach them
the Turkish language, their aim to learn Turkish language and Turkish culture
and then we also talk about their cultures if there is enough time, we wonder
and have conversation like “how this is in your country, sometimes they
shows their hometown on the map, some people say that they have never
heard of the village where they were born, they ask each other where you
were born, sometimes the conversation can be extended, even the class
continues. Now, our priority is the grammar needed to be taught in the
modules, and after we give them, we have a conversation with each other in
the remaining time, | think this contributes to the trainees in all classes.
(Selma, PEC, Appendix F, 106)

Ali, (English Teacher) mentioned giving different examples of dialects used in
different regions in Turkey as an integration of cultural content in his classes:

Since we teach language, when we give examples from Turkey, for example,
we exemplify different pronunciations in Turkey. They pronounce this in this
region while some others pronounce it differently in the other region. Or,
culturally, in different regions, for example, different names can be given to
objects, or there are different dishes, for example, in wedding associations,
for example, we talk about these differences. We can give examples from
different regions and make comparisons. (Ali, PEC, Appendix F, 107)

Hacer , a Spanish Teacher, described how she inserts her students' cultures while
preparing the content of the training according to the SES or religion and indicated
that she avoids talking about only one culture and she uses examples from people
from more than one religion and socio-economic status:
In fact, while creating the materials, | avoid targeting a single culture as much
as possible. If I am going to make sentences about cultures, if I include the
mosque in one sentence, | include the church in the other sentence, I do not
want to give the opinion that the teacher is close to, only one view. We can
talk about the life of a very poor person in one reading text, and someone
with a slightly higher income level in another reading text or we can talk
about the sentences in which they interact with each other. (Hacer, PEC,
Appendix F, 108)

Goniil also talked about how she integrates her students’ ethnic backgrounds in her

trainings, and she underlined the interaction among these students:
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There are Albanian students, they are sewing Albanian shalwar. The students
bring those materials, they take a lot of fabrics for it, and you see, there are
many people who want to take its pattern and adapt it to their own work. An
ethnic food, a cloth, or a product can have an incredible interaction within a
class. Let me tell you that in many subjects, the area of the field can change,
for example, this can be much more in embroidery, because it can be Antep,
Maras or British models, it can be integrated much more, but when you look
at the clothes, there are more Abaya models, more draping models, shorter or
longer models we can integrate these things too but this interaction can be
much more in some areas that are very important here in the field, but it may
be much more limited in some areas, but I try to use the ethnic origins of the
students by blending them in the classroom environment as much as possible.
(Goniil, ISMEK, Appendix F, 109)

Poyraz, he is a theater teacher, he also elaborated how he adds cultural content into

his training but different from other participants, he did not talk about inserting his

students to the training. Instead, he indicated that he adds cultural aspect of a theater

work into his trainings as a multicultural practices as follow:

| can say this for my own field. If they will play a game of Lorca, what are
the relations between the Spanish Civil War and the effects he created and the
rhythm of speech? What was the economic and political situation of that
country at the time the play was written? Or what message is the author trying
to convey? While talking about the history of theater, we try to explain
multiculturalism on the basis of education. The student gains knowledge and
conducts research about these things. (Poyraz, ISMEK, Appendix F, 110)

Gokee underlined the using a term that is sensitive to the audience identities and

indicated that she considers and add into the trainings what the audience (learners)

says:

Years ago, for example, we used to use A trans from woman to man, things
have changed a lot over time, trans identities etc. umbrella terms, not from
woman to man, but actually he was always a man. As | learn from them, |
edit my training. People can say something additional, or they know another
side of the term I explained there, and they bring it there, for example, | can
add it. I definitely add them. (Gokge, NGO, Appendix F, 111)

Melis also explained the process of preparing the training that is flexible, diversified

according to the students’ profiles and referring to students’ cultures. She also

underlined the importance of moving from the point of what they already know:
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For example, | have a student who speaks in another dialect, the student hears
another dialect and warns me all the time. The student told me “I never heard
this dialect, my grandmother was not speaking like that”. I say, “You may be
saying this or that in your dialect or this statement might be said like this in
your dialect. After that I'm telling for example, if things happen like this in
Turkey, this event usually happens like that among the Laz, and that's why we
conveyed it that way. While preparing the lesson plan, | don't do it at first like
this: let me do this and that according to that. I change the plan immediately
in the flow, because | do not prepare the plan in a very detailed auto-
automatic way because it can change at any moment, the number of people
changes the participant's profile, while young people were always
participating that day, one day over 50 years old participated, I should include
them as well, I make a draft and plan because | will diversify it accordingly,
we will do this and that, how we will do this, I refer to their culture right
there, it is very important for me to go from a point they know, it is very easy
for them to understand that way. (Melis, NGO, Appendix F, 112)

Contribution approach: As it was mentioned before, the contribution
approach is dealing with adding ethnic dances, heroes, foods, clothes etc. to the
curriculum. For example, Selma and Goniil talked about the activities they do in their
trainings related to ethnic foods:

For example, we held a dinner event last year, and we cooked together with
trainees and foreign trainees. Syrian culture has a famous salad called
Tabbule. For example, my students made them, the others made pita bread,
we served it to the whole school, and we made a nice event. Or we can do
reading poetry activities, we can make the trainees read poetry on November
10 (death anniversary of founder of Turkish Republic, Mustafa Kemal
Atatiirk), we are trying to teach Turkish culture completely. (Selma, PEC,
Appendix F, 113)

For example, they cook during lunch breaks, everyone brings something from
their own region, they say “dried dolma is very nice, which region it is from”,
“where can I order it from”. or the student from Uzbekistan brings the Uzbek
rice from there, they get the recipe from each other. (Goniil, ISMEK,
Appendix F, 114)

Deniz gave an example of an activity including the music related to learners’
cultures:

For example, to organize a night of entertainment where their own cultures
will be promoted, to create music lists, to make friends with the feeling that
they can give gifts to each other, for example, they say why are you doing
this, as a response: if you want to include more cultural elements, I think you
should include something from your own cultures in the surprises you will
prepare, | say. (Deniz, NGO, Appendix F, 115)
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Transformation approach: Adding various cultural elements from several
cultural perspectives, point of views, frame of references into a subject area, concept,
or a theory. For example, Yiiksel indicated that she exemplifies from various areas
while talking about something in the training and she gave the example of describing
the concept of the state as follows:

I make a lot of examples; I give a lot of examples when I'm telling something,
and | tell a lot of stories. For example, if we are talking about what a state is,
for example, we are talking about a law or a constitution in general. The state
is the judge who says to you in the courtroom, why are you dressing like that?
| don't know, I'm actually trying to give examples like the examples | just
mentioned, the state is the police that stops you for the general information
gathering system (GBT) and surrounds the side of the pavement and puts the
stones there at Commemorations of Hrant Dink. It's the doctor who says
you're living with HIV, | won't treat you. by saying something from such a
wide variety of areas. (Yiiksel, NGO, Appendix F, 116)

If you want it to be really meaningful after you get information about the
participant, you need to include his sensitivities, expectations, and cultural
elements. Sometimes you can include it very dominantly, for example, when
you are with Kurdish participants, you may address the issue of
discrimination in education through the mother tongue, because there is more
experience and experience there. (Deniz, NGO, Appendix F, 117)

Social action approach: One of the participant, Deniz, underlined the
participation of learners to the training content planning:
Giving examples from the places people come from while giving examples.
As an example, while sharing the projects, there is a report of discrimination
against Roman people while we are promoting well-written reports in a
session of a training Roman participants surprised that there is a report about
us, we know that we have contributed to this. It is what we call participatory
method, you open such a space. Or you build that educational material
together with people so that they already add something about their culture.
(Deniz, NGO, Appendix F, 118)
Dimension 2: Knowledge production: Knowledge production dimension
deals with how and by whom knowledge is produced by examining the impact of

ethnicity, race, gender, social class on the knowledge production process.

Mainstream content and cultural assumptions are being challenged and questioned by
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the students, which enables students to be a knowledge producer. For example,
Yiiksel emphasized the empowerment of Alevi women by making them actively
question the assumptions and frame of reference about being an Alevi woman:

For example, 1 did research before | met with Alevi women to talk about the
Istanbul Convention. I looked up, In the last 5 years, what have Alevi women
produced, women in Alevi culture, so what's their agenda. For example, very
strangely, the end of that education was connected to something like that of
Alevi women, which | read in this part. For example, the Pir Sultan Abdal
association had 64 branches, only four of these 64 branches were chaired by
women. We know that in the Alevi culture, Alevi women are strong, more
resistant. | read those articles and so on, but they criticized themselves very
much on this issue. For example, we only know a grandfather in Alevi
culture. We know that in the movies and also in the stories of the Alevi
people around us but there was a grandmother who was the same as
grandfather, but there was no grandmother for a very long time because even
the oldest women did not want to be grandmothers, | can't do it, as if your
grandfather would not be there, We left the Istanbul convention and talk
about women empower each other, so | became a bit of a listener there, and
participants talked to each other. (Yiiksel, NGO, Appendix F, 119)

Similarly, Deniz mentioned a participatory approach he used in his training and gave
example of Roman people as the training participants and preparing the educational
material with them:

As an example, while sharing the projects, there is a report of discrimination
against Roman people while we are promoting well-written reports in a
session of a training Roman participants surprised that there is a report about
us, we know that we have contributed to this. It is what we call participatory
method, you open such a space. Or you build that educational material
together with people so that they already add something about their culture.
(Deniz, NGO, Appendix F, 120)

Gokee pointed out the role of the trainer as a learner and the role of the learners as a
knowledge provider and enabling learners to discuss, question, criticize:

| think that we can never go on a journey by fully knowing what we are
teaching while training, but sharing what you have learned, by learning from
them, by transferring, it is such a way of learning. For example, it may be
important to ask questions there, so it can be effective to get feedback on
whether there is anything we left out, if there is anything you want to add or if
you have criticisms, because everyone listening is a subject and we cannot
provide everything. maybe we may not be able to offer a perfect training, but
when we open a space for the conversation there, when we open the
discussion, something more can happen, again, it may be a training where
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there is exchange so | think we may not need to provide everything before.
(Gokge, NGO, Appendix F, 121)

Melis is also considered herself as a learner from the students and allow students to

provide knowledge:

In order to learn about something, I need to know the reason for it. | have to
question. I need to explain the reason behind it, how can I explain it to
people, how it is like in the environment where the students live. If it is
something that I don’t know I tell it but If it's something I don't know, I ask
them and learn from them. They tell it. (Melis, NGO, Appendix F, 122)

Dimension 3: Equity pedagogy: Equity pedagogy consists of practices like
modifying teaching methods, learning material and activities according to the
learning needs and features of students coming from different cultural backgrounds.
Participants are asked to describe whether they rearrange their training after they get
to know their learners more and if they do, how they revise their training and what
they do. It is found that 9 out of ten participants implement the dimension of Equity
Pedagogy.

For example, Asli gave the example of disability and described how she
adapts her training to her student with physical disability. She also described how a
training program can arise from the learning needs of the students by exemplifying
from one of her students:

Years ago, | had a student who was born with a physical disability using a
wheelchair. Years ago, she said to me, “can I learn something”, I said “Yes”,
and she asked “How? I said “I will find a way”. “I said, how can I find a
method”, but you have to create your class according to this situation. All the
people around him have friends and associations, being disabled is not their
choice. They were born with disabilities or have had it later, they are trying to
survive, they want to learn something in a way, they want to do something. |
did research about how they can use their elbow part while using a sewing
machine. Unfortunately, there was no one | could get support from. | searched
and caught a few examples, | found that there are sewing machines, you press
the button, they sew on their own, | found a solution myself, the normal
machine has a pedal, that foot needs to press, | adapted this machine to the
way that the student can use her elbow instead of her foot...For example, it
happened last week, | wanted to tell you about this subject, because | realized
that they need it. In fact, for example, I don’t usually give homework, but |
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asked if everyone had a sewing machine in the class, everyone said yes, |
mean, | asked did anyone in the class have a sewing machine? If everyone did
not have a sewing machine, a few students in the class said | did not have it, |
would have given up on this activity. Financial situation of the students is
also a factor. The number of students who can buy material is also very
important. I consider it, I want to do something extra, but if the financial
situation of a student in the class is bad, I do it accordingly...For example,
when I worked in Mecidiyekdy, we had a Zenne, drag queen, student. This
man earns money with this profession. He said “I want to sew my own
clothes”. He invited us to their shows. This is multiculturalism, his main
reason for coming was to sew his own costumes. | went to the mask carnival
in Venice, | researched the costumes, | opened a program called Costume
Sewing to see what we can do. But why would you open a costume sewing
program? Because of the coming of a few of your students, | researched them
abroad, | looked at their examples abroad, this is even more important abroad,
it is just being done in Turkey. | started making friends with the costume
designers. When we talk about multiculturalism, it also determines the needs,
and as you identify those needs, you open a program accordingly. (Asli,
ISMEK, Appendix F, 123)

Further, Yiiksel elaborated how she arranges the learning material by giving example
of an experience she had in one of her trainings toward medical doctors, she
considered professional identity as a cultural code:

| went to a university, these were medical school students, it was a
department of psychiatry, most of them were mental health doctors. | went
there to explain the gender adjustment process, when | was talking about a
prisoner LGBTI+'s difficulties in the adjustment process, | talked about how
difficult the doctor's reports made our job, and I “backbite” about the doctors,
and it created a tension there, | understood directly from their faces. Then |
realized that that was a period when violence toward medical doctors was
very intense: | said, they do so much work, they see so many people, they
disconnect from that person, and they can do something very flattering and
pass. It’s over there. I passed the question-and-answer session and realized
that it was very sad, all the questions were about this. There were one or two
questions about the essence of the subject I told, if there were 10 questions in
total, they were all related to this, obviously I made a mistake there. They
were asking “Do you think that doctors are such people?”. And that's
probably what they will remember from the training that everyone focused
on. After that, | changed a lot of things, went back, and scanned some of the
publications, scanned my articles and slides. I reviewed them all. (Yiiksel,
NGO, Appendix F, 124)

Hacer described what changes she makes in the educational material according to her

students’ age range and learning pace:
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There can be changes in the sentences, there can be changes in the listening
passages in the reading passages, considering the age range of the student
group or the ethnic structure they come from, of course, their learning speed
are not the same, that is, considering the audience in front of you, we try to
organize the listening passages or dialogues in this way. | am revising. For
example, I was working in a high school, and the student body in front of me
was almost from a similar background, so I didn't need to revise much, but
here, people from different age groups and different social structures were
coming in every course every semester, so you have to adapt your exercises
accordingly. (Hacer, PEC, Appendix F, 125)

Selma mentioned arranging an organization and event according to the students’
cultures and gave an example from her Syrian students:

For example, sometimes we organize events, some trainees want to take
photos, some trainees hesitate, especially Syrian women, because they come
from a closed culture. For example, sometimes we do events, or | say that this
event will be published on the website, they say please delete our photos. So |
say we don't do those activities if necessary, | skip it if necessary. (Selma,
PEC, Appendix F, 126)

Goniil emphasized the importance of flexibility by considering the comfort and needs

of students:

It is very important to listen to what the student wants, analyze accordingly
and present the right options to the student...For example, if a student is
going to take his daughter to school in the morning, you should be able to
give that student a 30-minute option, or if the student has a dental
appointment in the afternoon, you should be able to provide an option
accordingly. It is very important to be able to take initiative as a teacher, that
is, not only within certain limits given by the institution, but also in the
classroom in a way that the student can feel comfortable without approaching
the boundaries too much, it is very important to be able to provide that
equality of opportunity. (Goniil, ISMEK, Appendix F, 127)

Deniz also talked about meeting the learning needs of learners and creating an
inclusive environment:
In order to make the environment inclusive, the participants’ needs must be
met. To organize an organization according to those needs...If there are
participants speaking different languages, you act accordingly, you make the

education bilingual or design according to a visually impaired person or a
person who has a reading difficulty. (Deniz, NGO, Appendix F, 128)
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Gokee underlined getting to know people in the training and described what she does
to get to know their backgrounds and points of view:

Asking a question, posing a question. For example, doing interactive things
is the best way to get some information about everyone and learn where they
are, what their backgrounds are and what their thoughts are while coming
here. | use certain games to get to know people. For example, everyone
writes something on the paper, you collect it, you can learn from them.
Maybe what is to be told and to do something that is not fully structured and,
but that can change during the training. (Gok¢e, NGO, Appendix F, 129)

Melis also described how she modifies learning activities by considering the profile
of her students and learning environment dynamics:

If there is an environment where there are very passive people, | go more
monotone, | go more grammar based. If there is a group that focuses on
culture very much, I immediately give an assignment for the next week. I also
do research about it, if it is something | can learn at that moment, | make
something by including almost everyone so that | can design the materials
accordingly. This year, there were a lot of students who turned their cameras
off and didn't want to turn it on. | know that an adult has this right, | don't
want to force them, but when | thought about what I could do to include them,
I realized that they don’t like to participate in the class actively, they like to
be more listeners and they don’t feel comfortable expressing themselves.
When I notice in places like this, | develop material where everyone can feel
good. For example, last year we always played games together, we were all
playing together because they were all actively participating but now, I share
the games on whatsapp so that they can play individually. Because they are
not active in group work. They shouldn't feel outside, they need to feel that
they've learned, they are more individualistic people. in speaking activities,
for example I talked to them one by one. They feel more comfortable when
they talk to me. They have prejudices when they talk to each other... In
general, my technique is to observe all of them, observe all the dynamics and
move towards their wishes...We have been going online for two years, |
know that it will take a long time to get used to the zoom, for example, a lot
of people who do not know the zoom, especially the older age group, the
older age group really have a hard time controlling it. After talking about all
this course plan and so on in the lesson, | am giving information on how to
use the zoom, | am just telling you the things we will use, for now | say it is
enough for you to know them. (Melis, NGO, Appendix F, 130)

Poyraz stated that he sometimes changes the type of theater work he chose according
to the student's dialect, age, point of view, height, and weight:
For example, | have a student who was born in Istanbul, but he still has the

Black Sea dialect in his language because he has just gotten used to it at home
or the eastern dialect. If I have many such students, it is not possible to play
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Shakespeare. Putting the work of a Turkish writer brings them together in
something real. | can put a Turkish writer, | can put a play by a foreign writer,
comedy, or drama according to the student profile, but the education does not
change. The student's age, point of view, height, and weight, of course, I
cannot make everyone perform Hamlet or Juliet or | can't make everyone
perform the slum character The physical profile of the student is also very
effective on this. (Poyraz, ISMEK, Appendix F, 131)

Dimension 4: Prejudice Reduction: Even though some participants talk about
prejudice reduction as an advantage of multicultural education, only one participant,
Ali, mentioned implementing the prejudice reduction dimension:

After getting to know the group well, it will not be a problem. For some
social mistakes, our duty is not just to teach a language, let's pass it on. We
are together with adults, to make them see the truth if there are social
mistakes, to make them see the truth, no matter how old they are, to integrate
into the society. To show that things can be different from society to society
that it can be different, and they can change. by giving examples from the
past taboos, this taboo may have taken this, you may also have taboos. then, ,
we can give examples of objectionable topics, so we can make it in small
conversations in lesson breaks. We can give examples from different regions
and make comparisons. (Ali, PEC, Appendix F, 132)

Dimension 5: Empowering School Culture: While talking about the practices
only one participant, Asli, pointed out collaborative works in institution to empower
their trainings as follows:

We hold group meetings beforehand, this is not just a decision | take alone,

because if you are 100 teachers together, the meeting is held and decisions are

made by all the group. Everyone gives different examples of that
multiculturalism, some of them say we give this module like this, we act like
that, let's be flexible. You are trying to discuss how much we can do. Then
you have data about it, and according to it, you are moving within that
framework, this is not actually an individual work. It's a collective effort.

(Asli, ISMEK, Appendix F, 133)

In sum, it was found that multicultural education was mostly implemented in

the dimensions of content integration and equity pedagogy. It was also found that

multicultural content was incorporated in contribution and additive level.
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4.7 The difficulties that adult educators encounter

Participants were asked whether they encounter any difficulties while employing
multicultural education. Eight of 10 participants responded that they have some
difficulties. These difficulties were described under the themes of (1) learner related
difficulties, (2) educator related difficulties (3) educational resource related
difficulties.

Theme 1: Learner related difficulties: Three out of 10 educators talked about
learner related difficulties. For example, Asli talked about how difficult it is to teach
a subject that students do not want to learn:

The biggest difficulty is getting the student to accept. if the student doesn't

accept it, then you can't force the adult to accept. They can say that “I will not

do this”, “I will not learn it”, like the example of a trousers-skirt blouse, they
can say “I will only wear a dress”, “I do not want to do these two modules.”

(Ash, ISMEK, Appendix F, 134)

Similarly, Deniz indicated that he sometimes encounters learners' resistance.
Goniil indicated that she has difficulties with being able to access her students when
students do not want to be open about themselves:

Sometimes | have difficulties. Sometimes some students can be very closed

boxes, not allowed to approach their boundaries. Sometimes, you also have to

stay away, sometimes you need to be able to make the right move in the right
place, there are some difficult points. Likewise, in one or two classes, there
may be people who don't drop the class but are more passive. | mean there
can be students that you can't reach. Not everyone can give that opportunity.

Some students need to give the opportunity to you. Since no matter how

much you do your best, you cannot convey this to them if they do not want to

listen. The difficulties are more about whether students are open or not.

(Goniil, ISMEK, Appendix F, 135)

Theme 2: Educator related difficulties: Four out of 10 participants talked
about the difficulties related to themselves. For example, Selma pointed out the

difficulty with not knowing the language that learners speak:

| have difficulties with language at first, think about it, they just arrived in Al
level Turkish language class, and sometimes it happens that they just entered
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Turkey, they do not know a single word in Turkish, I do not know a single
word of Arabic. (Selma, PEC, Appendix F, 136)

Yiiksel talked about the difficulty with protecting the boundaries with learners and
indicated as follow:

Sometimes | can feel that my limits have been exceeded a bit. | can have such
difficulty. Someone may want to come and tell me a story after the training is
over. This doesn't always bother me, but sometimes it does. For example, I'm
tired, | have another agenda in my head, so I can't cut it when I can cut there,
it's something about me. | have a hard time keeping my boundaries. On the
one hand, while trying to talk about the law as something from life, you tell
people something about your life story and their life story because that's how
real ties and contact are established. I don't think you can teach a lot to
someone you don't have a real connection with, nor do I think you can get
anything. But while maintaining the continuity of that bond, | sometimes
have difficulties keeping my boundaries. (Yiiksel, NGO, Appendix F, 137)

Melis revealed her biases toward a certain group of students who do not show active
participation during the class as a difficulty she has:

Sometimes yes | have difficulties. Because | am a very talkative and an
extroverted person. I also keep quiet when I first enter, but then | like to be
active when | get used to an environment. But when | talk a lot, the others in
the class are silent, | say there is a problem, or if I think that | am not suitable
for the class, then | feel very uncomfortable. Sometimes | don't want to go to
class, | don't want to open the class...Seeing that they are not active seeing
that they are not learning...There are times when | also have prejudices and
the prejudices challenge me. | am on a certain student's wavelength, and |
love to progress on that, but because it doesn't work with some of them, |
can't talk to them from the same place. (Melis, NGO Appendix F, 138)

Theme 3: Educational resource related difficulties: Only one participant, Ali,
mentioned that he has difficulty finding appropriate materials for learners:

You may not be able to find the visual material you want while searching for
it or you may not be able to find the video you want, because | usually use
images and videos more than text. I'm having trouble finding material.
Sometimes the materials you find may not be suitable for the atmosphere of
the group, for example, it may appear as a problem because for you, it can be
a very interesting material, but the content of the material may not be such a
familiar or interesting for them. (Ali, PEC, Appendix F, 139)
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In sum, the difficulties were divided into three, which are learner related
difficulties, educator related difficulties and resources related difficulties. For
learner-related difficulties, it was found that learners’ resistance to not learning were
mostly encountered by the educators. As for educator related difficulties, not
knowing learners’ language by educators, educators’ biases, difficulties with
protecting boundaries with learners were found to be the difficulties had by the
educators. Lastly, insufficient teaching material was another difficulty talked about

by only one educator.
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CHAPTER 5

DISCUSSION AND CONCLUSION

In this chapter, summary of the study, discussion of findings, conclusion, limitations

of the study, and suggestions for future studies will be presented.

