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In this survey study, it is aimed to develop a valid and reliable scale that
can measure multicultural teacher competencies of primary teachers and
to examine their multicultural teacher competencies. Three different
participant groups were determined by convenience sampling technique.
With 336 primary teachers exploratory factor analysis (EFA), with 349
primary teachers confirmatory factor analysis (CFA) was conducted. Then,
multicultural teacher competencies of 419 primary teachers in the third
group were determined with the scale developed. Data collected through
Google forms was analyzed with SPSS 24.0. EFA, CFA, correlation, t-test,
Mann Whitney U and Kruskal Wallis tests were carried out in the analysis.
As a result of the analysis, consisting of 22 items and three factors; both
the overall reliability coefficient, confirmed by CFA, was .94, explaining
62.10% of the total variance and the reliability coefficient values for each
factor were calculated as .93 for the first factor, .85 for the second factor
and .86 for the third factor. In addition, it was determined that teachers
had the most self-efficacy regarding the resilience sub-dimension,
followed by their sensitivity to differences and multicultural pedagogical
competencies. Multicultural teacher competencies differed significantly in
favor of women. There is a significant difference in sensitivity to differences
in favor of younger teachers. In the sub-dimension of resilience, it was
determined that teachers who work in larger cities had more resilience
while there was no significant difference in the context of professional
experience.
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Introduction

Multiculturalism is a very comprehensive phenomenon that includes many concepts such
as race, language, gender, disability, social class, religious orientation, ethnicity, sexual
orientation and age (Banks & Banks, 2010). Multiculturalism also means that various cultures
can live together and that every social group can maintain their existing cultures within the
mainstream culture (Bulut & Basbay, 2014). From this point of view, ensuring different cultures'
both protecting their own identities and living with others from different cultures in the same
environment has turned the concept of multicultural education into a buzz word.

Making a distinction between the concepts of multiculturalism and multicultural education
would be beneficial. Multiculturalism is a characteristic of groups and contexts formed by
individuals from different origins and characteristics. The term, “multicultural classes” can be
an example for this definition. Multicultural education, on the other hand, aims at each
student's achieving a high level of success by designing and implementing education programs
sensitive to the differences among individuals instead of ignoring them, and is defined as an
educational approach that aims at creating a more peaceful society by providing students with
values such as equality, justice, democracy, and social action skills (Babayigit, 2022). On the
other hand, Banks (2006) claimed that while the term multiculturalism was defined as a concept
preferred by writers who criticized and opposed multicultural education, multicultural
education had a multidimensional structure that could be considered as an idea or concept, an
educational movement and a process. These three basic dimensions of multicultural education
can be explained as follows:

e Multicultural education as an idea or concept: Multicultural education is an educational
approach that asserts that all students should have equal learning opportunities regardless
of language, religion, race, ethnicity, social class or gender. Multicultural education
attempts to explain how students are deprived of equal educational opportunities due to
their differences as well (Lee and Slaughter-Defoe, 1995; Nieto, 1995).

e Multicultural education as an education movement: Multicultural education is a
revolutionary movement that is for the innovations that will create equal learning
opportunities for all students at schools. It also identifies effective teaching strategies that
will enable all students to learn at a high level (Banks, 2006).

e Multicultural education as a process: Multicultural education is a never-ending process in
a democratic and pluralistic society (Banks, 2006) as one of the main purposes of
multicultural education is to ensure the fulfilment of democratic ideals such as justice,
equality and freedom in society. However, although these ideals can never be fulfilled
comprehensively, individuals are expected to make a constant effort to reach them.

As it can be understood from above, multicultural education is not only an idea, a concept,
or education reform movement. In addition, multicultural education is a never-ending process.
As a school reform movement emerged from the Civil Rights Movement of the 1960s and
1970s, "multicultural education, once implemented creatively and effectively, has the potential
to transform schools to prepare students for the next century” (Banks, 2006, p.88).

The main purpose of multicultural education is to transform all schools, educational
institutions and curricula in a way that they would reflect the experiences, backgrounds,
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cultures and perspectives of students from various racial, ethnic, religious and social class
groups (Esen, 2009). Another main purpose of multicultural education is to provide equality
and social justice to all students in a comprehensive, sustainable and more transformative
attitude that educators can understand and fulfill it (Gay, 2002). Multicultural education
emphasizes diversity rather than uniformity and aims to include all students in the society an
equally structured way (Esen, 2009). Thus, boys and girls, exceptional students, and various
racial, ethnic, linguistic, and cultural members and groups will have equal chances to succeed
academically at school (Banks & Banks, 2010).

Gay (1994) listed the goals of multicultural education as personal development, attitudes
and value clarification, multicultural social competence, basic skill proficiency, development of
ethnic and cultural literacy, educational equality and excellence, and personal empowerment
for social reform. Similarly, Demir (2012) stated the goals of multicultural education as enabling
individuals to recognize and respect both their own culture and the different cultures and
ethnic differences in the society they live in; developing cultural and ethnic literacy; having the
individual know him/herself and developing a positive identity; and raising peaceful individuals.
In addition, he stated that the goals of multicultural education included learning how to interact
with and understand individuals with different backgrounds, and providing them with different
characteristics including mathematical skills, literacy skills, conflict resolution, problem solving
and critical thinking skills (Demir, 2012).

In addition to the goals mentioned above, multicultural education aims at increasing
academic achievement, eliminating prejudices against cultural differences (Duun, 1997).
Besides improving communication among different groups, ensuring pluralism and equality at
school, and providing an environment for critical thinking are other important goals of
multicultural education (Bohn & Sleeter, 2000). It also includes various goals such as providing
individuals with the ability to fight against discrimination and helping them have self-
confidence about their identities (Hohensee & Derman-Sparks, 1992).

Undoubtedly, teacher competencies need to be revised in order to put these competencies
in to practice. Examining the literature, it could be seen that there are various studies on
multicultural teacher competencies (MTC). For example, Banks (1991, cited in Basbay & Kagnici,
2011) grouped MTCs under three levels as personal level, class level and school level. The
personal level is stated as the teachers' knowing and researching their own culture, evaluating
the level of racism and cultural centralism to which they belong, and realizing their own
communication skills for multicultural environments. Class level is defined as not regarding
minority students as “others”, being respectful to all cultures in the school and classroom and
creating a suitable classroom environment for this, creating a respectful environment in the
classroom, strengthening communication with and among students, and implementing a
program that is sensitive to cultural diversity. As for the school level, there are competencies
such as policy making for multicultural societies, providing administrative and financial support
to multicultural education practices, and creating multicultural environments.

Keengwe (2010), likewise, stated that teachers should accept the existence of different
cultures in modern classrooms and provide necessary arrangements for these differences. In
addition, teachers are expected to go beyond the theory of cultural mismatch in order for
students' languages and cultures to be perceived as equally valuable and powerful, to set high
expectations for all students, and to fulfill these expectations. Moreover, teachers are supposed
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to understand the cultural diversity represented in the classroom and be prepared for the
challenges they will face and be able to learn and apply effective teaching methods that is
responsive to the diversity of their students. Particularly, teachers are recommended to be self-
reflective about their own prejudices and respect differences and develop a willingness to
approach teaching from a multicultural perspective (Keengwe, 2010).

Gay (2002) grouped teacher competencies in multicultural education into three groups.
These competencies are awareness in one's own culture and being aware of prejudices,
tendency to learn worldviews on different cultures, and development of culturally sensitive
teaching methods. Thus, Gay (2002) adopted approaches in multicultural education
incorporating experiences of students and cultural backgrounds into teaching practices. In
another approach to MTCs, Weinstein, Tomlinson-Clarke & Curran (2004) adopted a five-
component approach including teachers' recognition of their own ethnocentrism and
prejudices, having knowledge on cultural backgrounds of students, awareness of broader
social, economic and political contexts, ability and willingness to use culturally appropriate
management strategies, and building compassionate classroom communities. Spiecker and
Steutel (2001) stated that today's teachers should have a perception of multiculturalism, be
aware that every person has equal rights and should respect this; should be against
discrimination, have a democratic attitude, and should be tolerant to different lifestyles.

