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ABSTRACT

THE JOURNEY OF EARLY CHILDHOOD TEACHERS WORKING WITH
REFUGEE CHILDREN: THEIR EXPERIENCES, STRENGTHS, AND NEEDS

ISIKCI, G6zdenur
Ph.D., The Department of Elementary and Early Childhood Education, Early
Childhood Education
Supervisor: Assoc. Prof. Dr. Hasibe Ozlen DEMIRCAN
Co-supervisor: Assoc. Prof. Dr. Elif KARSLI CALAMAK

June 2024, 346 pages

The present study aims to investigate the journey of early childhood teachers
working with refugee children regarding their experiences, strengths and needs over
the years. Besides, this study investigates the perceptions of educators regarding
Culturally Responsive Teaching (CRT). Employing a phenomenological research
approach, qualitative data was collected from 14 early childhood teachers. These
teachers are actively engaged in the field, working with refugee children for a
minimum of three years, and at least one refugee child is present in their classroom.
The research methodology involves a Three-Interview Series. During the first
interview, a semi-structured format is employed to elicit essential demographic and
background information from the participants. In the second interview, metaphor
cards were utilized to understand teachers’ experiences, strengths and needs over the
year. The third interview was conducted via Educational Journey Mapping as a data
collection tool to summarize the process. After coding the data inductively, the
findings revealed six major themes explaining teachers’ experiences. These themes

are Teachers’ Cultural Competency, Cultural Diversity in Curriculum,
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Communication Process with Refugee Children, Building Partnership with Refugee
Parents, Relationship Between Local and Refugee Children and Professional
Competencies and Development. To explain teachers’ needs and strengths, two
themes were identified: Teachers’ Strengths Over the Years and Teachers’ Needs
Over the Years. Under each theme, teachers’ previous and current experiences,
strengths and needs and the change in these aspects were identified. Finally, two
themes emerged to identify teachers’ perceptions of CRT: Teachers’ Initial
Perceptions of Culturally Responsive Teaching and Last Perceptions of Culturally
Responsive Teaching. The study yielded a few implications for teachers, teacher
education programs, and policymakers.

Keywords: Preschool Teachers’ Experiences, Preschool Teachers’ Strengths,
Preschool Teachers’ Needs, Culturally Responsive Teaching, Education of Refugee
Children



0z

MULTECI COCUKLARLA CALISAN OKUL ONCESi OGRETMENLERININ
YOLCULUGU: DENEYIMLERI, GUCLU YONLERI VE IHTIYACLARI

ISIKCI, G6zdenur
Doktora, Temel Egitim, Okul Oncesi Egitimi Béliimii
Tez Yoneticisi: Dog. Dr. Hasibe Ozlen DEMIRCAN
Ortak Tez Yoneticisi: Dog. Dr. Elif KARSLI CALAMAK

Haziran 2024, 346 sayfa

Bu caligmanin amaci, miilteci ¢ocuklarla ¢alisan okul dncesi 6gretmenlerinin yillar
icindeki deneyimlerini, giiglii yonlerini ve ihtiyaglarimi incelemektir. Ayrica,
ogretmenlerin  Kiiltire Duyarli Ogretime iliskin algilar1 da  incelenmistir.
Fenomenolojik ¢aligma kullanilmis ve nitel veriler 14 erken cocukluk 6gretmeninden
Uclii Gériisme Serisi araciligiyla toplanmistir. Katilimeilar, en az ii¢ yildir miilteci
¢ocuklarla ¢alisan ve simifinda en az bir miilteci ¢ocuk bulunan okul 6ncesi
ogretmenlerinden olugmaktadir. 11k gériismede, katilimcilarin demografik bilgilerini
anlamak igin yar1 yapilandirilmig gériisme yontemi kullanilmustir. Ikinci gériismede
ogretmenlerin yillar i¢indeki deneyimlerini, giiclii yonlerini ve ihtiyaclarini anlamak
i¢in metafor kartlar1 kullanilmistir. Uciincii goriismede ise siireci 6zetlemek igin veri
toplama aract olarak “Egitim Yolculugu Haritalamasi” kullamilmistir. Veriler
tiimevarimsal olarak kodlanmistir. Bulgular, 6gretmenlerin deneyimlerini agiklayan
alt1 ana temayi ortaya ¢ikarmistir. Bu temalar; Ogretmenlerin Kiiltiirel Yeterliligi,
Miifredatta  Kiiltiirel ~Cegitlilik, Miilteci Cocuklarla Iletisim Siireci, Miilteci
Ebeveynlerle Ortaklik Kurma, Yerel ve Miilteci Cocuklar Arasindaki Iliski ve
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Mesleki Yeterlilikler ve Gelisimdir. Ogretmenlerin ihtiyaglarmi ve giiglii yonlerini
aciklamak icin ise iki tema belirlenmistir: Ogretmenlerin Yillar Boyunca Giiglii
Yonleri ve Ogretmenlerin  Yillar Boyunca Ihtiyaclari. Her tema altinda,
Ogretmenlerin Onceki ve mevcut deneyimleri, giiclii yonleri ve ihtiyaglar1 ile bu
yonlerdeki degisim ele almmistir. Son olarak, Ogretmenlerin Kiiltiire Duyarli
Ogretime iliskin algilarii belirlemek icin Ogretmenlerin Kiiltiire Duyarl Ogretime
liskin Ik Algilar: ve Kiiltiire Duyarli Ogretime Iliskin Son Algilar: olmak iizere iki
tema ortaya ¢cikmistir. Calisma sonunda 6gretmenler, 6gretmen egitimi programlari

ve politikacilar i¢in baz1 6neriler sunulmustur.
Anahtar Kelimeler: Okul Oncesi Ogretmenlerinin Deneyimleri, Okul Oncesi

Ogretmenlerinin Giiglii Yénleri, Okul Oncesi Ogretmenlerinin Ihtiyaglari, Kiiltiire

Duyarli Ogretim, Miilteci Cocuklarm Egitimi
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CHAPTER 1

INTRODUCTION

In the contemporary era, phenomena such as fears of persecution, globalization,
employment opportunities, geopolitical conflicts, and warfare have catalyzed
significant migration flows across international borders (Dubey & Mallah, 2015). As
conceptualized by Kok (1999), migration entails the crossing of geographical
boundaries for resettlement; or alternatively, the permanent relocation of individuals
or communities to new locales. Lee (1966) also argues that migration refers to
permanent or semipermanent residence relocation. Turkish Language Association
Dictionary defines migration as “the movement of individuals or communities from
one country to another country, from one settlement to another settlement for
economic, social and political reasons.” Migration has long been recognized as a
significant economic and social phenomenon, shaping human history across the
globe (Massey et al., 1993). It is driven by a confluence of economic, social, and
political factors, compelling communities to relocate in pursuit of improved living

conditions or in response to societal and political strife (Barisik, 2020).

In the literature, there are many categories or types of migrations depending on their
legal status, duration, or borders. For example, migration can happen inside or
outside the borders of the country of origin. While internal migration refers to
individuals’ changing their living environment within the borders of a country for
more than one year, individuals move to another country to change their living
environment in external migration (Kirdar & Saragoglu, 2012). On the other hand,
types of migration, whether legal or not, are also defined by policies. These types of
migration are listed as legal/regular, unauthorized/irregular, and refugee migrations.
According to Law No. 6458 on Foreigners and International Protection enacted by
Tiirkiye, legal migration refers to the foreigners’ legal entry into, stay in and exit

from Tirkiye. On the other hand, unauthorized migration is accepted as the
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foreigners’ illegal entry into, stay in, and exit from Tirkiye and their unauthorized
work in Tirkiye. The third type of migration is refugee migration. In daily
conversations, the refugee concept is used to identify individuals who run away from
conflicts, wars, natural disaster, or food shortage in their country of origin (Barisik,
2020). Indeed, refugees are the ones who are exposed to forced migration due to
specific and real fear and whose lives are under threat in their own country. In this
regard, refugee migration is the movement of individuals or small groups who
experience conflict with the country's political figures or authority into another
country (Barisik, 2020). Refugee migrations are among the factors that make the
social structure increasingly multicultural. This multicultural structure affects many
areas, from education to health, from policy practices to demographic structure.
Therefore, this study focuses on teachers’ journey in terms of their experiences,

strengths and needs while working with refugee children® in the Turkish context.

Throughout its history, it can be stated that Tiirkiye has been one of the hosting
countries for migrants and refugees for decades due to its geopolitical position
(Akyildiz, 2022). Akyildiz (2022) argued that both internal and external migrations
have shaped the demographic characteristics of Tiirkiye. For example, Tiirkiye has
eight neighboring countries. It means that any migration wave in neighboring
countries has potential to make Tiirkiye a transit and destination country. Examples
of this potential in the history of migration are the Tiirkiye-Greece exchange
migration, migration from the Balkans, forced migration movements from Germany,
migrants from Iraq and Iran for political reasons, and finally migration movements
from Syria and Afghanistan (Akyildiz, 2022). Specifically, migration waves from
Syria since 2011 have been evaluated as the most common problem of the last
decades (Keskin & Yanarisik, 2021).

In 2011, an internal conflict has broken out in Syria. Soon after, this conflict turned
into war and resulted in the migration of thousands of Syrians into Tiirkiye. Tiirkiye
adopted an “open door policy” for the Syrian people. It means that Tiirkiye
prioritized humanitarian values and accepted everyone who reached the border in the

first years of the crisis (Bayir & Aksu, 2020). Both this policy and the geopolitical

! In the current study, refugee children refers to children under temporary protection in Turkey.
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position of Tiirkiye made it a transit and destination country for Syrian and other
migrants and refugees. Today, in 2024, there are more than three million foreigners
who came from Syria, Afghanistan, and other countries living in Tirkiye for
migration purposes. This number includes Syrians under temporary protection, those
with a residence permit and those under international protection. In terms of regular
immigration, in the official statement made by Turkish Minister of Internal Affairs
Ali Yerlikaya on December 5, 2023, regular immigration data was expressed as

follows:

"The number of Syrians under temporary protection: 3 million 237 thousand
585. Those staying with a residence permit: 1 million 113 thousand 761.
Those staying under international protection are 262 thousand 638. In other
words, there are a total of 4 million 613 thousand 984 regular immigrants in
our country."

On the other hand, according to data from the Presidency of Migration Management,
as of February 22, 2024, the number of foreigners in our country with a residence
permit is 1,114,307. Of these, 79,854 are Syrian and 42,103 are Afghan nationals,
while the others are citizens of countries such as Russia, Azerbaijan, and
Turkmenistan. When we consider this high number of migrants and refugees,
Tirkiye has been facing social transformation in every field of society (Akin &
Bozbas, 2020). Specifically, in recent decade, the biggest wave of migration has been
from Syria to Tirkiye. Therefore, social, and cultural structure have been

diversifying due to this wave.

In the first place, Syrian refugees were accepted as guests. Disaster and Emergency
Management Presidency (AFAD) was assigned to manage, coordinate, and organize
shelter centers in border cities of Tiirkiye for the accommodation of refugees in
2011. To identify acceptance guidance of refugees, the “Directive on the Acceptance
and Accommaodation of Syrian Arab Republic Citizens Arriving to Tiirkiye for Mass
Asylum Purposes and Stateless Individuals Residing in the Syrian Arab Republic”
was released in 2012. Afterwards, the Law on Foreigners, and International
Protection (YUKK) was issued in 2013 and the Presidency of Migration

Management was established. In later years, it was generally accepted that Syrian



refugees have become permanent in the country (Akin & Bozbas, 2020). This
situation requires rearranging policies and regulations in society for the adaptation
and integration of refugees. These regulations also arose from the needs of refugees
coming to our country. Even though basic needs such as shelter and nutrition come
first, it has become imperative to meet the educational needs of refugee children who
are considered not to be guests in our country. For this reason, it is accepted that the
most important of the policies developed in this sense is in the field of education
(Giinek, 2020).

1.1. Migration and Education

Education serves as a potent means to facilitate refugee children’s adaptation process
in a new cultural environment when it fosters equality and inclusivity. According to
the Presidency of Migration Management, the majority of Syrian immigrant children
are school-age children. Some of these refugee children might attend school with
their past traumas and disadvantages. Therefore, the school environment should be
accepted as a place that heals traumas and builds trust (Charles & Denman, 2013).
The schooling of refugee children also prevents lost generations (Gencer, 2017).
Besides, some refugee children might experience problems while adapting to a new
language, society, and culture. Education helps refugee children cope with their
traumas and adapt to the host country’s society (Kaya, 2019). In this regard, Tiirkiye
made some regulations for the education of refugee children. First of all, education
was provided by humanitarian organizations between 2011-2013. In 2013, the
Ministry of National Education (MoNE) enacted Education and Training Services for
Foreigners and Temporary Education Centers (TECs) were established. The main
aim of these centers was to prevent the loss of the years in terms of education when
refugees return to their own countries. After releasing Law N0.6458 on Foreigners
and International Protection, international students had a right to enroll in their new
schools after recognition procedures in accordance with their diplomas and
education. In 2016, the integration process of refugees into the school context
became the main issue to cope with prejudice and discrimination. The Project for
Integrating Syrian Children into the Turkish Education System (PICTES) was started

to support refugee children’s access to education and enhance their adaptation and
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integration process. Finally, TECs were shut down by a decision made in an official
notice titled “Foreign Students” (MoNE, 2017). All these regulations, policies and
notices are important to meet the educational needs of refugee children. It also
resulted in increasing refugee children in the classroom environment. Therefore, it
became inevitable to consider teachers as one of the critical stakeholders in the
education of refugee children.

The United Nations High Commissioner for Refugees (UNHCR) Global Education
Strategy stressed that teachers are more important than other factors in the teaching
and learning process. Besides, the increasing number of refugee children in the
classroom has expanded the roles and responsibilities of teachers in Tiirkiye (Demir-
Basaran, 2021). Teachers have been expected to provide continuity and normality by
meeting refugee children’s physical, social and cognitive needs (Kirk & Winthrop,
2007). According to Szente et al. (2006), one of the crucial responsibilities of
teachers has become to help refugee children cope with their traumas and build
healthy teacher-child relationships. On the other hand, teachers are required to work
with refugee parents to build a sense of trust (Manonye, 2012). Finally, the role of
teachers has been changed to support the healing and integration process of refugee
children. All these responsibilities and roles yielded the idea that teachers’
relationships and interactions with refugee children are as important as educational

policies.

These new roles and responsibilities also led to new teaching experiences with
refugee children and families and changed classroom dynamics for teachers.
Conducted studies yielded that teachers’ new experiences are related to their
instructional techniques for diverse groups and their communication process with
refugee children. To begin with the communication process, I¢duygu and Simsek
(2016) stated that the most challenging experiences of teachers are derived from the
language barrier which creates problems in the teaching and learning process. In
Giinek’s (2020) study conducted with preschool teachers, participants stated that
communication-related problems prevented them from implementing the preschool
education curriculum. Ozorug and Dikici-Sigirtmag (2022) also investigate preschool

teachers’ challenges in working with refugee children. Their study concluded that the
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language barrier is the major problem teachers face when teaching refugee children.
These challenging experiences forced teachers to find new solutions, methods, and
techniques to overcome the language barrier. For example, some teachers used body
language or translation programs to communicate with refugee children (Ozoru¢ &
Dikici-Sigirtmag, 2022) while some teachers got support from bilingual school staff
or students (Ozer-Aytekin & Sénmez-Ektem, 2019).

Secondly, teachers had to adapt their instructional techniques to meet the educational
needs of refugee children. They had to adjust their education programs and teaching
techniques for children’s adaptation and language learning. For example, preschool
teachers more often used play-based activities and songs to enhance refugee
children’s Turkish comprehension (Yanik-Ozger & Akansel, 2019). Besides, some
teachers designed culturally reflexive strategies to empower refugee children
(Lunneblad, 2017) while other teachers used read-aloud activities to promote peer
connection between refugee and local children (Rizzuto & Steiner, 2022). These
studies show teachers' experiences dealing with the special challenges and needs that
refugee students bring to school. These new experiences created new challenges for
teachers.