5.1 Summary

In this study 10 adult educators working in non-formal education settings were
interviewed by utilizing semi-structured interviews. Having analyzed the data ,six
categories generated in line with the research questions of this study, which are (1)
definitions of multiculturalism and multicultural education, (2) advantages and
disadvantages of multicultural education, (3) the role of adult educators, (4) impact
of culture on learning and teaching, (5) multicultural education practices and (6)
difficulties with the implementation of multicultural education.

In this study, multiculturalism and multicultural education are associated by
the educators with the coexistence of people from different cultures at a place. In
addition to the coexistence of different cultures, multicultural education is mostly
perceived as educational content and materials that comprise diverse cultures.
Inclusiveness and equal treatment are also mentioned by the participants while
describing multicultural education. The participants find multicultural education as
very important by identifying several advantages of multicultural education. The
educators indicated that multicultural education enables one to get to know diverse
cultures, through which learners’ personal development and their points of view are
enriched. It is also noted by few educators that multicultural education facilitates

learning. Even though all of the educators consider multicultural education mostly
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advantageous, they also mention some possible disadvantages of multicultural
education. They conceive that learners may show some negative reactions and
resistance toward the educational content and being with culturally different people
in a learning environment. It is also indicated by the educators that conflicts may
arise among different cultural groups. Further, multicultural education is deemed by
them as expensive and difficult to afford creating a multicultural learning
environment. Although they all find multicultural education as important and are
able to describe what comes to their mind when they think of the concept of
multicultural education, most of the educators do not have an adequate understanding
of multicultural education. Their perceptions in general are limited to cultural
diversity, coexistence of cultural diversity and educational content and material
considering cultural diversity. The educators have a consensus on the matter that
learners’ cultures influence their learning processes. They consider previous
educational experiences, educational level, family related issues, gender identity,
ethnicity, disability, and age are the factors that affect learning. They underline the
importance of using materials that learners can culturally relate themselves with. The
educators also agree that their own cultures have an impact on their training. The
educators believe that their past learning experiences, the environment they were
raised in, their languages and ethnicities may influence their teaching. As for their
perceived multicultural education practices, the majority of the educators adapt
educational content, materials, and activities in accordance with their learners’
cultures. The educators mostly practice multicultural education in the content
integration and equity pedagogy dimensions. Most of them employ additive and
contribution approaches while practicing multicultural education. Similar to their

perception of multicultural education, most of the educators’ perceived practices are
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not at the transformation and social action level. The educators also encounter some
difficulties related to themselves, their learners, and the educational resources.
Resistance shown by learners to learn something new, being unfamiliar with
learners’ mother tongues and having biases by educators, and inadequate educational

material are the challenges they experience.

5.2 Discussion
In this section, initially general findings of the study will be discussed. Then,
categories and themes, derived from the findings will be discussed in line with the

research questions separately in relation to the relevant literature.

5.2.1 Overall discussion of the findings

The interviews with the adult educators indicate that even though they were able to
conceptualize multicultural education to some extent, most of them did not have an
extensive and comprehensive understanding of multicultural education that this study
implies. They all referred to some elements and dimensions of multicultural
education, and mostly associated the concept of multicultural education with cultural
diversity and coexistence of diverse cultures in a learning environment. Most of the
educators also perceived multicultural education as learning about different cultures
and designing or adapting educational material and activities in accordance with
learners’ cultures, and some of them even perceived it as treating all learners
equally and some describe it as inclusive education. The way they conceptualize
multicultural education mostly were not supportive of the social reconstructionist
approach. Except for one educator working at an NGO in the fields of human rights,

none of the educators provided a critical perspective to the issue. They mostly
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restricted their definitions of multicultural education to the approach of “teaching the
exceptional and culturally different”, which focuses on cultural differences and aims
to support these differences to function in mainstream culture.

Since the educators associated multicultural education with cultural
differences, it is important to examine what these differences are. The findings of the
study revealed that all educators mentioned ethnic diversity. Further, most of the
educators talked about differences in religion, language differences related to region
and family and educational level. A few educators mentioned gender, LGBTIQ,
disability and age.

The adult educators find multicultural education as very important by
underlining the importance of encountering culturally diverse individuals. They
identified several contributions of multicultural education regarding its importance.
They mentioned that multicultural education enables one to get to know and learn
different cultures which leads to personal development and enrichment. They also
indicated that multicultural education improves sense of empathy and tolerance,
reduces prejudices and stereotypes. Further, they thought multicultural education
makes learning easier and faster. However, the educators did not point out the
expected transformative outcomes of multicultural education regarding social action
approach to multicultural education.

As for the educators’ practices in this study, the findings revealed that the
educators modify their educational materials to match with learners’ needs and
cultures. A few educators mentioned that they do some research to learn about the
learners’ culture while designing the content of their training. Additionally, using an
inclusive language is another practice implemented by a few other educators. The

findings of this study revealed that educators’ practices were mostly reduced to
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content integration and equity pedagogy dimensions. Since most of them elaborated
their practices within the context of content integration dimension, the findings
related to multicultural education were discussed based on the levels of content
integration. It was found they mostly use content integration in additive and
contribution level. It was also found that some educators implement multicultural
education to some extent in knowledge production level. They mentioned that they
see the learners as knowledge providers, and they design some content together.
They do some activities including holding discussions and questioning. Except for
two educators, the way they practiced multicultural education was not supportive of
the social action level of content integration. The educators using social action
approach underlined the importance of active participation of learners in the
formation of training.

Consequently, when evaluating the educators’ perceptions and practices of
multicultural education by associating with the conceptualization of multicultural
education in the literature, they all find multicultural education as important, and
they are able to define and implement multicultural education to a limited extent.
However, regarding social action and reconstructionist approach, their understanding
of multicultural education is quite limited. These results indicate that the way
multicultural education is perceived and practiced by educators is also closely related
to the sociocultural and political structure and concurrent education system of
Turkey. Turkey’s education system has a centralized and monocultural structure,
arguments and studies mostly deal with multiculturalism in terms of diversity in
ethnicity, religion, and language (Celik, et al., 2017; Kosker & Erdogan, 2020).
Further, the steps have been taken in Turkey within the context of multicultural

education such as opening private language courses, opening departments at
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universities and teaching elective language courses at schools under the title of
Living Languages and Dialects (Celik, et al., 2017; Giinay & Aydin, 2015) are
restricted to teaching the culturally different and single studies approach (Sleeter &
Grant, 1987). Moreover, the multicultural content has been incorporated at additive
and contribution level, not transformation and contribution level (Banks, 1993a;
Banks, 1993b; Banks, 1993). This situation indicates that Turkey’s education system
has created educational policies in regard to multiculturalism by sustaining its
mainstream structure dominated by single culture, not by transforming and
restructuring the regulations and policies considering human rights and multicultural

structure of the country.

5.2.2 Discussion of the findings based on categories and themes
In this section the findings of this study will be discussed in relation to the relevant
literature. Findings will be discussed according to the categories and themes derived

from the data analysis under the research questions of the study.

5.2.2.1 Multiculturalism
When considering the definitions of multiculturalism in the relevant literature, it can
be said that there are several essential components of multiculturalism, which are
cultural diversities, their coexistence in a society, interaction and recognition of
cultural diversities, equality, and participation to political, educational, and economic
life. (APA, 2002; Aronowitz & Giroux, 1993; Banks, 2009; Parekh, 2002; Reitz
2009; Sleeter & Grant, 1987; Varma-Joshi, 2004)

According to the findings of this study, most of the participants defined

multiculturalism in a similar but limited way. Most of the participants only
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mentioned the components of cultural diversity and coexistence of different cultures
in a society or a place while defining multiculturalism. Some participants used
several words related to cultural diversity and coexistence of different cultures to
describe multiculturalism such as mosaic, Istanbul, and puzzle. Only one participant
(Deniz) mentioned that multiculturalism is more than the togetherness of different
cultures and associated multiculturalism with the concepts of equality, assimilation,
oppression, and accessibility of human rights. He also indicated that if he was not
working in the field of human rights, he would define it only as coexistence of
different cultures. These findings show similarities with the findings of the studies
conducted by Celik (2020), Erbas (2019), Olur and Oguz (2019), Y1lmaz(2016)
studies in which the participants also defined multiculturalism as coexistence of
different cultures. Similarly, the findings of Eskici and Cayak’s (2018) study are in
line with these findings in the sense that teachers use some metaphors that can have
meaning of coexistence of different cultures, which are mosaic and rainbow.
Further, the concept of multiculturalism reminded two participants of
intersectionality. One of them explained intersectionality as a person belonging to
more than one culture or identity, being witnessed with different cultures or identities
or neither having nor being witnessed, just internalized them ideologically. The other
one described it as a place in which orientations, identities and ethnicities intersect
with each other. Considering definition of multiculturalism by APA (2002), the
adult educators mostly mentioned ethnic, language and religious diversities as a
cultural dimension whereas a few educators talked about gender, sexual orientation
and age while explaining different cultures. None of them mentioned disability,
education, and social class but some other educators talked about family structures,

ideological perspectives, traditions, habits, and experiences.
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5.2.2.2 Multicultural education

In general, multicultural education is seen as a teaching and learning approach that is
inclusive and values diversity but not just the cultural diversity of students, but it also
appreciates the diversity of educators, educational contents, and methods (Gay, 2004;
Tiedt & Tiedt, 1999; Aydin, 2013). Multicultural education is characterized by the
idea that students no matter what their race, gender, social class, ethnicity, and
cultural difference are, have equal learning and educational opportunities. It is also
defined as a movement that has an attempt to reform all educational institutions to
ensure equal opportunity for all students coming from diverse cultures, social
classes, gender, races, languages (Banks, 2009) These changes are not just limited to
the changes in curriculum but reforming educational environment as a whole (Banks,
2009; Banks & Banks, 2010).

In this study, adult educators indicated four themes while describing
multicultural education and it is found that these themes are in line with some of the
components of multicultural education discussed in the literature, which are cultural
pluralism, cultural diversity, changes in instruction and content, equality,
inclusiveness and increase in knowledge about multiple cultural perspectives (Banks
2004, 2009, 2014; Gay, 2000, 2018; Gorski, 2011; Grant & Sleeter, 2010; Nieto &
Bode, 2008; Sleeter & Grant, 1987).

Most of the adult educators associated multicultural education with cultural
diversity and the coexistence of culturally diverse learners. They described a
multicultural education environment as an environment in which learners from
different cultures exist and they talked about cultural differences among learners in
their classes/educational environment. When comparing these findings emphasizing

coexistence cultural differences with the findings of the empirical studies in the
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literature, these findings align with them. For example, in the study of Aydin and
Tonbuloglu (2014) and Yilmaz (2016) emphasized cultural diversity deemed as a
necessity of multicultural education. Further, in Basarir et al. (2014) study, teachers
described multicultural education as an educational environment in which culturally
diverse people coexist. Akinlar and Dogan (2017) associated multicultural education
with coexistence of different cultures by using the metaphors of rainbow and mosaic.
Similarly, Aslan’s (2019) and Akcaoglu and Arsal (2017), Olur and Oguz’s (2019)
study revealed that teachers and teacher candidates described multicultural education
as an education that is presented to students from culturally different groups.

Considering definition of multiculturalism by APA (2002) and definition of
multicultural education by Banks (2009), the adult educators mostly mentioned
ethnic, language and religious diversities as a cultural dimension whereas a few
educators talked about gender, sexual orientation and age while explaining different
cultures. None of them mentioned disability, education level and social class but
some other educators talked about family structures, ideological perspectives,
traditions, habits, and experiences.

However, when looking at the other findings of this study related to the
categories of multicultural education practices and the impact of culture on learning,
it was revealed that other cultural dimensions such as disability, educational level,
socioeconomic status, family related etc. were mentioned by the adult educators.
Also, there was an increase in the number of adult educators who mentioned cultural
differences in ethnicity, age, language, and family.

These findings show some similarities with the findings obtained from other
related empirical studies. For example, findings of the studies administered by

Neuharth-Pritchett et al. (2001) in the US, and Phoon et al. (2012) in Malaysia
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revealed that multiculturalism and multicultural education was only associated with
diversity in race and ethnicity by pre-school teachers and pre-service early childhood
education teachers. Similarly, Logvinove and Ivanova’s (2016) study conducted in
Russia also showed that multicultural education was discussed within the context of
diversity in ethnicity, religion, and language. Additionally, it was revealed in
Alazzi’s (2016) study in Jordan that multicultural education was only related to
different nationalities.

For example, it can be said that findings of this study related to the different
cultures in the explanation of multiculturalism and multicultural education are
parallel with the findings of the relevant studies conducted in Turkey. The studies
conducted by Aslan (2019), Akcaoglu and Arsal (2017), Basarir et al. (2014) and
Olur &0guz (2019) resulted that the participants mentioned diversity in race,
ethnicity, religion, and language while talking about multicultural education.

Also, in the studies conducted by Basarir et al. (2014), Logvinove and
Ivanova (2016) and Aslan (2018) were noted that disability, age, and sexual
orientation were not pointed out while defining multicultural education. Similarly,
Yilmaz’s (2016) study findings revealed that the teacher candidates were hesitant to
talk about differences in sexual orientation and gender.

The educators also emphasized educational materials considering learners’
cultural differences as a requirement of multicultural education. In Erbas’s (2019)
study conducted in Turkey they also considered multicultural education as an
incorporation of cultural backgrounds of students’ to education. Similarly, finding of
the studies conducted by and Bigatti et al. (2012), Neuharth-Pritchett et al. (2001) in

the US and conducted by Celik (2020) in Iraq also found to be aligning with these
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findings in the sense that participants explained multicultural education as adding
diverse cultures into curriculum and material.

Multicultural education was also seen as inclusive education and as an
education approach that all learners, coming from culturally diverse groups, feel
equal and included rather than marginalized, ignored, discriminated against, and
threatened. It is discussed that multicultural education occurs if all learners
regardless of religion, language, age, social class, and ethnicity should be treated
equally by the adult educators while explaining multicultural education. In Aydin
and Tonbuloglu (2014), Erbas (2019) and Akinlar and Dogan’s (2017) study, study
participants also emphasized equality in education while describing multicultural
education. Similarly, the findings of the studies conducted by Basarir et al. (2014)
and Olur and Oguz’s (2019) are in line with these findings in the sense that they
pointed out inclusiveness of different cultures and perspectives. Additionally,
findings of the study conducted by Celik (2020) in Iraq, the teacher candidates
described multicultural education as universal education and “providing equal
educational opportunity”.

Further, multicultural education was perceived as an education through which
educators and learners learn about different cultural groups. It is discussed that this
cultural learning can occur through the interaction among learners, learning language
or a unit-subject that focuses on a particular cultural group. In Basarir et al. (2014),
Olur and Oguz’s (2019) and Yilmaz’s (2016) studies conducted in Turkey and
studies conducted by Phoon et al. (2012) in Malaysia and by Neuharth-Pritchett et al.
(2001) in the US teacher candidates associated multicultural education with having

knowledge and learning about different cultures.
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However, the concepts of human rights, justice and democracy that are
crucial elements of multicultural education (Grant & Ladson-Billings, 1997) were
not mentioned by educators while conceptualizing multicultural education. In
contrast to the findings of this study, these concepts were stated by teachers in the
studies conducted by Basarir et al. (2014) and Aydin and Tonbuloglu (2014). In
contrast to these findings, Y1lmaz’s (2016) study revealed that teacher candidates
attached a meaning toward multicultural education as a reconstruction of the
education system. Also, as it was revealed in Olur and Oguz’s (2019) study, the
educators in this study did not explain multicultural education from a transformative
and reformist approach.

In the literature, it is found that there are various perceptions, explanations,
and scope of multicultural education. Sleeter and Grant (1987) created a typology
comprehending all these approaches to the explanations of multicultural education,
which was mentioned before in a detailed way in the literature review section.
Findings obtained from the adult educators in this study will also be discussed within
this typology. The first approach in this typology, “teaching the exceptional and
culturally different,” which sees cultural differences as the richness of a society and
aims to help culturally different people to adapt to the mainstream culture in the
society. The second is the “human relations approach” which emphasizes
intercultural communication among students and characterized by modifying
educational content and teaching methods so that all students are able to achieve. The
third one, “single group studies” deeply focuses on particular cultural groups such as
African American studies, disability studies and women studies aiming to increase
students’ knowledge about history of a particular group and gaining awareness and

respect toward the group. The other approach, “multicultural education” underlines
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the social justice and equal educational opportunities, and it aims to eliminate
discrimination and prejudices toward cultural groups that are oppressed. It also aims
for changes in curriculum but also in the educational environment. The fifth and last
approach “multicultural social justice education underlines structural inequalities and
power relations based on race, class, gender and disability and reconstruction of the
society for the equity (Sleeter & Grant, 1987).

The ways most of the adult educators’ approached toward multicultural
education shows basic similarities with some features of the three approaches, which
are teaching the culturally different, human relations and multicultural education in
terms of valuing diversity and diversity in content used, learners and educators.
According to the findings of this study, multicultural education was deemed as
coexistence of learners from different cultures. The educators further discussed that
multicultural education helps educators and learners to get to know and increase
awareness of different cultural groups. They also emphasized changes in the
educational contents, materials and activities used in training while describing
multicultural education. It was found that the educators discussed these changes not
as the structural changes but simply the changes made based on adding and
integrating learners’ cultures into their trainings within the existing structure of their
trainings. Adult educators associated multicultural education with the training
content considering learners’ cultural differences. They emphasized that educational
materials and activities should be formed in accordance with the learners’ cultural
differences and their cultures should be integrated into the educational materials,
content, and activities. The educators also mentioned the importance of providing
diverse examples including different cultures instead of talking only about one

culture. Only one educators’ approach toward multicultural education was similar to
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the single group studies approach. The educator mentioned that he adds a unit related
to some cultural and historical characteristics of a country as into the training

Only one adult educator approached multicultural education from the
perspective of multicultural social justice education. The educator mentioned the
necessity of structural changes in the education system that does not see one culture
superior to another and pays attention to power relations while describing
multicultural education.

Mostly, the educators associated multicultural education with culturally
different learners, equal treatments, inclusive education, learning about different
cultures and integration of different cultures into training. However, the
transformation of the education system and society as a critical goal of multicultural
education and the issues of inequity and power relations were not elaborated by the

adult educators (except one educator) in general.

5.2.2.3 Advantages and disadvantages of multicultural education

Ameny-Dixon (2004) listed some advantages of multicultural education identified by
some multicultural educators . One of the benefits that multicultural education
provides is that it enables students to have interactions among diverse cultures
through which learning and getting to know diverse cultures occur (Parrish &
Linder-VonBrschot, 2010, as cited in Erbas, 2018) and which also reduces prejudices
and stereotypes toward diverse cultural groups. It can create an opportunity that
enables different cultures living together harmoniously, which can also increase
tolerance among diverse groups (Peters-Davis & Shultz 2006; Sleeter 2002; Gorski
2004; Lee, et al. 2002, as cited in Aydin, 2013). Further, multicultural education also

provides enrichment and peace in a society thanks to the coexistence of culturally
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different people (Aydin & Tonbuloglu, 2014). Similarly, the National Association of
Multicultural Education (NAME) identifies some advantages of multicultural
education. According to NAME, multicultural education improves by looking at it
from various perspectives and point of views. It helps learners to think critically
about the issues of social justice. It also challenges prejudices and stereotypes
(Aydin, 2013).

When considering the importance of multicultural education identified in the
literature, it can be said that the findings of this study related to the advantages of
multicultural education are in line with the literature to some extent. Adult educators
mentioned getting to know different cultures, enrichment, improving empathy and
tolerance, easier learning as the advantages of multicultural education. All of the
educators found adult educators as very important, and all the educators emphasized
the importance of encountering diverse cultures. They claimed that multicultural
education enables learners and educators to get to know each other’s cultural
differences and to interact with each other through which personal development,
development of point of views and acceptance toward cultural differences can
increase and prejudices and taboos toward these differences can be annihilated.

These findings are in line with the findings of the studies conducted by Phoon
et al. (2012) in Malaysia, by Alazzi (2016) in Jordan and by Basarir et al. (2014) and
Damgact and Aydin (2014) in Turkey in the sense that learning about different
cultures were considered as a beneficial side of multicultural education. Also, with
regard to prejudice reduction, the study conducted by Bigatti et al. (2012) showed
that multicultural education provides an opportunity to talk about prejudices.

A few of the adult educators indicated that the interaction among diverse

cultures improves empathy, tolerance among people and peace in society. These
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findings align with the findings of the studies administered by Basarir et al. (2014),
Celik (2020), Erbas (2018), Neuharth-Pritchett et al. (2001), Ozen (2015) and Yilmaz
(2016) regarding that multicultural education contributes to the development of
empathy and tolerance.

Moreover, some adult educators also mentioned how multicultural education
contributes to the enrichment of people and their perspectives. These findings are
parallel with the findings reported in the studies conducted by Bigatti et al. (2012),
Phoon et al. (2012) and Basarir et al. (2014).

Furthermore, a few other adult educators pointed out that multicultural
education makes learning easier and faster which is in line with the studies conducted
by Basarir et al. (2014) in Turkey and Bigatti et al. (2012) in the US, that revealed
that multicultural education contributes to learning and increases motivation and

SUCCESS.

5.2.2.4 Educators’ roles

When considering the approaches toward multicultural education, it is seen that
educators have an important role in creating a multicultural learning environment. In
the literature, there is a strong emphasis on what educators’ roles should be to ensure
multicultural education (Brown et al., 2000; Ladson-Billing, 1995; Marchesani &
Adams, 1992). Adult educators should be familiar with the multicultural education
practices so that they are able to fulfill the needs that culturally diverse adult learners
have (Kumi-Yeboah & James, 2011). Guy (1991) states that adult educators should
be aware of their own cultural identity and be well informed about their learners’
cultures. It is also maintained that the educators need to design a curriculum and use

educational materials which are sensitive and relevant to learners’ cultures (Alfred,
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20009, as cited in Rhodes, 2018). Beside getting to know learners belonging to
different cultural groups and designing multicultural curriculum and material, adult
educators should also be aware of the issues of knowledge production, power
relations and inequities based on race, social class, gender, ethnicity (Cunningham,
1988, as cited in Tisdell, 1995).

Marchesani and Adams (1992) developed a model consisting of 4 elements
that can guide educators to create a learning environment from a multicultural
perspective. The elements are (1) the instructor’s cultural identity, (2) the learners’
cultural identity, (3) the curriculum, and (4) instructional methods and processes.
These elements put an emphasis on adult educators’ roles in creating a culturally
relevant learning environment. It can be said that this multicultural teaching model
can provide a general frame that distinguishes adult educators’ role in implementing
multicultural education practices. Therefore, the findings within the category of
educators’ roles will be discussed based on this model. The first element underlines
the cultural identity of educators, which suggests that adult educators should be
aware of their own cultures and should critically look into how their cultures, values,
beliefs, thoughts, and attitudes approach other cultures. The second one is identified
by the importance of learners’ cultures, and it points out that adult educators should
be knowledgeable of their learners’ cultures, and they should know what meanings
learners attach to learning in regard to their cultures in order to respond to the
learners’ needs. The third one is about creating an inclusive curriculum. It advises
adult educators to pay attention if their curriculum and educational materials
discriminate, include prejudices and stereotypes, and comprehend learners’
experiences or not. Adult educators should use culturally responsive content and

materials that adult learners can relate themselves with (Sheared, 1994). The last
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element is referring to adult educators’ method and instruction styles. It addresses
that adult educators should be cognizant of power sharing in the learning
environment between learners and educators. The educators should include all
learners and create a space in which everyone is encouraged to participate in the
learning environment.