One of the MTCs classifications based on the literature belongs to Babayigit (2022).
Babayigit (2022) synthesized the multicultural teacher competencies framework and grouped
these competencies under two main titles as egalitarian competencies (EC) and multicultural
pedagogical competencies (MPC). This classification is given in Table 1.

From the competencies demonstrated in Table 1, egalitarian competencies are seen to be
related to the ability to have the intellectual and affective base required by multicultural
education such as respecting differences and being democraticc. On the other hand,
multicultural pedagogical competencies are related to the competencies of ensuring that all
students succeed, regardless of their differences, which is one of the most basic ideals of
multicultural education (Babayigit, 2022).

Table 1. Multicultural Teacher Competencies Framework (Babayigit, 2022, p.48)

Being democratic and fair in decisions and processes regarding the classroom and teaching

1%]
<
§ Overcoming their own prejudices and accepting cultural diversity along with enabling their students
3 to do the same
g
S Taking action to change unfair attitudes and practices towards culturally diverse groups and helping
s students improve social action skills
§
T Being determined and willing to overcome the difficulties that might stem from the cultural gap
& between teachers’ and students’ cultural background
TS < Exploring the cultural and individual characteristics of students
SRS
REY ‘§, Arranging teaching objectives, contents, learning-teaching processes, materials, testing-evaluation
= O . . . . .
S T £ methods, and practices in a way that is responsive to cultural backgrounds and learning preferences
£ 2 § of students to ensure success for all students

Considering the MTCs in the literature in general, the competencies the teachers should
have can be summarized as follows;
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e Knowing his/her own culture

e Being willing to understand and learn about different cultures

o Knowing that there may be different cultures in the classroom

e Being able to manage the teaching process by considering different cultures

e Being able to use teaching methods and techniques by considering different cultures

e Being aware of prejudices of students towards different cultures

e Gaining knowledge about cultural backgrounds of students

o Being respectful and tolerant to different cultures

o Demonstrating an embracing attitude towards the students in the minority group

e Standing against discrimination

e Having a democratic attitude

e Having ability to tolerate differences

e Using culture-appropriate management strategies

e Creating a caring classroom environment

e Understanding the cultural differences represented in the classroom and being
prepared for the challenges that might appear in advance

Improving the abovementioned multicultural competencies of teachers is crucial in terms
of providing high-quality education to all students and building an equitable, peaceful and
democratic society. In addition, reliable measurement tools are undoubtedly needed in order
to determine where and from which level to start in helping teachers improve these
competencies. In this context, it can be said that there are various scales that focus on
personality, attitude, experience and competency, belief, knowledge and skill, awareness and
sensitivity for multicultural education in the world (Anders, Martin, & Yarbough, 1990; Andrea,
Daniels, & Heck, 1991; Guyton & Wesche, 2005; Marshall, 1992; Munroe & Pearson, 2006;
Ponterotto, Baluch, Greig & Rivera,1998; Pope & Mueller, 2000; Reiff & Canella, 1992; Van der
Zee, Van Oudenhoven, Ponterotto, & Fietzer, 2012). Some of these scales have been adapted
to Turkish context and some other scales have been developed in Turkish context from the
scratch. For example, there are scales measuring teachers' attitudes towards multicultural
education (Damgaci & Aydin, 2013; Polat, 2012; Yavuz & Anil, 2010; Yazici, Basol, & Toprak,
2008); teacher perceptions (Ayaz, 2016; Basbay & Kagnici, 2011), multicultural personalities
(Saricam, 2014); teachers’ sensitivity towards multicultural education (Blylksahin Cevik, Glzel
Yice & Yavuz, 2016); teachers’ knowledge levels of multicultural education (Toraman, Acar, &
Aydin, 2015; Yildinm & Tezci, 2017) and multicultural teacher competencies (Acar-Ciftci, 2016;
Akcaoglu & Arsal, 2018; Babayigit, 2022).

A thorough review of the literature revealed that only three measurement tools in the
Turkish context focused on measuring teacher competencies. The first scale adapted to Turkish
by Akcaoglu and Arsal (2018) from Guyton and Wesche (2005). Undoubtedly, this scale is
regarded to make significant contributions to the literature; however, it is thought to have
some deficiencies in terms of cultural sensitivity, since multiculturalism is perceived and
interpreted differently in different social contexts. The “Critical Multicultural Education Teacher
Competencies Scale” developed by Acar-Cift¢ci (2016) seems to have overcome the
aforementioned limitation as it was developed in the context of Turkey sample. However, this
study, focused only on critical multicultural education theory in its structure. The scale was
structured in four dimensions including knowledge, skill, attitude and awareness. The
"Multicultural Competence Perceptions Scale" developed by Basbay and Kagnici (2011) was
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prepared not with teachers but academicians and consisted of awareness, knowledge and skill
sub-dimensions. Similarly, Multicultural Teacher Competencies Scale for Teacher Candidates
(Babayigit, 2022) was developed with teacher candidates; therefore, it might not work in other
populations.

This study aims at developing a scale to measure the multicultural teacher competencies of
primary school teachers, who particularly have a decisive role in the cognitive and affective
development of children. Examining the literature, it has been found out that there is no
multicultural competency scale developed specifically for primary teachers in Turkey. On the
other hand, it was observed that both the developed or adapted scales lacked either egalitarian
or multicultural pedagogical competencies. For this reason, the scale to be developed is
considered to be an important measurement tool for determining the multicultural
professional competencies of primary school teachers, who have an important role in shaping
students' perceptions and perspectives. Deriving from this requirement, this study aims at
developing a valid and reliable measurement tool that can measure the multicultural teacher
competencies of primary school teachers and examining the MTCs of primary school teachers.
Answers to the following sub-questions have been sought through the implementation of the
developed scale:

1. What are the multicultural teacher competency levels of primary school teachers?

2. Do the multicultural teacher competency levels of primary school teachers differ by
gender, age, professional experience and the place where they work?

Method

Research Design

In this study, survey model as one of the quantitative research methods was used. In survey
type studies, a past or present situation is aimed to be described as it exists. The essential idea
of quantitative survey is to measure a group people on the variables of interest and to find out
how these variables are related to each other (Punch, 2003).

Participants

Three different participant groups participated in this study. Explanatory factor analysis
(EFA) was done with the data collected from the first group; confirmatory factor analysis (CFA)
was done with the data collected from the second group. Finally, the multicultural
competencies of the primary school teachers were determined with the data collected from
the third group.

EFA participants.

Convenience sampling technique was used in the determination of the participants. 336
primary school teachers from 40 different cities participated in the study. The provinces that
took place the most in the sample were istanbul, izmir, Eskisehir, Gaziantep, Sivas and Manisa.
Demographic information of the teachers participating in the study is presented in Table 2.
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Table 2. Demographic Information of Primary School Teachers Participating in the EFA Study

Demographics Groups f %
Gender Female 241 71.70
Male 95 28.30
25 and below 17 5.10
Age 26-40 160 47.60
41-59 157 46.70
60 and above 2 6.00
0-5 years 33 9.80
Professional experience 6-10 years 32 950
11-20 years 162 48.20
21 years and above 109 3240
Village-town 43 12.80
Settlement County 94 28.00
City center 199 59.20

Table 2 shows that most of the teachers participated in the study were women (n=241,
71.70%). Examining the age distribution of the participants in general, it could be seen that
most of them were between the ages of 26-59. As for the experience, it could be seen that
most of the participants (80.60%) had an experience of 11 years or more. 59.20% of the
participants worked in city centers whereas 28% in the counties and 12.80% in the villages and
towns, namely rural areas.