Another new experience of teachers is related to refugee families. Teachers' work
with refugee families has different dynamics compared to their work with local
families. Most refugee families have limited or no knowledge of the language of the
country of residence. According to Kovacevic et al. (2018), the process of refugee
families adapting to the country's new environment, culture, and laws brings some
confusion. Even if refugee families want to support their children's education and
communicate with the teacher, they face language barriers or do not know how to
establish cooperation (Kovacevic et al., 2018). In this situation, teachers acquire new
experiences with refugee parents. First of all, they must find new ways to build
partnerships with refugee families in this context. According to Gay (2002), this
partnership between teachers and refugee parents affects children’s academic
achievement. It is also associated with refugee children’s social and emotional
development (Henderson & Mapp, 2002). Secondly, refugee families’ funds of

knowledge plays a critical role in building partnership between two stakeholders.
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According to Hedges (2007), funds of knowledge constitutes informal learning
chances for children. It includes information, skills, knowledge, strategies, way of
thinking and learning related to families’ household. Besides, cultural characteristics
such as language, traditions, customs, and value of education construct families’
unique funds of knowledge (Riojas-Cortez, 2001). Hedges (2007) emphasized that
teachers should evaluate funds of knowledge as a framework to be able to focus on
children’s interest in daily activities. These interests are formed in children’s families
and cultures (Hedges et al., 2010). Besides, funds of knowledge provides curriculum
opportunities for children by organizing learning opportunities around their interest
and culture (Moll et al., 1992). Therefore, for the integration and education of
refugee children, it is not enough to focus only on teachers' experiences with these
children. Teachers' new experiences with refugee families and how teachers utilize

families’ funds of knowledge should be emphasized.

Thirdly, as classroom structures have become multicultural, re-examining
educational pedagogies and teacher education programs have become necessary
(Alberton-Gunn et al., 2015). Therefore, teachers have encountered new educational
programs and pedagogies that can integrate the culture of refugee children in parallel
with developmentally appropriate practices. Because child-centered preschool
education programs require that the teaching process does not refer to only providing
knowledge to children with various instructional methods but also considering the
whole child and his/her family with their socio-cultural backgrounds. In this sense,
Culturally Responsive Teaching (CRT) is a pedagogical approach that makes the
learning process of diverse students more meaningful and effective when teachers
integrate children’s cultural references and life experiences into education (Gay,
2010). It is a child-centered approach, and teachers are expected to use cultural
references by considering children’s funds of knowledge and home-environment
(Ladson-Billings, 1995). Children can empower their characteristics, power,
attitudes, and capabilities when teachers implement culturally responsive teaching
practices. For teachers to implement culturally responsive practices, their perceptions
towards CRT plays a role. Perception is defined as being aware of, understanding or
knowing something (Davis, 2022). According to Grant (2023), teachers perceptions

regarding CRT are highly critical to stimulate their culturally responsive practices. In
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addition, teachers’ perceptions of CRT have potential to influence their teaching
strategies while working with diverse groups (Matthews & Lopez, 2019). For
example, in a study by Bonner et al. (2018), it was concluded that teachers with
positive perceptions of CRT positively affected their students’ learning outcomes.
Davis (2022) argues that this situation might have resulted from the fact that when
teachers have positive perceptions of CRT, they can comprehend insufficient parts of
instruction and curriculum which are not culturally responsive. Therefore, while
focusing on teachers' new experiences in the last decades, it is also important to take
into account their perceptions of CRT because these perceptions are related to CRT
practices that can make the learning process effective for teachers and refugee

children.

These new roles and expectations of teachers have led to new needs for teachers in
many refugee-hosting countries. While the education of refugee children is a new
challenge for teachers in the Turkish context due to the ongoing influx of refugees
since 2011, it is also a global issue. For example, a study conducted in the United
Kingdom yielded that teachers who have not faced refugee children before needed
knowledge and skills in this sense (Richardson et al., 2018). Besides, in another
study conducted in the United Arab Emirates, Jalbout and Bullard (2021) stressed
that training teachers in the refugee context requires practical and theoretical
attention. However, according to Richardson et al. (2018), only a few countries put
the training of teachers on their agenda. Conducted studies on the needs of teachers
in working with refugee children yielded those teachers needed education about
refugee children’s cultural and social background (Mogli et al.,, 2020) and
multicultural experiences during preservice years (Tams & Ozgiin, 2022; Leavy,
2005). On the other hand, as mentioned before, language is still the main problem for
teachers therefore teachers explained their needs for a bilingual assistant teacher
(Shriberg et al., 2010), and new language training in preservice programs (Ozel &
Erdur-Baker, 2023).

1.2. Problem Statement

Although teachers in Tiirkiye have been acquiring new experiences such as teaching

refugee children and working with refugee parents since 2011 and there has been a
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growing number of refugees in classrooms, it seems that policies in most of the
hosting countries are not sufficient to provide quality in-service and pre-service
training and support system for teachers for many years before the start of the
conflict in Syria (Mcbrien, 2005). Instead, teachers had to learn from their personal
experiences with refugee children and parents (Mcbrien, 2005). Specifically, in the
Turkish context, this has been on the agenda since 2011. Especially after enacting
Law No0.6458 on Foreigners and International Protection, refugee children started to
enroll in public schools to be trained with their local friends. Therefore, teachers
began to encounter refugee children in their classrooms every year. This situation
provides them with continuous experience each year. According to Beard and Wilson
(2013), learning and experience are not separated from each other. This means that
each experience teachers gain every year contributes to their teaching practices with
refugee children and families. For example, preschool teachers narrated that their
past experiences changed their intercultural sensitivity throughout the year
(Strekaloca-Hughesa & Wangb, 2017). So, it can be evaluated that this situation led
teachers to find themselves on a journey of education for refugee children.
According to Kottler and Kottler (2012), teachers’ journey refers to their continuous
learning process, not just acquiring knowledge in their subject area or grade level but
acquiring the necessary knowledge and skills to become more professional. It was
also stressed that in teachers’ journeys, teachers make developmental progressions
because they gain even a little bit of skills, knowledge, and experiences, but they also
encounter many challenges to overcome. In addition, based on Dewey’s theory of the
experiential continuum (Dewey, 1938), teachers learn from their previous

experiences and shaped their future experiences.

1.3. Purpose of the Study

The present study aims to investigate the journey of early childhood teachers in
terms of their experiences, strengths, and needs while working with refugee children
throughout the years. As the second purpose, this study investigates teachers'
perceptions about Culturally Responsive Teaching. Within the context of this study,
the journey represents a process that shows how teachers navigate through all the

positive and negative experiences while working with refugee children and families,
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and how their strengths and needs were shaped throughout the years accordingly.
The current study accepts teaching experience as teachers’ practices while working
with refugee children and their parents. Participant teachers were expected to convey
their experiences, strengths, and needs; therefore, teachers who had at least three
years or more of experience were selected for the scope of this study. To reach the
purpose of this study, the following research questions were investigated:

1. How do early childhood teachers describe their teaching experiences?
with refugee children?
a. What are the previous teaching experiences of preschool teachers who
have experience in working with refugee children?
b. What are the current teaching experiences of preschool teachers who
have experience in working with refugee children?
c. If there is change, in what ways have teachers' teaching practices
changed?
2. How do early childhood teachers describe their strengths and needs in
working with refugee children?
a. What are the previous strengths and needs of preschool teachers who
have experience in working with refugee children?
b. What are the current strengths and needs of preschool teachers who
have experience in working with refugee children?
c. If there is change, in what ways have teachers' strengths and needs
changed?
3. What are the perceptions of teachers who have experience in working with

refugee children about culturally responsive teaching?
1.4. Significance of the Study
Refugee children are a part of the education system at all levels of education, from

preschool to high school. This situation has made teachers, the other stakeholders of
education, the focal point of the studies. In this regard, the current study is designed

? For the current study, experiences of teachers cover teachers’ practices while teaching refugee
children and working with refugee parents.
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to investigate the journey of early childhood teachers in terms of their experiences,
strengths, and needs while working with refugee children throughout the years. This

study has some significance for the literature.

First of all, numerous studies have demonstrated the teachers’ experiences in the
education of refugee children (Erden, 2017; Gomleksiz & Aslan, 2018; Sahin &
Dogan, 2018; Kilig-Ozmen, 2020; Giinek, 2020). These studies have mostly focused
on the experiences of primary school teachers and teachers of subjects such as
science or mathematics. Nevertheless, preschool education has unique curriculum,
assessment methods, teaching strategies, and age group. It provides play-based
learning and support children’s holistic development. Therefore, preschool teachers
are expected to have different experiences when working with refugees. Reviewed
literature showed that several studies conducted on the sample of early childhood
teachers while working with refugee preschoolers (Giinek, 2020; Mercan-Uzun &
Biitiin, 2016; Ozoru¢ & Dikici-Sigirtmag, 2022; Gerokosta, 2017; Megalonidou &
Vitoulis, 2022). However, these researchers focused on the challenges of early
childhood teachers in the teaching process. For example, Giinek (2020) aimed to
identify difficulties experienced by preschool teachers working with refugee
children. Similarly, Ozoru¢ and Dikici-Sigirtmag (2022) designed a study to
investigate problems experienced by preschool teachers in teaching refugee children.
In Gerokosta's (2017) study, preschool teachers' views on the integration of refugee
children were investigated, and teachers identified some challenges. However, the
current study was not limited to the challenges faced by the teachers but aimed to
reveal all the teachers' positive/negative experiences, needs, and strengths. Moreover,
the decision to initiate the current study with preschool educators holds significance,
as the process of integrating refugee children into the educational system and broader
society often commences within preschool settings (Gerokosta, 2017). By focusing
on this particular demographic, the study aims to capture firsthand insights from the
frontline individuals who engage with refugee children at the earliest stages of their
educational journey. This approach facilitates the identification of actionable
strategies to enhance teaching methodologies, reinforce existing competencies, cater
to specific needs, and facilitate the seamless integration of refugee children into

educational environments.
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On the other hand, the studies on preschool teachers' experiences focused on over a
limited period of time and did not emphasize how and under what conditions the
nature of teachers' experiences changed over time (Giinek, 2020; Mercan-Uzun &
Biitiin, 2016; Ozoru¢ & Dikici-Sigirtmag, 2022; Gerokosta, 2017; Megalonidou &
Vitoulis, 2022). The current study focuses on teachers’ journeys over the years while
working with refugee children. It provides historical and current data about teachers’
experiences, needs and strengths by depicting a 13-year situation. Therefore, this
study is valuable in revealing the change in teachers' experiences and the factors

affecting change.

Furthermore, the influx of refugees began in 2011, with the subsequent granting of
enrollment rights in public schools occurring several years later. By 2024, it is
probable that kindergarten students of refugee backgrounds have been born and
raised within Tiirkiye. This demographic shift implies a transformation in the profiles
of refugee children encountered by educators over time. Whereas initially, teachers
probably engaged with refugee children who had fled conflict zones, lacked
proficiency in Turkish, and were deeply impacted by war in first years of the
migration waves, the current landscape sees them instructing a cohort of refugee
children born and bred in Tiirkiye. This may lead to a differentiation in teachers’
needs over the years. Therefore, in addition to the abovementioned studies, the
current study focused on teachers’ needs while working with refugee children over
the years. Investigating the needs of teachers in the process can improve education
quality by ensuring that these needs are met. Besides, the data from the current study
will provide a needs analysis on teacher competencies and working with refugee
children. In this way, in-service and pre-service training programs that may be
prepared in line with the needs of teachers can help minimize the negative

experiences of teachers.

On the other hand, another focal point of this study is to investigate teachers’
strengths over the years. While working with refugee children, teachers used or
acquired some competencies to overcome difficulties or empower their teaching
practices. For example, creating a safe and healthy environment and interacting with

refugee children were found to be critical competencies of teachers of refugees
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(Namro, 2016). Another study (Biasutti et al., 2020) concluded that creativity was
one of the teachers’ challenges because they had to find creative ways to empower
social interaction in the classroom. These studies related to teachers’ strength in
working with refugee children generally focused on the context of foreign countries.
Each country has different teacher training programs, different agendas in promoting
teachers’ professional development and different educational context for refugee
children. Therefore, teachers’ strengths might change based on the context. When I
reviewed the literature, 1 could not find any study focusing on the previous and
current strengths of early childhood teachers working with refugee children in the
Turkish context, to the author’s knowledge. The prevailing research in Tiirkiye
predominantly examines the challenges, experiences, and requirements encountered
by teachers in this context. Nonetheless, elucidating the strengths of educators holds
intrinsic value in nurturing and augmenting their proficiencies and competencies.
These identified strengths can also play a role in shaping teacher education
programs. Courses or educational outcomes can be determined to support these

strengths of teachers who will work in diverse contexts such as the refugee context.

Fourthly, another critical point is that this study will reflect the experiences, strengths
and needs of preschool teachers in the regions where this study was conducted.
Although there are studies on teachers’ experiences with refugee children in the
literature (Erden, 2017; Gomleksiz & Aslan, 2018; Sahin & Dogan, 2018; Kilig-
Ozmen, 2020), the region where each study was conducted reflects a different socio-
cultural situation. The diversity of differences in the classroom also affects teachers'
practices, experiences, strengths, and needs. The current study was conducted in
schools in the four of the most immigrant-receiving districts of Istanbul province.
According to data from the Presidency of Migration Management, these districts,
namely Sultanbeyli, Pendik, Cekmekdy, and Sancaktepe, reflected the highest
number of people under temporary protection. Besides, Istanbul is one of the cities
which is affected most by external and internal migration. Therefore, reflecting on
the experiences, strengths, and needs of preschool teachers in these districts would be

valuable.

This study employed two unconventional data collection techniques: metaphor cards

and Educational Journey Mappings, which are infrequently utilized in the literature
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but have demonstrated efficacy in generating rich and insightful data. It is posited
that verbal articulation alone may not always suffice in effectively conveying
complex experiences. Participants may not express their narratives in detail,
especially when the research topic is hard-to-discuss or sensitive. In these situations,
other techniques, rather than verbal interviews, are found to be useful. One is
metaphor cards researchers have used in educational settings in recent years
(Karnielli-Miller, 2017). These cards are used to enhance communication and
encourage participants’ expression. In the current study, teachers used metaphor
cards to express their changing experiences, strengths and needs over the years. They
narrated their stories by showing metaphor cards one by one. This technique
provided more participatory method for them. On the other hand, | used Educational
Journey Mapping (EJM) which is another data collection technique. Through EJM,
participants were able to represent various dimensions of their experiences by
drawing their years of teaching refugee children. Since the topic of the current study
is the experiences, strengths, and needs related to refugee children, EJM provides
participants with teachers' ways in which people encounter and construct racial,
ethnic, and political boundaries (Annamma, 2017). In conclusion, offering new data
collection techniques to the literature is valuable, especially while working with

special and sensitive groups on sensitive topics.

Finally, since 2011, Tiirkiye has been taking some steps for the education of refugee
children. This process, which started with Temporary Education Centers, continues
with the right of refugee children to enroll in public schools and the implementation
of projects such as PICTES. Therefore, it is essential to consider the experiences,
needs and strengths of teachers in the process of creating projects and policies that
are constantly updated and renewed. The current study can offer some implications
for policymakers to address teachers' needs and support their strengths through in-

service and pre-service teacher education programs.

1.5. My Motivation for the Study

In 2018, I received my master’s degree from the Middle East Technical University

(METU). In my thesis, | investigated the effects of the Parent Education/Involvement
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course on pre-service early childhood education teachers' working with families self-
efficacy. | collected data from 223 participants before and after they took a 14-week
Parent Education/Involvement course throughout the semester. This study showed
that although a Parent Education/Involvement course increased pre-service early
childhood teachers’ self-efficacy in communicating with parents and taking roles
while working with them, it did not increase their self-efficacy in working with
families from diverse backgrounds. This was the first study in which | was interested
in diversity (Isikci, 2018). Then, | was involved in another study examining the
diversity-related perspectives of early childhood teachers, their diversity-related
activities they practiced in the classroom and their family involvement practices with
multicultural families (Isikci-Bagkaya et al., 2020). With this study, my interest in

this subject increased even more.