As for findings of the study, the element of getting to know learners’ cultures
was seen as an important role of an adult educator by most of the adult educators.
The educators emphasized that they need to be open and willing to learn and know
their learners’ cultures very well. Some educators believe that with the learning of
their learners’ cultures, they are able to learn the learners’ needs, which can assist
them to design their training in accordance with the relevance of the learners’
cultures and their needs. For the inclusive curriculum element, even though they did
not mention creating an inclusive curriculum in detailed way while describing the
role of adult educators, they elaborated and put a remark more on designing and
adapting the curriculum, training content and material considering learners’ cultures
within the category of multicultural education and multicultural education practices.
Another role of adult educators that the educators addressed was equal treatment and
not discriminating. The educators stated that adult educators should create a learning
environment in which all learners regardless of their cultural identities feel equal,
included, and not marginalized. Some educators thought that educators should stay
neutral toward all cultures and treat them equally. Some adult educators also
described adult educators’ role as non-hierarchic. They indicated that adult educators
should be in an equal position with the learners, and they described an educator as
not just teaching but also learning from the learners. However, it was found that the

educators did not point out being aware of their own cultural identities in this part but
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when they were asked to explain how their own cultures affect their trainings, they
talked about their own cultures and elucidated the impact of their cultural
backgrounds on their trainings, which will be discussed under the category impact of
culture on learning. These findings show some similarities with the findings in the
study conducted by Giinay and Aslan (2016) in which it was reported by education
faculty members that educators should get to know learners’ cultures very well and
have willingness to improve themselves and learn new things. They should design
the education process in accordance with cultural diversity. They also asserted that
educators should remain impartial and treat everybody equally. However, in contrast
to the findings of the current study, it was revealed in Giinay and Aslan’s (2016)
study that educators should regard human rights and issues related to social
inequalities.

To sum up, it can be said that necessity of learning learners’ cultures,
designing an inclusive training content, promoting equality in a learning environment
and nonhierarchical power sharing between learner and educator as the elements of
multicultural teaching model developed by Marchesani and Adams (1992) were the

shared views of the adult educators for the description of the roles of adult educators

5.2.2.5 Impact of culture on the learning and teaching process

This section is divided into two part. In the first part, the findings related to the
impact of learners’ culture on learning process will be discussed. In the second part,
discussion of the impact of educators’ own culture on teaching process will be

provided.
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5.2.2.5.1 The impact of learners’ culture

Multicultural education signifies the impact of race, ethnicity, religion, language,
gender, sexual orientation, sexual identity and class on students’ learning (Banks,
2014). Multicultural education also deals with the idea that certain groups of students
due to their cultural characteristics have more opportunities than other groups of
students. For instance, in terms of gender, in the early years of education, girls’ and
boys’ achievement in math and science are equal, later the achievement gap between
girls and boys increases and female students lags behind male students (Clewell,
2002; Francis, 2000, as cited in Banks, 2010). Similarly, it was found that girls have
more tendency to be silent and show less participation in the discussion held in the
classroom than boys. Further, when it comes to the color of students, it was also
revealed that the achievement level of the African American or Latin students are
similar to the white students’ levels in the early education years, however, the color
of the students remains behind the white students in the later grades (Steele, 2003, as
cited in Banks, 2010). Additionally, social class is another factor that affects
learning, which can provide people in middle- and upper-class better learning
opportunities whereas not to the people in the low class (Knapp & Woolverton,
2004; Oakes et al., 2004, as cited in Banks, 2010).

When looking at the findings of this study, it was found that the adult
educators’ responses are in line with the literature regarding the impact of adult
learners’ cultures on the learning process. The adult educators described the
importance of designing a training that is needed to be culturally relatable to the
learners’ cultures. Further, most of the educators mentioned that learners’ previous
learning experiences and their educational backgrounds shape the way they approach

their current learning. Additionally, some other educators talked about several
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cultural factors that play a role in the learners’ learning processes, which are
ethnicity, gender identity, disability, factors related to family, having a child or not,
and marital status. Thus, these findings that are parallel with the literature will be
elaborated in the following section.

Educational level: More than half of the adult educators in this study
indicated that previous learning experiences and their educational backgrounds
influence the way the learners learn. For example, one of the educators gave an
example related to learning the English language. She discussed that if the learners
had difficulties with learning English in the past, the learners conceive learning
language as a difficult thing, which affects their current language learning process.
Some other educators pointed out that if learners come from a culture that is closed
to learning something new, this affects learners’ receiving a new knowledge. Some
other educators discussed that educational levels of the adult learners have an impact
on their learning. One of the educators exemplified that the absenteeism rates are
lower in some regions in which educational levels of the people are higher than other
regions.

Being culturally relatable: It was also found that four adult educators in this
study reported that it is important to design their training as culturally relatable for
their learners. They discussed that if their training is not appealing to the learners’
cultures, the learning process of the learners are adversely affected. For example, one
of the adult educators who is a clothing teacher talked about the impact of learners’
religions in her training. She gave the example of a training module that the learners
need to learn how to sew pants. The learners were women and did not want to sew
pants because they said that wearing pants for a woman is not permitted by their

religious belief. The learners sew the cloth for themselves to wear. Therefore, the
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educator asked the learners to sew the pants for their husbands instead of sewing it
for themselves and this solution made the learners happy. The educator mentioned
that if she forced the learners, the learners would be unhappy and drop out of the
training. Another educator shared her experience as a learner and talked about how a
training that was not relatable for her decreased her motivation to continue the
training. Two other educators elaborated how learners’ cultures influence learners in
a training by exemplifying a training that they were witnessed with. One of the
examples was a training about LGBT I+ toward intern lawyers in the Diyarbakir Bar
Association on the day of the death anniversary of Tahir El¢i. Since one of the
trainers did not mention Tahir Elgi during the training. The learners criticized the
trainer during the break and revealed their expectations about covering this incident
rather than the routine content for the training. The adult educator emphasized the
importance of considering learners’ cultural sensitivities in a training with this
example

Lastly, it was also revealed that there are some other factors that influence
learning process of the learners. One of the important factors 3 educators mentioned
was the family related factors like family structures, financial issues, marital status,
having a child or not etc. For example, one adult educator emphasized whether
having a child or not is important and gave an example of one of her students. One of
her students have to take kids to the school and rush to come to the class, which
makes the student fussy to learn something. Also, for example, if the learners’ kids
were sick at night before the class, the learners’ cannot easily pay attention to the
class because they worry about their kids. Another factor that three of the adult
educators emphasized was gender identity. One of the educators pointed out that a

woman needs to put more effort than a man for achievement. Another educator
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talked about transgender people and discussed why they cannot comfortably receive
education and put an emphasize on the role of adult educator to reduce the biases of
people toward transgender people. She continued that the majority of the learner is
women and if changing women’s points of views means transforming the society’s
point of view. Furthermore, disability was also seen as a factor for learning by one
educator. The educator complained about not being able to design trainings for
people living with disability. She shared an experience with one of her student living
with physical disability using wheelchair. She talked about how she rearranged the
tools used in the trainings for the student with disability. In addition to disability,
age, ethnicity, and language were considered as among other factors influencing
learners’ learning process by some adult educators. For example, one of the
educators gave an example from her classes and continued that one of the trainees in
her class came from Nigeria and most of the other learners were speaking Arabic
and this Nigerian learner felt alone because of the language barrier. As for the factor
of age, another educator indicated that people from different age ranges show
differences in the comprehension level or learning speed. She maintained that she
teaches older people than the younger. When it comes to ethnicity, the other educator
mentioned that comments, perspectives, and the way of tackling the issues varies and
differentiate from one ethnicity to another, and she gave an example that a Russian,
Armenian, and Turk learner’ views toward an issue are not the same and they are

different from each other.
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5.2.2.5.2 The educators’ cultures on teaching

Beside the impact of learners’ culture, the literature also indicates the importance of
considering adult educators’ own culture on the adult learning process (Rhodes 2018;
H.E. Kaya 2014; Guy 1999). The culturally responsive education model provided by
Marchesani and Adams (1992) underlines that the educators should be aware of their
own cultures and should go through a critical examination of their own cultures to be
able to have a better understanding of their learners’ needs and to practice
multicultural education effectively (Guy, 1999). It was also maintained that the
educators come to the learning environment with their cultures, which influences
their instruction and practices. Further, it was noted by Adams (1992), educators
following only one cultural perspective can encounter problems with the
understanding of students’ learning needs.

The findings of this study came out to be aligned with the points covered in
the literature. The educators asserted that their cultures affect their teaching
processes. They indicated that their previous learning experiences, their families, and
environment that they were raised in, ethnicity, geographical regions, language
shapes the content and materials used in their training. These findings also show
similarities with Brown et al.’s (2000) study which concluded that the African
American women adult educators’ previous experiences related to race and gender
had an influence on their teaching practices. It was found that they adopted a
teaching strategies aiming to prevent racial and gender inequalities and
discrimination and designed a learning environment that stands against to the system

in which they were marginalized at the past.
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5.2.2.6 Multicultural education practices

Banks (2009) states that multicultural education is perceived only or in the first place
as the content regarding races, ethnicities, or other cultural differences. Banks (2004)
offered a model including 5 dimensions for the implementation of multicultural
education that describes in which levels and which ways educators perceive and
practice multicultural education. This model also provides a guide supporting
educators to be able to conceptualize and practice multicultural education. The
dimensions are 1) content integration 2) knowledge production 3) equity pedagogy 4)
prejudice reduction and 5) empowering school culture. In the dimension of content
integration, cultural content is inserted into a subject area by educators. The teachers
give various examples from different cultures and use contents related to culture
(Banks, 2009). Banks (2004) also developed four level approaches that educators use
while integrating multicultural content. This cultural content integration can be
implemented in four levels, which are (1) contribution approach, (2) additive
approach, (3) transformation approach and (4) social action approach.

The findings of this study shows that the adult educators use some
dimensions of Banks’ multicultural education model. Therefore, because the findings
are aligned with this model, the findings related to adult educators' practices will be
discussed according to the dimensions and levels of multicultural education
developed by Banks (2004).

Content integration dimension: As it was discussed in the educators’
perception of multicultural education, most of the adult educators associated
multicultural education with the educational content, material and activities
considering and including learners’ cultures. As parallel to their perception of

multicultural education and the way they define multicultural education shows
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similarity with the way they practice multicultural education. According to the
findings related to adult educators’ multicultural education practices, it was found
that all of the adult educators regard learners’ cultures and they integrate learners’
cultures into their training. Hence, it can be said that the educators utilize the
dimension of content integration. As Banks (2004) states, using examples and
content consisting of different cultures while talking about a subject area or a topic is
the main characteristic of the content integration dimension. Content integration is
implemented in four levels: (1) contribution approach, (2) additive approach, (3)
transformation approach and (4) social action approach. When they were asked to
describe how they integrate learners’ cultures into their training, it was found that
content integration was mostly implemented in additive and contribution levels by
the adult educators (Banks, 2004).

Additive approach: It was revealed that eight adult educators use additive
approach while infusing learners’ cultures into the contents within the existing
training structure. Some educators diversify examples comprehending different
cultures while talking about a subject and avoid restricting the content related
examples into only one single culture. One adult educator adds learners’ cultures as
having conversations with learners about their cultures at a remaining time after
completing the content. Additionally, another adult educator adds a unit in which
they discuss the historical background of a theater work in terms of cultural aspect.

Contribution approach: The findings also revealed that three adult educators
use a contribution approach for the integration of cultural content. As it was
mentioned before, the contribution approach is related to adding ethnic dances,
heroes, foods, clothes etc. to the curriculum (Banks, 2004). For example, two adult

educators add some activities related to ethnic foods like organizing a dinner event or
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utilizing lunch breaks in which learners bring foods from their own cultures
introducing them to each other. The other adult educator talked about organizing an
activity and introducing music from their own cultures there.

Transformation approach: As different from the first two approaches, “It
changes the canon, paradigms, and basic assumptions of the curriculum and enables
students to view concepts, issues, themes, and problems from different perspectives
and points of view.” (Banks, 2014, p.55). It was also found that only 2 adult
educators use a transformation approach. One adult educator mentioned that if
talking about a concept or a subject, they are discussed critically from multiple
perspectives. For example, the educator discusses the concept of a state or law with
different cases such as:

The state is the doctor who says you're living with HIV, | won't treat you or

the state is the police that stops you for a general information gathering

system. (NGO, Yiiksel)
The other educator restructures his training in accordance with the profile of the
learners. For example, if the learners’ ethnic origins are Kurds, if the subject of the
training discrimination, the educator choses to talk about the subject associating it
with learners’ experiences related to discrimination in education in mother tongue.

Social action approach: This dimension includes all the features of the
transformation approach but additionally, it encourages learners to participate
actively in the decision-making processes and doing activities and projects related to
the subject area that provides them an opportunity “to take personal, social and civic
actions” (Banks, 2014, p55). The findings revealed that the same two educators also
use a social action approach. they create a space for learners to take an active role
and empower their learners. For example, one adult educator talked about using a

participatory method to design a training with Roman people. The other educator
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gave the example of a training about the Istanbul Convention toward Alevi women.
The educator reformed the structure of the content of the training, instead of just
talking about what is Istanbul Convention as a subject, the educator talked about the
content based on the current issues of Alevi women and encouraged them to hold a
discussion about the issues among themselves, which aims to empower the Alevi
women.

Knowledge construction dimension: In this dimension, it is aimed to help
learners to question how knowledge is produced within the aspect of ethnicity, race,
gender, social class issues. This dimension also aims to empower learners to have a
role in the knowledge production process. It can also be said that the social action
approach in the content integration dimension shows some similarities in terms of the
feature of helping learners to take an active role in the process of knowledge
production. It was found that all of the adult educators (n=4) work at an NGO
practice multicultural education aligning with the knowledge construction dimension.
Considering learners as knowledge providers, holding discussions and critical
questioning were the examples of practices that the educators exemplified. For
example, two adult educators emphasize the role of the learners as knowledge
providers and their own roles as a learner. Similarly, another adult educator gave the
example of designing a training with Roman people together. Further two adult
educators addressed holding a discussion so that the learners and educators
interactively learn from each other.

Equity pedagogy dimension: Equity pedagogy is characterized by modifying
or adapting the learning materials, activities, and teaching methods in accordance
with the cultural features of learners and their learning needs (Banks, 2004). It was

found that nine adult educators’ practices were in line with equity pedagogy
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dimension. The adult educators gave different examples related to modifying their
training according to the learners’ cultures and their learning needs. For example,
one educator who is a clothing trainer working at ISMEK, gave the example of one
of her students living with physical disability and talked about how she modified the
sewing machine so that the student can also join the class and learn how to sew.
Another adult educator who is lawyer and provides training related to LGBTI+ issues
considered a profession as a cultural code of a person and talked about the
importance of considering learners’ profiles while preparing a training in order to
achieve the learning goals of the training. Some other educators mentioned that they
adapt and revise the learning exercises according to the learners’ age range and
learning style, whether they like active participation or not, and their learning speed.
Another educator shared an experience with a Syrian trainee; while doing photo
taking activity, the trainees did not want their photos taken, so the educator canceled
this activity. Furthermore, the practices such as doing training bilingual or arranging
the training according to the needs of a learner with visual disability were mentioned
by one of the educators.

Prejudices reduction dimension: In this dimension behavioral change of
learners are intended. It seeks to reduce and eliminate biases and increase democratic
attitudes toward diverse cultural groups (Banks, 2004). Even though some adult
educators emphasized prejudice reduction as the strength of multicultural education,
only one educator pointed out this dimension while describing multicultural
education practices. The educator mentioned that after getting to know the learners
well, he aims to talk about some taboos and misinformation in their society and
making comparisons and giving examples from other societies and holding

conversations so that learners’ biases can transform.
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Empowering school culture dimension: This dimension deals with the
relationship among the different bodies of a school like administration, teacher,
student, and parents. It emphasizes a collective learning environment in terms of
planning and instruction (Banks, 2004). Because this dimension includes the word
school which is referring to K-12 education, it may be difficult to align this
dimension with findings of this study. However, as it was mentioned in the
knowledge construction dimension, there was an emphasis on the learner as an
important body of a learning environment. The educators addressed the role of the
learners as a knowledge provider and designed their training and activities together
with the learners. Additionally, one educator underlined a collective effort while
planning and designing training. She talked about organizing meetings with other
trainers and holding discussions about the training experiences with the learners
coming from diverse cultures and taking decisions for arrangements of training
modules and activities.

Beside similarities and differences between the findings of this study and the
dimensional model of Banks (2004), these findings align with the findings of
relevant empirical studies. For example, findings of the study conducted in Russia by
Logvinova and Ivanova (2016) revealed that multicultural education was mostly
implemented on an additive level by inserting a topic or a unit to the program. It also
concluded that multicultural education was not practiced to reform the curriculum as
a whole. Further, multicultural education practices with regard to Banks’s (2004)
dimensional model were found to be inadequate in Egne’s (2016) study.

Considering the findings of the current study regarding adaptation of
educational content, method and material, they are in line with some empirical

studies conducted in Turkey and outside of Turkey. For example, Bigatti et al. (2012)
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in the US and in Olur and Oguz’s (2019) study in Turkey, using materials and
methods that are diversified, were found to be among multicultural education
practices. Also, it was revealed in Basarir et al. (2014) study conducted in Turkey
that establishing a culturally sensitive learning environment in which different
perspectives are included and feeling of equality is enabled.

Further, doing research and discussion and brainstorming activities were
found to be used by teachers as multicultural education practices in Aslan’s (2018)
study in Turkey. More specifically, within the context of adult education, in Tisdell
et al.” (2013) study conducted in the US, it was found that the adult educators
emphasized being aware of the importance of the meanings learners attached
culturally toward the provided topic and reported that they do questioning activities
to gain this awareness. Further, they indicated that they do discussion and hands-on
activities that culturally match with learners’ cultures. Additionally, they reported
that they design a curriculum that is culturally relatable for learners. On the other
hand, however, it was found in Alazzi’s (2016) study conducted in Jordan that

teachers did not use any instructional strategies related to multicultural education.

5.2.2.7 The difficulties educators encounter
In this study, it was revealed that educators encounter three types of difficulties
including learner related difficulties, educator related difficulties and educational
resource related difficulties.

Most difficulties mentioned by the educators were found to be learner and
educator related difficulties whereas the teaching material related difficulties were
mentioned the least. Learners’ resistance to not learning as a learner-related one was

mostly mentioned as difficulty by the educators. Educator’s bias toward learners, not
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being able to speak learners’ native language and having difficulty to keep
boundaries with learners came out to be the educator-related difficulties. Lastly,
difficulty with finding a teaching material that is suitable for learners was found
related to educational resources.

These findings are in line with the empirical studies conducted by Aslan
(2018) and Basarir et al. (2014) in Turkey in the sense that the teachers encountered
difficulties mostly related to students. These difficulties encountered by the teachers
were about students’ prejudices and negative attitudes toward cultural differences but
since resisting to learn something may include biases, it can also be said that these
findings are also in line with the findings of those studies.

Similarly, In the study administered by Bigatti et al. (2012), resistance shown
by students was also mostly reported as difficulty by the teachers.

Further, Aslan’s (2018) study also revealed that lack of material was
mentioned as a problem by the teachers. Also, in Bigatti et al. (2012) Trower (2012).
It was found that educators encounter barriers of insufficient institutional support and
resource funding.

In sum, this study concludes that educators do not have adequate training and
a lack of awareness of multicultural education. Even though adult educators are able
to explain and value multicultural education, have positive opinions toward it and
consider learners’ cultures and integrate their cultures into their trainings, they do not
have a comprehensive understanding of multicultural education. The educators’
perceptions of multicultural education are restricted to the coexistence of culturally
diverse learners in a learning environment and their practices are limited to the
incorporation of multicultural content into their trainings in additive and contribution

levels. The educators’ definitions and implementations of multicultural education are
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deficient in transformative and social reconstructionist elements. The educators
mostly do not relate multicultural education to the issues of structural inequalities,
social injustice, and power relationship among cultural groups. They do not adopt a
more comprehensive approach in multicultural education by associating
transformation of the educational institutions and society as an essential aim of
multicultural education.

The finding of this study indicates that adult educators working at NGOs
perceive multicultural education mostly from the perspective of transformative and
social action approach whereas the perceptions of educators working in Public
Education Centers and ISMEK reflect a mainstream understanding of multicultural
education from the perspective of Turkey’s education system, which is based on
contribution and additive level, and emphasizes on diversity in ethnicity, language,
and religion.

The educators’ limited understanding of multicultural education is not
independent of the education system in Turkey. Even though multicultural education
studies were conducted within the context of K-12 and higher education, adult
education is also not separate from the education system in Turkey in general. When
looking at the multicultural progress made and studies conducted in Turkey, it can be
said that they mostly underline the diversity issues based on ethnicity, language, and
religion, and multicultural education practices revolve around cultural differences,
respect for cultural differences, and equal treatment toward the differences.

However, multicultural education should not be just confined to the
coexistence of culturally different groups and not to ethnic, religious, and linguistic
diversity. Multicultural education encompasses issues such as how culture

influences learning and attempts to create a transformative learning environment in
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which prejudices, discriminations and injustices toward culturally diverse learners
are excluded and learners from all cultural groups are provided with equal learning

opportunities.

5.3 Conclusion

Taking the experiences of learners into account is one of the essential principles of
adult education. Culture is regarded as a crucial factor that shapes learners’
experiences and learning experiences of adult learners are influenced by the learners’
cultural backgrounds. Since not just learners’ cultures but also educators’ cultures
have an impact on the learning and teaching process, it is important to take learners
and educators’ diverse cultures into consideration in creating an effective
multiculturally rich learning environment for adults. When considering the principles
of adult education and purposes of multicultural education, multicultural education
can offer an educational structure that adult educators utilize to create an adult
learning environment in which equality and justice in education are ensured and
experienced by all adult learners from diverse cultural backgrounds. Thus,
investigating how adult educators perceive and practice multicultural education and
think about the impact of their own and the participants’ culture on the learning
environment and what challenges they encounter while practicing multicultural
education is crucial. Although considerable steps have been taken in terms of
multiculturalism in Turkey, there is still much to be done in order to realize an
effective multicultural education for all culturally diverse learners. Therefore,
profound changes are required in educational policies as well as teacher and adult

education programs and materials in line with the basic human right principles to
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eliminate the problems related to cultural diversity and to achieve true democracy

and social peace in Turkey.

5.4 Limitations of the study

One of the limitations of this study is small sample size. Sample of the study
constitutes 10 adult educators working at nonformal educational institutions.

Due to the time and resource constraints, only 10 adult educators could be reached in
addition to the 2 participants for the pilot study.

Consequently, another limitation of this study is conducting the interviews
online via Zoom platform due to the COVID-19 conditions. Even though the
interview technique was utilized to get in-depth understanding of participants’
perceptions toward multicultural education, since the interviews were conducted
online the participants might have hesitated to respond to the questions comfortably

and they may not discuss the questions thoroughly.

5.5 Suggestions for future studies
Even though the meaning of culture and its impacts on learning and teaching are
included in the literature, how culture is perceived by the educators as well as the
adult educators’ views about the impact of learners’ cultures and their own cultures
on learning and teaching processes is overlooked. Therefore, future studies can do an
in-depth analysis of adult educators’ perceptions of culture.

It was observed by the researcher during the interviews that there were
similarities and differences in perceptions and practices of adult educators on
multicultural education among institutions they work. Yet, comparing and

contrasting the findings based on the institutions was not aimed in this study due to
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the limited sample size. Therefore, a comparative study can be conducted on adult
education institutions such as public education centers and NGOs with a larger
sample size in order to conduct an-in depth and comprehensive examination of adult
educators’ perceptions and practices toward multicultural education.

Beside adult educators’ perceptions and practices of multicultural education,
future studies can investigate how multicultural education is perceived by adult
learners and their learning experiences. Also, perceptions of adult learners and adult
educators in the same learning environment can be compared.