CFA participants.

In the confirmatory factor analysis phase of the scale development process, not only primary
school teachers but also teachers from 23 different branches participated in the study. Due to
the pandemic conditions, since there was not enough data return from the primary school
teachers, teachers from different branches were also included in the study in addition to
primary teachers. For this purpose, convenient sampling technique was used. At this stage,
data were collected from 349 teachers working in 42 different cities, mostly in Eskisehir.
Demographic information of the teachers participating in the study is presented in Table 3.

Table 3. Demographic Information of Teachers Participating in the CFA Study

Demographics Groups f %
Gender Female 249 71.30
Male 100 28.70
25 and below 14 4.00
Age 26-40 200 57.30
41-59 135 38.70
0-5 years 34 9.70
6-10 years 68 19.50
Professional experience 11-20 years 168 48.10
21 years and above 79 22.60
Village-town 54 15.50
Settlement County 100 28.70
City center 195 55.90
Preschool 21 6.00
. Primary School 127 36.40
Education level Secondary School 141 40.40
High School 60 17.20
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As it can be seen in Table 3, most of the teachers participated in CFA were women (n=249,
71.70%). Examining the age distribution of the participants, it could be seen that they were
generally between the ages of 26-59. As for the experience, it could be seen that most of the
participants (70.70%) had an experience of 11 years or more. 55.90% of the participants worked
in the province centers whereas 28.70% in the counties and 15.50% in the villages and towns.
6.00% of the participants worked at preschool, 36.40% at primary school, 40.40% at secondary
school and 17.20% at high school

Participants of the Study of Determining the Multicultural Teacher Competencies of
Primary School Teachers

After the scale development process was completed, 419 teachers working in different cities
were reached in order to find out the multicultural education competencies of primary school
teachers. Convenient sampling was used at this stage as well. Demographic information of the
teachers participating in the study is presented in Table 4.

Table 4. Demographic Information of the Teachers Participating in the Study of Determining the
Multicultural Teacher Competencies of Primary School Teachers

Demographics Groups f %
Gender Female 287 68,50
Male 132 31,50
25 and below 19 4,50
26-40 187 44,60
Age
41-59 211 50,40
60 and above 2 0,50
0-5 years 36 8,60
) ) 5-9 years 34 8,10
Professional experience
10-19 years 201 48,00
20 years and above 148 35,30
Eskisehir 78 18,60
istanbul 70 16,70
The Flty where they work (first 5 Gaziantep 31 7.40
provinces) o
Denizli 23 5,50
Malatya 21 5,00
Village-town 69 16,50
Settlement of.work (In terms of County 117 2790
settlement unit)
City center 233 55,60

As it is revealed in Table 4, the majority of the teachers participated in the research were
female with a rate of 68.50%. As to the rate of male teachers, it was 31.50%. Examining the
distribution by age groups, it was seen that 50.40% of the teachers were in the 41-54 age
group, which could be expressed as the middle age group. It was followed by a lower age
group, young adult teachers (44.60%) aged between 26-44. As it can be seen from the Table 4,
48.00% of primary teachers had a professional experience between 10-19 years. It was followed
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by those with 20 years or more experience (35.30%). The teachers participated in the research
were found out to work in 45 different provinces, mostly in Eskisehir (18.60%), istanbul
(16.70%), Gaziantep (7.40%), Denizli (5.50%) and Malatya (5.00%). Finally, the settlement where
the primary teachers was working was examined and it was found out that the majority of them
(55.60%) worked in the city centers. To summarize, the primary school teachers participated in
the research were mostly middle-aged women with high professional experiences, working in
the city centers mostly in Eskisehir and istanbul.

Scale Development Process

During the development process of the scale, the scales prepared in the domestic and
international literature related to the subject were examined. As a result of the literature review,
it was understood that the existing scales mostly measured perceptions and attitudes towards
multiculturalism, and the ones measuring competencies were either adaptations of scales
developed abroad or not developed for primary school teachers. As a result, it was understood
that there were no scales that could measure the multicultural teacher competencies of primary
school teachers and a new scale was decided to be developed.

The scale development process including the steps of creating an item pool, determining
the scope and face validity, applying it, ensuring construct validity, and calculating the reliability
coefficient, were followed in the scale development process (DeVellis, 2017). The scale
development process started with the creation of the item pool. First, the existing multicultural
classifications and scale items were evaluated by the researchers and an item pool was created
in accordance with the research purpose. The initial item pool was pre-examined by the
researchers in terms of clarity, explicitness, expression, repetition, and whether it met the
purpose or not, and as a result, 88 items were made available for expert opinion. The items in
the pool were sent to 13 academicians working in the field of multicultural education or having
expertise in curriculum development and two academicians working in the field of assessment
and evaluation to get expert opinion for content validity through e-mail. Seven of these experts
provided feedback. The evaluations and examinations were reviewed by the researchers;
corrections were carried out; and as a result, a 5-Likert type (5-totally agree / 1-strongly
disagree) draft scale with 66 items was developed.

Data Collection

The data of this study were collected in three stages from different participant groups. In all
of the stages, data were collected respectively through Google forms links. The first stage was
carried out between 26.06.2021 and 11.07.2021; the second stage between 26.07.2021 and
11.08.2021; and the third and last stage was carried out between 15.08.2021 and 30.08.2021.
The scale, which was reorganized after each of these stages, was shared online through
different mediums including social media (such as WhatsApp, Facebook) and teacher groups
due to the COVID-19 pandemic, to have it filled by primary school teachers working in various
regions of Turkey. 336 primary school teachers from 40 different cities filled in the scale in the
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first stage; 349 teachers from 23 different branches in 42 different cities filled in it in the second
stage; and 419 primary school teachers from 45 different cities participated in the in the third
stage of the study.

Data Analysis

The data collected from the draft scale were used for exploratory factor analysis (EFA)
through the SPSS 24. KMO and Bartlett's test of sphericity results were examined in order to
determine whether the data set ready for analysis was suitable for factor analysis. EFA was done
after it was found out that the values of the data set were appropriate. In order to test the
accuracy of the factors created in the EFA, first-level CFA was carried out through the AMOS
Program.

After testing the construct validity of the scale with EFA and CFA, the Cronbach’s alpha
reliability coefficient was calculated for reliability. For distinctiveness, item correlation values
and unrelated samples t-test were performed between 27% lower and upper groups. The
relationship between the factors of the scale was tried to be revealed by correlation analysis as
well.

In the last stage, non-parametric tests, Mann-Whitney U and Kruskal Wallis, were used in
order to examine the multicultural teacher competencies of primary school teachers since the
data were not normally distributed.

Findings

In this section, the findings obtained as a result of the analysis of the collected data are
given. The findings are presented under three titles: Findings on the Construct Validity of the
Scale, Findings on the Reliability of the Scale, and Findings on the Examination of Multicultural
Teacher Competencies of Primary School Teachers.

Findings on the Construct Validity of the Scale
For the construct validity of the scale, first EFA and then CFA were applied.
Findings on EFA results.

The appropriateness of the data for factor analysis was determined by Kaiser-Meyer Olkin
(KMO) sample adequacy measurement and Bartlett's test of sphericity analysis prior to EFA.
Results of this analysis were shown in Table 5.

Table 5. Initial KMO and Bartlett Test Values of the Scale

Kaiser-Meyer-Olkin Sampling Adequacy Criterion 93
Approximate Chi Square 414.579.16
Bartlett's Test of Sphericity Df 2145
p .00
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As it can be seen in Table 5, the KMO value of the scale was .93. In addition, the Bartlett
sphericity value was significant (p<.05), confirming the suitability of the data for factor analysis
(Cokluk, Sekercioglu & Buyukoztirk, 2010; DeVellis, 2017).