When | wrote my master's thesis and started my doctorate, | was working as a
lecturer in the child development department of a private university. Associate
degree child development students were going to intern 2 days a week in their second
year, and we started to talk about the difficulties they experienced with children who
"do not speak Turkish", “are not Turkish” or “with special needs” in the kindergarten
at some times during the internship course. Upon this, | started to cover some topics
about diversity issues in the courses | gave. These lessons increased my interest in
areas such as diversity and multiculturalism. Another reason for my motivation to
focus on refugee children is my readings related to children’s rights. One of the
courses in the program at the university where | worked was Introduction to
Children’s Rights. In order to prepare for this course, I did a literature review on the
subject. We also discussed the rights of refugee children in areas such as education,
health, and protection. Therefore, my experiences during research studies and with
child development students in the university motivated me to focus on teachers’
experiences in the field while working with children from diverse backgrounds.
Before focusing on refugee children, 1 would like to focus on early childhood
teachers' experiences in the field because it is acknowledged that teachers’ practices
are influenced by their beliefs, and their experiences play a certain role in shaping
their beliefs. Also, | believe that although each child has a unique socio-cultural

background and funds of knowledge, teachers working with refugee children have
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different experiences since these children come from a different country, do not
speak Turkish, and have other socio-cultural difficulties. That is my motivation to

focus on teachers’ journey throughout the years of working with refugee children.

1.6. Definitions of Key Terms

Teachers’ Journey: The process of acquiring necessary knowledge, skills, and
experiences, not only related to the subject area but also the whole process of

becoming more professional (Kottler & Kottler, 2012).

Experience: A representation of the interactions of the living organism and the
surrounding environment (Dewey, 1938). In the current study, experience refers to

teachers’ practices while working with refugee children over the years.

Refugee Children: A term used to identify children who are required for special
basis for protection due to their specific circumstances such as war experience.
(Lawrance et al., 2019).

Migration: Permanent or temporary movement of individuals due to some reasons
such as war, conflict, education, or job opportunities. Migration completely changes

demographic structures of hosting countries (Nizamoglu, 2022).

Culture: The beliefs systems, traditions, customs, and behaviors of specific

communities. It is an inseparable part of human development (NAEYC, 2019).

Culturally Responsive Teaching: A pedagogical approach to make the learning
process of diverse students more meaningful and effective by integrating their

cultural references and life experiences into education (Gay, 2010).

Strengths: Teachers' strengths are a set of positive characteristics revealed through
feelings, thoughts, and behaviours (Park et al., 2004). In the context of this study,
strengths refer to the characteristics of teachers that help them when working with

refugee children.
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Needs: In the context of this study, teachers’ needs refer to the requirements of

teachers during their work with refugee children.

Teachers’ Perceptions: According to Maba (2017), it refers to professional
teacher’s reaction to what is experienced during teaching process of children. In the
current study, perception refers to early childhood teachers’ opinions about

Culturally Responsive Teaching.

17



CHAPTER 2

LITERATURE REVIEW

This study aims to investigate the journey of early childhood teachers in terms of
their experiences, needs and strengths while working with refugee children over the
years. This chapter includes relevant literature related to this topic. The literature
review consists of three parts. In the first part, the theoretical framework of the study
is presented. The second part clarifies the relationship between migration, culture
and education and describes the situation of education of refugee children in the
Turkish context. Finally, the last part provides review of related literature regarding
teachers’ experiences, strengths, and needs. It also presents studies on teachers’

perceptions and practices on culturally responsive teaching.

2.1. Theoretical Framework of the Study

The theoretical framework of the current study is threefold: Practical Theory (Handal
& Lauvas, 1987), Experiential Continuum (Dewey, 1938) and Culturally Responsive
Teaching (Gay, 2010). Practical theory helps me to understand teachers’ unique
experiences and how they constructed their individualistic practical theory based on
their ever-changing experiences over the years. Further, the current study focused on
teachers' experiences spanning across years. Therefore, the experiential continuum
enabled me to understand how teachers' previous experiences shaped their future

practices. It stressed the continuation of teachers’ experiences in diverse settings.

Finally, I used Culturally Responsive Teaching as a framework of the study in the
analysis procedure. It helped me to conceptualize teachers’ practices based on its
components. The detailed information on the theories, within the scope of the study,

are presented below.
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2.1.1. Practical Theory

Theory followed in the current study is practical theory to explain teachers’ unique
practices. Teaching is described as a complex task that is affected by numerous
factors and that includes specific activities, materials, skills, and practices (Sanders
& McCutcheon, 1986). Teachers are required to adapt to new conditions,
backgrounds, and other learner-related factors to provide effective teaching for a
group of learners. In this process, they develop their own practical theory. Handal
and Lauvas (1987) described practical theory as a “person’s private, integrated but
everchanging system of knowledge, experience and values which is relevant to a
teaching practice at any particular time.” It is a theory constructed from teachers’
own experiences and practices (Munir, 2023). Pitkdniemi (2010) asserted that
practical theory refers to teachers’ understanding which they continuously use to
structure and lead their teaching. It provides teachers with specific reasons for their
behaviors or teachers rationalize why they chose specific curriculum content or
course materials by depending on their practical theory. Pitkdniemi (2010) also
focused on the relationship between practical theory and teaching practices. He
argues that practical theories provide a basis and rationale for teaching practices.
That is why practical theory is accepted as unique and personal because each teacher
constructs and follows their own practical theory (Dorovolomo, 2004). Besides, it
depends on the context in which teaching occurs. For example, two teachers working
in the same school but in different classrooms develop different practical theories.

A specific process of developing practical theory is defined by Sanders and
McCutcheon (1986). This process is known as practice-centered inquiry. When
teachers experience something new or they face a new idea, they tend to test it
conceptually in the first place. If it becomes reasonable for teachers, they desire to
apply this new idea in the classroom. After the first practices, teachers re-evaluate
their experiences and decide whether they use it, change it, or not use it for their
teaching practices (Fieldman, 1994). For example, when a teacher encounters a
foreign child who does not speak Turkish at all, she looks for solutions or ways to
overcome this communication barrier. Then, she produces an idea to apply in a

classroom context and decides to use body language in communicating with this
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foreign child. If the body language works, the teacher continues to use it for their
future practices, even if the child changes. If the body language does not work, the

teacher can modify it or prefer not to use it. This reflects teachers’ practical theory.

According to Dorovolomo (2004), practical theory has some characteristics. First of
all, practical theory is developed based on teachers’ lived experiences and teachers
continue to develop their own practical theories while gaining experience in
teaching. In other words, teachers’ diverse and unique teaching experiences shape
their practical theories in time. Another feature is the constantly changing structure
of practical theories. Teachers’ practical theories are affected by their formal and
personal knowledge, teaching experiences, classroom contexts and other related
factors. These changes put teachers in the position of theory developers because they
constantly develop their own theories by changing them based on these factors. For
example, when teachers encounter a diverse learner, they alter their selection of
curriculum content, course materials or act of teaching. The final feature is that
teachers’ practices are guided by their own practical theories. These theories provide
teachers with specific guidelines for how to teach, how to communicate, or how to
act in the teaching process (Fieldman, 1994). Teachers rely on their own practical

theories in the process of planning teaching (Pitkdniemi, 2010).

To illustrate the ever-changing nature of practical theory, Choy and Wérvik (2018)
conducted a study with vocational education and training teachers to understand their
current practices for refugee and migrant students. One of the aims was to show how
practice theory provides a rationale for understanding teachers’ practices. Interviews
focused on teachers’ practices and strategies to integrate refugee and migrant
students into the school system. The researchers evaluated teachers’ practices from a
practical theory lens. Participant teachers narrate their daily teaching practices in
terms of cultural-discursive, material-economic and social-political arrangements.
The results of the study yielded that teachers developed and expanded their practical
theory by finding new solutions and strategies to integrate refugee/migrant students

into the school system and to meet the needs of these diverse learners.

In addition to features, practical theory also has some components, namely teachers’

values, beliefs, metaphors, and pedagogical content knowledge. Dorovolomo (2004)
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argued that teachers’ values are the inevitable component of their practical theories.
Teachers' values are shaped by their teacher education, family values, cultural
backgrounds, or ethnicity. Another integral part of practical theory is teachers’
beliefs. Similar to values, teachers’ beliefs also vary among teachers. Metaphors are
the third component, which reflects teachers’ latent meanings. Another component
which constitutes teachers’ practical theory is their pedagogical content knowledge.
Teachers consider their content knowledge, pedagogical knowledge, and
characteristics of the learner to decide their teaching process and to set guidelines on

how to teach.

For the current study, the notion of practical theory helps me to understand and
discuss teachers’ experiences with refugee children over the years. From their first-
year experiences to the current experiences, | aimed to investigate how teachers
develop strategies and practices to communicate and to instruct these children from
diverse backgrounds. These practices might include teachers’ classroom interactions
with refugee children, their instruction methods, curriculum decisions and
communication strategies. All these elements construct each teacher’ unique and

individualistic practical theory.

2.1.2. Experiential Continuum

The second theoretical framework of the current study is the experiential continuum.
It is one of the principles of Dewey’s Transactional Theory. According to Dewey
(1938), experiential continuum reflects the idea that every experience of individuals
is affected by previous ones and changes in somehow the quality of future ones. It is
called “experiential” because this notion highlighted the role of experience in the
learning process (Kolb, 2015). Besides, it is stressed that for their professional
growth, newly trained teachers must be aware of the continuation of their
experiences in the setting in which they teach (Dewey, 1938). Within the scope of
this current study, it can be stated that teachers learn from their previous experiences
in working with refugee children and families and these experiences shape in some
way their future experiences in the teaching process. Besides, learning and

experience are almost inseparable from one another (Beard & Wilson, 2013). In
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other words, there is a dynamic interaction between active and passive reactions of
individuals during gaining experience. In this process, individuals interact with other
individuals and learn required skills and knowledge to handle future events.
Adapting this knowledge for the current study, teachers establish relationships with
refugee children and their families. Each interaction teaches something to teachers to
use in their future experiences. Also, future experiences take up something from the
past experiences, so teachers continue to learn by building on those experiences.
These experiences happen in social contexts including refugee and local children,
families, colleagues, and other individuals who are part of teachers’ life. Dewey

(1938) also highlighted that experiences are part of social interactions of individuals.

Some researchers and scholars listed the characteristics of experience (Connell,
1994; Kolb, 2015). To begin with, Connell (1994) identified some characteristics of
experience. These characteristics are listed as experience as biological concept,
experience as method, experience as a precondition for acquiring knowledge. Firstly,
experience is a biological concept because these characteristic approaches experience
as living organisms' interaction with their surroundings. The second one stresses that
experience is a method because it modifies actions. On the other hand, experience is
accepted as a precondition for acquiring knowledge. According to Dewey (1960),
knowing begins with what is experienced. Finally, it is overly critical for individuals
to recognize the continuity of their experiences because it works as a motivator that
causes growth (Dewey, 1938). Secondly, Kolb (2015) also explains some
characteristics of experiential learning. To begin with, learning is best concerned as a
process, not outcome. Secondly, learning is accepted as a continuous process based
on experience. Kolb (2015) emphasized that individuals acquire knowledge from
their experiences and test this knowledge in experiences. Thirdly, learning is an
integrated approach to adapting to the world. It is not handled as an educational
model. Instead, it is the way individuals’ learning process to understand the world.
Fourthly, learning happens as a result of transactions between the individuals and
their environment. It means that experience does not happen inside the individuals.
Instead, it is affected from outside. Additionally, learning happens as a result of the

process of creating knowledge.
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In the literature, some studies investigate the influences of previous experiences on
teaching experiences of diverse samples such as in-service teachers and pre-service
teachers (Cosgun-Ogeyik, 2016; Strekaloca-Hughesa & Wangb, 2017; Lake et al.,
2015). The study conducted on early childhood teachers working with refugee
children shows the impacts of intercultural experiential continuum (Strekaloca-
Hughesa & Wangb, 2017). Intercultural experiences are identified as diverse
coursework, direct experience with diverse students or having a friend from diverse
backgrounds. Semi-structured interviews were conducted to understand intercultural
development of early childhood teachers working with refugee children. They
applied constant comparative analysis. Early childhood teachers stated their
narratives on how their past experiences may have changed their intercultural
sensitivity and future choices in teaching refugee children. By considering the
principle of experiential continuum, researchers yielded that every experience
changes individuals and these changes also affect their future experiences. These
changes resulted from transactions between individuals and environments. The
conclusions from this study implied the importance of pre-experience worldview and
motivation of teachers in the quality of intercultural experiences, grounded in
Dewey’s principles experiential continuum. Further, teachers’ intercultural

sensitivity is also shaped by the qualities of experiences.

On the other hand, in another study Lake et al. (2015) explored the reconceptualizing
teacher education programs for pre-service early childhood education teachers,
grounded Dewey’s theories. The study lasted a 5-year period in a teacher education
program. Pre-service teachers' narratives revealed that their pre-service experiences
had contributed to their pedagogical skills and social-moral development (Lake et al.,
2015). In Cosgun-Ogeyik’s (2015) study, ex post facto research was used to
understand previous learning experiences of pre-service teachers. The findings
yielded that along with teacher cognitions of pre-service teachers, their previous

learning experiences had some influences on their teaching perceptions.

To summarize, the current study aims to investigate teachers’ previous and current
experiences. This situation reflects the experiential continuum of teachers because

over the years they have gained a certain amount of experience working with refugee
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children. Experiential continuum refers to how an individual’s previous experiences
alter the quality of their future experiences. This principle may be a useful means to
explain and discuss teachers’ learning experiences in working with refugee children
over the years in the current study. Grounded in experiential continuum, teachers’
experiences with refugee children and parents may be conceptualized by exploring

how teachers’ first-year experiences differ from their current experiences.

2.1.3. Culturally Responsive Teaching

Culturally Responsive Teaching (CRT) is a student-centered approach for teaching
which uses references to cultures and composes of students’ funds of knowledge,
cultural background, family knowledge and experiences (Ladson-Billings, 1995).
Gay (2010) describes CRT as a pedagogical approach to make culturally diverse
students’ learning more meaningful and effective by integrating their cultural
knowledge and life experiences into the education process. In addition to making
learning meaningful, the goal of CRT is defined as providing empowerment of
diverse students and ensuring social justice in education (Gay, 2013). On the other
hand, supporting academic achievement of students from culturally diverse
backgrounds is the fundamental aim of CRT. This approach is acknowledged as a
means to ensure enrichment in students’ learning because it recognizes cultural
diversity (Howard, 2003). By welcoming a richness of diversity and promoting
students’ cultural heritage, CRT aims to support students’ involvement, growth, and

accomplishments (Villegas & Lucas, 2007).

History of CRT. Culturally Responsive Teaching was first expressed at a time when
the incompatibility between the culture children encountered at school and the
culture they experienced at home began to attract attention (Saridas, 2023).
Especially in the United States, new steps were taken to cope with academic
achievement gaps between different cultural groups and to prevent discrimination,
inequality, and racism among these groups in the 1960s (Kotluk, 2018). According to
Ladson-Billings (1992), it was discussed to establish a bridge between children’s
cultural values, daily lives, and school system at that time. Ladson-Billing started to

develop a theory to cope with racism. According to Villegas & Lucas (2002), in the
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1960s, the fact that one out of every three children in classrooms is from a different
culture has made the importance of culture in education a focal point of debate.
Therefore, educators, anthropologists and social scientists discussed ways to
integrate children from different cultures more effectively into the education system.
Over the years, various concepts have been discussed, focusing on culture and
cultural differences in education These terms are “culturally appropriate” (Au &
Jordan, 1998), “cultural synchronization” (Irvine, 1990), “culturally compatible”
(Jordan, 1985), “culturally responsive teaching” (Gay, 2010), “culturally relevant
pedagogy” (Ladson-Billings, 1994). In recent decades, “culturally sustaining
pedagogy” (Paris, 2012) and “culturally relevant and responsive education” (Dover,
2013) are other theories which has been discussed as well. Gay (2010) asserted that
although the theory/pedagogy or education is called by different names such as
culturally sensitive, relevant, congruent, or sustaining, the core idea behind these
concepts is identical: making teaching strategies suitable for the cultural background
of diverse students. Siwatu (2007) also stressed that although these terms are used

interchangeably, the components, core idea and goals are the same for each term.