Lastly, besides interviews, observations can be done with an ethnographic
study to obtain a rich and extensive understanding of educators’ perception and

practices of multicultural education in different adult education contexts.
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APPENDIX B

PARTICIPANT INFORMED CONSENT

Supporting Research Institution: Bogazigi University

Name of the Research: Multiculturalism in Adult Education: Perceptions and
Practices of Adult Educators

Project Director: Associate Professor Havva Ayse Caner

E-mail address: xxxxx@boun.edu.tr

Phone: 05XX XXX XXXX

Name of the Researcher: Ismail El¢icek

Phone: 05XX XXX XXXX

E-mail address: XXXXXXXXXXXXXX@boun.edu.tr

Dear Participant,

Bogazici University Educational Sciences graduate student Ismail El¢icek, within the
scope of master's thesis, is conducting a research project titled "Multiculturalism in
Adult Education: Perceptions and Practices of Adult Educators™ under the
supervision of Assoc. Prof. Havva Ayse Caner. In this study, it is aimed to examine
the perceptions of adult educators towards the concepts of multiculturalism and
multicultural education, their perceived practices related to multicultural education
and the difficulties encountered by adult educators while implementing multicultural
education. If you agree to participate in this study, interview questions will be started
to be asked. The interview takes approximately 45 minutes. Due to the Covid-19
outbreak, interviews will be held online. Interviews will be recorded with a voice
recorder. If you do not want to approve the audio recording, the interviews will be

recorded by taking notes. Your personal information will be kept confidential in this
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research. The information obtained from you will be kept in an encrypted file on the
researcher's personal computer. Your name will not be taken in the interviews, and
you will be given a code name instead of your own name and the data will be
analyzed with this code name. Access to the data will be open only to the researcher.
The data will be analyzed anonymously. This research will be conducted for a
scientific purpose and the data will be presented only in a scientific environment
(conference, congress, etc.). Your participation in the study is entirely voluntary. If
you participate in the study, you will not be paid any fees. You can opt out of
participating in the study at any time. In this case, the data we received from you will
be destroyed. This study is not expected to pose any risk to you. This study was
reviewed and approved by The Ethics Committee for Master and PhD Theses in
Social Sciences and Humanities. Before signing this form, please ask if you have any
questions about the study. If you have any questions later, you can reach the research
team via e-mail. You can also consult your local ethics committees about your rights
regarding the study. If you agree to participate in this study, please sign the form.

I understood what was explained to me and what was written above. | have / do not
want to receive a copy of this form (in this case the researcher keeps this copy). |

agree to participate in the study.

Name and SUMMame: .......oooeeeeeeeeeeeeeeeeeeeenn

SIGNALUIE: ..veeiie e

Date (day / month / year): ......... [oiviinn. [
If you want to know the result of the research, please share your e-mail address with

us.
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If you do not have the opportunity to sign this form digitally, in response to the e-
mail address to which this form sent to you, write as "I understood what was
explained to me and what was written above. | have / do not want to receive a copy
of this form (in this case the researcher keeps this copy). | agree to participate in the

study.”
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PARTICIPANT INFORMED CONSENT (TURKISH)

Arastirmay1 destekleyen kurum: Bogazigi Universitesi

Arastirmanin ad1: Yetigkin Egitiminde Cokkiiltiirliiliik: Yetiskin Egitimcilerin
Algilart ve Pratikleri

Proje Yiiriitiiclisii: Dog. Dr. Ayse Caner

E-mail adresi: XXXXX@boun.edu.tr

Telefon: 05XX XXX XXXX

Arastirmacinin adi: Ismail Elgigek

E-mail adresi: XXXXXXXXXXXXXX@boun.edu.tr

Telefon: 05XX XXX XXXX

Sayin Katilimei,

Bogazici Universitesi Egitim Bilimleri yiiksek lisans 6grencisi Ismail Elgicek,
yiiksek lisans tezi kapsaminda Ogretim Uyesi Dog. Dr. Havva Ayse Caner’in
danmismanliginda “Yetiskin Egitiminde Cokkiiltiirliliik: Yetiskin Egitimcilerin
Algilar1 ve Pratikleri” isimli bir arastirma projesi ylriitmektedir. Bu ¢aligmada
yetigkin egitimcilerin ¢okkiiltiirliiliik ve ¢okkiiltiirlii egitim kavramlarina yonelik
algilarini, cokkiiltiirlii egitimle ilgili algilanan pratiklerini ve ¢okkiiltiirlii egitimi
uygularken yetiskin egitimcilerin karsilastiklar1 zorluklar1 incelemek
amaglanmaktadir. Calismaya katilmay1 kabul ettiginiz takdirde goriisme sorularina
baslanacaktir. Goriisme yaklasik 45 dakika stirmektedir. Covid-19 salgini nedeniyle
goriismeler ¢evrimici bir ortamda yapilacaktir. Goriismeler ses kayit cihaz ile kayit
altina alinacaktir. Ses kaydina onay vermek istemezseniz sizinle yapilacak

goriismeler not tutularak kaydedilecektir. Bu aragtirmada kisisel bilgileriniz gizli
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tutulacaktir. Sizden alinan bilgiler arastirmacinin kisisel bilgisayarinda sifreli bir
dosyada tutulacaktir. Goriismelerde isminiz alinmayacak ve kendi isimleriniz yerine
size kod isim verilecektir ve veriler bu kod ismiyle analiz edilecektir. Verilere erisim
sadece arastirmaciya acgik olacaktir. Veriler toplu halde ve anonim olarak analiz
edilecektir. Bu aragtirma bilimsel bir amagla yapilacaktir ve veriler yalnizca bilimsel
bir ortamda (konferans, kongre vs.) sunulacaktir. Calismaya katilmaniz tamamen
goniilliiliik esaslidir. Calismaya katilmaniz durumunda size herhangi bir {icret
ddenmeyecektir. Istediginiz zaman ¢alismaya katilmaktan vazgecebilirsiniz. Bu
durumda sizden almis oldugumuz 6rnek imha edilecektir. Yapmak istedigimiz
arastirmanin size risk getirmesi beklenmemektedir. Bu ¢alisma Bogazici Universitesi
Sosyal ve Beseri Bilimler Yiiksek Lisans ve Doktora Tezleri Etik inceleme
Komisyonu tarafindan incelenmis ve uygun bulunmustur. Bu formu imzalamadan
once, ¢alismayla ilgili sorulariniz varsa liitfen sorun. Daha sonra sorunuz olursa mail
yolu ile aragtirma ekibine ulasabilirsiniz. Arastirmayla ilgili haklariiz konusunda
yerel etik kurullarina da danisabilirsiniz.

Bana anlatilanlar1 ve yukarida yazilanlar1 anladim. Bu formun bir 6rnegini aldim /
almak istemiyorum (bu durumda arastirmaci bu kopyay1 saklar). Calismaya katilmay1
kabul ediyorum.

Katilimer Adi-Soyadi: ...

Imzast: ...

E-mail adresi*: ............c.coo.

Tarih (giin/ay/y1l): ......... Joveeouannn [

Eger arastirma sonucunu 6grenmek istiyorsaniz liitfen mail adresinizi bizimle

paylasiniz.
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Eger bu formu dijital bir sekilde imzalama imkaniniz yoksa, bu formun size
gonderildigi e-mail adresine cevap olarak “Bana anlatilanlari ve yukarida yazilanlar
anladim. Bu formun bir 6rnegini aldim / almak istemiyorum (bu durumda arastirmact

bu kopyay1 saklar). Calismaya katilmay1 kabul ediyorum.” seklinde yaziniz.

182



10.

11.

12.

13.

APPENDIX D

INTERVIEW QUESTIONS

Could you tell us a little about yourself, what do you do? Can we get to
know you briefly?

Year of birth

What is your educational background?

Have you received any training on adult education? If so, how long and
where did you get it?

Since when have you been working as an adult educator?

What kind of student profile do you have? Do you have students from
various cultural backgrounds? Do you have any information about the
cultural identities of your students? If yes, how knowledgeable do you

think you are?

. What comes to mind when you think of multiculturalism?

What comes to mind when you think of multicultural education?

Have you ever attended a training on multiculturalism before? If you have
attended, could you briefly describe this training(s)?

In your opinion, what makes a learning environment multicultural or
culturally diverse?

Do you find multicultural education important?
Are advantages or disadvantages of multicultural education? If so, what
are they?

In your opinion, what should be the role of the adult educator in a

multicultural learning environment? How do you see your own role?
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14.

15.

16.

17.

18.

19.

In your opinion, do the cultural backgrounds of adults, the culture they
come from, and the culture they grew up in affect their learning
processes? If so, how does affect it. Could you give concrete examples
from your trainings?

Does your cultural background affect your teaching processes.

Do you consider your adult learners ‘culture while creating your
educational activity and educational material? Do you integrate their
culture into your trainings? If you are integrating, what do you do, could
you give some examples?

Do you make some adaptations and adjustments as you take into account
the cultures of your adult learners and as you get to know them better
during the education process? If you do, could you please explain with
examples?

Do you use any strategies or methods to create an inclusive learning
environment? If so, what are they?

Do you encounter any difficulties in using multicultural education
strategies in your education? What kind of difficulties do you encounter,

can you give an example?
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10.

11.

12.

13.

APPENDIX E

INTERVIEW QUESTIONS (TURKISH)

Biraz kendinizden bahsedebilir misiniz neler yapiyorsunuz? Sizi kisaca
taniyabilir miyiz?

Dogum yil1 ve yeri-Kiiltiirel background hakkinda bir bilgi

Egitim diizeyiniz nedir?

Yetiskin egitimi konusunda herhangi bir egitim aldiniz m1? Aldiysaniz hangi
konuda ne kadar siireli ve nereden aldiniz?

Bir yetigkin egitimci olarak hangi tarihten bu yana ¢aligtyorsunuz?

Nasil bir 6grenci profiliniz var? Cesitli kiiltlirel arka planlardan gelen
dgrencileriniz var m1? Ogrencilerinizin kiiltiirel kimlikleri hakkinda bir
bilginiz var m1? Varsa ne kadar bilgili oldugunuzu diistinliyorsunuz?
Cokkiltiirliiliik dendiginde akliniza neler geliyor?

Cokkiltiirlii Egitim denince akliniza neler geliyor?

Daha 6nce hi¢ ¢okkiiltiirliiliikle ilgili bir egitimine katildiniz m1?
Katildiysaniz bu egitim (ler)den kisaca bahsedebilir misiniz?

Sizce bir 6grenme ortamini ¢okkiiltiirlii veya kiiltiirel olarak ¢esitli yapan
nedir?

Cokkiiltiirlii egitimi 6nemli buluyor musunuz?

Sizce, ¢okkiiltiirlii egitimin avantajlar1 veya dezavantajlart var midir? Varsa
nelerdir?

Sizce cokkiiltiirlii bir 6grenme ortaminda yetiskin egitimcinin rolii ne

olmalidir? Siz kendi roliiniizii nasil goriiyorsunuz?
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14.

15.

16.

17.

18.

19.

Sizce yetigkinlerin kiiltiirel arka planlari, geldikleri kiiltiir yetistikleri kiiltiir,
onlarin 6grenme siireglerinde etkili midir? Etkiliyorsa sizce ne sekilde
etkiliyor? Bunu egitimlerinizden somut 6rnekler verebilir misiniz?
Kendinizde, egitimler sirasinda de 6rnekler vererek agiklayabilir misiniz?
Peki sizin kiiltiirel ge¢gmisiniz bunu etkiliyor mu?

Siz egitim faaliyetinizi ve egitim materyalinizi olustururken yetiskin
Ogrenenlerinizin kiiltlirlerini g6z 6niinde bulunduruyor musunuz? Onlarin
kiiltiirlerini egitimlerinize entegre ediyor musunuz? Entegre ediyorsaniz neler
yaptiyorsunuz, érnek verebilir misiniz?

Egitim siireci i¢inde yetiskin 6grenenlerinizin kiiltiirlerini g6z oniine
alarak/onlar1 daha yakindan tanidik¢a bazi uyarlamalar ve diizenlemeler
yaptyor musunuz? Yapiyorsaniz drnekler vererek agiklar misiniz liitfen?
Kapsayici bir 6grenme ortami olusturmak i¢in herhangi bir strateji, yontem
kullaniyor musunuz? Kullaniyorsaniz bunlar nelerdir?

Egitimlerinizde ¢okkiiltiirlii egitim stratejilerini kullanmada zorluk yastyor

musunuz? Ne gibi zorluklarla karsilasiyorsunuz, 6rnek verebilir misiniz?
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APPENDIX F

INTERVIEW NARRATIONS IN TURKISH

! Cokkiiltiirliiliik dendiginde aslinda sanirim ilk asamada farkli kiiltiirlerden gelen
insanlar geliyor. Farkli kiiltlirler genelde dinle iliskilendirilebiliyor. Miisliimanlik,
Hristiyanlik Musevilik olabilir. Ama temel anlamda kisilerin dil din 1rk cinsiyet
cesitliligi cokkiiltiirliiliik anlamin1 bize verir. Bu ¢esitliligin kendisi cokkltiirliiliik.
(Hacer)

2 Cokkiiltiirliiliigii syle tanimliyorum bir alan1 paylasan ve farkli kiiltiirel degerleri
kodlar1 yasanmigliklar1 olan kisilerin hepsinin birbirinin {istiine basmadan beraberce
yasayabilecekleri ve herhangi bir kisinin herhangi bir kiiltiirel kodundan 6zelliginden
ya da tasidigi bir kimlikten dolay1 haklarinin erisiminin de kisitlanmadig bir yer
olarak anltyorum. (Deniz)

3 Cokkiiltiirliiliik sadece a b ¢ z 5 bunlarim bir arada yasamasindan &te gercek
anlamda yasayabiliyorlar m1? Yani esit adil onurlu bir yasam var mi1 orada o kiiltiirler
i¢in. Ben Insan Haklar1 alaninda ¢alistigim icin ama bana ben bu alanda
calismasaydim farkli kiiltlirlerin bir arada yasamas1 der gecerim ama burada sey
ekleniyor yagamak ama yasamak hepimiz i¢in ayni sey mi. Birilerinin yasam
hakkinin ihlal edilmedigi, birilerinin sadece yasadig1 ama hicbir hakka erisemedigi,
ya da birilerinin milkemmel yasadig1 bir yer bana gore ¢okkiiltiirlii degil. Bir
kiiltiirlin diger kiiltiiri ezmeye veya asimile etmeye ¢alistig1 bastirdigi bir yer.
(Deniz)

4 Bir toplumun diisiindiigiimiizde, burada farkl kiiltiirlerin birbirlerine harmanlanarak
yasamis olmasi o geliyor aklima...Toplumda hepsi kendine bir yer bulmus aslinda ve
o sekilde ilerliyor sistem o sekilde yasayabiliyorlar beraber bu benim i¢in
cokkiiltiirliiliik. Hep beraber bir toplumun pargasi, yapbozun pargalar: gibi aslinda.
(Melis)

®Kiiltiirel cesitlilik geliyor aklima, mesela Istanbul cokkiiltiirlii, kiiltiirel yonden ¢ok
cesitli bir sehir. Ozellikle de son yillarda baya bir go¢ artist oldugu igin baya bir
cokkiiltiirliiliik yoniinden arttigini diisiinliyorum. Boyuna gd¢ aliyor. En basitinden
benim siifima gelen 6gretmenler insanlar sasirtyor nasil bu kadar cesitli uyruktan
insanlar var bu kadar m1 karisik sinifin diyorlar. Istanbul ¢okkiiltiirliiliik acisindan
zengin bir sehir. Gergekten birgok irktan insan gorebiliyoruz 6zellikle de bizim
bolgede Sisli'de ¢ok fazla yabanci uyruklu insan var. Yabanci uyruklu insanin ¢ok
sayida olmas1 demek cok fazla kiiltiir var demektir diye diislinliyorum. (Selma)

® Farkl1 kiiltiirlerin bir arada olmas1 aslinda ¢okkiiltiirliiliik. Yetiskin egitiminde 6rnek
veriyorum Istanbul’da yasiyorsunuz, Urfa’da degiliz. Urfa’da sorsaydimiz bu soruyu
ayni kiiltiirden insanlarin daha ¢ok yogunlukta oldugunu sdylerdim size, Van ya da
Tokat Resadiye gelen dgrencilerin ylizde 80’ 1 ayn1 benzer kiiltiirlerdendir. Ama
Istanbul olunca farkl kiiltiirlerin oldugu farkli mozaigi oldugu bir siniftan
bahsediyoruz. O yiizden de yetigkin egitimi tamamen farkl kiiltiirlerin bir arada
oldugu Sultanbeyli i¢in sdylersek ¢ok farkli ¢linkii 20 6grencinin 20° side farkli
sekilde yas gruplar1 olan ayn1 yas grubunda 3-4 6grenci vardir. 18-60 Yas
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grubu...Hepsi farkli illerden farkli kiiltiirlerden. Cokkdiltiirliiliik derken benim
algiladigim farkl sehirlerde dogup biiytiyiip farkli yasayis tarzlari farkl
sosyokiiltiirel ekonomilerden gittigi okullardan hepsi o kiiltiirlesme ile ilgili. (Asl)

"Belli siirlar iginde yasayan kiiltiirler farkliliklarin hepsi. Irk cinsiyet, din dil gibi
birgok adet, gelenek gérenek bunlarin birlikteligi tamda ¢okkiiltiirliiliik. Insanlar
kendi toplumumuza baktigimizda gergekten ¢okkiiltiirlii bir toplumuz. Gegen sene
ben Mardin’e seyahat ettim oradaki o Cokkiiltiirliiliigii bir arada a gorebiliyorsunuz
ya da bulundugunuz siniflarda da ayn1 sekilde farkli memleketlerden farkli dinlerden,
farkli inanislardan farkl ailelerden gelen gruplarin belli sinirlar igerisinde bir arada
olmasi durumu aslinda. Mesela bir sinifta sinifimda farkli irklara mensup
Ogrencilerim olabiliyor ya da farkli dinlere goriislere, inaniglara sahip 6grencilerim
olabiliyor. Farkli cinsiyette 6grencilerim olabiliyor. Ciinkii cinsiyetin de getirdigi
belli kavramsal farkliliklar da olabiliyor bence bu da kiiltiirel farkliliklardan bir
tanesi. Clinkii kiz ¢ocugunun okumasiyla erkek ¢ocugunun desteklenmesi arasinda
fark oldugunu diisiiniiyorum gelenekler gorenekler yaptiklart yemekler giydikleri
kiyafetler, tercih ettikleri renkler, oturma bi¢imleri konugsmalari ahlaklar1 bunlarin
hepsi belli bir etnik kékenden gelen bir sey ve bunlarin hepsi aslinda kiiltiirel
farkliliklardan bir tanesi. (Goniil)

8 Cokkiiltiirlii deyince kelimenin ilk insanda yankilandig1 sey boyle bir siir bir siirii
1yi sey ciinkii kiiltiir iyi ¢ok iyi bir araya gelmis her zaman Oyle yankilamiyor da
bazen ¢ilinkii mesela ben o kimliklerin bir aradaligina dahil benim bir tereddiittim
varsa bazen bir ¢atisma yasanabiliyor orada sey yapamiyoruz o dili
tutturamayabiliyoruz zorlanabiliyoruz. (Yiiksel)

9 Kesisimsel bir seyler geliyor. Bir kisinin birden fazla kiiltiiriin ve kimligin bazen
dogrudan 6znesi bazen tasiyicisi bazen tanig1 olmasi ve hayattaki durusunu da politik
durusunu da ona gore sekillendirmesi gibi seyler geliyor. Daha kesisimsellik geliyor
cokkiiltiirliiliik deyince aklima. Kesisimsellik bir kisinin bagajinin birden fazla kiiltiir
ya da kimlikle yogurulmus olmasi. Bu her zaman birden fazla kimligin 6znesi olmasi
anlamina gelmeyebilir. Bazen o kimliklere ¢ok yakindan taniklik etmis olabilir o
kimliklere, nasil yasadigini o kimliklerin. Bazen de taniklik etmesine bile gerek yok,
sahiplenmis olabilir, ideolojik bir arka planda sahiplenmis olabilir. Bunlarin hatta
bazen birbirleriyle ¢elisiyor gibi goriiniiyor olabilir bize bu. (Yiiksel)

Y Hi¢ tammlamadim bu kavrami ama ilk ¢agirisimsal olarak diisiindiigiimde etnik
koken ilk once aklima geliyor, kesisimsellik aklima geliyor, kiiltiir anlayisimiza goére
degisir ¢okkiiltiirliiliik dolaysiyla kiiltiir her seyle ilgili olabilir bana gore. Yani bir
toplumun genel bir kiiltiirii olabilir veya bir aile i¢indeki kiiltiir olabilir, bir takin
aliskanliklar, gelenekler olabilir. Cok genis bir sey geliyor aklima kiiltiir
diisiiniiciince. Kesisimsellik etnik kdken yonelim, kimlik biitiin bunlarin kesistigi bir
yer hepsini biitlin arka planlar1 hesaba katarak. (Gokge)

1 Cokkiiltiirlii egitim denince gok farkli kiiltiirlere ait olan egitmenlerin oldugu bir
okul diisliniin bir egitim yeri diisiiniin, dogal olarak ¢okkiiltiirlii bir egitmen profilinin
oldugu bir yerde siz onu ders programinizi miifredatiniz, materyallerinizi ona gore
hazirlamak zorundasiiz (Ali).
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12 Egitimin ¢ok yénlii olmasini diisiindiirtiiyor bana. Bence birgok kiiltiire hitap
edebilmektir. Mesela sadece Tiirk kiiltiirii degil de 6rnegin, bir dersi kalkip da bir
Rusya kiiltiiriine ayirabiliriz. Rusya yemekleri olsun halk oyunlar1 olsun, gelenek
gorenekleri olsun, bunu diger 6grencilere de anlatabiliriz bence bu ¢okkiiltiirlii egitim
olmus olur. Tek yonlii olmamis olur. Cokkiiltiirlii egitim demek tiim uyruklardan
ogrencileri derse aktif katarak onlara konusturarak verilen egitim. (Selma)

13 Cokkiiltiirlii egitim din dil yas sosyal sinif, etnik yap1 gozetmeden esit her ziimreye
her alt yapidan gelen ziimreye esit sekilde yaklagsmak sanirim ¢okkiiltiirlii egitime
girebilir. Yani herkesin esit oldugunu, kendisini digerlerinden farkli veya otelenmis
hissetmedigi egitim ¢okkiiltiirlii egitimdir. Herkesin orada var oldugunu hissettigini,
yok sayi1lmadigini orada bir kimlik olusturdugunu hissettiginde orada ¢okkiiltiirlii
egitimden bahsedebiliriz. (Hacer)

1% Cokkiiltiirlii egitim deyince kapsayici egitim geliyor, dinleyici kitlesinin her yerden
her kimlikten her sosyokiiltiirel seviyeden olabilecegini tahayyiil edip dilini ve
anlattigin seydeki verdigin orneklere kadar her seyi biraz daha kapsayici kurmak diye
geliyor aklima. (Yiiksel)

15 Cokkiiltiirlii egitim kapsayicilig1 ¢agristirdi bana cokkiiltiirliiliik diyoruz ¢iinkii.
Farkli kiilttirleri kapsayabilmek ve onlar1 aslinda hesaba katarak bir egitim plani
olusturmak. Yani aslinda farkliliga hitap etmek gibi anliyorum ben ¢okkiiltiirliiliik
deyince. Tek tip bir seye hitap ederek de bir egitimi anlatabilirsiniz karsinizdaki
kisinin tek tip oldugunu varsayarak anlatabilirsiniz. Buna sey 6rnegi verebilirim bu
kiiltiirden ayr1 bir sey ama teorik olarak drneklendirirsek, bir egitim verirken mesela
cinsel yonelim ve cinsiyet kimliginden bahsediyorsam oradaki herkes LGBT olabilir
veya olmayabilir seklinde kapsayarak anlatiyorum. Biz bir grubuz ve disarida bir
grup var ondan bahsediyoruz diye degil de o grup oraya da dahil bir grup olarak
anlatryorum. Cokkiltiirliiliik bana bunu ¢agristirtyor su anda. (Gokge)