Scree Plot

257

o |

Eigenvalue
@
I

=
o
1

-

T T 1T T 1T T T T T T T T T T 1T T T T 1T 17T T 1T 1T T T 1T 17T 1T
1 3 57 9111315171921 23 2527 2931 333537 30 41 4345 474951 535557 59 61 6365

Component Number

Figure 1. Initial Scree Plot of the Scale

As it can be seen in Figure 1, 3 factors were identified in accordance with the scree plot
obtained from the component analysis. Then, the dimensionality of 66 items was examined
through principal component factor analysis. The varimax method was used as the rotation
method. The initial eigenvalues were examined to determine the factor structure of the scale.

Table 6. Initial-Stage Total Variance Explained and Eigenvalues

Total Variance Explained

Initial Eigenvalues

Component Total % of Variance Cumulative %
1 21.71 32.90 32.90
2 4.64 7.03 39.93
3 2.82 4.28 44.21
4 245 3.71 47.93
5 1.95 2.96 50.89
6 1.80 2.74 53.63
7 1.54 2.33 55.97
8 1.34 2.03 58.00
9 1.28 1.94 59.95
10 1.17 1.77 61.72
11 1.08 1.64 63.37
12 1.02 1.55 64.92
13 97 1.47 66.39

Extraction Method: Principal Component Analysis.
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The initial-stage eigenvalues showed that there were 12 factors which had eigenvalue over
1. However, the 12-factor-structure did not constitute a meaningful structure in terms of
theory. Besides, initial scree plot implied that the scale should consist of three factors. Then,
the principal component analysis (PCA) was repeated by forcing the test to produce three
factors. Table 6 shows the KMO coefficient and Bartlett's test of sphericity results obtained
from the second PCA. After forcing PCA to produce three factors, KMO coefficient raised from
.93 to .95. The scree plot also showed that the scale had three factors.

Table 7. KMO and Bartlett Test Values of the Scale

Kaiser-Meyer-Olkin Sampling Adequacy Criterion .95
Bartlett's Test of Sphericity Approximate Chi Square 4847.97
Df 231
p .00
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Figure 2. Scree Plot of the Scale Obtained from the Second PCA

In the second PCA, the items with a factor load below .3 were directly removed at the stage
of removing the items. In addition, the items explaining more than one factor were removed
from the scale, and a total of 22 items were included in the analysis (Table 8).
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Table 8. Factor Loads of 22 Items in the Scale
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Factor Items

Factor loads

Item 1
Item 2
Iltem 3
Iltem 4
Item 5
Item 6
Iltem 7

Item 8

Multicultural pedagogical competencies

Item 9

.81
.80
72
.70
.66
.63
.57
.52
.38

Item 10
Iltem 11
Iltem 12
Iltem 13
Iltem 14

Item 15

Sensitivity to differences

Item 16

Item 17

.68
.67
.67
.65
.61
.60
.58
.57

Item 18
Item 19

Item 20

Resilience

Item 21

Item 22

75
.70
.70
.69
.67

Variance %

Total %

22.79
22.79

20.08
42.88

19.22
62.10

As it can be seen in Table 8, the first factor of the scale consists of 9 items varying between
.38 and .81. The second factor consists of 8 items varying between .57 and .68, and the third
factor consists of 5 items varying between .67 and .75. Eigenvalues, variance percentages and
total variance percentages related to the factors are shown in Table 9.

Table 9. Structure of Factors in the Scale

Factor Eigenvalue

Variance Percentage

Total Variance Percentage

1 5.014 22.79 22.79
2 4419 20.08 42.88
3 4.229 19.22 62.10

As it can be seen in Table 9, the scale includes three factors with eigenvalues higher than 1.
Moreover, these three factors explain 62.10% of the total variance, sufficient to explain the
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amount of variance compared to 40%, which is the minimum value accepted in behavioral
sciences (Cokluk, Sekercioglu & Buyukdztirk, 2010).

Findings on Confirmatory Factor Analysis Process
Confirmatory Factor Analysis was done to test the accuracy of the scale. For this purpose,
data were recollected for the scale consisting of 22 items and three dimensions.

In order to test the factor structure of the Multicultural Teacher Competencies Scale (MTCS),
confirmatory factor analysis based on the maximum likelihood estimation was used. The factor
structure of the scale was tested with a model. In this model, the scale was examined in a three-
factor structure as, "Multicultural Pedagogical Competencies, Sensitivity to Differences and
Resilience”. The model is shown in Figure 2.

Figure 2. Confirmatory Factor Analysis Results
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Acceptability levels for the model were evaluated with model goodness indicators. Model
was examined using Chi-square (x?), normed Chi-square (x* /df, NC), goodness-of-fit index
(GFI), adjusted goodness-of-fit index (AGFI), comparative index of fit (CFl), root mean square
error of approximation (RMSEA) the increasing goodness-of-fit index (IFl) and the normed
index of fit (NFI). The model goodness criterion values suggested in the literature are given in
Table 10.

Table 10. Criteria for Model Goodness-of-Fit Indicators

Model Goodness-of-Fit Indicator Perfect Fit Criteria Acceptable Compliance Criteria

RMSEA .00 < RMSEA > .05 .05 < RMSEA > .10

CFI .95 < CFl > 1.00 .90 < CFl = .95

IFI .95 < IFl > 1.00 90 < IFlI > .95

NC 0<NC=2 2<NC=25

NFI .95 < NNFI > 1.00 .90 < NNFI > .95

AGFI .90 < AGFI = 1.00 .85 < AGFI > .90

GFI .95 < GFI > 1.00 .90 < GFI 2 .95

In order to minimize the error rate, the RMSEA index, which is also called the square root of
the mean squared error in the DFA analysis, was studied on. An RMSEA value less than .05
indicates a perfect fit, a value less than .08 indicates a good fit (Cokluk, Sekercioglu &
Buyukoztirk, 2010), and a value less than .10 indicates an acceptable range (Kline, 2016). NFI,
CFl and IFI take values between 0-1, and a value close to 1 indicates perfect fit; .95 a good fit,
and over .90 an acceptable value (Bentler & Bonett, 1980; Tabachnick & Fidell, 2007). An AGFI
value over .95 indicates perfect fit, and a value over .80 indicates good fit (Cokluk, Sekercioglu
& Buyukoztirk, 2010). A GFl value above .85 and a CFl value above .90 are considered good fit
indicators (Cokluk, Sekercioglu & Buyukoztirk, 2010; Joreskog & Sorbom, 1993; Wang &
Wang, 2012). The NC value is a value obtained by dividing the chi-square value by the degrees
of freedom. If this value is less than 5, it is considered as an acceptable level (Yilmaz & Celik,
2009). The CFA results of the scale are presented in Table 11.

Table 11. CFA Results of the Multicultural Teacher Competencies Scale

X2 df NC GFI AGFI CFl RMSEA IFI NFI

566.41 206 2.75 .87 .84 .93 .07 93 .90

Considering the indicators of goodness of fit, it was seen that all values were in the acceptable
range in general. However, the GFI value was calculated as .87 and therefore the modifications
suggested by the AMOS package program were examined. As a result of the theoretical
examination, the realization of these modifications was found to be appropriate, and the
analysis was carried out. Thus, modifications were made between the 5th and 6th items and
9th and 10th items in the first factor, and between the 29th and 31st items in the second factor.
The results obtained after these modifications are shown in Table 12.
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Table 12. Post-Modification CFA Results of the Multicultural Teacher Competencies Scale

X? df NC GFI AGFI CFl RMSEA IFI NFI

425,03 203 2.09 .90 .87 .96 .06 .96 93

After the modification, the goodness-of-fit indicators, which were determined as criterion
values, were found to be between acceptable and excellent levels in general.