In 1975, Genova Gay has put forward this idea to focus on diverse teaching and
instruction techniques for students from culturally diverse backgrounds. (Pehlivan-
Yilmaz, 2019). CRT is accepted as an educational reform that developed alongside
multicultural education and the civil rights movement (Giizelergene, 2023).
According to Gay (2014), CRT is not only for the benefits of diverse children but
also for the benefits of society because CRT aims to establish a society which
respects and welcomes diversities. In addition to being grounded in fundamental
beliefs about teaching, learning, students, families, and communities, culturally
responsive pedagogy represents a professional, political, cultural, ethical, and
ideological mindset that transcends common teaching acts (Howard, 2020).

Characteristics of CRT. Gay (2010) described five descriptive characteristics to
introduce Culturally Responsive Teaching, namely validating, comprehensive,
multidimensional, empowering, and transformative. The first characteristic states
that CRT is validating. During culturally responsive teaching, teachers are expected

to use children’s funds of knowledge, previous experiences, cultural heritages to

25



make their learning more meaningful and relevant. That is why CRT is accepted as
validating and affirming (Gay, 2010). It accepts children’s cultural knowledge as
valuable to include in the education process and establish bridges between home and
school. The second characteristic states that CRT is comprehensive. According to
Ladson-Billings (1992), teachers help all children to develop their cognitive, social,
emotional, and physical abilities by using their cultural knowledge in the educational
process. In other words, the focal point is the whole child. In addition to the
development of the child, teachers promote children’s abilitiecs and knowledge to
make connections with their cultural groups, develop a sense of community and
reach academic success (Gay, 2010). Besides, children are also responsible for not
only their own learning process but also their classmates’ learning process
(Kahraman Vangolii, 2022). The third characteristic is that CRT is multidimensional.
This means that CRT does not only encompass curriculum content or teaching
strategies. It also covers teacher-student relationships, classroom environment, and
evaluation process. In terms of subject area, each teacher can integrate culturally
responsive teaching into their curriculum. For example, literature teachers can
discuss how poets reflect in their poems the discrimination experiences which their
ethnic group experience throughout the years. The fourth characteristic is that CRT is
empowering. Teachers are expected to support children’s confidence about who they
are as an ethnic group, to teach them how to value their own beings. This reflects the
empowerment side of culturally responsive teaching. The teacher supports all
children to succeed. The fifth characteristic is that CRT is transformative. Culturally
responsive practices convert traditional education practices into more meaningful
and respectful practices for children with diverse backgrounds. On the other hand,
CRT empowers diverse children to be more confident to cope with discrimination
and to have critical thinking skills. The last characteristic is that CRT is
emancipatory. It states that it allows students from different cultures to learn in ways
that are appropriate to their own culture and compatible with their cultural values,
rather than in ways that are assumed to be uniform and unchanging. Besides,
according to Gay (2010), cooperation, connectedness and community are major
concepts in CRT. Teachers design learning environments for students to work

together and contribute to each other’s success.
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In addition to Gay (2010)’s descriptive characteristics of culturally responsive
teaching, other researchers also defined some fundamental features (Conage, 2014).
According to Lattimore (2005), having high expectations for academic success is one
of the core characteristics of CRT. Culturally responsive teachers are expected to use
meaningful communication strategies and provide relevant scaffolding strategies for
diverse students for learning. It is believed that children already have some certain
amounts of knowledge to be explored in the school context (Dallavis, 2013). This
knowledge encompasses children’s home cultures and daily life experiences.
Therefore, teachers possess high expectations for each child’s achievement
regardless of their cultural background and use their existing knowledge to empower
them. On the other hand, Stairs (2007) perceives CRT as an asset-based approach by
emphasizing its characteristics enriching children’s learning. Based on this approach,
teachers are expected to use diversity as an asset to empower and emphasize the

uniqueness of ethnic groups.

Components of CRT. According to Gay (2010), when children’s cultural references
are integrated into curriculum, their academic knowledge and skills become more
meaningful. Therefore, culturally responsive teachers are expected to establish a
connection between children’s funds of knowledge and school context. To prepare
and help teachers to implement culturally responsive teaching, Gay (2010) indicated
five components. These components of culturally responsive teaching are dynamic,
interactive, and interconnected. There is no ranking according to importance. Major
(2010) described these components as five key pillars of culturally responsive
teaching. These are cultural self-awareness, culturally responsive curriculum,
demonstrating cultural caring and building learning community, cross-cultural

communication, cultural congruity in instruction.

Cultural Self-Awareness. It was recommended for teachers to have a great amount
of pedagogical knowledge and curriculum content if they want to become a
culturally responsive teacher (Gay, 2010). Nevertheless, Gay (2010) pointed out that
having pedagogical knowledge is not enough. Instead, teachers should make a self-
analysis on their beliefs about ethnicity and culture, on their expectations from

diverse students and how these expectations and beliefs play a role on teachers’
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instruction and students’ academic achievement. In addition to self-analysis,
culturally responsive teaching requires teachers to have knowledge on cultural
characteristics of different ethnic groups and their contributions to society
(Gtizelergene, 2023). The focus here is on the need for teachers to combine cultural
values with different disciplines. Integrating different cultural and ethnic groups with
different disciplinary areas such as music, art and literature make students' learning
more meaningful and relevant. In order to effectively incorporate cultural diversity in
the classroom and in the curriculum, teachers need to be knowledgeable about
cultural diversity. Gay (2000) also stressed that having cultural self-awareness is not
sufficient without action. Teachers are also expected to show non-discriminatory
behaviors considering their cultural self-awareness. One strategy to achieve this is to

investigate why culture benefits some students’ success while preventing others.’

Culturally Responsive Curriculum. The second component is designing and
implementing a culturally responsive curriculum. Gay (2010) pointed out that one of
the major aims of CRT is to foster ethnically and culturally diverse students’
academic achievement, self-efficacy, and cultural affiliation. Using cultural
knowledge and references in the curriculum content is the fundamental tool to
achieve this. By implementing a culturally responsive curriculum, students have
opportunities to empower their characteristics, power, attitudes, and capabilities.
Teachers utilize the cultural backgrounds of students in designing curriculum content
(Richards et al., 2007). Furthermore, it motivates students to achieve when they
encounter their cultural references in the learning process (Brown, 2007). The
curriculum can contain information about diverse groups’ past experiences, cultures,
important figures, contributions to different disciplines such as science and art. Gay
(2010) suggested two sources of curriculum content for CRT. The first one is
textbooks and books. Teachers are expected to be aware that storybooks and other
written resources should reflect ethnic and cultural diversity in a correct and
adequate manner. There should be balance across diverse ethnic and cultural groups.
The second resource is images. Teachers should utilize images which reflects ethnic

and cultural diversity in a correct manner in curriculum content (Gay, 2010).

Demonstrating Cultural Caring and Building Learning Community. According to

Gay (2014), the heart of the learning process is the relationship between children and
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teachers. Living and learning in a caring community connect students to their society
and each other (Gay, 2010). Caring exists in teachers’ expectations from ethnically
and culturally diverse students, teachers’ attitudes, and behaviors. Teachers show
caring by holding high expectations from students, using meaningful learning
experiences for their success, and supporting children’s self-esteem. It is critical to
design a learning environment which supports all children’s learning regardless of
their cultural background (Kahraman-Vangolii, 2022). Gay (2014) identified some
assumptions for a caring learning community. First of all, caring is a concern for a
person and performance. In a caring community, teachers show concern for
children’s overall development and support their development in a meaningful way.
Secondly, caring is action-provoking (Gay, 2014). A caring teacher acts and takes
practical steps for children to learn. The third one is that caring prompts effort and
achievement. Teachers expect high achievements from all children and facilitate
their diverse ways of learning. The last one states that caring is multidimensional

responsiveness. Caring teachers understand cultural diversity and act on it.

Cross-cultural Communication. Gay (2002) also argued that cross-cultural
communication is a critical component of CRT because culture has an impact on the
forms of communication used by individuals (Paksoy, 2017). Culture determines
how individuals communicate (Porter & Samovar, 1991). Communication is about
writing or speaking. It also covers discourse dynamics because of the reciprocal
relationship between culture and communication. It is critical to communicate
effectively with children from diverse backgrounds for teachers to implement
culturally responsive teaching. Gay (2014) pointed out that communication styles
can be multidimensional due to various influences such as ethnicity and culture.
Teachers are expected to figure out cultural codes in children’s communication styles
based on their culture. Learning communication styles of different cultures

empowers teachers’ instructions and foster teacher-child interaction.

Cultural Congruity in Instruction. According to Gay (2014), culturally responsive
teaching requires teachers to realize how children from diverse ethnic groups learn.
This is acknowledged as a critical step because diverse children’s learning processes

are affected by their cultural background. Cultural congruity in instruction has three
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qualities. The first one is the learning styles baseline. Learning styles are
multidimensional which means that cultural groups may have different learning
styles (Gay, 2014). The second one is cooperative learning. Gay (2014) stressed that
working in cooperation is critical for the majority of ethnic groups. Therefore,
teachers are expected to design cooperative learning opportunities for instruction.
The last one is active and effective engagement. For some cultural groups, being
active and using emotions and senses are critical for learning and for showing what
they understand and learn. So, teachers are suggested to realize how various groups
display active participation or use their senses and emotions in the learning process.
To summarize, instead of using a single method during instruction, different teaching
methods and techniques should be used to ensure that all children participate in the
knowledge production and learning processes. For this, the teacher needs to learn
about and observe the different teaching methods used by diverse groups so that
active participation can be ensured.

As stated above, CRT provides a conceptual framework to be used in the teaching
and learning process while adapting children’s cultural backgrounds into education.
Besides, it facilitates teachers’ instructional practices to reach each child by
considering their cultural norms, design curriculum based on this awareness.
Conceptually, CRT emphasizes that teachers should understand and respect the
cultural identity of children, appreciate their cultural diversity, and adapt their
instructional and assessment strategies within this framework. Therefore, while
exploring the experiences, needs and strengths of early childhood teachers working
with refugee children for more than three years, CRT guided me on how to

understand teacher experiences and on what basis to evaluate them.

A vast body of literature categorized teachers’ experiences in working with refugee
children in terms of communication process and instructional strategies (Paksoy,
2017; Pehlivan-Yilmaz & Giinel, 2022; Tanig; 2021; Gaias, 2019; Alaca, 2017;
Kennedy, 2018; Bowe, 2022; Long, 2021; Hill, 2022; Arnette, 2022; Cohen, 2013;
Durden et al., 2015; Bertone, 2020). The implications drawn from these studies
yielded that teachers’ experiences related to communication and instructional

strategies were highly emphasized in their narratives. Within this scope, components
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of CRT are also effective tools to conceptually explain teachers’ these experiences in
the current study. For example, CRT emphasizes cultural congruity in instruction,
using cultural content in curriculum and cross-cultural communication within the
classroom. Therefore, teacher experiences can be evaluated from this perspective. |
used these components of CRT to explain teachers’ experiences, needs and strengths

over the years.

Culturally Responsive Teachers. In the literature, some researchers identified the
qualities and characteristics of culturally responsive teachers (Gay, 2010; Ladson-
Billings, 2001; Banks, 1991; Sleeter, 2011; Figuerido, 2012; Saridas & Nayir, 2021;
Kotluk & Kocakaya, 2018). To begin with Gay (2010), she described six dimensions
of how to be a culturally responsive teacher. First of all, these teachers determine
high expectations and high academic achievement for all children regardless of their
cultural background. Secondly, they have a multidimensional perspective because
they acquire knowledge about diverse cultural backgrounds and experiences.
Besides, these teachers utilize children’s cultural background and establish a
connection between home and school. They are also inclusive and focus on
children’s all developmental domains as well. Culturally responsive teachers
consider children’s cultural background in each step of education, from designing
curriculum to determining assessment strategies. Finally, they are emancipatory

which means that they perceive education free from ideologies.

Ladson-Billings (2001) also identified three assumptions for culturally responsive
teachers. These teachers are culturally competent and facilitate their own students’
cultural development. They are socio-politically aware. Furthermore, they focus on
each child’s academic success. On the other hand, Banks (1991) examines
characteristics of culturally responsive teachers at three levels. The first level is the
personal level and teachers investigate their own cultural identity. The second level
is classroom level and teachers embrace a non-discriminatory perspective for all
children. Teachers are also aware of how culture influences education and design
curriculum with this awareness. Furthermore, teachers are expected to communicate
with all children and have a facilitator role in the communication process among

children. The last level is school level. At this level, teachers take an active role in
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the policy-making process for multicultural societies. They are also responsible for

taking on duties based on multiculturalism.

According to Sleeter (2011), culturally responsible teachers should consider three
points in their workings. Firstly, they need to know the right practices and definitions
of culturally responsive teaching. Teachers are expected to be aware of superficial
and faulty practices in the classrooms. Secondly, teachers need to support research
on the relationship between students’ learning and culturally responsive pedagogy.
Finally, Sleeter (2011) stated that teachers need to consider minority groups in their
practices. In addition to Sleeter (2011), Figuerido (2012) emphasized that culturally
responsive teachers are respectful of their students’ differences and needs. These
teachers are expected to be role models and resources for their students’ learning
process. Teachers need to believe that all children can learn regardless of their
cultural background and consider this belief while designing curriculum and during

instruction.

While these researchers (Ladson-Billings, 2001; Banks, 1991; Sleeter, 2011)
theoretically defined the characteristics of culturally responsive teachers, teachers in
the field have some characteristics parallel to or different from the theory. In 2021,
Saridas and Nayir conducted research to describe culturally responsive teacher
characteristics. As a result of this study, they stated that culturally responsive
teachers lead a democratic life, realize students are different from each other,
continue the education process patiently, consider students’ past experiences, be
open to innovations, give importance to their professional career, stay away from
prejudices, and adopt universal values. These characteristics are compatible with
culturally responsive teacher characteristics defined by Ladson-Billing (2001).
Besides, Kotluk and Kocakaya (2018) highlighted that culturally responsive teachers
know how culture affects students’ learning process. They perceive themselves and
their students positively and stay away from discrimination. They hold high
expectations for all students. These findings from the fields are also supported by
theoretical definitions of Banks (1991) and Sleeter (2011).

Teachers’ Perceptions of Culturally Responsive Teaching. Culturally Responsive

Teaching is acknowledged as a means to promote children to be aware of their own
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cultural strengths and experiences (Love, 2015). It also helps teachers to understand
children’s cultural background (Cole et al., 2016). According to Dreyfus (2019),
when teachers comprehend cultural diversities among children, they can implement
effective and powerful learning process for them. Therefore, their perceptions of
CRT s critical because teachers' perceptions of what CRT is and how it is
implemented shape their practices to support the learning of children from different
cultures (Dreyfus, 2019). In other words, teachers’ culturally responsive practices
might be structured based on their views and perceptions regarding CRT. For
example, some researchers investigated teachers’ views on culturally responsive
education and education of refugee students (Karatas, 2020; Kotluk, 2018; Babur,
2021; Aydin, 2016; Alanay & Aydin, 2016). Karatas and Oral (2015) investigated
the views of teachers on culturally responsive education. They collected data from 25
teachers. Teachers highlighted that education should be based on the cultural values
of children. However, the teachers also stressed that they do not have enough self-
efficacy for culturally responsive practices. Similarly, Alanay and Aydin (2016)
examined the views of undergraduate students on multicultural education.
Researchers found that participants have positive perceptions about multicultural
education. Specifically, in terms of participants’ ethnic identity, participants with
Kurdish and Arab backgrounds have more positive perceptions. The study of Basbay
and Bektas (2009) focused on investigating different perspectives on culture and
determining basic characteristics of multiculturalism and identifying the
competences of teachers. They concluded that teachers need to be aware of cultural
values of students, have knowledge about these values and not perceive diverse
students as problems to overcome. Instead, teachers should design culturally rich

instruction environments by considering students’ cultural background.