16 Aslinda egitimin dili ortak 6grenmek istedigin sey aymi. Yanindaki arkadasiyla
ogrenmek istedigi ayn1 ama algilayis bicimi ¢ok farkli. Ya da dili farkli ve bunu
kavramakta bunu anlamakta zorluk ¢ekebiliyor onun i¢in bence ¢okkiiltiirlii
ogrenmelerde egitimde tek bir dil oldugunu diislinliyorum. Aslinda tek bir dilden de
ziyade, mesela temel etek dgretecegim, ya da etek 6gretecegim, makina kullanmay1
Ogretecegim bu evet bu degismez bir sey ama kisiden kisiye kiiltiirden kiiltiire bunun
farklilik gosterdigini diislinliyorum yani sizin onun yanina fazla yaklagsmaniz ya da
onunla olan iletisiminiz bile buradaki 6grenmeleri etkileyebiliyor evet d6grettiginiz
sey tek ama 6grenme bigimleri ¢ok farkli...Mesela siz 6grenciye bir sey 6gretmek
istiyorsunuz 6gretmek istediginiz sey fermuar dikme diyelim demin sdylemistim ya
bir fermuar1 bazen tek seferde yapabiliyor ya da algi diizeyi de degisebiliyor tek
seferde yapabiliyor ya da tek seferde yapamiyor 10 kere deniyor ama siz buna Oyle
doniitler veriyorsunuz, 6grencinin o kapasitesine gére 6grencinin o bilgiyi 6grenme
seviyesine gore bazen defalarca kez ayni seyi anlatabiliyorsunuz ayni sabir ayni
hosgoriiyle yapabilirsin basarabilirsin ben sana inaniyorum, bunu yapacagiz evet
belki bir kerede olmuyor ama bazen elimiz alismayabiliyor bazen 10 kere olacak ama
deneyecegiz birlikte bun bagaracagiz onun seviyesine gore onun bulundugu egitim
kapasitesine gore siz onu ona anlatamaya calisiyorsunuz.
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17 Irklarin sayismin cesitli olmas1. Mesela sadece Suriyeli Koreli olmasi degil de
Rusyalis1, Afganistanlis1, Urdiinliisii hepsinin bir arada karisik olmas1 ¢ok renkli bir
siif olmasina gergekten yol agryor. (Selma)

18]ste bir Musevi var bir Hristiyan var, Miisliiman var... (Hacer)

19 Cokkiiltiirlii egitim farkls kiiltiirlerin bir arada olmasi geliyor. Bir¢ok kiiltiiriin bir
arada, Amerika’da 6rnek verecegim. Amerika bir¢ok farkli iilkeden insanlarin bir
arada toplandigi bir tilkedir en bariz 6rnegi Amerika’dir cokkiiltiirliiliigiin onun sinif
versiyonu. Egitim kurumundaki o versiyon c¢okkiiltiirliiliige 6rnek. Bizim siniflari
Amerika’ya benzetiyorum. Amerikalidan kasit oradaki kokeni seydir Ingiliz olabilir,
tiik olabilir, Afrikali olabilir onun gibi. Farkli kiiltiirler, farkli yasayis tarzlari.
Bekarlar ve evliler. Evli 6grencilerde kiiltiir olay1 ile bekar 6grencilerde kiiltiir olay1
farkli. Evlilerde eslerinden dolay1 eslerinin memleketleri de giriyor devreye. Bir de o
kiiltiir devre giriyor bu sefer kiiltiir giriyor devreye. (Asli)

20 Bir sinifi cokkiiltiirlii yapan sey oryaya gelen katilimcilar o katilimeilarin gesitliligi
ile alakal1 oldugunu diisiiniiyorum. Yani gelen 6grenci profilinizin ne oldugu ¢ok
onemli (GOniil)

21 Cokkiiltiirlii egitim deyince dinleyici kitlesinin her yerden her kimlikten her
sosyokiiltiirel seviyeden olabilecegini tahayyiil edip (Yiiksel)

22 Cokkiiltiirlii egitim denince ¢ok farkli kiiltiirlere ait olan egitmenlerin oldugu bir
okul diisiiniin bir egitim yeri diislinlin, dogal olarak ¢okkiiltiirlii bir egitmen profilinin
oldugu bir yerde siz onu ders programinizi miifredatiniz, materyallerinizi ona gore
hazirlamak zorundasiniz. Materyal yetmiyor, ¢okkiiltiirlii hazirlasaniz da yetmiyor,
uygulayicinin da ¢okkiiltiirlii olmasi gerekiyor ¢okkiiltiirlii bir yagam alan1 olugsun.
Cokkiiltiirlii egitim dedigimizde yine bunu Amerika’da, Almanya’da gorebiliyoruz,
Tiirkiye’de su an bu boyuta girmeye basladi mesela su an okullarimizda Irakls,
Libyali, Suriyeli 6grenciler sayis1 az da olsa gorebiliyoruz. Avrupa’da ve Amerika’da
gdecmenlerin ayni okullarda bulunmasi bu ¢okkiiltiirlii bir egitimdir. Yani hem
uygulayici tarafi hem egitim alan tarafi farkl kiiltiirlere sahip olmasi gerekiyor. (Al)

23 Egitimin ortaminda farkli goriisten insanlarin farkli kiiltiirel arka planlardan gelen
insanlarin birbirleri ile uyumlanabilmesi konugma tarzlarinda d ayni sekilde
birbirlerine hitap sekillerinde de her sekilde ayni1 ortamda sorunsuz bir sekilde
bulunabilmesini saglamak aslinda. (Melis)

24 Cokkiiltiirlii egitim deyince kapsayici egitim geliyor, dinleyici kitlesinin her
yerden her kimlikten her sosyokiiltiirel seviyeden olabilecegini tahayyiil edip dilini
ve anlattifin seydeki verdigin 6rneklere kadar her seyi biraz daha kapsayici kurmak
diye geliyor aklima. (Yiiksel)

25 Cokkiiltiirlii egitim kapsayicilig1 cagristird bana gokkiiltiirliiliik diyoruz ¢iinkii.
Farkl1 kiiltiirleri kapsayabilmek. (Gokge)
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26 Cokkiiltiirlii egitim din, dil, yas, sosyal sinif, etnik yap1 gdzetmeden esit her
ziimreye her alt yapidan gelen ziimreye esit sekilde yaklagsmak sanirim gokkiiltiirlii
egitime girebilir. Yani herkesin esit oldugunu, kendisini digerlerinden farkli veya
Otelenmis hissetmedigi egitim cokkiiltiirlii egitimdir. Herkesin orada var oldugunu
hissettigini, yok sayilmadigini orada bir kimlik olusturdugunu hissettiginde orada
cokkiiltiirlii egitimden bahsedebiliriz (Hacer).

27 Gergekten egitme biitiin gruplar erisebiliyor mu dan baslayip o egitim ortamina
geldiginde kisilerin kendi kiiltiirlerini tehdit eden riskleri ortadan kaldirmaya
odaklanip bir yandan da her gecen giin yeni gelen kiiltiirel kodu da dahil eden bir
yaklagim ama o kadar zor bir seyden bahsediyoruz ki 6zellikle Tiirkiye
konjonktiiriinde. (Deniz)

28 Cokkiiltiirlii egitim dedigimizde sizin sahip oldugunuz kiiltiiriin i¢inde egitim
altyorsaniz bir kere ¢okkiiltiirlii egitim su sekilde olabilir, yeni bir dil 6grenirsiniz,
yeni bir dil 6grendiginizde yeni bir kiiltiir 6greniyorsunuz. Her dil bir kiiltiirdiir. Siz
Ingilizce dgreniyorsaniz, ingiliz kiiltiiriinii 6greniyorsunuz, tantyorsunuz. Bizde ay1p
olan seyin onlarda olmadigini bizde ayip olmayan seyin onlarda ayip oldugunu yani
yeni bir kiiltiir 6greniyorsunuz. (Ali)

29 Cokkiiltiirlii egitim benim anladigim sadece benim smifindaki 6grencilerin sinif
arkadaslarinin devletlerinin hakkinda bilgiler verebilmektir bence. (Selma)

%0 Bulundugunuz ortamlarin hepsinde farkli kiiltiirlerden gelmis insanlarla bir
aradayiz. Aslinda 6grenme yasam boyu 6grenme siirekli devam eden bir sey sadece
sinif ortaminda olan bir sey degil hayatin her alnindan 6grenmeye devam ederseniz.
Bir Rus’tan dgrenirsiniz belki bir Ingiliz’den, Italyan’dan dgrenirsiniz ama 6grenme
yasam boyu devam eder. Tek bir sinif kalip i¢ine almamiz gerekiyor (Goniil).

31 Cokkiiltiirlii egitim bunlarin taninmas gézlemlenmesi 6grenci tarafindan. Herkes
tabi kendi bransi i¢in ancak 6grenciye bir kap1 acabilir. Ben kendi bransglarim icin
bunu sdyleyebilirim. Lorca' nin bir oyununu oynuyorsa o dénemin Ispanya’si i¢
savag onun yarattigi etkiler, konugma ritmi arasinda iligkiler nasildir. Oyunun
yazildig1 donemde o tilkenin ekonomik ve siyasal durumu nasildir. Ya da yazarin
vermek istedigi mesaj nedir. Tiyatro tarihi lizerinde dururken gokkiiltiirliiligii egitim
bazinda anlatmaya calisiyoruz. Bunlarda bilgi sahibi oluyor ve arastirma yapiyor
ogrenci de. (Poyraz)

32 Cokkiiltiirlii egitim din dil yas sosyal sinif, etnik yap1 gdzetmeden esit her ziimreye
her alt yapidan gelen ziimreye esit sekilde yaklagsmak sanirim Cokkiiltiirlii egitime
girebilir. (Hacer)

33 Mesela MEB’e bagli egitim sisteminde cokkiiltiirliiliik konusmak bana beyhude
geliyor bastan garip bir sey var milli egitimden bahsediyoruz. Milli olan bir seyi
zaten tanimlamisiz onun igerisinde ¢okkiiltiirliiliigli sadece soyle tanimlayabiliyoruz
“eskiden Ermeniler vardi ¢ok iyi insanlardi” ya da “Ermeniler ¢ok sadik bir
toplumdur”, “Osmanlida en ¢ok ayaklanan”. Baktigin zaman o kiiltiirel kod grubun
ad1 gegiyor mu ama nasil ne sekilde ne konumda. Kiirtlerin kardesimiz olmasi esit bir
sey mi niye biiyiik abi oluyoruz hala bunlarin hepsi yaklasimin bir pargas: dolaysiyla
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cokkiiltiirliiliik hikayesinde zaten iilke karar alicilarin o ¢okkiiltiirliiliigii kabul eden
ve isleyen bir hale gelmesi lazim. (Deniz)

% Birgok iilkenin kiiltiiriinii 6grenmekte fayda var diye diisiiniiyorum. Kisisel
zenginlik olabilir. Diislinsenize benim tiim iilkelerin kiiltlirii hakkinda bilgim
oldugunu diisiiniin bence insanlarin kisisel gelisimine biiyiik bir katki saglamis olur.
(Selma)

% Farkli kiiltiirleri 6grenme her zaman pozitif bir seyi vardir etkisi vardir. (Ali)

% Farkli kiiltiirlerin taninmas1 hemen hemen her alanda mutlaka bize zenginlik bakis
acis1 kazandirir. Avantajli buluyorum. Bir zenginlik katti§ina inaniyorum. (Poyraz)

37Siz sizden farkl1 olan sizden farkl1 inanglara, sosyal altyapidan gelen etnik yapilara
sahip olan kisileri belki sosyal ¢evrenizde yakalayamazsiniz ama bir egitim 6gretim
ortaminda bunu gorebilirsiniz, dolaysiyla farkl kiiltiirleri tanimak bence olanak
sagliyor. Baska kiiltiirleri tanimay1 belki de aslinda o kiiltiirlerle ilgili yanlis
bilgilenmis olmay1 da aslinda gideriyor olabilir. Yani kulaktan dolma bilgileri
ogrendiginde Oyle olmadigini kisiler gorebiliyor 6n yargilar1 da ortadan
kaldirabiliyor bence (Hacer)

38 Yetiskin egitimi i¢in dersem birincisi farkli siiftaki herkes birbirinden bir sey
Ogreniyor ben de 6greniyorum bu size her anlamda bir deneyim katiyor bu sadece
mesleki anlamda yani 6grettiginiz programla alakali degil. Ne 6gretirseniz 6gretin
ben giyim dikis 6gretmeniyim, bizim programin adlar1 var dis giysi pratik giysi vs.
vs. onlardan hangisini veriyorsa fark etmez siz hangi programi veriyorsaniz verin ne
kadar mozaik 6rnegini verme sebebim ona mozaigiyle benzettigim i¢in farkli renk
taglarin bir arada oldugu i¢in size birincisi asir1 derecede bilgi olarak doniiyor. Her
bir birey birbirimize etkilesim yapiyoruz etkilesimde o size diyor ki bizde bu
bdyledir bizde de boyleydi herkes kendi yeri geliyor gelenek goreneginden
bahsediyor yeri geliyor torelerinden de bahsediyor yeri geliyor farkli aile
yapilarindan farkl hatta seyden bir miithendis 6grencim farkli bir seyden bahsetti
bilmiyorduk destekledi bile, o bile farkli kiiltiir aslinda. Okullarda ¢ok énemli
doktora yapan bir 6grencim vardi biz ondan acayip seyler 6grendik. Mesela bir
Ogrencim bir is yerinde calistyor daha dnceden ¢alismis tekstilde ¢alisan 6grenciler
var biz bunu tekstilde bdyle yapiyoruz diyor. A ilk defa gériiyorum duyuyorum
diyorum. (Asl)

%9 Baska kiiltiirleri gordiigiimde bu besleyici oluyor ciinkii zaten giinliik hayatta da
cok farkli insanlarla kiiltiirlerle tanisiyoruz bu direkt egitim ortaminda hayata da
yanstyacak bir sey orada 6grendigim konustugum sey disariya ¢iktigimda isime
yarayabilecek bir durum sadece. (Melis)

40 Bazen 6grenci bulundugu etnik kokeni, rnegin Suriyeli bir 6grenci su an mesela
Suriyelilere kars1 farkli bir bakis acis1 var zamaninda buradan go¢ eden Tiirklere
Almanlarin bakis agilar1 gibi orada da bakis agilarinda farklilik olabiliyor,
kabullenmek istemeyebiliyorlar ama tanimaya basliyorlar yani sadece goriinenin
oOtesini de kesfetmeye basliyorlar bu bir anlamda dezavantaj ama avantaja da
donebiliyorlar. (Goniil)
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*L Eger ben ilkokulda ailesinden biri LGBTI bir kisiyle tanigirsam mesela Ayse’nin
iki tane babasi varmig1 duyarsam {iniversiteye gittigimde o escinseller varmis falan
demem. Ve bunu sorun edene de niye bunu sorun ediyorsun derim. Biraz seye de
benzetiyorum drnegin Istanbul’da Biiyiikadali olan arkadaslarimin neredeyse higbiri
etnik koken, dil ayrimeilig1 yapmiyor ¢ilinkii Ermeniler ve Rumlar ile birlikte
yasamislar yillarca. Yani farkli kiilttirlerle yasamayla dair ilgili fikirleri var bu okul
ortami i¢in de bence dyle yani okulda elinde kina yakildigin1 gordiigiin zaman bir
¢ocugun kiiltiirel bir kod olarak soyliiyorum bunu diger ¢ocuklar artik bunun
varligindan haberdar oluyorlar, boyle bir sey oldugundan bunu makyajdan dovime
yapmaktan hi¢bir farki olmadigina aydigindan bagka bir kinali gérdiiglinde korkup
kagmiyor. Sey yani diyalog tanima ve anlagma siirecine giriyor. O ylizden
cokkiiltiirlii egitim tabi ki 6nemli. (Deniz)

42 Kisisel zenginlik olabilir. Diisiinsenize benim tiim iilkelerin kiiltiirii hakkinda
bilgim oldugunu diisiiniin bence insanlarin kisisel gelisimine biiyiik bir katki
saglamis olur. (Selma)

3 Ciddi bir servet yapiyorsunuz bir seyleri ¢okkiiltiirliiliik sizin o bilgi servetinizi
saglamaniza yartyor ve bu bizim 6zellikle yetiskin egitiminde ciddi bir hazine ve
yillar gectikce ben hazinemi biiyiitliyorum. (Asli)

4 Farkli kiiltiirlerin taninmas1 hemen hemen her alanda mutlaka bize zenginlik bakis
acist kazandirir. Avantajli buluyorum. Bir zenginlik kattigina inantyorum. (Poyraz)

5 Cokkiiltiirlii siniflarda gergekten 6grenmenin ¢ok daha hizli ve aktif oldugunu
goriiyorsunuz...Dedigim gibi tek tip sadece belli bir aileye mensup ya da tek inanisa
sahip ya da tek memlekete sahip bir siniftan ziyade bu tarz daha karma heterojen
gruplarda 6grenmenin ¢ok daha hizli ve aktif oldugunu gériiyorsunuz. (Gontil)

%6 Cokkiiltiirlii egitim her zaman sizin i¢in pozitiftir dedim ya merak uyandirir. Merak
istegi getirir, istekte 6grenmeyi getirir. .. Cokkiiltiirliiliiglin bizim isimizi daha da
kolaylagtirdigini gorebiliyoruz. (Ali)

4" Bazen olumsuzluklar da yaratabiliyor, bazen karsilikl1 anlayigsizhiklar yaratabiliyor
ama 6grenci bunu da dgrenebiliyor. Bir 6grenci birine neden bu sekilde dikiyorsun
oteki ben boyle seviyorum benim yasam tarzim bunu kabul edebiliyor. O zaman
empati duygusunu da gelistirmis oluyor birgok anlamda kendini gelistirmeye devam
ediyor. (Goniil)

48 Kesinlikle dnemli buluyorum ¢iinkii kendi yasantimdan da &rneklendirerek bu
kadar farkli ortamda bulundugumda 6grencilerim i¢inde bu kadar farklilik dolu bir
ortamda bulunmak bir kere bir empati giicilinii arttirtyor insanlarda. (Melis)

49 Eger kisi kendini ¢ok diinyaya kapatmamissa dezavantaji yoktur. Onyargilari
yoksa sorun degildir ama 6n yargili biriyse sorun teskil edebilir. Birlikte ayn1 sinifta
egitim almak istemeyebilirler. (Selma)

% Ogrencinin itirazlariyla olabilir bu benim kiiltiiriimde ay1p bu benim kiiltiiriimde
giinah ya da ben bunu yapmam ben bunu sdylemem bizde bdyle yapilmaz gibi
seylerle belki. Bir ihtimal miimkiin olabilir. (Poyraz)
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®1 Bazen garip tepkiler gelebiliyor. Mesela “Ben boyle diisiinmiiyorum, bence bdyle
bir sey yok™ gibi (Yiiksel)

52 Katilimcilardan biri transt1 diye bir STK temsilcisi bu benim dini degerlerime
aykir1 ben bu ortamda kalamam deyip gitti. (Deniz)

%3 Ne zaman eger bdyle birbirleriyle cok ¢atisan gruplar1 ayni egitim ortamina
alirsaniz dezavantaj ortaya cikiyor. Ornegin, Suriyelilerle Tiirkiyeliler yani diine
kadar Suriyelilerle bir sey yoktu ters durum yoktu ama 7-8 senedir gd¢gmen olarak
Tirkiye’de bulunuyorsa sosyal bir negatiflik olustu 6rnegin mesela tarihi olarak
Yunanistan’la siirekli sorunlarimiz var simdi siz Tiirkiye’deki bir bireyle
Yunanistan’daki bir bireyi ayn1 ortama getirip eger konuyu tarih yaparsaniz ve
cografya iizerinden yaparsaniz dezavantajlari olur ama dil {izerinden olursa baska bir
sey olsa yeme igme olabilir 6zellikle dil {izerinden dezavantajlarin1 yasamazsiniz.
Cokkiiltiirliiliiglin aslinda avantajlar1 her zaman egitimde daha fazladir. Ama tabii
glinliik hayatinizdaki negatifler zaten varken onlar dogal olarak egitim ortamina
yansir. Sokakta bir Yunanistanliyla Tiirkiyeli anlasamaz eger boyle siyasi konular
olursa. Egitim ortaminda da aynis1 olur tamamen sosyal giinliik hayatimizdaki
sorunlar neyse egitim ortaminda yasanabilecek sorunlar onlardir. (Ali)

% Soyle bazi catismalar oluyor bana sey demisti yani onu 6rnek verecegim hocam
dedi cehenneme gideceginiz igin sizin i¢in ¢ok tiziilityorum dedi. Sizi ¢ok seviyorum
sizin i¢in ¢ok dua ediyorum Allah hidayet versin keske bir de kapali olsaniz dedi.
Ayni tarikatta olmadiklari i¢in orada dinsel bazli birka¢ ¢atismayla karsilastim ama
tek tiik seyler gordiim. (Asli)

% Dedigim gibi gercek anlamda hazir olundugunda cat diye bir araya getirip
birakirsan fight kim hayatta kalirsa. Dezavantaj1 su gruplar hazir olmayabiliyor.
(Deniz)

% Bazi gruplarda cok sert direng olabiliyor benim ¢ocugumun sinifinda Suriyeli
ogrenci var ben ¢ocugumu aliyorum ¢ocugunda tesinde yetigkinlerle ilgi bir sey.
(Deniz)

> Tabi ki dezavantajlar1 olabiliyor. Bazen 6grenmeye ¢ok kapali insanlar alabiliyor
ya da farkli kisilerle bir arada olmay1 denemesine ragmen bunu bagaramayabilir o
zaman farkli seyler olabiliyor yani dedigim gibi ufak tefek bazen olabiliyor. (Goniil)

%8 Cokkiiltiirlii egitmenler getirirlerse eger bulmak ve ortama sokmak biraz daha
maddi olabilir. (Ali)

%9 Sonug odakl1 degil, sonug odakl1 degilken bizim sistemimizde ¢ok basar1 sonug
odakliyken burada bir sikint1 var burada eksen farki var. Bir digeri bence ilk etapta
daha maliyetli sey olarak bunu artik zaten ortadan kalktig1 bir yerde maliyetli olmaz
ama Ornegin bir egitim yaparken bile Arapca bir terciiman getirmek cokkiiltiirliliigii
desteklemek i¢in ¢cok pahali bir sey hatta Arapca tercliman iki kat1 para istiyor. Yani
bunlar da hep kisitlar1 olan ya da egitim materyali iiretirken de. Birden ¢ok ihtiyaca
cevap verecegin i¢in 6grenme alaninin nitelikli olmasi lazim o da bir maliyet zaman.
Bunlar ilk aklima gelen dezavantajlar. (Deniz)
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%0 Onceden 6grenmis olduklari 6grenme deneyimleri onlarin yeni bilgilere ne kadar
acik olup ne kadar kapali olduklarini ortaya koyuyor. Bilgiye 6grenmeye aciksa ona
daha fazla bilgi verebiliyorsunuz 6grenmeyi dgretebiliyorsunuz ama ezberci kapali
bir 6grenme seyinden gecmisse eger, egitim ortamindan gegmisse onlar1 agmakta
normal bilgi 6grenme ve kullanmaya doniik seye sevk etmek daha zordur. Ozellikle
dini olarak mesela Tiirkiye’de kuran 6gretimi var Kur’an 6gretimi tamamen ezberci
bir 6gretidir siz bir ayeti okuyabiliyor telaffuz edebiliyorsaniz ezbere de
sOyleyebiliyorsunuz ama onun ne anlama geldigini bilmiyorsunuz bu tamamen
ezberci bir seydir. (Ali)