Findings on the Reliability of the Scale

Cronbach's alpha (o) coefficient was used to examine the internal consistency reliability of
the scale. Accordingly, the reliability coefficient of the scale consisting of 22 items was found
to be .94. In addition, the reliability coefficient was calculated for each factor and it was
calculated as .93 for the first factor, .85 for the second factor and .86 for the third factor. These
results revealed that the scale is a reliable scale (Cokluk, Sekercioglu & Buyiikoztirk, 2010).
Table 13 shows the total correlation values of the items for each factor and what the Cronbach'’s
alpha values of the factors would be when the item is removed.

Table 13. ltem Mean, Standard Deviation, Item Total Correlations, and Cronbach's Alpha Coefficient after
Item Exclusion

Items X ss Item Total Correlation o dafter Item Exclusion

Factor 1. Multicultural Pedaqogical Competencies

m37 436 .83 .62 93
m40 455 .66 74 .92
m41 442 .85 g7 92
m42 435 .89 .75 .92
m43 436 .82 .78 .92
m48 4.52 .69 77 .92
m49 435 .83 .81 91
m50 439 .83 .82 91
m58 438 .834 .63 93
Factor 2. Sensitivity to Differences
m9 434 .82 .60 .83
m12 477 .50 .57 .84
m17 444 .79 .60 .83
m19 4.60 .60 .65 .83
m22 446 72 .60 .83
m23 4.65 .60 .63 .83
m25 447 72 .68 .82
m26 4.44 .90 .51 .85
Factor 3. Resilience
m62 458 .62 74 .82
m63 456 .63 .65 .84
m64 4.66 .62 .70 .82
m65 436 93 .60 .87
m66 4.62 .64 .79 .80
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Examining Table 13, it can be seen that the item-total correlation values of the scale varied
between .82 and .62 in the first factor; between .68 and .51 in the second factor; and between
.79 and .60 in the third factor. Considering these values, the scale can be said to have high
distinctiveness and internal consistency (Blyukoztirk, 2007). In addition, it was found out that
the reliability coefficient did not increase in case of the removal of any item from the scale.

In order to test the measurement power of the scale, the scores of the participants in the
data set collected from the whole scale and its sub-dimensions were calculated in order to
perform confirmatory factor analysis. The dataset was ranked in an ascending order from the
participant with the lowest overall average to the participant with the highest. The scores of
the 27% who got the highest scores and the 27% who got the lowest scores were compared
using the independent samples t-test. Table 14 shows this comparison.

Table 14. Comparison of the 27% of Groups with the Highest and Lowest Scores from the Scale

MTCS Group N X Ss Sd t p
. . Low 27% 94 3.64 .57 94.31 22.38 .00*

Multicultural pedagogical
competencies High 27% 94 4.98 .04

Low 27% 94 3.86 A48 93.51 22.57 .00*
Sensitivity to differences .

High 27% 94 499 .02

Low 27% 94 3.88 .55 93.99 19.37 .00*
Resilience .

High 27% 94 499 .04

Low 27% 94 3.77 46 93.43 25.10 .00*
Overall mean

High 27% 94 498 .02

* There is a significant difference in the 95% confidence interval

It is shown in Table 14 that there was a significant difference in the whole scale and in all
sub-scales comparing the scores of the highest and lowest 27% groups, and all items of the
scale were found out to be distinctive.

Finally, the correlation values between the sub-factors of the scale and the whole scale were
examined. Correlation values are shown in Table 15.

Table 15. Correlation Between the Whole Scale and Its Sub-Factors

1st Factor 2nd Factor 3rd Factor Whole Scale
1. Factor 1 12 .76 .94
.00 .00 .00
2. Factor 12 1 .64 .87
.00 .00 .00
3. Factor .76 .64 1 .86
.00 .00 .00
Whole Scale .94 .87 .86 1
.00 .00 .00
Arithmetic mean 39.71 39.71 39.71 39.71
Standard deviation 5.87 5.87 5.87 5.87
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It was found out that there was a positive and significant relationship between all sub-
factors and the whole scale (r= .64-.94).

Findings on the Examination of Multicultural Teacher Competencies of Primary School
Teachers

After the development process of the Multicultural Teacher Competencies Scale was
completed, the implementation process started. In this context, the procedures followed during
the development of the scale were re-traced, and the scale was tried to be conveyed to as
many different places as possible by means of maximum diversity sampling via Google Forms.
The implementation process lasted between 15-30 August 2021. Constant reminders were
made to increase the return rate. At the end of this process, a total of 419 teachers working in
different provinces were reached. After the scales were controlled, and they were confirmed to
be ready for analysis, the data analysis process was carried out using the SPSS program.
Frequency, percentage, arithmetic mean, Mann-Whitney U tests were used in the analysis of
the research data.

Cronbach's alpha (o) coefficient was used to find out the internal consistency reliability of
the scale. The reliability coefficient of the scale was found to be .95. The reliability coefficient
was also calculated for the sub-dimensions of the scale, and it was calculated as .93 for the first
sub-factor, .87 for the second sub-factor and .87 for the third sub-factor.

In order to determine whether the items in the scale showed a normal distribution, skewness
and kurtosis values were examined. Provided that these values are between +2 and -2, it is
accepted that the data are distributed close to normal (George & Mallery, 2003). When the
skewness and kurtosis values of the items of the scale were examined, it was observed that
they did not show a normal distribution because they were outside this range and skewness
was observed in the histogram curves. For this reason, nonparametric tests were used in the
analyzes where the difference was sought. The average scores of primary school teachers in
terms of multicultural teacher competency are given in Table 16.

Table 16. Mean Scores of Primary School Teachers on Multicultural Teacher Competencies Scale

Multicultural Teacher Competencies N X sS
Multicultural Pedagogical Competencies 419 4,38 ,66
Sensitivity to Differences 419 4,52 ,52
Resilience 419 4,55 57
Whole Scale 419 447 ,54

The average scores of the primary school teachers from the scale are shown in Table 16. It
was found out that the teachers had the highest competency rate from the resilience sub-
dimension (X = 4.55), followed by sensitivity to differences (X = 4.52) and multicultural
pedagogical competencies (X = 4.38).
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In the following sections, findings regarding whether the multicultural teacher competencies
of primary school teachers differed in terms of gender, age, professional experience and the
place of employment are presented. Mann-Whitney U test was applied to find out whether the
multicultural teacher competencies of the teachers differed in terms of gender (Table 17).

Table 17. Comparison of Multicultural Teacher Competencies by Gender

MTCS Group n Mean rank Total rank v z p
Multicultural Pedagogical Female 287 222.11 63745.50 15466.50 3.06 .00*
Competencies Male 132 183.67 24244.50

Female 287 219.48 63745.50 16222.50 240 .00*
Sensitivity to Differences

Male 132 189.40 24244.50

Female 287 225.00 62989.50 14636.50 3.91 01*
Resilience

Male 132 177.38 25000.50

Female 287 222.89 63969.00 15243.00 322 .00*
Overall mean

Male 132 181.98 24021.00

As seen in Table 17, multicultural teacher competencies of teachers differed significantly by
gender (U=15243, p=.00<.05). Accordingly, multicultural teacher competencies of women were
significantly higher than of men. Examining the sub-dimensions of the scale, in terms of
multicultural pedagogical competencies (U=15466, p=.00<.05), sensitivity to differences
(U=16222, p=.00<.05) and resilience (U=14636, p=.01<.05), a significant difference in favor of
women was found as well.

Kruskal Wallis test was applied to find out whether multicultural teacher competencies
differed in terms of age. Results of analysis were presented in Table 18.

Table 18. Comparison of Multicultural Teacher Competencies by Age

MTCS Group n Mean rank Chi-square p
25 years and below 19 256.84 3.31 34
Multicultural 26-40 187 207.23
Pedagogical
Competencies 41-59 211 207.86
60 years and above 2 249.50
25 years and below 19 299.34 14.38 .00*
Differences 41-59 211 210.36
60 years and above 2 69.50
25 years and below 19 257.24 7.68 .05
26-40 187 198.03
Resilience
41-59 211 215.24
60 years and above 2 327.50
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Table 18. (Cont.)