In addition to teachers' perceptions towards CRT, their self-efficacy perceptions
towards implementing culturally responsive practices also affect their CRT practices.
Teachers’ self-efficacy is related to their beliefs in their ability to succeed in some
accomplishments. Therefore, teachers’ level of self-efficacy determines their
culturally responsive practices. In this regard, Larson (2015) investigated the
relationship between teachers’ use of culturally responsive practices and their

culturally responsive teaching self-efficacy. Results indicated no relationship
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between the two variables although some studies (Siwatu et al., 2009) showed the
association. Larson’s (2015) explanation for this discrepancy is that teachers may not
employ culturally responsive strategies, despite their belief in their ability to
implement these skills if they perceive that their efforts will not impact student
outcomes. Finally, Kotluk (2018) conducted another study to investigate teachers’
level of self-efficacy related to culturally responsive teaching. He designed mixed
method research and collected quantitative data from 1302 teachers and qualitative
data from 28 teachers. According to the findings, teachers’ self-efficacy perceptions

towards CRT were found to be high.
2.2. Culture and Migration

This second part provides information about the concepts of culture and migration.
Further, the relationship between culture and education, and migration and education
Is discussed. Afterwards, the situation of refugees in Turkish contexts and legal

regulations regarding their education are presented.
2.2.1. Culture

When the origin of culture is analyzed in terms of linguistics, it is thought that its
origin comes from the Latin word "edere-cultura”, which means Earth (Mejuyev,
1987). Supporting this idea, another view argues that the word culture comes from
the Latin word “colere,” which means to dwell and protect (Ozlem, 2000). Today,
the word “culture” has a lot of meaning in various disciplines. These various
definitions stem from the differences in the approach of different disciplines to the
structure, content, and constituent elements of culture. For example, Giiveng (1994)
categorized the meaning of culture into four disciplines: civilization in the field of
science, education in the field of human sciences, aesthetics in the field of art and
reproduction and agriculture in the field of biology. Turkish Language Association
defines culture as “the entirety of thoughts and artistic works specific to a
community or people.” Giiveng (1994) explains that culture is a combination of
variables such as society, human beings, and educational process and besides, culture
is function of the complex relationships between them.” Kongar (2005), on the other

hand, accepts culture all of man’s creation. According to Zamfir and Vlasceanu
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(1993), culture means set of symbols and acts which carry socially inherited
meanings of a society. These meanings are transmitted to the next generations
through various practices. They also defined culture as a way of representing
people’s communication styles, construction of knowledge and attitudes. Goger
(2012) also approaches culture as a memory including codes of lifestyles of
individuals over many years. Since, lifestyles, traditions, perceptions, behaviors, and
all values of humans have been culturally transmitted in many decades. In brief, it
can be stated that various authors, researchers, and disciplines describe the meaning

of culture in different ways.

The formation and importance of culture is also one of the issues that researchers
focus on. According to Goger (2012), culture is a work of interaction in this process.
In order for a new cultural phenomenon to emerge, an event or situation must be
accepted and shared among people through interaction. In this way, culture emerges
as accumulation. Boyaci (2023) defines the importance of culture for individuals,
societies, and institutions. In terms of individuals, while individuals continue their
lives, they consider the features of the culture in which they exist. Culture also
shapes the moral development of humans. Individuals decide what is bad, good, or
moral by considering their cultural norms. In terms of society, culture also provides
social unity because individuals holding the same cultural norms agree to protect
these norms (Giiney, 2020). This also meets the social and psychological needs of
individuals. Secondly, culture is critical for societies. Boyact (2023) argues that
culture and society are two complementary elements. While culture has a
determining impact on the regulation of lives in society, society shapes and transmits
culture. Finally, institutions are affected by cultures. For example, each institution
has goals and to reach these goals, they have to consider the culture in which they
live. Also, workers reflect on the cultures in which they live.

Different researchers and authors attributed different characteristics to culture. First
of all, culture has impacts on people’s behaviors, thoughts, and attitudes (Basarab,
2015). According to Basarab (2015), Acculturation is one way for people who tend
to react to historical, environmental, and socioeconomic challenges. The degree of

acculturation is determined by an individual’s years of experience in school, work, or
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communication with other cultures. Giiveng (2002) defines some characteristics of

culture:

1. Culture is learned. It includes learned behaviors, attitudes, and
knowledge.

2. Culture is transmitted through language to the next generations.

3. Aspects of culture vary from society to society.

4. While culture is an element formed in social life, individual attitudes
and behaviors also have an important place in the culture.

5. Culture is a functional element that meets vital social needs.

6. Culture has the power to differentiate as well as integrate

7. The concept of culture is an abstract concept related to life.

Furthermore, Celikkaya (1993) listed some characteristics for culture.
1. Culture belongs to humankind.
2. Culture is a social norm. It has social attributes.
3. Culture is national.
4

Culture is a way of living in a society.

Gocer (2012) outlined several characteristics of culture as well. Firstly, culture is
unifying and integrative. It unites people who share the same culture around a
phenomenon. Secondly, culture is specific to societies. It means that culture
distinguishes societies from each other. Thirdly, culture is open to change. It has a
dynamic structure. Finally, culture is a resource contributing to the formation of
civilizations. On the other hand, Balaban (2023) states some attributes for culture.
Culture is not genetically transmitted. Instead, it is learned. Besides, culture is a set
of rules because there are rules that people must follow in order to live together.
Culture also meets the needs of individuals psychologically. Culture reflects the

values of the society.
2.2.2. Culture and Education

According to Ocak (2004), there is a concrete relationship between education and

culture. Education and culture cannot be considered independent of each other.
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Veronika (2021) described education as a process by which individuals are civilized,
socialized, and learned to become a member of a society and acquire values of a
specific culture. Inherently, education is defined as a process of intentional
acculturation (Ertiirk, 1994). Ocak (2004) argues that education and culture need the
existence of each other. The culture of a specific society includes many contents for
educational programs. Based on cultural norms, it is determined what is taught to
students. In other words, culture provides a framework for designing educational
programs and curriculum. Besides, education has two responsibilities. One of them is
to provide social unity by transmitting culture to the next generations. The other one
is to develop societies with scientific and technological development. For both ones,
it is possible to argue the impacts of culture (Ocak, 2004).

On the other hand, education is a tool for formally transmitting cultural norms,
values, and behaviors to the next generations. School is one of the means for students
to integrate into society in a healthy way and to acquire the skills to live with society.
Adapting to society means adapting to its values, rules, and behaviors. All these
factors constitute culture as well. Therefore, culture shapes education programs and
there is a reciprocal relationship between them. Schools empower and develop
individuals so that they can transmit culture. In this process, Ocak (2004) stressed
that not all members of society benefit equally from culture and education. Some
groups are differentiated from the main culture for reasons such as religion,
language, and ethnicity. In order for these groups to live in peace with society, there
are some adjustments that need to be made in education. For example, teachers
should be encouraged to learn two languages and the cultural characteristics of

children from different cultural backgrounds should be carefully analyzed.

Basarab (2015) argues that the former step of accepting other cultures is to get
knowledge about them. This is where the relationship between culture and education
emerges. Even if culture is first shaped in the family and close social environment of
individuals, the school process is an important institution where children encounter
different cultural backgrounds. School also is a place for cultural transmission.
According to Ozbay (2002), the main responsibility of education is to transmit

culture.
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Bisong and Ekanem (2020) discussed the powerful impact of culture on education in
the African context. They stressed that beliefs, customs, languages, values, and other
aspects of culture shape the educational process of individuals. They identified three
major impacts of culture on education. The first one holds the notion that culture
determines the direction of education. The worldview of a community influences the
type and success of education in that particular area. Secondly, culture determines
the distribution of education. For example, although the quality of education has
increased today, the education of women in some parts of the societies are still
restricted because of cultural norms in that society (Bisong & Ekanem, 2020).
Finally, culture determines the quality of education. This is also related to funding
that is available for education. The funding is determined by how much a culture

gives value to education.

Matusov and Marjanovic-Shane (2017) acknowledges education as a means for
celebration of cultural diversity, social justice, tolerance, and contact. Students can
only exist in the school environment with their cultures and funds of knowledge. In
other words, education and culture are two broad terms which are influential on the
development of individuals and societies. While education contributes to
transmission of culture and learning of cultural norms, culture determines the quality
and distribution of cultures (Bisong & Ekanem, 2020). It may be stated these two
terms are highly interrelated with each other. Therefore, it is necessary to establish a
bridge between two terms to understand how they shape and affect each other.

When considering today’s multicultural societies due to various reasons such as
globalization or migration, this multiculturalization requires a reform in education
programs. This change is required to emphasize and integrate children’s cultural
backgrounds in education. Because today’s classrooms include diverse cultural,
ethnic, and linguistic backgrounds. Besides, education has a responsibility for
empowering individuals’ interculturally interactions, knowledge, and skills. At this
point, Culturally Responsive Teaching can help teachers to reconceptualize their
curriculum, teaching strategies and classroom environment to welcome and reach all

students from diverse backgrounds.

38



2.2.3. Migration

Societies have continuously migrated from one place to another in history due to
economic, social, and political reasons. According to the United Nations (2015),
migration is defined as the relocation of an individual from their place of residence to
live permanently in another place. The Turkish Language Association also describes
migration as the movement of individuals and communities from one country to
another country, from one settlement to another settlement for economic, social, or
political reasons. Similarly, Faist (2003) addresses migration as permanent or
temporary movement from one political or social phenomenon to another and
highlights that it is not only a change of location. This act of migration can be
voluntarily due to job or education opportunities. In voluntary migration, people
relocate to meet their expectations without being under pressure (Kurt, 2022). On the
other hand, some migration movements can be compulsory movement due to hard
conditions such as war, conflicts, natural disasters, or terrorism (Yiicesahin & Ozgiir,
2016). In both ways, migration is a movement which completely changes the

demographic structures of hosting countries (Nizamoglu, 2022).

2.2.4. Migration and Education

Migration is an exceedingly difficult situation for both migrants and host countries.
Children are the most affected by this situation due to their vulnerability (Kurt,
2022). Children, who are exposed to many cultural and social diversities in their new
country of destination, continue to experience problems in different areas and are
deprived of their rights. One of the areas which is critical for both the refugee
population and hosting countries is education. Although their education plays a
critical role especially for integration processes including employment, housing,
health, social rights, cultural aspects, and security (Ager & Strang, 2004), it is not
always easy for them to access education. Considering the psychological problems
caused by war, trauma and migration, migrant children experience negative issues
such as child labor, early marriage and dropping out of school in hosting countries
(UNICEF, 2017). Besides, not only is education a human right, but it also aids in the

healing process for refugee children, which makes it essential in emergency
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situations (UNHCR, 2000). School provides a social context for refugee children’s
social and psychological healing process (McBrien, 2005). Accessing education in
crisis situations helps refugee children in various ways. First of all, refugee children
feel not traumatized when they continue their education (Sinclair, 2007). For
example, if schools design social activities or protection for at-risk groups, it
promotes children’s healing process from their traumas. Secondly, school provides a
knowledge-based context for refugee children to learn social and cultural norms of
the society in which they moved to. For this reason, children's right to education
should be considered as an issue that needs to be emphasized (Alemin & Cavus-

Bekce, 2021).

On the other hand, according to the Convention on the Rights of the Child, education
is one of the rights which must be provided regardless of their socio-cultural
background. The right to education is guaranteed not only by the Convention on the
Rights of the Child but also by many international conventions. Some of these
conventions are the "Geneva Convention Relating to the Status of Refugees”,
“Geneva Convention", "International Covenant on Economic, Social and Cultural
Rights" and the "European Convention on Human Rights" (Dere & Demirci-Doélek,
2023). According to the conventions, states contracting parties are obliged to
recognize the child's right to education, ensure equality of opportunity and provide

access to education (Kurt, 2022).

2.2.5. Migration in Turkish Context

Tiirkiye has a geopolitical position that serves as a bridge between Asia and Europe.
This has made it the subject of many waves of migration throughout its history
(Akyildiz, 2022). Having eight neighboring countries has also made Tiirkiye both a
transit and destination country. These internal and external migrations have shaped
Tiirkiye's demographic structure over time. Among all these migration movements,
migration from Syria is accepted as the common problem of the last decades in the
international area (Keskin & Yanarigik, 2021). In 2011, the protests that started in
Syria quickly turned into a country-wide conflict. Hundreds of thousands of people

lost their lives in these conflicts and many people had to leave their homes and
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migrate to different countries. This migration movement has started a trend that will
change the demographic, political, economic, and social structure of both Syria and
the countries to which its people have migrated. This situation led to protracted
refugee situations in Tiirkiye, Lebanon, and Jordan (UNHCR, 2018). The protracted
refugee situation explains that 25,000 or more refugees of the same nationality have
been in prolonged exile in a particular country of asylum for five consecutive years

or more.

In this process, Tiirkiye’s decision is to adopt an “open door policy” for Syrian
people coming into our country. With this “open door policy,” Tiirkiye declared that
it would accept all asylum seekers, would not force them to return to their home
countries and would accommodate them in camps and meet their basic needs
(Ihlamur-Oner, 2014). This policy, together with Tiirkiye's location on the migration

routes to Europe, has led many migrants to turn to Tiirkiye for migration.

Since 2011, when the Syrian crisis began and Tiirkiye started accepting refugees,
various steps have been taken to meet the needs of refugees. First of all, shelter
centers were established for the basic accommodation needs of migrant families.
These shelters were established primarily in Gaziantep, Sanliurfa, Kahramanmaras,
Kilis, Mardin, Mardin, Hatay, Adana, Adiyaman, Osmaniye and Malatya and AFAD
was assigned to manage, coordinate, and organize them. In this way, Syrians entering
Tirkiye were registered (AFAD, 2013). In March, 2012, “Directive on the
Acceptance and Accommodation of Syrian Arab Republic Citizens Arriving to
Tiirkiye for Mass Asylum Purposes and Stateless Individuals Residing in the Syrian
Arab Republic” was issued and migrants were admitted according to this directive.
Due to the increasing number of incoming migrants, the Law on Foreigners, and
International Protection (YUKK) was enacted in 2013 and the General Directorate of
Migration Management was established, and the management of migration was taken
from AFAD.

Since 2011, refugees coming to our country have needed support in many areas from
health to education. Especially for children from Syria and other countries, the

education process has been interrupted, leading to the risk of lost years when they
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return home. As stated in the United Nations Convention on the Rights of the Child,
every child has the right to education, regardless of cultural background. In this
regard, Tirkiye is one of the contracting countries, ensuring the education to all
children. In the light of this information, some steps were taken to provide education
for refugee children. In the proceeding parts, after explaining the concept of refugee,
the steps taken in the education process of refugees in our country will be mentioned.

2.2.5.1. The Concept of Refugee

Refugee is a concept which is politically defined. According to the 1951 Geneva
Convention, refugee is defined as “someone who is unable or unwilling to return to
their country of origin owing to a well-founded fear of being persecuted for reasons
of race, religion, nationality, membership of a particular social group, or political
opinion.” This convention gave certain obligations to the contracting countries.
According to the Convention, refugees have the opportunity to enter other countries
where they can seek protection and asylum. After the legal processes are completed,
they will have refugee status. UNHCR (2019) stressed that refugee people are
protected by international law because these people have to leave their own country
due to fear of death, violence, and other life-threatening circumstances.

The concept of refugee is sometimes used interchangeably with the concept of
migrant (Ersoy & Turan, 2019). Further, the concept of migrant is used as an
umbrella term which includes refugees as well. However, UNHCR (2019) declared
that this usage of the terms in public disclosure might have negative outcomes for the
protection and lives of refugees. There is no internationally accepted definition for
the concept of migrant (Fansa, 2021). However, migrants are highly perceived as a
voluntary process due to educational or economic reasons. Referring to refugees as
“migrants” distracts the attention of authorities and the public from the needs of
refugees (UNHCR, 2019).

2.2.5.2. Education of Refugee Children in Tiirkiye

Since 2011, the government, local governments and municipalities have taken some

measures and implemented some practices to prevent the interruption of refugee
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children's education. Along with the aim of integration of refugees, the goal of
educational attempts is to prevent the lost generation of Syrians (Ozdemir & Aypay,
2022). Tiirkiye has reacted to the educational needs of refugee children differently in
different terms. Between 2011-2013, education was provided by humanitarian
organizations with the idea that refugees would return to their home countries in a
short time. Short-term education programs were established and focused more on the
education of children inside the camps. Therefore, the language of instruction was
Arabic, and they were given education in line with their own curricula so that they
would not experience an educational gap when they returned home (Gencer, 2017).
This period was accepted as the acute period. In 2014-2015 was considered as the
transition period because it was understood that refugees' residency will last longer
than expected. Finally, 2016 and onwards are the normalization period (UNICEF
Tiirkiye, 2022).