®1 Mesela bahsettigim Ingilizce 6grenmenin zorlugu hep ingilizce hayatina zor bir
sekilde 6grenmis biiylidiigii yerde bagka bir dil bilen biri yokmus bunun zor bir sey
olduguna dair ¢ok ikna olmus sekilde geliyor. Cevresinde o dogdugu biiyiidigi
kiltiirde farkli bir sey gérmediginde yeni bir sey ¢iktiginda yeni bir sey 6grenmeye
geliyor 1 dk. ya ne oluyor ¢ok zorlandigini diisiiniiyor ama o zamana kadar farkl
duygular farkli fikirleri atryorum farkli yemekleri denemis bile olsa en kiigiik bir
farkliliga hayatinda yer vermis bile olsa onu hemen anliyorsunuz oradaki kanal
hemen degisiyor baska drneklerle zenginlestirebiliyorsunuz o 6grenme ortamini
zenginlestirebilmek i¢in geldikleri kiiltiirlin i¢indeki farkliliklar1 da gorebilmeleri onu
aktarabilmeleri ¢ok 6nemli onlarin hepsini getirdiklerinde o zaman ¢okkiiltiirliiliigiin
ogrenme ortaminda ¢ok giizel bir seyi oluyor yansimasi oluyor. Iste o 6nyargisini bir
kenara bir sey denemis ya da denemeyi de gegtim gercekten acik bir kiiltiir daha
dogrusu disartya agik bir kiiltiirde biiyiimiisse daha kabullenici goriiyorum insanlari
tamam bunu bir deneyeyim diyor denemekten korkmuyor kendini ifade etmekten
korkmuyor ¢ok iyi ifade edebiliyor bazi insanlar kendilerini. (Melis)

%2 Bence etkili oluyor ¢iinkii sizin sahip oldugunuz egitim bile olaylara ger
doniitleriniz yorumlar farklilagtirabiliyor...Bizim sahip oldugumuz geleneksel alt
yap1 da bizim diisiincelerimizi etkiliyor. Bazen diisiinebiliyorsunuz bu yorumu nasil
c¢ikarabildi buradan nasil bu sonuca ulasabildi diyorsunuz o da gedildigi altyapidan
kaynaklaniyor. (Hacer)

®3Bir ilk okul mezunun dgrenme diizeyiyle ya da bir lise lisans mezunun dgrenme
diizeyi ¢ok farkli. Mecidiyekdy bolgesinde de ¢alistim daha dnce lep demeden
leblebiyi anlayan siniflarim oldu ama Beylikdiizii bolgesiyle kiyasladigimda
geldikleri aileleri vesaire diisiinecek olursak bazen bir seyi defalarca kez anlatmama
gerekiyor daha ¢ok izin istediklerini gordiim mesela o bdlgeye baktiginizda hocam
bugiin bu sebepten gelemeyecegim, esimle bunu yapacagiz aileme vakit ayirmam
gerekiyor ya da zamanim yok diyor ama Mecidiyekdy bolgesindeki devamsizlik
oranlar1 ¢ok daha az. Bir lisans mezunuyla ya da goérmiis gecirmisligiyle bagka
birinin gdrmiis gecirmisligi arasinda ¢ok fark var. Veya ilkokul mezunu olabiliyor
kendini ¢ok gelistiriyor hayatta dyle seyle yastyor ki bir bakiyorsunuz bir lisans
mezununun diisiinemeyecegi sekilde diislinmeye basliyor ¢linkii deneyimleri gok
fazla bunun ¢ok etkili oldugunu diisiiniiyorum o ytizden. (Goniil)

%4 Etkili oluyor tabi, biraz herhangi bir sekilde ayrimciliga maruz kalan bir kiiltiirden
geliyorsa herhangi baska ayrimciliga maruz birakmamak ya da bir farklilig
yasatmak i¢in kendisinin bir giindemi oluyor. O konuya odaklanmak tartigma
hikayesinden zaten formel olmayan 6grenme yaklasiminin hikayesi deneyimle teorik
bilgiyi harmanlamak ya o deneyimi getiriyor o giivenli alan1 bulunca onu getiriyor
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ortaya aslinda hem kendisini ifade etmesini, kendi kiiltiirel degerlerini yasatma
miicadelesi, hem de diger kisilerle beraber yasamaya dair bir giindem ediniyor.
(Deniz)

% Etkilidir santyorum yani nereden ne kadar birikimle bilgiyle deneyimine de gére
degisebilen bir sey oldugu i¢in bir egitimde dinleme tarzinda nasil bir soru sordugun
neye dikkat ettigin o giine kadar getirdigin seylerle alakali o sebeple etkilidir diye
diistintiyorum. (Gokge)

% Mesela, pantolon dikim diye bir modelimiz var programda dgrenci diyor ki ben
pantolon giyemem hocam giydirmezler ben 6grenmesem bunu olur mu? Ama
O0gretmek zorundasiniz iste orada sey devreye giriyor geldigi yer. Bizde kadin
pantolon giymez diyor. Yani en bariz 6rnek bu. Orada tabii s6yle o programi
anlatirken ben bir yil artik sey demistim carsafli 6grencilerine oldugu eslerine
diktirmistim mecburen, hocam bizim tarikatta yasak diyorlar. Inanglar1, geldikleri
ilde etkili, inanglari, bagli bulunduklar1 mezhepler, tarikatlar...O zaman diyorum Ki
sOyle yapalim bu konuyu islemek zorundayiz size gore bunu degistirelim orada
degistirerek yaptirtyorsunuz 6rnek parga olarak ya da esine yaptiriyorsun dedigim
gibi devreye orada ama zorlarsaniz benim dedigim olacak o 6grencilerin hepsini
kaybedersiniz. Ogrenciye saygi duymak zorundasiniz, inanglarma. (Ash)

67Yani soyle etkileyebiliyor bagajlari olabiliyor. Mesela bir konu bahsedilen bir konu
o kisinin bagajina gore daha fazla dikkat vermesini saglayabiliyor ya da onu
tetikliyor ve sifirlaniyor. Fark ediyorum bunu mesela koptu gitti o. Bir sey ¢ikt1
benim agzimdan ve gitti o oradan bagka bir sey diisiinmeye basliyor birden. Mesela
su olabiliyor ben Diyarbakir barosunda bir egitim vermistim LGBTI+ lar ile ilgili
orada oranin o salonda bulunan insanlarin 6nem verdigi o sirada ¢ok canli ve harl bir
giindem varsa ve sen onu kagiriyorsan o ¢ok etkileyebiliyor sunu fark etmistim
benden bir dnceki egitmen ¢ikt1 o da benim gibi batidan gelen ben de Istanbul’dan
gitmistim o da batidan bir sehirden gelen egitmendi. O giin Tahir El¢i’nin 6lim y1l
donlimiiydii, avukatta degildi olabilir hatirlamamis olabilir ama baro odasinin her
yerinde Tahir El¢i var ve bunu hi¢ anmadi egitim bitti anlattig1 konunun hig alakasi
yok bu mevzuyla Tahir el¢iyle higbir ilgisi yok egitim bitti ben oradayim
hazirlantyorum. Kendi aralarinda konusuyorlar stajyer avukatlara yonelik bir
egitimdi, bir kisi bile egitim hakkinda konusmuyorlar herkes sadece sunu konusuyor
nasil soylemedi Tahir El¢iyi nasil soylemedi karsisinda duruyor fotograf bunlar
bdyle iste batidan geliyor bize anca bir sey 6gretiyorlar falan o seyleri kagirmamak
yani katilimcilarin bazi hassasiyetlerini kagirmamak, duymak, gérmek onu ufakta
olsa duyuyorum buradayim farkindayim ne dondiigiinii demek ¢ok fark ediliyor diye
diisiiniiyorum. Bir dedigim gibi bazen konuyla kendi hikayesini bagdastiramiyorsa
anlattiim sey onun hayatinda ya da onun yakininda hicbir yerde anlattig1 seyin bir
resmi yoksa o onun i¢in hicbir sey ifade etmeyebiliyor. (Yiiksel)

%8 Mesela ask iliskilerinden bahsediyoruz romantik bir seylerden bahsediyoruz
diyelim ama a-romantik olan1 anlatmiyoruz ve a-romantik birisi varsa orada onun
seyini almadik yani ve oradan bir yorum gelebilir, yorum gelip gelmemesi 6nemli
degil de ask iliskisi i¢ini anlatirken tek tip bir sey anlatiyoruz normu anlatiyoruz
aslinda gibi oluyor. A-romantik kisinin 6grenme siirecinde benim agk iligkimi agk
iligkisi olarak saymiyorlar bana ne bilgi verebilirler ki o zaman. Hitap etmemis
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oluyoruz higbir sekilde. Bununla ilgili motivasyonu kirilabilir, dislanmis hissedebilir,
bilmiyorum yani. Ofkelenebilir yani. (Gokge)

%9 Ben simdi egitmen degil de 6grenci konumundan sdyleyecegim bunu bir yerde
cinsellikle ilgili egitim almistim cinsel islev bozukluklar1 vesaire anlatiliyor siirekli
kadin erkek, erkek anlatiliyor beni ¢ok rahatsiz etmisti ¢iinkii o egitimden ben bir sey
almak, bu bakis acisindan birinden bir sey dinlerken ne kadar uygun anlatabilir diye
sorgulamaya basladim ve benim oranin egitimine devam etme motivasyonum azaldi.
(Gokge)

0 Ornegin, programu ¢ift dilli yapip sonra izlettigin videolar1 Tiirkge izlettiriyorsan
gec. 5 dakika da onun altyazisina ayir. Bir egitimde video izlettiler bir tane Suriye’de
¢ekilen bir video var ama Tiirk¢e yani sunu diislinebilirsin eger Suriye’de ¢ekildiyse
bunu Arapgasi da vardir Kiirt¢e altyazisi da vardir ve varmis. Ayni1 videoda ses
seceneklerinden varmis mesela bunu yapmamais. Kiirtge bilmeyen bir gruba Tiirkce
izletmisler. Ay siz anlamamus olabilirsiniz 6zet gecelim. Oyle sey mi olur. Siz
anlamasaniz da olur hissettirecek insanlara. Insanlara istediginiz kadar verelim dahil
edelim istemedigimiz kadar dahil etmeyelim yine ¢ok gii¢ odakli bir sey gii¢ sahibi
olanin karar verdigi bir sey. (Deniz)

"I Mesela soyle sdyleyeyim, 6grenci aksam ¢ocugu hastadir, hastalanmistir kafasi
¢ocugundadir ama o giin anlattigim higbir seyi algilayamaz, aile ortami, yetistigi
ortam, geldigi yer, ekonomik sikintilar, zorluklar, yani bunlarin hepsi yanstyor, sizin
maddi bir kaymiz yoksa kafanizi derse vermenizi daha iyi ama bu aksamda ya iste
evde ne yapacagim esimin daha maas almasina su kadar giin var kaygisiyla gelip ders
dinleyen bir 6grenciyle karsilastiginiz i¢in bunlarin hepsi ¢okkiiltiirliiliige denk
geldigi i¢in hepsinin de algilar1 bu yiizden farkli oluyor. Yani o 6grencinizin kafasi
bagka bir yerde sizde degil, sizi duymuyor. Sey de diyor zaten hocam kusura
bakmayin ama ben bugiin hi¢bir sey anlamiyorum kafami size veremiyorum
toparlayamiyorum ciddi sikintilar yastyorum o ¢okkiiltiirliiliiglin verdigi aile ortamu,
iste ekonomik durum, evli olup ya da bekar olmasi, ¢gocugunun olup olmamasi, siz
devlet okulunda 6rgiin 6gretimde bunlarla karsilasmazsiniz ¢ocuk ekonomiyi
diistinmez ¢ocuk bekardir, tek derdi o esnada odur o dersi 6grenmek disinda bir
sikintist yoktur. (Asli)

2K esinlikle, sdyle sdyleyeyim sabah okula birakmasi gerekiyor ¢ocuklarini,
geldiginde cok telasli oluyor hadi yerleseyim baslayayim ge¢ kalmayayim o yilizden
yaptig1 islerde bazen heyecandan hizdan aksakliklar olabiliyor. Ya da evde aksam bir
sorun esiyle bir sorun yasamis oluyor kizi cocugu hasta oluyor tedirginligi oluyor o
giin yiiziine yapti81 islere yansiyor yani 6grenmelerini inanilmaz derecede etkiliyor.
Ciinkii onlarm hepsinin kendisinin sorumlu aileleri degerleri var ve siz bunlarin
icerisinde kendinize bir yer pay bulmaya calistyorsunuz o yiizden gercekten ¢cok
onemli o giin katilicinin ne yasadig1 ne hissettigi ne diisiindiigli bir giin 6nce ¢ok
enerjik ¢ok mutlu olan bir 68renci bir giin sonra ¢ok mutsuz olabiliyor ve bu ise
yanstyor. Bir 6grencimin esi mesela kendisi getirip gotiiriiyor esini, kendi getirip
gotiirtiyor bunun nedenini sordugumda 6grenciyi kendi anlatmak istedi, hocam erkek
oldugu i¢in ¢ok fazla glivenmiyor, Elaziglyd: esi, ¢cok fazla disar1 giivenmedigini
sOyliiyor o sebeple basima bir sey gelmesinden c¢ekiniyor o yiizden bana eslik ediyor.
Bir bagkasina baktiginizda kendi arabasiyla gelebiliyor bazi 6grenci sadece 1 giin
gelmek istiyor diyor ki benim bir giinliik vaktim var esim 1 giin izin veriyor. (Goniil)
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3 Cok etkilidir kesinlikle ¢ok etkili. Konsantrasyon, algilarinin ne diizeyde acik
oldugu, bir karakteri ne kadar ¢abuk saglikli dogru ¢6ziimleyebildigi, karakter analizi
yapabildigi, konu bagliklarina gore ne kadar ona ilgi gosterdikleri, ¢cok etkiliyor. Tabi
ki cok farkli oluyor algilamasi, konsantrasyon, gosterdigi ilgi her sey farkli oluyor.
llerleme diizeyi de farklilik gosterebiliyor. Ayn1 noktay1 hedefliyoruz ama bir
ogrenci 6 ayda geliyor ama diger dgrenci 2.y1lda ancak gelebiliyor. Ikincisi gevre,
giindelik aligkanliklar, dinledigi miizik, sevdigi sinema film ¢esitleri. Okuma
aligkanlig1, sosyal etkinliklere katilma diizeyi gibi biitiin bunlar faktér ama ilk 6nce
aileden, cevreden ve sonra egitimden kaynaklaniyor tamamen sosyolojik faktorler
bunlar. (Poyraz)

4 Kadinsaniz toplumuzda da bu sekilde kadmsaniz bir tik bir seyler igin birazcik
daha fazla ¢abalamaniz gerekiyor erkek tek seferde terfi alabilirken sizin kendinizi
¢ok daha fazla gosteriyor olmaniz gerekiyor. Bu anlamda bunun da tabii ki ¢ok
onemli oldugunu diisiiniiyorum. Sdyle sdyleyebilirim mesela bizim dyle bolgelerimiz
var ki Esenyurt bolgesinde ¢alisan 6gretmenim var mesela erkek 6grenci kaydolmak
istemis kadinlarin ¢ogu o kursu birakmis mesela bu ¢ok 6nemli bir detay. Ciinkii bir
erkekle ay1 sinifta olmak istemiyorlar, prova yapabiliyorlar bazen, ayni ortamda
bulunmak istemeyebiliyorlar unun 6nemli oldugunu diisiiniiyorum. (Goniil)

> Neden trans bireyler rahat egitim alamiyorlar, neden siniflarimiza giremiyorlar. Biz
egitimciler i¢in de ciddi bir sikinti. Bu saglayabiliriz bunun i¢in ciddi sekilde de her
ortamda anlatiyorum ¢ok fazla bize diisen gorevler de var. Belki 10 y1l 6nce
sOyleseniz sey derdim trans bireyler i¢in yani gelsinler ders alsinlar ama ona
ulasmamiz gerek diye diisliniiyorum su an onlarin kesinlikle her tiirlii egitime
sokmamiz gerektigini diislinliyorum ¢ilinkii ciddi anlamda kanayan bir yara bir bakis
acis1 var bakis acisinin degismesi gerektigini diisiiniiyorum burada yetiskin
egitimcilerin iizerine ¢ok biiyiik gorev diisliyor. Devlet okullarinda ¢ocuklar bunu
algilayamaz ama yetigkin egitiminde kadinlar ¢ok geldigi i¢in biz kadinlarin bakis
acisini degistirirsek toplumun bakisini degistiririz burada 6gretmenlere ¢ok dnemli
asil o zaman g¢okkiiltiirliiliik olacak ger¢ek anlamda. (Asl)

6 Neden biz engelliler icin bir program yapamiyoruz, bu gercekten ciddi bir
durum...Y1llar 6nce benim dogustan tekerlekli sandalyeli olan bir 6grencim vardi
yillar 6nce bana dedi ki ben bir sey 6grenebilir miyim dedi evet 6grenebilirsin nasil
olacak ben bulacagim bir yontemini dedim nasil bulabilirim bu da bir ¢okkiiltiirliiliik
onun bir durumu var ama siz ona gore dersiniz olugturmaniz gerekiyor. Cevresindeki
biitiin insanalar da arkadaslar1 dernekleri var, engelli olmak onlarn tercihleri degil
engelli olarak dogmuslar ya da sonradan olmuslar, bunu hayatlarini idame ettirmeye
calisiyorlar bir sekilde bir seyler 6grenmek istiyorlar bir seyler yapmak istiyorlar ve
ben sdyle dirsek kismini nasil kullanabilirler bunlarla ilgili yapilmis ¢alismalar var
mi1 onlar1 arastirdim birkag¢ 6rnek yakaladim maalesef destek alabilecegim kimse
yoktu. Dikis makinalar1 var diigmeye bastyorsunuz kendi dikiyor, kendim bir ¢6ziim
buldum makinanin seyi var pedali var o normal ayagin basmasi gerekiyor ben onu
dirsege uyarladim. (Asl)

""Yani 50 yasindaki iki kadim karsilastirdiginizda diyelim ki ikisi de {iniversite
mezunu biri Ankara’dan digeri Istanbul’dan veya biri ispanyadan biri Amerika’dan
geliyor olsun bunlarin tabii konulara bakis agilar1 yorumlar daha kendi kiiltiirlerinden
bir iz tastyacagi icin farklilik olusturuyordur muhtemelen. Atiyorum Tiirk'iin bir
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konuya bakistyla bir Ermeni’nin, mesela Ruslar *da gelebiliyor orada ¢ok net
gorebiliyorsunuz bir Rus’un konuya bakisiyla tiirkiin konuyu ele almas1 ayni1 degil.
(Hacer)

8 Mesela ilk etapta benim sinifimda genellikle Ortadogu iilkelerinden gelen
Ogrenciler var birden bir tane Nijeryali geldi o zorland1 baya ¢linkii herkes Arapga
konusuyordu kendi arasinda baya yalniz hissetti kendini. (Selma)

9 88yle sdyleyeyim, farkli yas gruplari, ¢iinkii farkli yas gruplarda dgrenci olmaniz
20 yasindaki bazen 20 yasindaki birine 6gretemedigini 50 yasindaki birine
saniyesinde 0gretiyorum. 20 yasindakine mi 6gretirsin 50 yasindakine mi ben yasi
bliyiiklerine daha kolay 6gretiyorum genglere gore. Bazen, yas1 biiylik insana algi
cok onemli kafasin1 vermesi, iste odaklanmasi o konuya o kadar ¢ok etken var ki.
(Ash)

8 Ben de giiney dogu kokenli oldugum i¢in onlarla ok rahat onlarin beden dili olsun
cok rahat anlayabiliyorum birbirlerinin ne demek istediklerini, varsa rahatsizliklari,
cok rahat anlayabiliyorum. Ben Ortadogu kiiltiiriine yakin oldugumu diisiiniiyorum
kendim de Iran gogmeniyim ¢ok yabanci degilim onlarin kiiltiirlerine. (Selma)

81 Ben Adiyamanliyim Kahta’da biiyiidiim. Zaten tiyatrosu sinemas1 olmayan yilda
bir tiyatro sinema gelen bir yerde olmak zaten sey hissediyorsun gelismemis bir
sehirdeyim bu iilke iktidarinn politik olarak yatirim yapmadig: bir yerdeyim. ki
orada geng olarak yasamak istedigi cocuk olarak yasamak istedigim seyler var ama
erisemiyorum o zaman erisilebilirlikle ilgili bir sey tartistyorsun bu da kiiltiirel olarak
bir sey ve baska gruplar i¢in erisilebilirligi arttirmaya ¢alisiyorsun. (Deniz)

82 Ge¢mis 6grenmelerime baktigimda ben 6gretirken en ufak detayia kadar
anlatamaya ¢alistyorum. Bir manken aliyorum yanima buradan 2 cm girdik neden
girdik burada bir bel boslugu var. Ogretmenin farkli dinamiklerini kesfettim ya da bir
fermuar dikimi defalarca kez evde deniyorum en basit sekliyle bunu dgrenciye nasil
aktarabilirim bana bu 6gretilmedi hep kendim ¢abaladim. (Goniil)

8 Soyle, ben sanatg1 bir aileden geliyorum. Ben ilkokuldayken ben ddevlerimi
kulislerde yapardim annem beni yaninda tasirdi turnede babamin yaninda olurdum
onlarda devlet tiyatrolarindan emekli sanat¢ilar oldugu i¢in tabiki etkilendim.
Konservatuara girip kazandigimda sinif arkadaslarimin daha birinci sinifta
tanigtiklar1 kitaplar1 ben lisede okumustum bitirmistim. Shakespeare’in bildigimiz
biitiin oyunlarimi lisedeyken okumustum. Zaten belki 20-30 defa opera seyretmistim
5-10 defa bale seyretmistim. Cumhurbagkanlig1 senfoni orkestrasina zaten defalarca
kez gitmistim. Tabi ki geldigim ortam tabi ki ¢ok etkiledi. Kiiltiirel ortam arka plan,
ve ondan sonra tabi ki deneyimler, tecriibeler cok 6nemli. Yani bir¢ok arkadasim var
mezun olmus giizel sanatlar ya da konservatuvar tiyatro boliimiinden hi¢ sahneye
adim atmadan profesyonel oyunculuk yapmadan hocaliga baslamis. Ben 16-17 yillik
sahne tecriibem var, Tiirkiye yurtdisi bir siirii turne, oynadigim yabanci yerli
yazarlar, klasikleri modernler, komedileri miizikaller anlatabiliyor muyum? Kiiltiirel
ortam ve sonraki yaganmislik deneyim tabi ki ¢ok 6nemli. Verdigim egitimi zaten bu
etkiliyor 6grencim bana inaniyorsa beni seviyorsa zaten bu yiizden seviyor inantyor
ders anlatmama yansiyor, se¢tigim materyallere, verdigim drneklere yansiyor. Tabi
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ki kiiltiirel kimlik ve sonraki yaganmisliklar benim verdigim egitim materyalleri ¢ok
degistiriyor. (Poyraz)

84 Mesela toplant1 ve gosteri yiiriiyiisleri ile ilgili egitim yapacaksam eger, bu karma
bir gruba olsun baroda avukatlar olsun oraya sunun ihtimali yok yani benim mesela
Kiirt illerindeki yasaklar1 koymamamin ihtimali yok. Ama sunu da koyuyorum Hrant
anmalarini bunu da yapmaya calistyorum bu bazen mesela slaytin sonundaysa, 6nce
sOyledigim bu olmuyor siireye bakiyorum anlatabildim mi digerini bir tik daha 6ne
aliyorum ¢iinkii benim i¢in muhtemelen bana daha ¢ok degen ve kalbimi daha ¢ok
yaralayan ve herkesin daha ¢ok duymasini hatirlamasini istedigim bir sey. (Yiiksel)

8 Hayir etkilemiyor, etkilememeli zaten, kiiltiirel arka planiniz aslinda bir yana
birakiyor olmalisiniz, kendinizi onlardan miinezzeh diisiinmelisiniz, eger o etki
altinda kalirsaniz da yeterince diger kiiltiirlere agik olamazsiniz bence. Esit 6l¢iide
esit uzaklikta olmalisiniz yani benim I¢ Anadolu’dan geliyor olmama ve konulara bir
I¢ Anadolu’nun zihin yapisiyla yaklasmami gerektirmez gerektirmemeli, tamamen
farkli goriislere de agik olmaliyim. (Hacer)

8 Oncelikle objektif bir sekilde tiim kiiltiirleri tanimaya agik olmalidir, daha sonra o
kiiltiirleri sinifinda da anlatmaya istekli olmalidir. O kiiltiirii gerekirse glindelik
hayata dokiip yasatabiliriz de 6rnegin bir giin Nijerya kiiltiirlinii yasatabiliriz,
tiirkiileri, sarkilar1 halkoyunlar1 danslar1 vs. etkinlik sekilde de yapilabilir. (Selma)