25 years and below 19 282.42 733 .06
26-40 187 204.51
Overall mean
41-59 211 208.54
60 years and above 2 189.50

As seen in Table 18, there was no significant difference in multicultural teacher
competencies of teachers (x*=7.33, p=.06>.05) in terms of age. Although there was no
significant age difference in the overall scale, examining the sub-dimensions of the scale, a
significant difference was found in sensitivity to differences in terms of age (x*=14.38,
p=.00<.05). Thus, the teachers in the age group of 25 and below can be said to have higher
multicultural teacher competencies in terms of sensitivity to differences.

The Kruskal Wallis test was applied to find out whether the multicultural teacher
competencies of the teachers differed in terms of professional experience. Test result were
given in Table 19.

Table 19. Comparison of Multicultural Teacher Competencies by Professional Experience

MTCS Group n Mean rank Chi-square p
Multicultural 0-5 years 36 215.94 .28 .96
Ezdnfgg’tge::i'es 5-9 years 34 217.90
10-19 years 201 208.40
20 years and above 148 208.91
Sensitivity to 0-5 years 36 241.67 5.03 16
Differences 5-9 years 34 178.24
10-19 years 201 210.99
20 years and above 148 208.25
Resilience 0-5 years 36 218.32 453 .20
5-9 years 34 198.72
10-19 years 201 199.60
20 years and above 148 224.69
Overall mean 0-5 years 36 229.64 1.39 .70
5-9 years 34 198.59
10-19 years 201 207.18
20 years and above 148 211.67

Table 19 shows no significant difference in multicultural teacher competencies of teachers
in terms of their professional experience (x¥*=1.39, p=.70>.05).

Table 20 includes the data of comparison of multicultural teacher competencies by the
settlements where they work.
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Table 20. Comparison of Multicultural Teacher Competencies by the Settlements Where They Work

MTCS Group n Mean rank Chi-square p
Multicultural Pedagogical Village/town 69 203.64 .94 .62
Competencies County 17 203.67
City center 233 215.06
Sensitivity to Differences Village/town 69 214.58 A7 91
County 117 206.97
City center 233 210.17
Resilience Village/town 69 176.91 7.87 .02*
County 117 207.42
City center 233 221.09
Overall mean Village/town 69 199.32 1.39 49
County 117 204.23
City center 233 216.06

As seen in Table 20, there was no significant difference in overall multicultural teacher
competencies of the teachers in terms of the place of residence (x*=1.39, p=.49>.05). Although
there was no significant difference in terms of the place where teachers worked in general,
studying on the sub-dimensions of the scale, a significant difference was found in terms of
working in the city center in the dimension of resilience (x*=7.87, p=.02<.05). Deriving from the
findings, it can be said that the bigger the size of the settlement place, the higher the scores
of teachers become in the resilience dimension of multicultural professional competencies.

Discussion, Conclusion and Implications

In this study, a scale consisting of 22 items and three factors was developed to determine
the multicultural teacher competencies of primary school teachers. First of all, EFA was applied
on the data collected with the scale draft, and 62.14% of the variance was explained with the
three factors obtained as a result of the EFA. CFA was applied to test the construct validity of
the scale and it was seen that the scale's compliance values were good. In addition, the item-
total correlations of the items in the scale were calculated and it was found out that the
correlation values of each item were .30 and above. The scale was found out to be distinctive
with a 27% lower-upper group comparison. In the correlation analysis performed to determine
the relationship between the factors of the scale, it was concluded that there were significant
relationships, and it could be used holistically. The total reliability coefficient of the scale was
found to be .94. In addition, the reliability coefficient was calculated for each factor individually,
and it was calculated as .93 for the first factor; .85 for the second factor; and .86 for the third
factor. These results revealed the scale to be a reliable one (Cokluk, Sekercioglu & Buyiikozturk,
2010; Tabachnick & Fidell, 2007).
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The scale developed for primary school teachers was prepared in a 5-point Likert type. It
consists of 22 positive items. The Multicultural Teacher Competence Scale consists of three
sub-dimensions as mentioned above. There are nine items in the sub-dimension of
"multicultural pedagogical competences"”, which is one of them. Some of these items are, “I

"nou

prepare activities suitable for the special needs of my students with differences”, "I create my
content considering individual, cultural and identity differences in the classroom”, “I take
special precautions to ensure that my students with cultural differences are as successful as
others” and so on. In the other sub-dimension of the scale, “sensitivity to differences”, there
are 8 items. Examples of these items can be given as follows: "l often include group work in
order to break down prejudices in the classroom”, "I make students with individual, cultural
and identity differences feel comfortable in my classroom”. The last sub-dimension of the scale
is named as “resilience”. The total number of items in this sub-dimension is 5, and it includes
items such as "l try to overcome the difficulties arising from individual, cultural and identity
differences”, "l improve myself to be more helpful to my students with individual, cultural and
identity differences”. In the evaluation of the scale, the total score, the scores of the subscales
and the mean scores can be used. A minimum of 22 and a maximum of 110 points can be
obtained from the total 22 items in the scale. Minimum 9 and maximum 45 points from the
first sub-dimension of the scale can be taken. From the second sub-dimension minimum 8,
and maximum 40 points, and from the third sub-dimension, a minimum of 5 and a maximum
of 25 points can be taken.

When the factor structure is examined through the lens of theory, it is -expectedly- seen
that multicultural pedagogical competencies are at the center of MTCS. What is not expected
is the absence of egalitarian competencies. To be able serve well in multicultural classrooms,
teachers need to be dedicated to social justice, democracy and have anti-oppressionist
attitudes (Babayigit, 2022; Keengwe, 2010; Spiecker & Steutel, 2001; Villegas & Lucas, 2002;
Weinstein et al., 2004). However, during the development of MTCS, many of the items that
aimed to measure the egalitarian competencies did not work except for the items related to
sensitivity towards differences and resilience. Items expressing egalitarian competencies such
as "l do not tolerate discrimination in my classroom" and "l try to create fair education
environments” were observed not to come together to form a factor; therefore, they had to be
removed from the MTCS. As a result, egalitarian competencies were not included in the scale.
This also makes us think that primary school teachers might have felt closer to inclusive
education rather than the concepts emphasized by the multicultural education. Therefore, it
should be noted that MTCS lacks the items measuring democratic, anti-oppressionist and
social justice-oriented attitudes and behaviors. Future researchers who will use MTCS can
adopt supplementary measurement tools to make up for this limitation.

As a result of the study, it was found out that the primary teachers had the highest
competency in the sub-dimension of resilience and had a lower competency in the sub-
dimension of multicultural pedagogical competencies. The reason why teachers got lower
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scores on multicultural pedagogical competencies can be explained with teacher training
programs in Turkey. Many scholars have emphasized that teacher education programs in
Turkey does not prepare teachers to teach in multicultural settings (Babayigit, 2022; Karatas,
2018; Polat & Kilig, 2013). Since teachers were not taught the principles and implications of
multicultural education, their scores on multicultural pedagogical competencies might have
been lower than other factors in MTCS.

Although teachers felt less competent in multicultural pedagogical competencies, the
overall arithmetic mean of teachers’ scores on MTCS showed that they had a proficiency above
the average. Previous quantitative research findings both in teacher population and teacher
candidate population are also in line with this result (Bulut & Basbay, 2014; ismetoglu, 2017;
Karadag & Ozdemir-Ozden, 2020). As it was formerly pointed out by Polat and Kilic (2013),
quantitative research results about multicultural education in Turkey depict a more positive
picture than the qualitative research results. Therefore, it is recommended for future
researchers to dive deeper into this phenomenon by using both qualitative and quantitative
methods simultaneously.