— Public Schools

| Outside the Private Schools
Camps
Education i | |  Temporary
Provided for Education Centers
Temporary

— Inside the Camps

Education Centers

Figure 2. 1. Education Provided for Syrian Children Under Temporary Protection
(UNICEF, 2023)

In 2013, it was understood that the situation of refugees was not temporary due to the
increasing violence in Syria. Although educational problems were not highly on the
agenda in 2011, as time passes, the risk of future problems and other social problems
of the uneducated generation has increased (Seydi, 2014). Therefore, in 2013, MoNE
enacted its first circular on the education of Syrian migrant children titled

“Precautions for Syrian Citizens Hosted Outside Camps in Our Country”. This
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circular focused on the educational institutions which are eligible for the education of
migrant children outside the camps.

In September, 2013, a meeting was arranged in Gaziantep to discuss the educational
problems of migrant children outside and inside the camps. It was stressed to meet
the needs of volunteer Syrian teachers working inside the camps (Canpolat, 2020). A
"Training of Trainer Seminar" was organized in cooperation with MoNE, AFAD and
UNICEF to determine the responsibilities of teachers and provide training on the

psycho-social conditions of refugee children (Seydi, 2014).

In 2014, April, Law No. 6458 on Foreigners and International Protection was
released. Afterwards, in September, a Regulation on Protection of Foreigners was
released. With this regulation, refugees received temporary protection status.
Therefore, the way has been paved for Syrians inside and outside the camps to
benefit from services such as education, health, and social assistance (Canpolat,
2020). For example, foreign students were enrolled in their new schools after
recognition procedures in accordance with their diplomas and education. Besides,
MoNe has also extended to refugee children the right to study in public schools

alongside local children.

Besides, the Ministry of National Education enacted a new circular titled “Education
and Training Services for Foreigners” (MoNE, 2013). In this circular, these issues

were addressed:

e Establishment of Ministerial Commissions and Provincial Commissions
that will carry out the necessary activities for foreigners to benefit from

educational services.
e Establishment of Temporary Education Centers

e Requirements for the registration of foreigners to educational institutions

affiliated with the ministry

e Entry of documents related to education for foreigners and e-school

transactions.

44



e For Syrians who want to learn Turkish, Turkish language courses will be

provided.

This circular was accepted as a critical attempt to meet the educational needs of
migrant children (Nur-Emin, 2016). This circular delegated the responsibility for the
education of refugee children to the ministry and provincial commissions. If the
refugees have a foreign ID number, their data entry will be made through e-school
and their school enrollment will be realized. If they do not have a foreign 1D number,
the relevant institutions will register them by issuing a foreigner identification
document. These students will be registered through the Foreign Students

Information Operating System (YOBIS).

Temporary Education Centers (TECs) were established outside and inside the camps.
The main goal of TECs is to ensure that migrants continue their education from
where they left off and to prevent the loss of years when they return to their
countries. In these centers, instead of the Turkish curriculum, the Syrian curriculum
was followed through the course schedules determined by the Ministry and education
was provided in Arabic. Education services were provided from preschool to senior
high school. On the other hand, non-governmental organizations took the leading
role in the establishment and management of TECs. Aksoy (2020) evaluated this
model as the first in the world in this respect. The education activities were financed
by Tirkiye, the EU, UNICEF, and NGOs (Canpolat, 2020).

In 2015, MoNE announced its 2015-2019 Strategic Plan in relation to education of
Syrian migrants. It is stressed that efforts will be made to promote integration of
children under temporary protection status (MoNE, 2015). Also, it was decided to
implement strategies for their social harmonization in the long term. These strategic
plans also focused on the challenges in the education process, recognition procedures

and access to education.

In 2016, Project for Integrating Syrian Children into the Turkish Education System
(PICTES), jointly funded by the Ministry of National Education and the European
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Union, aims to support the access to education and integration of foreign children. In
the scope of this project, attempts were made to provide Turkish language
acquisition, compensatory education, additional security to schools, programs of
social integration, teaching materials, school guidance activities, stationery,
textbooks, and other educational materials (UNICEF, 2022). The goals of the project
is to contribute to educational access of Syrian children under temporary education
and support MoNE in the process of integration of these children to the Turkish

Education System ( Nizamoglu, 2022).

In 2016, it was decided to focus on problems in the integration process of migrants in
school contexts and cope with discrimination and prejudices. Therefore, in-service
seminars were provided for teachers. Besides, it was planned to enroll Syrian
students in public and private schools for the 2016-2017 academic year. It was also
agreed that every child's right to education would be protected without any
discrimination, that children in kindergarten and 1st grade would be enrolled in
schools affiliated to the Ministry of National Education and would be taught
according to the curriculum of the Ministry of National Education, and that refugee
students would be distributed evenly in classes so that they could learn Turkish by
experiencing it (Canpolat, 2020). This period after 2016 is defined as the planned
harmonization period because integration of Syrian migrants in the Turkish

education system was mentioned.

In 2017, another circular was enacted by MoNe titled “Foreign Students”. It was
decided to gradual shutdown of TECs and promote the transition of migrant children
to schools affiliated by the ministry (MoNE, 2017). The main reason for closing
TECs is the idea that migrants are not temporary in Tirkiye and TECs could not
meet the educational needs of migrant students (Sarag, 2022). Sarag (2022) evaluated
this decision as a positive progress to create integrative school climates. In this
context, as of the 2017-2018 academic year, it was decided that students who have
passed kindergarten, 1st, 5th, and 9th grade in TECs must be enrolled in public
schools". Today, refugee children continue their education with their local friends in

public and private schools affiliated with MoNE.
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As of November 2021, 65 percent of school-age refugee children were attending
public schools, while 400,000 children were not enrolled in school (UNICEF, 2023).
Currently, according to data published on January 25, 2024 by the Directorate of
Migration Management, there are 3,186,561 Syrians under temporary protection in
Tiirkiye. The number of children between the ages of 0-4 is 393,894, while the
number of the population between the ages of 5-18, known as school age, is
1,145,760.

2.3. Related Literature on Culturally Responsive Teaching, Teachers’

Experiences, Needs and Strengths

This third part of the literature review provides information about the related
literature on teachers’ experiences, needs and strengths while working with refugee
children. Further, studies conducted on Culturally Responsive Teaching are

presented.

2.3.1. Studies on Teachers’ Experiences in Working with Refugee Children

Not only in Tiirkiye but also in many host countries, there has been an increasing
number of refugee children in classrooms in recent decades. Refugee children are a
special group who have to live in a culture different from their own, some of whom
have traumatic migration experiences and language differences. This situation leads
to new experiences for teachers. Teachers are expected to be creative in using their
knowledge, skills, and experience to work with this special group to support
children's adaptation process and to use methods and techniques to work with
cultural and language differences. In this context, the study of teachers' experiences
has been the focus of many researchers. The implications of these studies shed light
on many issues such as strengthening educational policies, the adaptation of refugee
children, and increasing teachers' knowledge and skills. For example, Taylor and
Sidhu (2012) stated that schools play a critical role in empowering refugee children’s

sense of belongingness and their adaptation to new countries.

A review of the literature reveals that studies focusing on teachers' experiences in

working with refugee children are grouped under certain research subjects. These
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studies focused on challenges experienced by teachers and refugee children,
language barriers (Mercan-Uzun & Biitiin, 2016; Ercakir-Kozan, 2019; Savaskan,
2019; Kara, 2020; Bucak, 2021; Garan, 2022; Celik-Dogu, 2021; Giinek, 2020;
Dikici-Sigirtmag, 2022; Ozger & Akansel, 2019; Kardes & Kozikoglu, 2021; Ozer-
Aytekin & Sonmez-Ektem, 2019) and teachers’ instructional techniques (Bucak,
2021, Gelir, 2022; Ozger & Akansel, 2019; Culha & Yilmaz, 2023; Lunneblad,
2017; Rizzuto & Steiner, 2022; Karsli-Calamak & Kiling, 2021).

One of the most remarkable experiences of teachers working with refugee children is
related to language diversity (Ercakir-Kozan, 2019; Savaskan, 2019). This situation
is twofold for both refugee children and their teachers. In terms of teachers, icduygu
and Simsek (2016) asserted that language diversity is a critical problem in the
teaching and learning process. Kilig-Ozmen (2020) also found that the most
significant challenge faced by teachers is language. Yasar and Amag (2018) and
Toker-Gokce and Acar (2018) pointed out that language barrier is the main challenge
for teachers. Therefore, teachers’ language-related challenges and problems are focal
points of some researchers in the literature (Glinek, 2020; Dikici-Sigirtmag, 2022;
Ozger & Akansel, 2019; Kardes & Kozikoglu, 2021; Ozer-Aytekin & Sonmez-
Ektem, 2019).

Giinek (2020) focused on the problems experienced by preschool teachers who teach
refugee children. The researchers collected data from 61 participants. Teachers’
narratives were gathered around their challenges related to language problems,
communication process, and inability to communicate with the family. Teachers
pointed to language barriers as an example of the difficulties they faced in
implementing the pre-school curriculum and refugee children's difficulties with time
management in activities due to the language barrier. Another study with similar
findings was conducted by Ozorug¢ and Dikici-Sigirtmac (2022). They aimed to
explore the problems experienced by early childhood teachers in teaching refugee
children. As a result, they found that early childhood teachers’ major problem was
the language barrier. Teachers experienced difficulties in communicating with
refugee children and parents. Further, Mercan-Uzun and Biitiin (2016) conducted a

study to identify challenges faced by preschool teachers who have Syrian refugee
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children in their classrooms. Data was collected from 16 preschool teachers through
semi-structured interviews. According to findings, the majority of teachers expressed
their challenging experiences with refugee children who do not know Turkish.
Similarly, Ergakir-Kozan (2019) also conducted a study to investigate experiences of
educational stakeholders in working with refugee children. She collected data
through semi-structured interviews from school administrators, teachers, parents, and
children. Teachers accepted language diversity as one of the major challenges while
working with both refugee children. and parents. Finally, Bucak (2021) conducted a
case study to evaluate the administration of schools attended by refugee children
from the perspectives of teachers. The findings showed that language is still a
problem for both teachers and refugee children. Teachers emphasized that the
presence of refugee children in their classrooms has a negative impact on the

education process, due to language differences.

Some studies implied that teachers do not have necessary skills and knowledge to
manage language diversity in the classroom. In the study of Bulut et al. (2018),
challenges faced by teachers during refugee children’s Turkish learning process was
investigated. It was discussed that teachers did not have enough knowledge and skills
to solve problems arising from language diversity. Besides, teachers complained
about their lack of educational background to work effectively with refugee children
(Ergakir-Kozan, 2019).

Although the abovementioned studies showed teachers’ challenges related to
language diversity, it appears that teachers developed some strategies to
communicate with refugee children. For example, teachers stated that they preferred
to use body language, translation programs, support from bilingual children and
school staff who know Arabic to communicate with refugee children (Ozoru¢ &
Dikici-Sigirtmac, 2022). Ozer-Aytekin and Sénmez-Ektem (2019) also conducted a
study to investigate the views of early childhood teachers who have refugee children
in their classroom. The findings yielded that teachers’ communication strategies with
refugee children are divided into two categories: by speaking Arabic or by getting
support from bilingual school staff or students. Celik-Dogu (2021) conducted a study

with preschool teachers to explore the status of refugee children who do not know
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speak Turkish. She collected data from 14 preschool teachers through semi-
structured interviews. The findings showed that refugee children used body language
to communicate with their teachers and local friends. Bucak (2021) also found that
teachers received support from other refugee children of the same nationality who
speak both Turkish and Arabic. In Kara's (2020) study, teachers stated that they used

bilingual students or translators to communicate with refugee children.

As mentioned before, language diversity has twofold effects. In addition to teachers'
experience with language diversity, as stated by Mercan-Uzun and Biitiin (2016),
language diversity is also accepted as the first and most critical problem faced by
refugee children coming to our country. For instance, refugee children also
experience difficulties with their local peers due to the low level of Turkish.
Specifically, it was argued that language is also a determining factor in friendships
with local children (Celik-Dogu, 2021). The findings implied that refugee children
mostly preferred to play with children with whom they spoke the same language or
alone (Celik-Dogu, 2021). Ozger and Akansel (2019) also designed an ethnographic
case study on refugee children and parents in preschool classrooms. It was concluded
that language diversity is a determining factor in establishing peer culture in the
classroom. Refugee children’s level of Turkish determined the quality of their
relationship with local children. As the Turkish language skills of refugee children
increased, they started to make friends with local children. Similar to these findings,
Kardes and Kozikoglu (2021) explored the relationship between local and refugee
preschool children and concluded that language diversity and lack of skills in
speaking Turkish is a great barrier for these children’s interaction. Mercan-Uzun and
Biitiin (2016) stressed that language barrier is not only affecting teachers’
relationship with refugee children, it also negatively affects the relationship between
local and refugee children.

The third party in educating refugee children is refugee families. Teachers’
experiences related to language-diversity are also evolving around refugee families.
Ozger and Akansel’s (2019) study pointed out that the role of the family and social
environment in children's learning Turkish and their easy adaptation to school has

been of great importance. When refugee families supported their children's Turkish
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language learning, children's adaptation to school became easier. However, studies
yielded that teachers have difficulties in communicating with refugee families at the
desired level due to language diversity. Related to refugee parents’ interaction with
school and teacher, Dicle’s (2020) study found that the language problem prevents
the family from being involved in the school. For this reason, it was suggested that
language training should be given to families, and they should speak Turkish at
home. Karsli-Calamak et al. (2020) also conducted a study for the investigation of
how teachers’ understanding of refugee families’ engagement evolved. Participant
teachers involved in two-year professional learning in a project. The results yielded
that when a shared multicultural context was created to come together with refugee
families, teachers realized these parents’ diverse forms of capitals. For example,
teachers acquired knowledge about family-related barriers for engagement in their
children’s education. In brief, While Dicle's (2020) study suggests the need for
language training for better quality parent-teacher communication, Karsli-Calamak et
al. (2020)’s study shows the importance of bringing parents and teachers together in

meaningful contexts.

In addition to the difficulties experienced by teachers, the fact that refugee families
do not learn the language negatively affects the Turkish language learning process of
refugee children. For instance, Savaskan (2019) also interviewed three Turkish
teachers to explore their perceptions, needs and challenges in working with Syrian
refugee children. Teachers expressed that refugee children still are not good at
speaking Turkish because of parents speaking Arabic at home. Just as they develop
strategies for communicating with refugee children, they also use some strategies
when communicating with refugee families. For example, in Bucak’s (2021) study,
teachers narrated that as methods of communicating with refugee families, they
preferred methods such as having another child act as a translator, sending voice

recordings, and using google translate.

In addition to the language differences and the challenges arising from these
differences, the presence of a child from another culture in the classroom has led
teachers to reconsider their teaching methods and techniques. In this regard, some

researchers focused on teachers’ instructional strategies in working with refugee
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children (Bucak, 2021, Gelir, 2022; Ozger & Akansel, 2019; Culha & Y1ilmaz, 2023;
Lunneblad, 2017; Rizzuto & Steiner, 2022; Karsli-Calamak & Kiling, 2021).