87 Cok iyi tammaniz gerekiyor analiz giiciine sahip olmamz kapsayic1 birlestirici
olmaniz gerekiyor. Kendinizi siirekli yenilemeniz aksam eve gittiginizde bugiin
siifimda neler yaptim yarin nasil 6gretebilirim bun nasil daha iyi anlatabilirim bazen
stirekli anlattiginiz bir yontem olabilir ama bazen bir 6grenci onu almakta zorlantyor
bun daha 1y1 nasil anlatabilirim inanilmaz bir empati yetenegine sahip olmaniz
gerekiyor. Yetigkin egitimi ve ¢okkiiltiirlii dediginizde insanlarin hayatlar1 o kadar
cok degiskenlik gosteriyor ki o evde ne yasadi nasil bir aileden geldi neler yasiyor
bilmiyorsunuz bazen sertlikleri, 6nyargilar1 olabiliyor bunu nasil kirabilecegini
bilmek kendini her anlamda gelistirmek bu anlamda ger¢ekten ¢cok 6nemli burada
yetiskin egitimciye bdyle bir rol diisliyor en azindan kendim i¢in bunu
sOyleyebilirim. (Goniil)

8 Ben insan haklar1 egitimi veriyorum savunuculuk anlatacagim, onu ¢ok iyi
calisacagim yaninda bu savunuculugu konusmaya gelen insanlarin ihtiyaclari neyi
diistinmek 6nemli. Romanlar savunuculugu niye 6greniyor eger bunu bilmiyorsan
anlattigin seyin higbir 6nemi yok o kitap bilgisi o ylizden egitmenin ger¢ek hayat
deneyimlerini ve insanlarin hayatina nasil dokunduguna ydnelik bir deneyim
yasatmasi lazim insanlara. (Deniz)

8 Herkes farkl1 diyorsak orada gelen sorularla ya d interaktif olan bir sey de ben de
eksigi olan 6grenecek olan kisi olarak orada bulunuyorum o kisi de orada bulunuyor
belki onun bildigi seyi de ben bilmiyorum egitmen olarak yani bilgi aligverisi olarak
goriiyorum biraz. (Gokge)

% Bir tarafta beraber 6greniyor oldugunu gostermek onlarin {izerinde bir otoriteymis
gibi bulunmak degil de ben her seyi bilirim ve sadece benden 6greneceksiniz gibi
degil de hep beraber bir yolday1z paylagmak gostermek ¢iinkii hepsi farkli
backgroundlardan geliyor hemen hemen. (Melis)
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91 Esit davranmak, yani grenci yanindaki arkadasiyla esit oldugunu hissetmeli hangi
goriise 1rka cinsiyete inaniga sahip olursa olursun geldigi sinifta 6grenme ortaminda
ayn1 hizmeti alabildigini hissetmeli (Goniil)

92 Bence rolii herkese esit firsat saglamak olmali, ayrimcilik yapmamak, toleranslt
davranmak, kabullenis ve hosgorii olmali bunu siz yapmalisiniz ki diger 6grenciler
de sizden goriip aslinda bir rol model olusturmalisiniz digerleri a¢isindan. Siz o
hosgorii ve tolerans esit firsatta yaklagmalisiniz ki 6grencelerinizde evet boyle olmali
diye bir anlam ¢ikarabilmeli sizin davraniglarinizdan. Muhtemel ¢atigsmalar1 da
Onlemelisiniz. Yani bir zlimreye daha fazla agirlik verip diger ziimreyi daha az
Onemseyerek yapamazsiniz ve sizin goriisiiniiz dini inanisiniz ne olursa bunu empoze
etmeye ¢alismamalisiniz aslinda notr olmalisiniz. (Hacer)

9 Yani herkese ayni mesafede ayni1 yaklasimda, farkli gormeden, yani pozitif
anlamda da soyleyebilirim, 6tekilestirmeden sen farklisin sen daha iistiinsiin sen daha
asagidasin, gibi bir yaklagimda bulunmadan farklilig1 hissettirmeden belirtmeden
ayni bakis acistyla 6lgme degerlendirme kriterlerini de baz alarak bu sekilde
yaklasmasidir dgrencilere. Otekilestirmeden hi¢ kimseyi ayn1 l¢gme degerlendirme
yontemlerini baz alarak ayni sekilde egitimini vermesidir bence. (Poyraz)

% Katilimcilara bir yapmak orada sunu vurgulamak burasi farkli kimliklerden
deneyimlerden gelen insanlarin hepsinin esit oldugu bir yer. Zaten en basta seyi
koymak lazim arkadaslar hepimiz esitiz burada hem fikir miyiz bun duyalim en
azindan u 6nemli bir adim. (Deniz)

% Ortami herkese uygun hale getirmek 6grenme ortaminin herkesin
faydalanabilecegi hale getirmek egitmenin rol orada. (Melis)

% Materyal hazirlarken ders igerigini gorsel dahi olsa mesela nu bir resim
koyamazsiniz bir yere bizim kiiltiirlimiize tamamen karsiniza gelecek kisilerin
inanglariny, kiiltiirlerini, etnik kimliklerini, hepsini dikkate almak zorundasiniz. (Ali)

9" Materyalleri olustururken de aslinda miimkiin oldugunca tek bir kiiltiire yonelik
olmasindan kagiiyorum aslinda. Eger kiiltiirlere yonelik alistirmalar ciimleler
kuracaksam atiyorum bir climlede camiye yer veriyorsam diger climlede kiliseye yer
veriyorum ki 6gretmenin aslinda sadece bir goriisse bu goriise yakin oldugu
goriistinli vermek istemiyorum. Bir okuma parc¢asinda ¢ok fakir birinin yasantisini,
diger bir seyde okuma parcasinda iste biraz daha gelir diizeyi ytiksek birini
isleyebiliriz, bunlarin birbirileriyle etkilesimi oldugu climleleri isleyebiliriz. (Hacer)

% Bir kiyafet giyimden rnek verecegim, bir etek diktiriyorsunuz modeliniz bariz
belli, ama 6grenci diyor ki yine inangtan girecegim bolgesel oldugu i¢in, ben diyor
bu etek modelini giyemem etek giymiyorum ben sadece elbise giyiyorum diyor etek
giymem diyor, o yiizden ama iste bu etegi dikmek zorundasin mecbur kaliyor, sey
diyemiyorsun zorlama yapamazsiniz ama onu esneterek nasil yapabiliriz, bu ylizden
bir 6grencime sdyle yapmistim yani bu ¢ok spesifik bir 6rnek ama bu etegi yapalim
sonra bluz tinitesine gectigimizde bluzunu dik bluz de giymeyecek biliyorum sonra
bluzla etegi birlestirip elbise yapalim gibi boyle bir esnetme ¢iinkii ¢6ziim bulmak
zorundasin. Ogrenci onu da istemiyor bun da istemiyor ve inat ama bana ¢dziim
bulacaksin diyor ona ¢6ziim bulmak zorundasin. Cok hosuna gitti bayildi bu ¢oziime.
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Yoksa kursu birakacak, belki meslege kiisecek ve su anda bununla ilgili bir is
yapiyor. Orada ben yanlis bir davranis gosterseydim onu kaybedecektim. Orada
mesela onun getirdigi kiiltiiriiyle ilgili esnetme yapmamiz gerekiyor. Mesela,
pantolon dikim diye bir modelimiz var programda 6grenci diyor ki ben pantolon
giyemem hocam giydirmezler ben 6grenmesem bunu olur mu? Ama 6gretmek
zorundasiniz iste orada sey devreye giriyor geldigi yer. Bizde kadin pantolon giymez
diyor. Yani en bariz 6rnek bu. Orada tabii $0yle o programi anlatirken ben bir y1l
artik sey demistim ¢arsafli 6grencilerin oldugu eslerine diktirmistim mecburen,
hocam bizim tarikatta yasak diyorlar. (Asli)

% Yani egitim materyali hazirlarken bir kere bircok materyal ortaktir tahtadir
makinadir ama detaya girdiginizde kalibindan modelinden vesaire bunlar cok 6nemli
yani siz daha muhafazakar olan bir 6grenciye kalkip askili bir giinliik bluz
dikiyorsaniz ya da tam tersi diisiinen bir 6grenciye de kalkip ferace diktirmiyorsunuz
mesela. Hepsinin almak istedigi sey de 6nemli. Mesela daha bol dikmek istiyor daha
dar diktiremezsiniz. Ya da daha dar dikmek istiyor daha bol diktiremezsiniz 0 zaman
mutlu olmuyorlar. Ogrenicinin ne istedigi ¢ok 6nemli mesela elinize bir kumas
geciyor hocam ben bundan etek yapacagim siz uzun giyecek birine mini etek
yaptirmamiz kadar sagma bir sey olamaz. Ogrencinin ne istedigi cok 6nemli bunun da
etnik kekenle ilgili oldugunu ¢ok diistintiyorum. (Goniil)

100K atilimeryla ilgili bilgi edindikten sonra gercekten anlamli olmasini istiyorsan
onun hassasiyetlerini, beklentilerini, kiiltlirel 6gelerini dahil etmen gerekiyor. Bazen
bunu ¢ok baskin dahil edebiliyorsun 6rnegin, Kiirt katilimcilarlayken egitimde
ayrimcilik konusunu anadil {izerinden gétiirebiliyorsunuz belki, ¢linkii orada daha
¢ok yasanmislik ve deneyim var dolaysiyla aslinda hem yogunlugunu belirliyor hem
de pratikleri belirtiliyor az 6nce dedigim gibi ¢cok yakin temas etmemeleri gereken
bir grup varsa ona gore davraniyorsun birden ¢ok dil varsa ona gore davraniyorsun,
egitimleri ¢ift dilli yapmak ya da okuma zorlugu gérme engelli biri varsa ona gore
design etmek ya da drnekler verirken kisilerin geldikleri yerlerden 6rnekler vermek.
(Deniz)

101 Ggrencim var mesela, Istanbul’da dogmus biiyiimiis ama Karadeniz sivesi hala
var dilinde aileden ¢iinkii evde sadece ona alismis ya da dogu sivesi. Boyle
ogrencilerim ¢oksa Shakespeare oynamak miimkiin degil. Bir Tiirk yazarinin eserini
koymam onlar1 daha ger¢ek bir seyde bulusturuyor. Bir Tiirk yazarini koyabiliyorum,
yabanci yazarin oyununu koyabiliyorum, komedi veya dram 6grenci profiline gore
ama egitim degismiyor. Daha ¢ok zaten 6grencinin yasi, bakis agisi, boyu kilosu e
tabi ki herekse Hamlet oynatamam, herkese Juliet oynatamam. Ya da herkese bir
gece kondu karakteri oynatmam. Ogrencinin fiziksel profili de ¢ok etkili buna.
(Poyraz)

102 By sene mesela iki tane Almanya’dan akitilan 6grencim var bir tanesi iiniversite
dgrencisi bir tanesi calistyor. Ingilizce biliyorlar, Almanca biliyorlar, Lazca
ogreniyorlar ama Laz degiller. Bir tanesi yine I¢ Anadolu’dan bir tanesi de
Trabzon’dan ve hani Laz arkadaslar1 varmis sanirim o yiizden merak edip gelmisler.
Mesela bu seneki grubum ¢ok kiiciik onlar1 diigiiniirken onlarla ders yapacakken
hemen seyi diislinliyorum bir gramer yapisini verecegim diyelim onlarin 6grendigi
gramerle Ingilizce *deki gramerle Almancadaki gramerleri birlestiriyorum ¢iinkii bu
sefer onlarin kiiltiirlerine dair bir sey sOylesem Trabzon kiiltliriinden bir seyler
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bulmam gerekir onu diisiiniiyorum. Onlarda tabi sey var Tiirk¢ce gramerine hakim
degiller. O yiizden Ingilizce gramerinden ortaklasamaya basliyorum. (Melis)

103 Evet biliyorsam evet, mesela bu seyde yaptim onu. Alevi kadimlarla bulustum
dedim ya actim son 5 yilda alevi kadinlar alevi kiiltiirii i¢erisinde kadin olmaya dair
ne {iretmisler yani oranin giindemi ne. Su denebilir Istanbul Sézlesmesini ver 2 saat
45 dk. soru cevap 1 saat 15 dakika Istanbul S6zlesmesini anlatacaksin ama hayir
orada bir soru geldiginde o soruya cevap verirken mesela ¢cok garip bir sekilde o
egitimin en sonu sdyle bir yere bagland1 alevi kadinlarin ki ben okumustum bunu bu
donem seylere ses ¢ikmaya baslamis mesela pir sultan abdal dernegi 64 tane subesi
varmis bu 64 subenin sadece dort tanesinin baskani kadin halbuki genel olarak bizim
cogunlugun kafasinda da alevi kadinlar seydir ya giiclii daha direngen boyle bir algi
vard1 o yazilar1 falan da okudum ama bu konuda kendini ¢ok elestirdiklerini alevi
kiltliriiniin de mesela dede biz hep dedeyi biliyoruz filmlerden de kendi
cevremizdeki Alevilerden de anlatilanlarda ama dedeye es bir anneanne varmis ama
¢ok uzun bir siiredir anneanne yokmus ortalikta ¢iinkii en yash kadinlar bile
anneanne olmak istemiyorlarmis ben yapamam, dedenin yaninda olmaz gibi orada
biz mesela Istanbul s6zlesmesinden ¢ikip kadinlarin birbirlerini gii¢lendirmesi
tizerine yani benim orada bir tik dinleyici oldugum onlarin kendi kendine
konustuklar1 ben bunlar1 bilmesem arastirma yapmasam ¢ok yiiksek bir ihtimalle
sOyle bir refleks gelebilirdi bilmedigim bir konu geliyor ben bunu toparlayayim
bildigim yere ¢ekeyim konuyu ama dncesinde bakmistim okudum yani. (Deniz)

194 yani bir sey soylerseniz evet sizin i¢in dogrudur, herhangi bir sey degildir ama
karsinizdaki 6greneneler i¢in yani arada dilini onun kiiltiiriinde bu onun i¢in bir
hakaret olabilir, ya da onu incitici bir sdylem olabiliyor bunlar1 dikkate almak
zorundasiiz. (Ali)

105 Ayrimer olabilecek bir seyi kullanabiliyorum ama o bana garpip dénebiliyor sey
olarak ne dedim ben su an diye bir farkindalikla bir sey anlatmak olabilir bu yani
aslinda bu seyleri yapabilecegimi varsayarak ilerledigim i¢in belki dilimi
sorgulayarak devam ediyorum dil kullanimi1 derken dyle bir sey. Egitmenin giindelik
dilini nasil kullandigtyla ¢ok 6nemli neyi nasil anlattig1. Simdi tiniversitede bir ders
aliyorsun mesela ve siirekli Tiirklerden bahsediyor Kiirtlerden bahsetmiyor 6rnegin
yani ne bileyim yani ilging bir durum yani. Ben simdi egitmen degil de 6grenci
konumundan sdyleyecegim bunu bir yerde cinsellikle ilgili egitim almistim cinsel
islev bozukluklar1 vesaire anlatiliyor siirekli kadin erkek anlatiliyor beni ¢ok rahatsiz
etmisti ¢linkii o egitimden ben bir sey almak, bu bakis agisindan birinden bir sey
dinlerken ne kadar uygun anlatabilir diye sorgulamaya basladim ve benim oranin
egitimine devam etme motivasyonum azaldi demek ki cinsellige kadin erkek
arasindan bir sey olarak bakiliyor. (Gokge)

16 yani 6yle bizim amacimiz onlara Tiirk kiiltiiriin tanitmak Tiirk dilini 6gretmek
zaten onlarin da bizim kursa gelme amaci bu yani Tiirk dilini ve Tirk kiiltiiriinii
O0grenmek yani agik¢asi bizim onceligimiz Tiirk dili ve Tiirk kiiltiirii oldugu i¢in
onceligimiz Tiirk dili ve Tiirk kiiltiirii ama sonrasinda zaman yettik¢e onlarin kiiltiiri
hakkinda da ders yapiyoruz sohbet etmeye devam ediyoruz merak ediyoruz sizin
ilkenizde bu nasil bu nasil bazen haritadan gosteriyor dogdugu koyii kimisi hi¢
duymadim diyor nerede duydun suaradan hi¢c duymadim diyorlar. Bazen sohbet
uzayabiliyor ders bile gidebiliyor. Simdi bizim 6nceligimiz modiillerdeki verilmesi
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gereken gramer olsun zamanlar olsun onlart vermedikten sonra arta kalan
zamanlarda birbirimize sohbet ediyoruz bunun da tiim siniftaki kursiyerlere katki
sagladigini diislintiyorum. (Selma)

197 Tiirkiye’den drnekler verdigimizde mesela tabi dil dgrettigimiz icin mesela
Tiirkiye’deki farkli telaffuzlar1 drneklendiriyoruz. Iste mesela geliyorum, geleyim
gibi farkli 6rneklerle. Su bolgede bunu soylerler, su bolgede bunu soylerler. Y ada
kiltiir olarak farkli bolgelerde mesela nesnelere farkli isimler verilebiliyor ya da
mesela farkli yemekler vardir, diigiin derneklerde, mesela bu farkliliklar: konu
ediyoruz yani. (Ali)

108 Materyalleri olustururken de aslinda miimkiin oldugunca tek bir kiiltiire yonelik
olmasindan kagiiyorum aslinda. Eger kiiltiirlere yonelik alistirmalar ciimleler
kuracaksam atiyorum bir ciimlede camiye yer veriyorsam diger climlede kiliseye yer
veriyorum ki 6gretmenin aslinda sadece bir goriise bu goriise yakin oldugu goriisiinii
vermek istemiyorum. Bir okuma parg¢asinda ¢ok fakir birinin yasantisini, diger bir
seyde okuma parcasinda iste biraz daha gelir diizeyi yiiksek birini igleyebiliriz,
bunlarin birbirileriyle etkilesimi oldugu ciimleleri isleyebiliriz. (Hacer)

109 Arnavut 6grencileri var Arnavut salvar diktiriyorlar diisiinlerde 6grenciler o
materyalleri getiriyor onun i¢in ¢ok fazla kumas altyor ve bir bakiyorsunuz onun
kalibin1 almak isteyen onu uyarlamak isteyen birgok kisi olabiliyor yani bu anlamda
kimi zaman etnik kokeneler de ortak bir sekilde 6grenciler arasinda payda edildigini
gorebiliyorum. Bir etnik kokene ait bir yemek bir kiyafet bir iriin sinif i¢erisinde
inanilmaz bir etkilesime sahip olabiliyor. Bir¢ok konuda sunu da sdyleyeyim alandan
alana degisebiliyor mesela nakista bu ¢ok daha fazla olabilir, ¢iinkii bir Antep, Maras
ya da Ingilizlerin kullandig1 bir nakis modeli olabilir bunun ¢ok daha sik1 bir sekilde
entegre edebilirisin ama kiyafetlere baktiginiz zaman daha ferace modelleri, daha
drapaj modelleri, daha kisa daha uzun birgok seye bunu entegre edebiliriz aslinda
ama alaninda burada ¢ok dnemli baz1 alanlarda bu etkilesim ¢ok daha fazla olabiliyor
ama bazi alanlarda ¢ok daha kisitli olabiliyor ama miimkiin oldugunca 6grencilerin
etnik kokenlerini siif ortaminda harmanlayarak kullanmaya ¢alistyorum. (Goniil)

110 Cokkiiltiirlii egitim bunlarin taninmast gézlemlenmesi dgrenci tarafindan. Herkes
tabi kendi brans1 i¢in ancak 6grenciye bir kap1 acabilir. Ben kendi branglarim igin
bunu sdyleyebilirim. Lorca'nin bir oyununu oynuyorsa o ddnemin Ispanya’si i¢ savas
onun yarattig1 etkiler konusma ritmi arasinda iliskiler nasildir. Oyunun yazildig1
donemde o iilkenin ekonomisi ve siyasal durumu nasildir. Ya da yazarin vermek
istedigi mesaj nedir. Tiyatro tarihi tizerinde dururken ¢okkiiltiirliiliigli egitim bazinda
anlatmaya ¢alistyoruz. Bunlarda bilgi sahibi oluyor ve arastirma yapiyor d6grencide.
(Poyraz)

11 yillar 6nce mesela sey kullanirdik kadindan erkege trans zamanla ¢ok sey degisti
trans kimlikler vs. semsiye terimler, kadindan erkege degil aslinda o hep erkekti o
kavramin seyini 6grendikce kelimeleri degistirerek egitimi degistiriyoruz. Onlardan
ogrendikge bir diizenlemeye gidiyorum. Ek bir sey soyleyebiliyor kisiler ya da orada
anlattigim terimi baska bir tarafiyla daha iyi ¢aligmig ve biliyor onu getiriyor orada
mesela onu katabilirim. Mutlaka katarim. (Gokge)
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112 fste bir 6grencim var mesela bagka bir diyalektten konusuyor baska bir diyalekt
duymus ve beni stirekli uyariyor bizde boyle demiyorlar ben bunu hi¢ duymamistim
benim ananem hi¢ boyle konusmuyordu falan diyor siz de sunu sdyliiyor olabilirler
sizde su ifadeyi boyle ifade ediyorlar su deyim sizde sdyle ¢linkii iste hemen seyi
anlatryorum mesela Tiirkiye’de soyle olaylar olur ya bu olay Lazlarda a genelde
sOyle oluyor ve o yiizden biz bunu dyle aktarmisiz. iste babamin anlattig1 hikayeler
var mesela onlar1 direkt karsilagiyorum o karsilastirmayla adapte ediyorum. Ders
planini hazirlarken en basta ¢cok sey yapmiyorum suna gor bunu yapayim buna gore
bunu yapayim degil o akista hemen degistiriyorum ¢linkii cok detayli motomot bir
sekilde hazirlamiyorum plani ¢iinkii her an degisebilir, kisi sayis1 degisir iste
katilimcinin profili atiyorum o giin hep gengler katilmigken bir giin 50 yas tistii
katilmistir onu da dahil etmem gerekir ona gore de ¢esitlendirecegim i¢in taslak ve
plan ¢ikartyorum sunu sunu yapacagiz, bunu nasil yapacagiz hemen orada
kiltiirlerine kesinlikle atifta bulunuyorum bildikleri bir yerden yola ¢ikmak ¢ok
O6nemli benim i¢in anlayabilmeleri i¢in ¢ok kolay oluyor. (Melis)

13 Kendi kiiltiirlerini tanitmasi i¢in kendi gonlii rizastyla tanitmasini istiyoruz
tanitmak istiyorsa tanitryor ama ¢ekinen kursiyerlerim de oluyor ¢ekinmeyen yok
diyemem ¢ekinen kursiyerlerde oluyor onlara da tamam nasil istersen. Dans yemek
gibi entegre etkinlikler oluyor. Mesela gegen bir yemek etkinligi yaptik kursiyerler
ve yabanci uyruklu kursiyerlerle birlikte yemek yaptik. Suriye kiiltiiriniin {inlii bir
salatas1 var Tabbule diye. Mesela benim 6grencilerim onlar1 yapti, digerleri kir pidesi
yapt1 bu sekilde tiim okula ikram ettik giizel bir etkinlik yaptik. Ya da siir okuma
yaptirabiliyoruz 10 kasimda siir okutturabiliyoruz tamamen Tiirk kiiltiiriinii
ogretmeye ¢alistyoruz. (Selma)

114 Mesela yemek 6gle aralarinda yemek yapiyorlar herkes kendi yoresinden bir sey
getiriyor aa diyor ¢ok giizel o kurutma dolmasi nerenin, bu memleketten, yaptirabilir
miyim oradan kiminle iletisime gegebilirim ya da oradan Ozbek pilavi getiriyor
Ozbekistanl1 grenci onu kendi iglerinde tarif alryorlar. (Géniil)

115 Mesela kendi kiiltiirlerinin tanitacaklari bir eglence gecesi yapmak, miizik listeleri
olusturmak, birbirlerine hediyelere verebilecekleri hissi arkadas kurgulamalari
yapmak mesela bunu niye yapiyorsun farkli insan sey diyorsun eger daha ¢ok
kiiltiirel 6ge igersin istiyorsan bence hazirlayacaginiz siirprizlerde kendi
kiiltiirlerinizden bir seyler dahil edin diyorsunuz. (Deniz)