In addition, it was found out that there was a significant difference in the multicultural
teacher competencies of primary teachers in terms of gender. It was observed that the
multicultural teacher competencies of female teachers were higher than the competencies of
male teachers. Former studies on the topic yielded controversial findings regarding gender.
While some of them reported findings in favor of men (Aslan & Kozikoglu, 2017; ismetoglu,
2017; Karadag & Ozdemir-Ozden, 2020), various studies reported higher scores for females
especially in terms of attitudes (Basbay et al., 2013; Frazier-Anderson, 2005; Karadag &
Ozdemir-Ozden, 2020) despite other studies revealing no significant effect of gender (Akin,
2016; Bulut & Basbay, 2014; Marangoz, 2014). The findings of this study support those of
Basbay and others (2013), Frazier-Anderson (2005) and Karadag and Ozdemir-Ozen (2020);
however, more research is needed to clarify the relationship between gender and multicultural
competencies.

A significant difference in the multicultural teacher competencies of primary teachers in
terms of age in the dimension of sensitivity to differences were found (x¥*=14.38, p<0.05).
Accordingly, primary school teachers aged 25 and under can be said to have a higher level of
multicultural teacher competencies in terms of showing acceptance and tolerance to cultural
differences. However, no significant difference in terms of professional experience was
determined. In terms of multicultural skills, ismetoglu (2017) and Frazier-Anderson (2005)
reported that teachers who had less experience in the profession had higher scores. Marangoz
(2014), Ozdemir and Dil (2013) and Kaya and Séylemez (2014) reported that experience level
did not interfere with multicultural competencies and perceptions. Although age and
professional experience are very similar variables that can act together, literature presents
conflicting findings about them. For example, Aslan and Kozikoglu (2017) found out that
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teachers having higher levels of experience had more positive attitudes about multicultural
education while Bulut and Basbay (2014) reported the exact opposite. Unfortunately, the
findings of this study are not adequate to answer why these variables act in different ways than
similar. Therefore, future researchers are advised to investigate this problem.

There was no significant difference in the multicultural teacher competencies of primary
school teachers in terms of the place of residence they worked. However, when the sub-
dimensions of the scale were studied on, a significant difference was found in the dimension
of resilience for the teachers working in the city center. Accordingly, it can be said that the
primary school teachers working in the city centers have more resilience when it comes to solve
the problems that stem from the diversity of the students and to make up for the limited
resources for learning in the school or environment. In addition, teachers showed less resilience
as the settlement got smaller. Teachers working in remote areas might feel helpless and refrain
from asking help from colleagues or other sources since there are not enough of them available
(Akdag, 2014). For this reason, it is recommended that more professional support should be
provided for teachers who work in smaller settlements and disadvantaged areas. This support
can be made available by forming face-to-face teacher groups working in closer areas and by
providing online materials, resources and teacher support groups.

In conclusion, a valid and reliable scale called ‘Multicultural Teacher Competencies Scale’
was developed and used to examine primary teachers' MTC. Having three factors (multicultural
pedagogical competencies, sensitivity to differences and resilience), MTCS can be used to
measure teachers MTC and can help needs assessment studies required for multicultural
teacher training. Although MTCS is a valid and reliable scale, that it can be improved in a way
to deepen its content validity with the endeavors of future researchers.
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Sinif Ogretmenlerine Yonelik Cokkiiltiirlii Ogretmen Yeterlikleri Olcegi:

Gelistirme ve Uygulama Calismasi
Giris

Bu calismada 6zellikle ¢cocuklarin bilissel ve duyussal gelisiminde belirleyici role sahip olan
sinif 6gretmenlerinin cokkultirli 6gretmen yeterliklerinin belirlenmesi amaciyla bir 6lcek
gelistirilmesi amaclanmistir. Alanyazin incelendiginde Turkiye baglaminda sinif 6gretmenleri
dzelinde gelistirilmis bir cokkiiltirli yeterlik dlceginin olmadigi belirlenmistir. Ote yandan,
gelistirilen veya uyarlanan 6lceklerde hem esitlikci hem de cokkdiltirli pedagojik yeterliklere
yer verilmedigi gorilmustir. Bu nedenle gelistirilecek olan dl¢egin, 6grencilerin algilarinin ve
bakis acilarinin sekillendiriimesinde 6nemli roli olan sinif 6gretmenlerinin  ¢okkultirli
ogretmen yeterliklerinin belirlenmesi icin dnemli bir 6lgme araci olacagr distinilmektedir. Bu
gereksinimden hareketle bu calismada temel olarak sinif 6gretmenlerinin ¢cokkultirlt 6gretmen
yeterliklerini 6lcebilecek gecerli ve giivenilir bir 6lcme araci gelistirmek ve sinif 6gretmenlerinin

cokkultirli 6gretmen yeterliklerini incelemek amaclanmistir. Gelistirilen 6lcegin uygulanmasi
ile de asagidaki alt sorulara yanit aranmistir:

1. Sinif 6gretmenlerinin cokkultirli 6gretmen yeterlik dlizeyleri nedir?

2. Sinif 6gretmenlerinin cokkultirli 6gretmen yeterlik dlizeyleri cinsiyete, yasa, kideme ve
cahstiklar yere gore farklilasmakta midir?

Yontem

Sinif 6gretmenlerinin cokkiltirli 6gretmen yeterliklerinin belirlenebilmesi icin bir dlcek
gelistiriimesi ve gelistirilen bu 0lgek ile sinif 6gretmenlerinin  ¢okkiltirli  6gretmen
yeterliklerinin belirlenmesi amacini tasiyan bu calismada nicel arastirma yontemlerinden tarama
modeli kullaniimistir.

Bu arastirmada Ug farkli katiimci grubu ile calisiimistir. Birinci gruptan toplanan veriler ile
acimlayici faktor analizi (AFA), ikinci gruptan toplanan veriler ile dogrulayici faktor analizi (DFA)
yapilmis; Gclinct gruptan toplanan veriler ile de sinif 6gretmenlerinin ¢okkultirli yeterlikleri
belirlenmeye calisiimistir. Calismanin tim katilimcilarinin belirlenmesinde uygun &rnekleme
tekniginden yararlanilmistir. AFA calismasina 40 farkli ilden 336 sinif 6gretmeni katilmistir.
Orneklemde en fazla yer alan iller istanbul, izmir, Eskisehir, Gaziantep, Sivas ve Manisa’dir. DFA
calismasinda cogunlugu Eskisehir olmak Uzere 42 farkli ilde galisan 349 6gretmenden veri
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toplanmistir. Sinif 6gretmenlerinin gokkultlrlli egitim yeterliklerinin belirlenmesi asamasinda
da farkli illerde gorev yapan 419 6gretmene ulasiimistir.

Bu arastirmanin verileri (ic asamada toplanmistir. Birinci asamada AFA igin, ikinci asamada
DFA icin, 3. asamada da sinif dgretmenlerinin cokkaltirli 6gretmen yeterliklerinin belirlenmesi
icin farkh katilimci gruplarindan veriler Google Forms araciligiyla olusturulan linkler yardimiyla
toplanmistir. Bu asamalarin her birinde yeniden dizenlenen 6lgek; Tirkiye'nin cesitli
bolgelerinde gorev yapmakta olan sinif dgretmenlerinin doldurmalari amaciyla COVID-19
salgini nedeniyle online olarak sosyal medya ortamlari (Whatsapp, Facebook gibi), 6gretmen
gruplan gibi farkli ortamlarda paylasiimistir.