Importantly, education is the biggest help for refugee children to adapt to society.
UNHCR (2000) emphasized the healing effect of education on refugee children and
mentioned the contribution of education to the adaptation process. Therefore,
teachers have a facilitator role in the refugee children’s adaptation process. In this
regard, the results of some studies pointed out teachers’ instructional techniques for
helping refugee children’s adaptation. For example, in Ozger and Akansel’s (2019)
study, preschool teachers with refugee children in their classrooms mentioned that
they used some methods to support children's adaptation to school and Turkish
language learning. Furthermore, according to a study conducted by Bucak (2021),
the teachers mentioned some of the strategies they use for the integration of refugee
children in the classroom. These include giving language courses, seating refugees
and local children together, mentoring children, ensuring that children spend time
together and preparing the ground for group work. Besides, in Kara’s (2020) study,
teachers stated that they planned group games and activities to facilitate the
adaptation process of refugee children. Lunneblad (2017) investigated teachers’
strategies in the integration process of refugee children and families into preschool
environments. Teachers preferred to use culturally reflexive and flexible strategies to
empower refugee parents and children. Besides, teachers highly value building a
relationship of trust with parents and children. In Celik-Dogu (2021)’s study, it was
revealed that teachers make educational preparations to support the educational
process of refugee children. Otherwise, the use of traditional methods used for local
students while teaching refugee students causes refugee students to fall behind in
activities and negatively affects their learning. This indirectly leads to behavioral
problems (Kilig-Ozmen, 2020). Finally, Karsli-Calamak and Kiling (2021) explored
the evolving experiences of teachers of refugee children within the scope of inclusive
education. The data was collected from teachers of refugee children in a public
school in a disadvantaged neighborhood in the Turkish capital, home to a large
number of Syrian refugee students. The findings revealed that when it comes to
teachers’ conceptual and practical aspects related to education of refugee children,

social justice issues are a major component.
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Learning Turkish is another step for refugee children’s adaptation process. Some
researchers focused on language activities with refugee children (Gelir, 2022;
Rizzuto & Steiner, 2022). Gelir (2022) examined teachers’ flexible language
strategies in a monolingual preschool classroom. The classroom in which study was
conducted included a higher number of Syrian children. Data was collected through
observations and semi-structured interviews. It was observed that although Preschool
Education Curriculum does not contain bilingual practices, teachers allowed children
to change their language between home language and Turkish. In another study
conducted by Rizzuto and Steiner in 2022, it was aimed to understand how teachers’
instruction can be enhanced through transformative read-alouds. Transformative
read-aloud means that there is a shift in the dialogue between children and teachers.
During read-alouds, refugee children found opportunity for peer connections and

equitable instructions. This process promotes children to reflect on their experiences.

In summary, conclusions from these studies yielded that language is still a major
factor affecting teachers’ practices and relationship between refugee and local
children. The language barrier remains an unresolved and insurmountable problem
for teachers (Mercan-Uzun & Biitiin, 2016; I¢cduygu & Simsek, 2016).This result is
common to many studies (Ozger & Akansel, 2019; Kardes & Kozikoglu, 2021;
Ozer-Aytekin & Sonmez-Ektem, 2019). Teachers generally reported difficulties in
communicating with refugee children. On the other hand, there were teachers who
found strategies to communicate and tried new methods such as body language. The
difference in language affects not only teacher practices but also refugee children's
relationship with local children (Celik-Dogu, 2021; Ozger & Akansel, 2019).

On the other hand, studies showed that teachers use diverse instructional techniques
in teaching refugee children. Specifically, they designed these activities to facilitate
refugee children’s adaptation process. For example, while some teachers designed
play-based activities and songs (Ozger & Akansel, 2019), some teachers designed
group games and activities for adaptation of refugee children (Kara, 2020). On the
other hand, some teachers still have problems implementing activities (Culha &
Yilmaz, 2023).
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2.3.2. Studies on Teachers’ Strengths in Working with Refugee Children

Strengths means the emphatic and powerful parts of the conditions (Sensin &
Yilmaz, 2021). Considering the difficulties that teachers experience when working
with refugee children, the strengths they have in overcoming these difficulties matter
in working with refugee children. In the literature, some studies focused on teachers’
qualities in working in a refugee context. For example, with the work of Kirk and
Winthrop (2007), their follow wup interviews with teachers revealed the
characteristics of “alternatively qualified teachers' '. These qualified teachers have
powerful qualities compared to unqualified teachers. They know how to protect
children’s well-being, provide extra course content for children’s learning, and focus

on social integration.

Additionally, Namro (2016) conducted a qualitative study with teachers in Sweden to
figure out their competencies in working in a refugee context. The findings revealed
four competencies of teachers. These are social skills, planning and prioritization,
flexibility, and didactics. Social skills theme represents teachers’ interest and
understanding and effort to build relationships and humility. The majority of teachers
believed that showing genuine interest in refugee students and being sensitive to their
interests is an important part of working with them. They also stated that it is
important to have information about where refugees come from during the education
process. One remarkable finding under this theme stated that creating a safe and
healthy environment and relationship is critical for students who are in a culturally
and linguistically new environment. The second theme, planning and prioritization,
highlights teachers’ concern for the planning process in teaching refugee children.
The flexibility theme includes teachers’ flexibility in working with traumatized
refugee children. Besides, some teachers used their flexibility and competence as a
strategy in cohesion. These teachers in Sweden stated the importance of having
cultural understanding and language development as well. The final theme, didactics,
describes teachers’ patience and clarity. The teachers explained their strengths as
being patient, having good communication skills and being open to them. According
to Namro (2016), recognizing diversities and paying attention to them is one of the

critical competencies of teachers. An effective way of working with refugee children
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is to establish a continuous close relationship with them. In this case, the teacher is
expected to be able to use the ability to be aware of their own shortcomings and
strengths (self-awareness) in the relationship. Besides, it was stressed that teachers
should have the ability to express their emotions and recognize children's emotions

in working with refugee children.

Biasutti et al. (2020) also worked with Italian teachers to understand teachers’
practices. They collected data from 29 teachers. The data revealed two important
features of teachers: creativity and flexibility. Teachers explained that they had to
find new and creative ways to facilitate social interaction inside the classroom and

promote attendance at schools.

2.3.3. Studies on Teachers’ Needs in Working with Refugee Children

The conflict that erupted in Syria in 2011 led to a massive influx of refugees to
Tiirkiye. Since then, the steps taken for the education of refugee children have
resulted in multicultural and multilingual classrooms in the Turkish context. This
situation has increased the need for some requirements for teachers in the education
process. Therefore, some researchers focused on teachers’ needs in teaching refugee
children. While some studies examine the needs are related to teachers’ knowledge
and skills (Richardson et al., 2018; UNICEF, 2022; Roxas, 2010; Kanu, 2008; Culha
& Yilmaz, 2023; Hoot, 2011), other needs are related to language diversity
(Richardson et al., 2018; Ozel and Erdur-Baker, 2023; Tams and Ozgiin, 2022;
Tarim, 2015; Tas & Minaz, 2021; Atasoy-Cicek, 2017; Korkmaz, 2019; Erdem,
2017; Youn, 2016, Saritas et al., 2016). Besides, teachers mentioned their needs for

materials, support mechanisms and teaching resources.

Importantly, training of teachers in the refugee context is the key area in which
requires practical and theoretical attention (Jalbout and Bullard, 2021). Supporting
this argument, several studies yielded teachers’ need for knowledge and skills
required to work effectively with refugee children (Richardson et al., 2018; UNICEF,
2022; Roxas, 2010; Kanu, 2008; Culha & Yilmaz, 2023; Hoot, 2011). Given that the

education of refugees is a crucial issue that needs to be considered, the reshaping of
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teacher education programs is a global issue. However, despite the critical effect of
teacher training to work effectively with refugee children, a literature review on
teachers of refugees (Richardson et al., 2018) stated that only a few countries focus
on professional development of teachers of refugee children and provide them with
enough skills and knowledge. In other words, teachers are inadequately prepared to
work with refugee children (UNICEF, 2022; Roxas, 2010; Kanu, 2008). For
instance, Mogli (2020)’s study showed that teachers evaluated the pre- and in-service
teacher training as insufficient. Teachers reported that they need education about
cultural background and information about different cultural and linguistic systems.
In addition to cultural systems, providing information about refugee children’s
religion and psychological situation is another need of teachers. They stated their
desire of training to provide psychological support and interact with traumatized
refugee families (Mogli et al., 2020). Kolegija (2020) also highlighted in her focus
group study that teachers needed to know multicultural contexts, experiences, and
perspectives. They also needed training to recognize traumatized refugee parents and
children. Additionally, Shriberg et al. (2010) highlighted teachers’ concerns about
dealing with refugee children’ psychological and educational needs. In a study
conducted by Kovinthan-Levi (2019) with pre-service teachers, teachers stated that
although they were aware of the needs of refugees, they did not see a course on how

to meet these needs in teacher training programs.

This is also the case for Tiirkiye. The Ministry of National Education has a duty to
organize in-service training for in-service teachers. Besides, the Council of Higher
Education is responsible for the content of teacher training programs in universities
for pre-service teachers. However, studies conducted in Tiirkiye showed that teachers
do not feel well prepared to work in a refugee context. For example, in one study,
teachers stated that they did not know how to work with traumatized refugee children
(Ozel and Erdur-Baker, 2023). On the other hand, it is not enough to be aware of the
traumas, needs and psychological conditions of refugee families and children.
Specifically, it is known that providing training on multiculturalism from the
undergraduate level will improve their perceptions and practices of multicultural

competence (Capg¢t & Durmusoglu, 2022).
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In addition to in-service training of teachers, preparation of pre-service teachers
before graduation empower their skills and knowledge to work with refugee children.
One of the effective ways to achieve this is to provide multicultural and intercultural
opportunities for pre-service teachers. Kovinthan (2016) asserted that providing
intercultural experiences to preservice teachers is a need in today’s multicultural
society. Intercultural experiences is defined as establishing direct contact and
interaction with people from diverse cultural backgrounds (Garmon, 2005).
However, Leavy (2005) argued that their exposure to and experiences with diversity
is limited. Nevertheless, it is also recognized that the experience provided contributes
to pre-service teachers' development of positive student-teacher relationships and
helps them understand the experiences of refugee children (Ferfolja, 2009).
Therefore, it is recommended that multicultural experiences should be provided for
pre-service teachers before graduation (Tams & Ozgiin, 2022). Besides, these
experiences and training should be long-term because single course or single-session
field experience is insufficient to change teachers’ attitude towards diversity

(Garmon, 2005).

Preschool education is different from other levels of education with its play-based
approach and unique curriculum. In preschool education, the teacher's approach to
the child and the activities planned by the teacher are different. For this reason, it is
normal for teachers to have more differentiated needs in the preschool period. For
this reason, preparation of preschool teachers is found to be critical because they are
the main responsible for refugee children’s development and education in school
context. Culha and Yilmaz (2023) suggested that in-service training such as seminars
can be beneficial to help preschool teachers. Besides, Hoot (2011) conducted a study
to explore teachers who assist young refugee children in school. Their study revealed
some challenges faced by teachers. For example, teachers had a lack of information
on children’s cultural and social background. Teachers also needed professional
development to understand how appropriate academic assessment can be for refugee
children. Hoot (2011) recommended that teachers need to be prepared to work

successfully with refugee children.

The needs of preschool teachers are also similar across countries. For example, some

studies on preschool teachers in the neighboring countries of Greece and Tiirkiye
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reveal this situation. Primarily, Greece is one of the countries hosting refugees.
Therefore, the International Step by Step Association (2020) published a guidebook
for preschool teachers working in refugee camps. In this guidebook, they conducted
a need assessment to figure out teachers’ competences and needs in working with
refugee children. It revealed that both in-service and pre-service teacher education,
preschool teachers are not efficiently prepared to work in diverse settings. Also,
teachers complained about their loneliness and lack of enough support in working
with refugee children. In this need assessment, teachers’ needs were identified under
five themes: they need better understanding of diverse structures of school setting,
cultural background of refugees, knowledge on providing psychosocial support to
refugees, knowledge on hands-on activities and getting peer support. For Tiirkiye,
Tams and Ozgiin (2022) recommended that needs assessments should be conducted
in schools and schools should be provided with interpreter support. In addition to
Turkish teachers, Syrian teachers working in other countries have some professional
needs. A study was conducted by EIl Ghali and Riggall (2019) to understand skills of
Syrian teachers in Lebanon. They discussed that Syrian teachers needed additional
training to know how to deal with socio-emotional issues. Teachers also wanted to
get informed in detail about emergency-specific problems.

The abovementioned studies stressed that although teachers need new knowledge
and skills to be able to work with refugee children, both in-service and pre-service
teacher training programs are not qualified enough in meeting these needs of teachers
(Kovinthan-Levi, 2019). This implication might be related with teachers’ language-
related experiences in diverse settings. As Richardson et al. (2018) emphasized,
language is the subject in which teachers most need help and support and would like
to receive additional training. However, studies in the field reveal that teachers
receive inadequate training (Ozel and Erdur-Baker, 2023). Teachers who faced
language problems along with inadequate training stated that they felt helpless. In
this regard, teachers seek solutions to their needs by referring to other resources to
help them with communication. For instance, teachers stated that they need assistants
in the classroom to help them communicate with refugee children (Shriberg et al.,
2010). Similarly, Save the Children in Uganda published a report (2018) and stressed
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that teachers need assistant teachers who can speak both languages to help main

teachers during instructions.

While collecting data, teachers were using The 2013 Turkish Preschool Education
Program. After data was collected, Preschool Education Program was revised. In this
program, one of the principles of preschool education is described as "The preschool
education program is sensitive to differences and multiculturalism. Children should
be supported to recognize individual, social and cultural differences and respect
others.” In addition, it was suggested that development and learning take place in a
cultural environment, so teachers should take into account that children's family life
has an impact on their learning. An “Inclusive" feature was added as one of the main
features of the program and it was taken as a basis that all children learn together in
the same classroom with their differences. In this context, differentiated practices
have been proposed in the preschool education program to cover the individual and
cultural differences of children. In addition to the principles and features of the
program, updates were also made to objectives and indicators. For example, in the
explanation of the outcome "Uses language for communication” in the language
development area, the statement "In order for children to gain awareness of
communication styles, gestures and mimics in different cultures in order to
understand differences, qualified children's books, videos, visuals, etc. containing the
lifestyles of different cultures can be used.” was added. In addition, the indicators of
the outcome "Examines different cultural characteristics” in the Social-Emotional
Development Area were expanded and indicators were added for children to protect
different cultural heritage and assets and to compare their own culture with other
cultures. As a suggestion for activities, the teachers were advised to do a variety of
activities. Children could be exposed to different aspects of their own and other
countries’ cultures such as different languages, architectural structures, holidays,
food, clothing, music, toys, traditional games and dances, money. Teachers can also
talk about the cultures of people living in other countries, listen to local songs, read
children's books reflecting different cultures and choose toys to reflect different
cultures (MoNE, 2024).Besides, in activities such as games, science and art, children
need to understand the instructions in Turkish, act in accordance with the instructions

and complete the activity. Like the 2013 program, the new program includes many
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language-based activities such as music, drama and early literacy. However, due to
language diversity, studies yielded that teachers have difficulties in communicating
with refugee children. For example, in Giinek’s (2020) study, preschool teachers
stated that they have the most difficulties in implementing the curriculum due to
language barriers. The language barrier prevents refugee children from receiving
instructions. On the other hand, teachers’ language-related challenges were attributed
to the teachers' lack of language training on the subject. For example, Tanis and
Ozgiin (2022) investigated the experiences of preschool teachers working with
refugee children. Participants expressed their challenges in communicating with
refugee children in the adaptation process. It was recommended that teachers training
programs should be rearranged by considering the multicultural structure of Tiirkiye.
This suggestion was supported by Tarim (2015). She conducted a study with
preschool education preservice teachers’ to learn their views on multilingual
education. The teachers were asked which training and internship they had received
so far had influenced their views on the education of multilingual children. 14 out of
15 teachers reported that they had no professional experience or educational
background in multilingual education. In addition, teachers stated that they did not
feel prepared to teach in a classroom with a majority of children whose native
language was not Turkish. Therefore, Tarim (2015) suggested that there is a need for
courses to increase the awareness of pre-service teachers and to teach methods and
techniques related to multilingualism. Teachers also stated that they would like
elective courses on multilingual education to be included in the education program.
Finally, Atasoy-Cigek (2017) collected data from preschool teachers to explore
problems they face while working with children who do not know Turkish.
Teachers’ narratives put forward that they need conferences, seminars, and in-service
training to solve language-related problems. They expected the support of the

ministry to develop and implement a multicultural education program.