116 Grnekleme gok yapryorum, ¢ok fazla 6rnek veriyorum bir sey anlatirken ve ¢ok
hikayelestiriyorum. Yani mesela bir devlet nedir i konusuyorsak mesela ya da yasa
genel olarak anayasa konusuyoruz mesela devlet nedir anlatacagim ti¢ saniyelik bir
sey ya bu sdylesem bitecek onu su sekilde soylityorum mesela diyorum ki yolda sizi
cevirip GBT yapan polistir, hastaneye gittiginizde sen HIV ile yastyorsun seni tedavi
etmeyecegim diyen doktordur devlet. Hrant anmasinda seyi o kaldirimin kenarini
ceviren o taslar1 oraya koyan polistir devlet gibi bu 6rnekleri boyle ¢ok ¢esitli
yerlerden bir seyler sdyleyerek vermeye calisiyorum aslinda. Bunu yapmak
istiyorum ¢iinkii bu yani bence bodyle diisiiniiyorum da bunu kapsayici olmak i¢in
yapmiyorum ama bu kapsayici oluyor bence yani yaparken kurgularken ki ilk
niyetim bu olmuyor ama bunun bdyle bir sonuca vardigini gordiigiim i¢in boyle
devam ediyorum. (Yiiksel)
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117 Gergekten anlamli olmasini istiyorsan onun hassasiyetlerini, beklentilerini,
kiltiirel 6gelerini dahil etmen gerekiyor. Bazen bunu ¢ok baskin dahil edebiliyorsun
ornegin, Kiirt katilimcilarlayken, egitimde ayrimeilik konusunu anadil {izerinden
gotiirebiliyorsunuz belki, ¢iinkii orada daha ¢ok yasanmislik ve deneyim var. (Deniz)

118 Grnek olsun diye sdyliiyorum, projeleri paylasirken bir tane mesela bir egitimin
bir oturumunda iyi yazilmis raporlari tanittyorken romanlara yonelik ayrimcilik
raporu aa bizimle ilgili bir rapor varmis aa biz bunu biliyoruz biz de buna katki
saglamistik hissiyati demek 6nemli hatta zaten katilimec1 yontem dedigimiz sey dyle
bir alan agiyorsun ki ya da o egitim materyalini insanlarla beraber kurguluyorsun ki
onlar zaten kiiltiirlerinden birtakim seyler katiyor oraya. (Deniz)

119S0n 5 yilda alevi kadinlar alevi kiiltiirii igerisinde kadin olmaya dair ne {iretmisler
yani oranin glindemi ne. Mesela ¢ok garip bir sekilde o egitimin en sonu soyle bir
yere baglandi Alevi kadinlarin ki ben okumustum bunu bu donem seylere ses
cikmaya baslamis mesela Pir Sultan Abdal Dernegi 64 tane subesi varmis bu 64
subenin sadece dort tanesinin baskani kadin halbuki genel olarak bizim ¢ogunlugun
kafasinda da alevi kadinlar seydir ya giiclii daha direngen boyle bir alg1 vardi o
yazilar1 falan da okudum ama bu konuda kendini ¢ok elestirdiklerini alevi kiiltiirliniin
de mesela dede biz hep dedeyi biliyoruz filmlerden de kendi ¢evremizdeki
Alevilerden de anlatilanlarda ama dedeye es bir anneanne varmig ama ¢ok uzun bir
stiredir anneanne yokmus ortalikta ¢ilinkii en yasl kadinlar bile anneanne olmak
istemiyorlarmis ben yapamam, dedenin yaninda olmaz gibi. Orada biz mesela
Istanbul sdzlesmesinden ¢ikip kadinlarin birbirlerini giiclendirmesi iizerine yani
benim orada bir tik dinleyici oldugum onlarin kendi kendine konustuklar1 ben bunlari
bilmesem arastirma yapmasam ¢ok yiiksek bir ihtimalle soyle bir refleks gelebilirdi
bilmedigim bir konu geliyor ben bunu toparlayayim bildigim yere ¢cekeyim konuyu
ama Oncesinde bakmistim okudum yani. (Deniz)

120 Ornek olsun diye sdyliiyorum, projeleri paylasirken bir tane mesela bir egitimin
bir oturumunda 1y1 yazilmis raporlar: tanittyorken romanlara yonelik ayrimcilik
raporu “Aa bizimle ilgili bir rapor varmis, aa biz bunu biliyoruz, biz de buna katki
saglamistik” hissiyat: demek 6nemli hatta zaten katilimci yontem dedigimiz sey dyle
bir alan agiyorsun ki ya da o egitim materyalini insanlarla beraber kurguluyorsun ki
onlar zaten kiiltiirlerinden birtakim seyler katiyor oraya. (Deniz)

121 Hicbir zaman egitim verirken egitim verdigimiz seyi tamamen biliyor olarak bir
yola ¢ikamayiz diye diislinliyorum 6grenerek hazirlamak 6grendigini paylasmak,
aktarmak onlardan 6grenmek o sekilde bir sey. Mesela orada da sorular sormak
onemli olabiliyor yani disarida biraktigimiz bir sey var m1 eklemek istediginiz var mi
elestirileriniz var mi1 diye geri bildirim almak etkili olabilir ¢linkii dinleyen herkes bir
0zne ve her seyi biz saglayamayabiliriz belki miikemmel bir egitim sunamayabiliriz
ama oradaki konusma alanini agtigimiz zaman tartismay1 agtigimiz zaman daha sey
olabilir yine aligverisin oldugu bir egitim olabilir yani her seyi 6nceden
saglamamamiz gerekmiyor da olabilir diye diislintiyor kendi verdigim egitimleri
anlattigim seyleri diisiintirken. (Gokge)
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122 Benim igin sorgulamam gerekiyor ben bir seyi 6grenebilmem i¢in onun nedenini
kesinlikle bilmem gerekiyor onun nedenini anlatmam gerekiyor, nasil anlatabilirim
insanlara onlarin yasadigi ortamda nasil depresiyordu bu durum bildigim bir seyse
onu anlatirim yoksa da sorarim sizde nasil oluyor. Onlar anlatiyorlar. (Melis)

123 y1llar 6nce benim dogustan tekerlekli sandalyeli olan bir 6grencim vardi yillar
once bana dedi ki ben bir sey 6grenebilir miyim dedi evet 6grenebilirsin nasil olacak
ben bulacagim bir yontemini dedim. Nasil bulabilirim? Siz ona gore dersinizi
olusturmaniz gerekiyor. Cevresindeki biitiin insanlar da arkadaslar1 dernekleri var,
engelli olmak onlarin tercihleri degil engelli olarak dogmuslar ya da sonradan
olmuslar, bunu hayatlarini idame ettirmeye ¢alistyorlar bir sekilde bir seyler
o0grenmek istiyorlar, bir seyler yapmak istiyorlar ve ben sdyle dirsek kismini nasil
kullanabilirler, bunlarla ilgili yapilmis ¢alismalar var mi1 onlari arastirdim, birkag
ornek yakaladim maalesef destek alabilecegim kimse yoktu. Dikis makineleri var
diigmeye basiyorsunuz kendi dikiyor, kendim bir ¢6ziim buldum makinenin seyi var
pedali var o normal ayagin basmasi gerekiyor ben onu dirsege uyarladim... Hatta
mesela normalde ¢ok 6dev taraftari degilim. Sinifta hereksin dikigin makinas1 var mi
dedim herkes evet var dedi yani sinifta dikis makinasi olmayan var m1 dedim, hayir
yok, herkes evinde dikis makinasi kullantyor mu evet kullaniyoruz o zaman size
0dev vermeye karar verdim. Mesela herkesin dikis makinasi olmasaydi sinifta birkag
ogrenci benim yok deseydi ben vazgegecektim bu etkinlikten. Sinifinizdaki maddi
durum da ¢ok etken. Malzemeyi alabilen 6grenci sayisi da cok dnemli. Ekstra bir sey
yaptirmak istiyorum ama siniftaki bir 6grencimin maddi durumu kétiiyse asla, o
eklemeyi ona gore yapiyorum zamanla...Mesela Mecidiyekdy’de ¢alismistim zenne
bir 6grencimiz vardi, meslegi belli erkek bu zennelik yaparak para kazaniyor ve
cekinerek geldi. Ben kendi kiyafetlerimi kendim dikmek istiyorum dedi.
Gosterilerine davet etti bizi. Bu da ¢okkiiltiirliiliik ona gore ders programimizda,
onun asil gelme nedeni kendi kostlimlerini dikmekti, ben mesela kostiimle ilgili bir
sey yapmamiz lazim bir program yapmamiz lazim dedim. Ben maske karnavalina
gittim Venedik’e, kostlimleri aragtirdim inceledim, neler yapabiliriz diye kostiim
dikimi diye bir program a¢tim. Ama kostiim dikim programi niye agarsiniz, birkag
ogrencinizin gelme nedeniyle onlar1 aragtirdim yurtdisinda d 6rneklerine baktim,
yurtdisinda abu daha da 6nemli, Tiirkiye’de daha yeni yeni yapiliyor. Kostiim
tasarimcilariyla birlikte arkadas olmaya basladim. Cokkiiltiirliilik dedigimizde
ithtiyaclar1 da belirliyor siz o ihtiyaglar1 belirledik¢e ona gore program agiyorsunuz.
Stirekli bir seyler degisiyor, siz de o agiy1 yakaliyorsunuz bitmiyor, 6grenmeniz de
bitmiyor, yeni yeni seyler ¢ikiyor ortaya. (Asl)

124 Bir {iniversiteye gitmistim tip fakiiltesi grencileri bunlar, psikiyatri boliimiiydii
cogunlugu ruh sagligi doktoruydu. Orada seyi anlatirken uyum siirecini anlatmaya
gitmistim, bir mahpus LGBTI+’nin uyum siirecinde zorlanmasin1 anlatirken doktor
raporlarinin isimizi ne kadar zorlastirdigindan bahsetmistim ve doktorlara salladim
cok biiyiik salladim sana sdylesem bunu sen giiliip gecebilirsin ama bu orada bir
gerilim yaratt1 direkt yiizlerden anladim bunu sonra sunu fark ettim o dénem doktora
siddetin ¢ok yogun siirekli giindemde oldugu bir donem: sey dedigim o kadar ¢ok is
yapiyor ki o kadar ¢ok insan goriiyorlar ki o kisinin kendisinden kopuyorlar ve ¢ok
matbu bir sey yapip gegebiliyorlar gibi bir sey dedim. Orada bitti egitim soru cevap
kismina gectim sunu fark ettim ¢ok {iziiciiydii biitiin sorular bununla ilgiliydi
doktorlarin bdyle insanlar oldugunu mu diisiiniiyorsunuz anlattigim konunun 6ziiyle
ilgili bir ya da iki soru geldi totalde 10 soru geldiyse hepsi bununla ilgiliydi belli ki
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ben orada hata yapmisim. Ve herkes ona kitlenmis o egitimden akillarinda kalan
muhtemelen o oldu. Bundan sonra bir siirii seyi degistirdim bazi yayinlar1 geriye
doniip taradim yaz1 slaytlarimi taradim salakga bir sey yazmis miyim gibi. Clinkii
cok didaktik anlatmiyorum herhangi bir sey anlattigimda. Onlar1 hepsini gdzden
gecirdim.

125 Ciimlelerde degisiklik olabiliyor okuma pargalarinda dinleme pargalarinda
degisiklik olabiliyor o kitlenin yani karsinizdaki 6grenci grubunun yas araligi veya
iste geldigi etnik yapisini goz onilinde bulundurarak, tabi bunlar1 6grenme hizlar1 da
ayni1 degil, yani karsinizdaki kitleyi goz 6niinde bulundurarak dinleme pargalarini
veya diyaloglarini kisilerin birbirleriyle olan iletisimlerini bu sekilde diizenlemeye
calistyorum. Revize ediyorum. Mesela bir lisede ¢alisiyordum lisede zaten
karsimdaki 6grenci kitlesi hemen hemen birbirine yakin altyapidan geliyordu
dolayisiyla yani ¢ok revize etme ihtiyact duymuyordum ama burada her donem her
kursta farkli yas grubunda farkli sosyal yapilardan insanlar geliyordu dolaysiyla siz
de alistirmalariniz ona gore uyarlamak durumunda kaliyorsunuz. (Hacer)

126 Yani mesela bazen etkinlikler yapiyoruz bazi arkadaslar fotograf ¢ekmek istiyor
bazi kursiyerler ¢ekiniyorlar kapali bir kiiltiirden geldikleri i¢in 6zellikle Suriyeli
bayanlar, fotograf ¢ekilme taraftar1 degiller, ben de gerekirse o etkinlikleri yapmay1z
diyoruz gerekirse es ge¢iyorum. (Selma)

127 Ggrencini ne istedigi ok onemli dinlemek ona gore analiz yapip dgrenciye dogru
segenekleri sunmak ¢ok onemli. Mesela sabah okula kizini1 birakacaksa ¢ocugunu
birakacaksa o 6grenciye 30 dk. opsiyon verebilmelisiniz ya da 6grencinin 6gleden
sonra dis randevusu varsa ona gore bir opsiyon saglayabilmelisiniz. Inisiyatif de
alabilmek gerekiyor bir 6gretmen olarak yani sadece kurumun verdigi belli sinirlar
icerisinde e degil yine sinifin igerisinde ¢ok sinirlara yaklagsmadan 6grencinin rahat
edebilecegi sekilde 6grenciye firsat verebilecek sekilde bunu saglayabilmek ¢ok
onemli o firsat esitligini saglayabilmek ¢cok 6nemli. (Goniil)

128 K apsayic1 bir alan haline getirmek igin ihtiyaglarinin karsilaniyor olmast lazim. ..
birden ¢ok dil varsa ona gore davraniyorsun, egitimleri ¢ift dilli yapmak ya da okuma
zorlugu gérme engelli biri varsa ona gore design etmek. (Deniz)

129 Soru sormak bir strateji olabilir, soru olusturmak. Mesela interaktif seyler koymak
herkesle ilgili biraz bilgi almak ve nerede duruyorlar nasil bir arka planlari var ne
diisiinerek gelmisler onu 6grenmek i¢in en 1yi yontem. Belli oyunlar koyuyorum
egitme. Mesela kagida herkes bir sey yazar onu toplarsin oradan bakarsin. Tam
olarak yapilandirilmis ve ne anlatilacagi belli olan degil de egitimin icerisinde
degisebilen bir sey yapmak belki. (Gokge)

10 Eger cok pasif insanlarm oldugu bir yer varsa onlara gére daha motomot
gidiyorum daha gramer tabanli gidiyorum ¢ok bdyle kiiltiire cok odaklanan bir grup
varsa hemen bir 6dev veriyorum haftaya bunu arastirir gibi o anda 6grenebilecegim
bir seyse hemen herkesi i¢ine katarak bir seyler yapiyorum ki materyalleri ona gore
design edeyim bir taraftan da sonraki derste gormiis oluyorum bdylelikle....Mesela
bu sene daha ¢ok sey vardi kamerasini kapatan agmak istemeyen ¢ok fazla 6grencim
var bir yetiskinin bu hakki var biliyorum onu zorlamakta istemiyorum ama onu dahil
etmek i¢in ne yapabilirimi diislindiigiimde seyi fark ettim bu sinifa aktif bir sekilde
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dahil olmay1 sevmiyor onlar daha ¢ok dinleyici olmay1 seviyorlar kendilerini ifade
ederlerken rahat hissetmiyorlar boyle yerlerde onu fark ettigimde herkesin kendini
iyi hissedebilecegi materyal gelistiriyorum. Oyunlar1 mesela gegen sene hep beraber
oynardik hepsi konustugu icin hep beraber oynardik simdi whatsapp iizerinden
atrtyorum bireysel oynasinlar diye simdi daha ¢ok bireysel takiliyorum. Ciinkii grup
caligmasinda aktif olabilecek insanlar degiller, kendilerini disarida hissetmemeleri
gerekiyor 0grendiklerini hissetmeleri gerekiyor onlar daha bireysel insanlar konusma
etkinliklerinde mesela teker teker ben konusuyorum hepsiyle benimle
konustuklarinda daha rahat hissediyorlar birbirleriyle konustuklarinda 6n yargilari
daha fazla...... Genel olarak teknigim hepsini gézlemleyip biitiin dinamigi
gbzlemleyip onlarin istegi yoniinde ilerlemek eger konusmuyorlarsa da benim
algimda onlarn istegi nedir onu dgrenmeye calistyorum ve dyle ilerliyorum. iki
senedir online gidiyoruz biliyorum ki mesela Zoom’a aligmalar1 uzun siirecek
Zoom’a hakim olmayan bir siirii insan var, 6zellikle biliyiik yas grubu biiyiik yas
grubu gercekten kontrol etmekte zorlantyor ilk derste biitiin bu ders planlamay1 falan
filan konustuktan sonra Zoom u nasil kullanmaliy1z bilgisini veriyorum sadece
kullanacagimiz seyleri sdylityorum simdilik bunlar1 bilmeniz yeterli diyorum.
(Melis)

131 Ogrencim var mesela, Istanbul’da dogmus biiyiimiis ama Karadeniz sivesi hala
var dilinde aileden ¢iinkii evde sadece ona alismis ya da dogu sivesi. Boyle
ogrencilerim ¢oksa Shakespeare oynamak miimkiin degil. Bir Tiirk yazarinin eserini
koymam onlar1 daha gergek bir seyde bulusturuyor. Bir Tiirk yazarini koyabiliyorum,
yabanc1 yazarin oyununu koyabiliyorum, komedi veya dram 6grenci profiline gore
ama egitim degismiyor. Daha ¢ok zaten 6grencinin yasi, bakis agisi, boyu kilosu e
tabi ki herekse Hamlet oynatamam, herkese Juliet oynatamam. Ya da herkese bir
gece kondu karakteri oynatmam. Ogrencinin fiziksel profili de ¢ok etkili buna.
(Poyraz)

132 Grubu iyice tamdiktan sonra sorun olmayacak bazi toplumsal yanlislar i¢in bizim
gorevimiz sadece sey degil bir dili 6greteyim geceyim degil, bizim yetigkinlerle
birlikte onlar1 toplumsal yanliglar varsa onlarin dogrularin1 gérmesini saglamak,
onlara kag¢ yasinda olursa olsun topluma entegre uyum saglamalarini tabu haline
gelmis yanliglar1 aslinda toplumdan topluma farkli olabilecegini ve bunun da
degisebilecegini gdstermek, gegmisteki tabulardan 6rnekler verip bakin bu tabu bu
hali almis sizin de tabulariniz olabilir, o zaman dediginiz gibi sakincali konularda da
ornekler verebiliyoruz sohbetler, yani sohbetlere doniistiirebiliyoruz kiigiik sohbetler
olsun ara mola dedigimiz seylerde sohbetlere doniistiirebiliyoruz. Farkli bolgelerden
ornekler verebiliyoruz karsilastirmalar yapabiliyoruz. (Ali)

133 Ziimre toplantilar1 yaptyoruz, bu sadece benim tek basima aldigim karar da
olmuyor ¢iinkii sizin kendi 6gretmenlerle birlikte mesela 100 6gretmenseniz
toplantida konusuluyor ziimre kararlar1 aliniyor. Arkadaglar herkes farkli o
cokkiltiirliiliikten 6rnekler veriyor, ona gore biz bu modiilii verirken sdyle
davraniyoruz esnekligi de yapalim ne kadar yapabilir onu tartismaya calisiyorsunuz.
Daha sonra onunla ilgili elinizde bir veri oluyor ona gore de o cerceve de
ilerliyorsunuz bu aslinda sadece bireysel olarak da bir ¢alisma olmuyor. Toplu bir
calisma oluyor. (Ash)
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134 Kabul ettirme en biiyiik zorlugum kabul ettirme o dgrenci kabul etmezse o zaman
sOyle yetiskini zorlayamazsiniz. Bunu ben yapmayacagim, bunu 6grenmeyecegim
diyebiliyor pantolon, etek bluz 6rnegi gibi “Ben sadece elbise giyecegim, bu iki
modiili yapmak istemiyorum” gibi pantolon drnegindeki elbise 6rnegindeki gibi.
(Ash)

135 Zaman zaman zorluk yasadigim oluyor bazen baz1 6grenciler ¢cok kapali kutu
olabiliyor, ¢ok sinirlarina yaklastirmayabiliyor ona gore de bazen sizin de uzak
durmaniz gereken kimi zaman dogru yerde dogru hamleyi yapabilmeniz gerekiyor.
Evet baz1 zor noktalar1 var. Bir, iki sinifimda gergekten izin vermeyen dersi
birakmayan ama daha pasif takilan, yani ulasamadiginiz kisiler olabiliyor herkes ayn1
sekilde o firsat1 vermeyebiliyor biraz 6grencinin de o firsati size veriyor olmasi
gerekiyor. Siz ne kadar elinizden geleni yaparsaniz yapin karsi taraf almak dinlemek
istemiyorsa siz bunu ona aktaramazsiniz. Daha ¢ok 6grencinin agik olmasi
olmamasiyla ilgili. (Goniil)

136 Basta dil konusunda zorluk ¢ekiyorum al de diisiiniin yeni gelmis bazen dyle
oluyor ki tilkeye yeni giris yapmis tek kelime Tiirk¢e bilmiyor ben de tek kelime
Arapga bilmiyorum zorlantyoruz. Dille ilgili daha ¢ok zorluk ¢ekiyorum bazen.

137 Bazen sinirlarimin bir tik asildigini hissedebiliyorum boyle bir zorluk
yalayabiliyorum. Birileri gelip bana bir hikayesini anlatmak isteyebiliyor o egitim
bittikten sonra anlatabildim mi. Bu beni her zaman rahatsiz etmiyor ama bazen
ediyor. Mesela yorgunum kafamda bagka bir giindemim var yani orada
kesebilecekken onu kesemiyorum bu benimle ilgili bir sey. Sinirlarimi korumakta
zorlaniyorum, bir yandan ¢ok insanlarin hikayelerin ve hayatin i¢cine cekmeye
hukuku hayatin icinden bir sey olarak anlatamaya calisirken sen insanlara kendi
hayat hikayeni ve onlarin hayat hikayesine dair bir sey anlatiyorsun ¢iinkii gercek bir
bag ve temas boyle kurulur. Gergek bir bag temas kurmadigin birine de ¢ok bir sey
Ogretebilecegimi diisiinmiiyorum bir sey alabilecegini de diistinmiiyorum. Ama o
bagin devamliligini saglarken bazen zorlanabiliyorum. (Yiiksel)

138 Ben ¢ok konuskan ve bdyle disa doniik bir insanim bir ortama alistigimda ilk
girdigimde ben de susarim ama sonrasinda aktif olmay1 severim ben ¢ok
konustugumda sinifta digerleri susuyor bir sey var bir problem var diyorum ya ben
eger sinifa uygun olmadigimi diisiiniiyorsam orada ¢ok rahatsiz oluyorum ve bazen
derse gitmek istemiyorum dersi agmak istemiyorum.... Aktif olmadiklarin1 gérmek,
ogrenmediklerini gérmek...Benim de 6n yargim oldugu ve 6n yardimin beni
zorladig1 zamanlar oluyor. Belli 6grencilerle frekansim tutuyor ve o frekansta
ilerlemeyi ¢cok seviyorum ama bazilariyla tutmadigi i¢in onlarla siirekli ayn1 yerden
konusamiyorum. (Melis)

139 Materyale gore bulmakta bazen istediginiz gorseli bulamayabiliyorsunuz
istediginiz videoyu bulamayabiliyorsunuz genellikle gorsel ve video kullandigim i¢in
metinden daha ¢ok. Materyal bulmada zorluk yasiyorum. Bazen buldugunuz
materyaller grubun atmosferine uygun olmayabiliyor mesela sikint1 olarak o ortaya
cikabiliyor clinkii size gore bu cok ilgi ¢ekici bir konu olabiliyor materyalin konusu
ama onlarin ¢ok boyle tanidik bir konu ve ilgi alanina girmeyen bir konu
olamayabiliyor. (Ali)
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