Olcek gelistirme siirecinde madde havuzu olusturma, kapsam ve gériinis gecerliligini
saptama, uygulama, yapi gecerliligini saglama ve glvenirlik katsayisi hesaplama asamalarini
iceren Olgek gelistirme sureci izlenmistir. Bu stirecte AFA ve DFA analizleri gerceklestirilmistir.
Ardindan, glvenirlik icin Cronbach alfa glvenirlik katsayisi hesaplanmistir. Ayirt edicilik igin
madde korelasyon degerleri ile %27'lik alt ve Ust gruplar arasinda iliskisiz 6rneklemler t testi
yapilmistir. Olcegin faktérleri arasindaki iliski durumu da korelasyon analizi ile ortaya
konulmaya calisilmistir. Sinif 6gretmenlerinin ¢okkultirli 6gretmen yeterliklerinin belirlenmesi
amaciyla Mann Whitney U ve Kruskal Wallis testlerinden yararlaniimistir.

Bulgular

Bu calismada sinif 6gretmenlerinin cokkultirli 6gretmen yeterliklerini belirlemek amaciyla
22 maddeden olusan bir 6l¢ek gelistirilmistir. Uygulanan AFA ¢alismasi sonucunda 6lgegin Ug
faktorden olustugu ve toplam varyansin %62.10'nu agikladigi belirlenmistir. Birinci faktor 9;
ikinci faktor 8; Gclnci faktor ise 5 maddeden olusmustur. Belirlenen U¢ faktor ile DFA calismasi
gerceklestirilen Olcegin uyum iyiligi degerleri incelenmis ve gergeklestirilen modifikasyon
sonrasi uyum iyiligi gostergelerinin (df = 203; NC=2.09; GFl= .90; AGFI= .87; CFl= .96; RMSEA=
.06, IFI= .96, NFI=.93) genel olarak kabul edilebilir diizey ile mikemmel diizey arasinda oldugu
bulunmustur.

Gelistirilen Cokkdiltiirli Ogretmen Yeterlikleri Olcegi'nin (COYO) ic tutarllik givenirligini
incelemek icin Cronbach alfa (o) katsayisi kullanilmistir. Buna gére dlcegin toplam givenirlik
katsayisi .94; birinci faktor icin .93, ikinci faktor igin .85 ve Uglncl faktor icin .86 olarak
hesaplanmistir. Bu sonuglar 6lgegin guivenilir bir 6lgek oldugunu ortaya koymustur (Cokluk vd.,
2010). Olgegin 6lgme gliciniin sinanmasi icin %27'lik alt ve Gst grup puanlar bagimsiz
orneklemler t testi kullanilarak karsilastinlmistir. Olcegin hem toplam puaninda hem de alt
boyutlarina ait toplam puanlarda anlamli farklilik cikmis ve 6lgegin tim maddelerinin ayirt edici
oldugu belirlenmistir (1. Faktor t= 22.38; 2. Faktor t= 22.57; 3. Faktor t=19.37; Genel ortalama
t = 25.10; P<0.01). Olcegin alt faktorleri ile dlcegin timi arasindaki korelasyon degerleri
incelendiginde de tim alt faktorler ve Olcegin timi arasinda pozitif yonde anlamli bir iligki
oldugu belirlenmistir (r= .649-.949).

Sinif  6gretmenlerinin  gokkiltlrli  6gretmen yeterliklerinin  belirlenmesi asamasinda
dgretmenlerin en fazla yilmazlik alt boyutuna iliskin (X = 4.55) 6zyeterlige sahip oldugu, bunu
farkhliklara duyarhlik (X = 4.52) yeterlikleri ve cokkiiltiirlii pedagojik yeterliklerin (X = 4.38)
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izledigi belirlenmistir. Cokklltirli 6gretmen yeterliklerinin cinsiyete gore kadinlar Iehine
anlaml olarak farklilastigi (U=15243, p=,00<,05); 6gretmenlerin yaslarina gére sadece
farklilklara duyarlik alt boyutunda anlamli farklilk oldugu (x*=14,386, p<0.05); yilmazlik alt
boyutunda da calisilan ile gére farklilasmanin oldugu belirlenirken (x*=7,870, p=.02<.05);
mesleki deneyimler baglaminda anlamli bir farklilik bulunamamustir (x*=1,398, p=.70>.05).

Tartisma, Sonuc ve Oneriler

Yapilan tim analizler sonucunda 6lgegin gegerli ve guvenilir bir 6lgme araci oldugu
soylenebilir. Gelistirilen 6lgek 5°'li Likert turinde hazirlanmis ve 22 olumlu maddeden
olusmustur. COYO, (c alt boyuttan olusmaktadir. Bunlardan biri olan “cokkiiltiirlii pedagojik
yeterlikler” alt boyutunda 9 madde yer almaktadir. Olcegin diger alt boyutu olan “farkhliklara
duyarlilik"ta ise 8 madde yer almaktadir. Olcegin son alt boyutu ise “yilmazlik” olarak
adlandirilmistir. Bu alt boyutta toplam madde sayisi 5'tir. Olcekte yer alan toplam 22 maddeden
en az 22, en ¢ok 110 puan alinabilmektedir.

Faktor yapisi teori merceginden incelendiginde cokkiltirli pedagojik yeterliklerin
COYO'niin merkezinde oldugu gériilmektedir. Fakat, cokkdiltiirlii pedagojik yeterliklerin aksine
esitlikci yeterlikler COYO kapsaminda yeterince yer alamamistir. “Sinifimda ayrimciliga
tahammil etmem.” ve "Adil egitim ortamlar olusturmaya calisirm.” gibi esitlik¢i yeterlikleri
ifade eden maddelerin bir araya gelerek faktdr olusturmadigr gorilmis ve bu nedenle de
Olcekten cikarilmistir. Bu da sinif 6gretmenlerinin  cokkdlttrld  egitimin  vurguladigi
kavramlardan ziyade kapsayici egitime daha yakin hissettiklerini distindirmektedir. Bu
nedenle, COYO'niin demokratik, baski karsiti ve sosyal adalet odakl tutum ve davranislari dlcen
maddelerden kismen yoksun oldugunu belirtmek gerekir. COYQ'yii kullanacak olan gelecekteki
arastirmacilar, bu sinirhiligin tstesinden gelmek icin ek dl¢ciim aracglar kullanabilir.

Ogretmenlerin COYO puanlarinin genel aritmetik ortalamasi, ortalamanin (izerinde bir
yeterlige sahip olduklarini géstermistir. Polat ve Kili¢ (2013) tarafindan daha once belirtildigi
gibi, Turkiye'de c¢okkulttrli egitime iliskin nicel arastirma sonuglar, nitel arastirma
sonuglarindan daha olumlu bir tablo ortaya koymaktadir. Bu nedenle, gelecekteki
arastirmacilarin hem nitel hem de nicel yontemleri ayni anda kullanarak bu olguyu daha
derinlemesine incelemeleri dnerilir.

Sinif 6gretmenlerinin cokkulturli 6gretmen yeterliklerinde cinsiyete gore anlamli bir farkhihk
oldugu tespit edilmis, kadinlarin erkeklerden daha ylksek duzeyde farkliliklara duyarlilik
gosterdigi belirlenmistir. Bu bulgu Basbay ve dig. (2013), Frazier-Anderson (2005) ve Karadag
ve Ozdemir-Ozen (2020)'in bulgulariyla drtismektedir; ancak cinsiyet ve cokkdiltiirli yeterlikler
arasindaki iliskiyi netlestirmek icin daha fazla arastirmaya ihtiyac vardir. Ayrica, 25 yas ve
altindaki sinif 6gretmenlerinin kaltarel farkliliklari kabul etme agisindan daha yiksek puanlar
aldigi gorilmdistir. Ancak mesleki deneyim agisindan anlamli bir farkliiga rastlanilamamustir.
Son olarak, il merkezinde gorev yapan 6gretmenlerin yilmazlik puanlarinin daha yiksek oldugu,
yerlesim kiictldikce 6gretmenlerin daha az dayaniklilik gésterdikleri belirlenmistir. Bu nedenle
daha kiclk yerlesim yerlerinde ve dezavantajli bolgelerde gorev yapan 6gretmenlere daha
fazla mesleki destek verilmesi 6nerilmektedir.
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