Megalondou and Vitoulis (2022) emphasized that teachers’ professional competence
play a critical role in coping with language diversity in diverse settings. However,
their study revealed that in-service teachers’ lack of self-confidence in meeting needs
of refugee children and coping with language barriers. As a solution to this situation,

teachers in different studies reached a common suggestion (Korkmaz, 2019; Erdem,
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2017; Giinek, 2020; Saritas et al., 2016). In Erdem’s (2017) study, teachers
recommended to the Ministry of National Education that refugee students should
first learn to read and write in the Latin alphabet with a teacher who knows Arabic
and learn Turkish at the same time. Similarly, Korkmaz (2019) interviewed
preschool teachers to understand their views on solutions to problems faced by
refugee preschoolers. Preschool teachers stated that refugee children should receive
Turkish language training before starting school and that they expect families to be
included in this training. Gilinek (2020) also found that teachers need additional
Turkish language training for their refugee children. Teachers stated that language
training could be provided to teachers, refugee families or refugee children before
they start school. Finally, Saritas et al. (2016) interviewed teachers and
administrators to reveal problems at schools where foreign students enrolled. In this
study, participants suggested that language training should be provided to foreign
students before they start school and during their schooling.

Apart from the need for training and language support, teachers need materials,
support, and teaching resources to promote refugee children’s learning. Support
mechanism is critical because a prerequisite for providing refugee children with a
quality education is to provide teachers with adequate resources and support (Booth
and Ainscow, 2002). However, a common point of several studies showed that
teachers do not get enough support from authorities in working with refugee
children. For example, in a study conducted by Saritas et al. (2016) school
administrators emphasized that they could not cooperate with the MoNE in solving
the problems with foreign students in their schools and that they did not receive
support. The administrators' suggestion on this issue was to create a special unit in
national education and an orientation program for adaptation of foreign students.
Further, Korkmaz (2019) also pointed out that preschool teachers need support for

inter-institutional cooperation such as the Presidency of Migration Management.

According to Youn (2016), early childhood teachers stated that they need culturally
responsive additional resources to be beneficial for children and families from
diverse backgrounds. In the Turkish context, Giinek (2020) also concluded that

preschool teachers need psychological, educational, motivational, or material
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support. These findings support Roxas’s (2010) study implying that teachers do not
have enough support in terms of material and in-service training. These conclusions
implied that there is a need for teachers to receive adequate support when working
with refugee children and to work in cooperation with the authorities in terms of their

teaching experience.

In summary, conclusions from these studies show the importance of teacher
education for teachers’ competences in working with refugee children. Seminars
(Culha & Yilmaz, 2023), multicultural experiences (Tams & Ozgiin, 2022) and
intercultural experiences (Kovinthan, 2016) were found beneficial to empower
teachers’ capabilities in teaching refugee children. Considering the content of teacher
education programs, teachers need to learn knowledge on providing psychological
support to traumatized refugee children (Mogli et al., 2020), their educational need
(Shriberg et al., 2010) and multicultural contexts (Kolegija, 2020). Their lack of
knowledge and skills also negatively affect their experiences with language diversity
and requires new needs (Ozel & Erdur-Baker, 2023). For example, while some
teachers need assistant teachers to communicate with refugee children (Shriberg et
al., 2010), other teachers need related courses to learn teaching methods and
techniques in multilingual classrooms (Tarim, 2015). Finally, culturally responsive
material is a need for teachers to work with refugee children (Youn, 2016) more
effectively. Besides, teachers need cooperation with authorities such as MoNe in

solving problems with refugee children (Saritas et al., 2016).

2.3.4. International Literature on Culturally Responsive Teaching

Culturally Responsive Teaching (CRT) is acknowledged as a student-centered
approach to be used in diverse settings (Ladson-Billings, 1995). Gay (2000) stated
that CRT is a pedagogical approach used by teachers to provide more meaningful
and effective learning experience for diverse groups. CRT enriches students’
learning by using cultural references and students’ funds of knowledge. The
multicultural nature of classrooms due to migration, globalization, etc. has led
researchers to focus on teachers' CRT practices in recent years. These studies were

related to teachers’ culturally responsive self-efficacy (Evans, 2017; Siwatu, 2011;
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Siwatu, 2007; Siwatu et al., 2009; Meka, 2015), teachers’ culturally responsive
practices (Gaias, 2019; Alaca, 2017; Kennedy, 2018; Bowe, 2022; Long, 2021; Hill,
2022; Arnette, 2022; Cohen, 2013; Durden et al., 2015; Bertone, 2020) and impacts
of teacher trainings on culturally responsive practices (Ebersole et al., 2015; Skepple,
2011; Matkins, 2021; Alhanachi et al., 2021).

Teaching is regarded as a complex and fluid process because exposing new students,
contexts and circumstances change teachers’ teaching self-efficacy (Knoblauch &
Hoy, 2008). Having a child from a diverse background might be a new challenge or
situation for a teacher. Therefore, it was suggested to consider teachers’ culturally
responsive self-efficacy (Young et al., 2019). Several scholarly works conducted
with in-service and pre-service teachers to investigate their self-efficacy beliefs while
working with diverse contexts or gaining experience through diversity-related
contents (Evans, 2017; Siwatu, 2011; Siwatu, 2007; Polydore, 2009; Meka, 2015).
Some of the research concluded that teachers’ culturally responsive self-efficacy
varies based on different aspects of working with diverse groups (Siwatu, 2011;
Polydore, 2009). For example, Siwatu (2011) designed an explanatory mixed method
research to investigate preservice teachers' culturally responsive teaching self-
efficacy. Based on the data obtained, the findings showed that preservice teachers
were more competent in developing a good relationship with diverse students,
building a sense of trust, using diverse instructional techniques, and promoting
cooperative learning activities. On the other hand, they felt less competent to identify
communication differences between home and school, get information about home
culture of students and communicate with diverse parents. Siwatu et al. (2009) also
assessed pre-service teachers' culturally responsive self-efficacy beliefs by using the
Culturally Responsive Teaching Self-Efficacy Scale. They collected quantitative data
from 104 pre-service teachers. The findings revealed that preservice teachers’ self-
efficacy is higher in terms of designing various instructional methods,
communicating with diverse parents, and establishing positive relationships with
diverse students. On the other hand, teachers’ self-efficacy is found to be low when
they need to minimize the effects of cultural mismatch and integrate the culture of
diverse students into teaching. The common results of two research suggested that

teachers’ level of self-efficacy is higher when they designed diverse instructional
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techniques but lower in considering home culture of diverse students (Siwatu, 2011;
Siwatu et al., 2009).

Teachers’ culturally responsive self-efficacy is also determined by how they are
prepared to work with diverse groups. Meka (2015) investigated early childhood
teachers’ self-efficacy in implementing culturally responsive teaching. The findings
suggested that teachers’ self-efficacy varied in implementing CRT. Meka (2015)
discussed that teachers’ scores of self-efficacies were correlated with their
preparation to work with culturally diverse students. Evan (2017) also achieved
similar results. Evans (2017) explored the culturally responsive teaching self-efficacy
of preservice teachers. In this mixed method study, quantitative data was collected
from 175 preservice teachers and afterwards, the researchers interviewed nine
teachers. The results revealed that as the class level of the participant increases, their
self-efficacy levels also increase. One of the reasons for this result might be that they
found more opportunities to interact with diverse students. During interviews,
teachers narrated that when they interact more with diverse students, they feel more
prepared to work with them. Implications of the findings suggest that culturally
responsive teacher training and having practical experience with diverse students
play major roles in increasing teachers’ culturally responsive self-efficacy (Evans,
2017).

As the abovementioned studies stressed, teachers’ level of self-efficacy is related to
teachers’ culturally responsive practices. A wide array of literature investigated the
culturally responsive practices of teachers (Gaias, 2019; Alaca, 2017; Kennedy,
2018; Bowe, 2022; Long, 2021; Hill, 2022; Arnette, 2022; Cohen, 2013; Durden et
al., 2015; Bertone, 2020). Various studies highlighted that teachers made efforts to
integrate diverse cultural backgrounds into instructions and curriculum (Alaca, 2017;
Durden et al., 2015). Alaca (2017) explored early childhood teachers’ experiences of
culturally responsive education. She collected data from six teachers in Toronto
through interviews. Teachers expressed that they used both structured and
unstructured activities while working with diverse children. They mostly
incorporated celebrations of cultures into their educational plans. Correspondingly,

Durden et al. (2015) conducted an ethnographic case study to understand how
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preschool teachers understand CRT and implement related practices. Findings
implied that teachers used more than one strategy to empower diverse children’s
socio-cultural growth and foster their integration. For example, teachers utilized
cultural references in the teaching process by using books, family pictures or art

works.

In terms of culturally responsive teaching practices, some researchers associated
CRT with early literacy skills (Kennedy, 2018; Bowe, 2022). Bowe (2022) focused
on how to increase early literacy skills by designing culturally responsive pedagogy.
The researcher applied home visits, literacy coaching in native language, and used
diverse libraries and promoted equity in parent engagement. This intervention
program resulted in growth in children’s early literacy skills when culturally
responsive teaching was practiced. Additionally, Kennedy (2018) conducted a study
to examine the effects of a culturally responsive reading curriculum on preschooler’s
literacy and phonemic skills. Researchers followed a case study approach and
collected data from 4- and 5-year-old children. Findings showed that preschoolers’

skills increased after they attended culturally responsive literacy activities.

A number of literatures stressed the importance of teachers’ level of theoretical and
practical knowledge to practice Culturally Responsive Teaching (Matteis, 2022;
Long, 2021; Hill, 2021). Matteis (2022) argued in her study that although teachers
have theoretical knowledge on culturally responsive practices, their implementations
in the field varies. She aimed to explore teachers’ knowledge on CRT practices to
provide equitable curriculum and instruction for diverse students. Data were
collected from teachers in grades K-5. The analyses yielded the following results:
while teachers had some level of knowledge on CRT, they did not implement
culturally responsive practices in the classroom environment. Although teachers
expressed their perspectives on culturally responsive practices and gave examples of
the use of modeling, embracing all culture in content, Matteis (2022) argued that she
observed on the contrary during observations. It is recommended that teacher
education programs need to be redesigned to support teachers’ practical knowledge
on CRT. Supporting this finding, Hill (2022) worked with high school teachers to

understand their culturally responsive practices. Researchers collected data through
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questionnaires and semi-structured interviews. Based on Critical Race Theory, data
was analyzed, and results showed that teachers think they do more culturally

responsive practices than they actually do.

Long (2021) argued that teachers’ culturally responsive practices and teaching
techniques were insufficient. Based on this argument and conclusions drawn from
other studies showing the relationship between teachers’ preparation and their
culturally responsive self-efficacy (Meka, 2015; Evan, 2017), it can be stated that in-
service and pre-service training affects teachers” CRT practices (Ebersole et al.,
2015; Skepple, 2011; Matkins, 2021; Alhanachi et al., 2021). The study of Ebersole
et al. (2015) indicated how a graduate level course on ethnicity empowers teachers’
activities that focus on teaching diverse ethnic groups. In that study, they designed a
course that lasted two weeks for teachers to develop a perspective. Data was
collected through questionnaires and interviews. Teachers were assigned to design
culturally responsive teaching plans. Data analyses revealed teachers’ activities

focused on teaching diverse ethnic groups.

As mentioned before, Matteis (2022) suggested that teacher education programs
should support teachers’ practical knowledge. Correspondingly, studies of Skepple
(2011), Tschida (2009) and Kidd (2008) stressed the importance and contributions of
field experience or practical experience in terms of culturally responsive practices.
Skepple (2011) conducted a study to understand the influence of teacher education
programs on pre-service teachers’ level of knowledge about CRT and their in-class
practices. The findings revealed that pre-service teachers’ pre-service training has an
influence on their readiness to instruct diverse students. Also, having practical
experience with diverse students increased pre-service teachers’ preparation.
Furthermore, Kidd et al. (2008) explored pre-service teachers' perceptions of which
pre-service teaching experiences contributed to their culturally responsive practices.
19 early childhood teachers were involved in the study. Some teachers stated that
having internships with diverse students had a significant impact on their culturally
responsive practices. Tschida (2009) designed an ethnographic study to understand
how elementary preservice teachers construct their conceptions of culturally

responsive teaching and impacts of course and internship in this process. The
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findings showed that courses provided opportunities to understand different
perspectives of culture, race, and ethnicity. Besides, participants’ level of knowledge
and understanding regarding CRT were enhanced through internship because they
had a chance to implement what they learned theoretically in the courses. Supporting
this finding, Gorham (2013) investigated elementary teachers’ strengths and needs to
work with diverse students. One of the findings of the study implied that the more
teachers have multicultural backgrounds during pre-service training, the more they

respect cultural diversity.

Although teacher education programs have potential to empower teachers’ culturally
responsive practices, there are still some insufficient parts of the teachers’ training
(Bartow-Jacobs, 2019; Barksdale et al., 2002; Premier & Miller, 2010). Bartow-
Jacobs (2019) explored how pre-service teachers discussed their field experiences.
Participants expressed some difficulties in understanding and implementing
culturally responsive teaching. For example, insufficiency in understanding culture,
coping with personal prejudices, and having narrow views on cultural appreciation
are some of the challenges. Similarly, Barksdale et al. (2002) investigated pre-service
teachers’ level of preparedness for literacy instruction with diverse students. The
findings implies that preservice teachers did not perceive themselves as well-
prepared to work with children from diverse backgrounds. Moreover, although there
were multicultural topics in course contents in teacher education programs, pre-
service teachers did not have enough knowledge about multicultural education.
Premier and Miller (2010) also investigated how teacher training programs prepare
pre-service teachers to work with children from diverse backgrounds. They designed
this as qualitative research. Findings showed that teacher education programs are not
enough to introduce cultural and linguistic diversity in schools. The researchers
implicated that teacher education programs should be redesigned in terms of
culturally responsive teaching. The implications of the findings suggest that teachers

need more quality education at CRT.

In addition to pre-service teacher education programs, some researchers designed
training programs for in-service teachers (Alhanachi, 2021; Matkins, 2021).

Alhanachi et al. (2021) designed a study to improve teachers' culturally responsive
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practices through professional learning communities (PLCs). In PLCs, participants
worked on teaching practices on cultural diversity and designed a culturally
responsive curriculum. The results showed that although PLCs changed the beliefs of
all teachers toward culturally responsive teaching, they only changed knowledge and
skills of some teachers. Also, Matkins (2021) designed action research to help novice
teachers to understand the role of culture in teaching and learning. Participant
teachers were involved in Community Learning Exchanges to understand diverse
cultures. The findings revealed that if teachers were successful in implementing
culturally diverse practices, they were better at understanding cultural influences.
Besides, they were capable of designing culturally responsive classroom

environments.

In summary, preservice, and in-service teachers had some level of self-efficacy for
culturally responsive teaching. While they feel themselves more component in some
practices of culturally responsive teaching, they need support in others. For example,
the results of different studies (Siwatu, 2011; Siwatu et al., 2009) show that teachers'
self-efficacy in designing diverse instructional methods is higher than other
practices. On the other hand, conclusions drawn from some of these studies revealed
that teachers integrated children’s culture into the education process in some studies
conducted with preschool teachers (Alaca, 2017; Durden et al. 2015). Besides, the
association between CRT and literacy skills of preschoolers are focal points of some
studies (Kennedy, 2018; Bowe, 2022). On the other hand, in light of some findings
drawn from the studies (Matteis, 2022; Long, 2021), it can be concluded that
teachers still need additional support to obtain required skills and knowledge on CRT

because their culturally responsive practices were found to be low.

Finally, it was understood that preservice and in-service training had impacts on
teachers’ culturally responsive practices. Some results indicated that teachers need
more practical knowledge and training to work with diverse students (Skepple 2011,
Tschida 2009; Kidd, 2008). However, teacher education programs have some
challenges and insufficient parts in preparing teachers for diverse classroom settings
(Bartow-Jacobs, 2019; Barksdale et al., 2002; Premier & Miller, 2010).
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2.3.5. Culturally Responsive Education Studies Conducted in Tiirkiye

The wave of migration that started due to the unrest in Syria in 2011 has led to a
more multicultural and multilingual classroom structure since then. For this reason,
the focus of some researchers in Tiirkiye has been on teachers' culturally responsive
teaching practices. The main goals of these studies were to investigate the effects of
in-service and pre-service teacher trainings on teachers’ level of readiness in CRT
(Karatas, 2018; Oziidogru, 2018; Altunova & Kalender, 2022), teachers’ culturally
responsive practices, experiences, and needs (Paksoy, 2017; Pehlivan-Yilmaz &
Giinel, 2022; Tams; 2021) and scale development studies to measure whether
teachers have culturally responsive teacher competencies or their readiness for

culturally responsive teaching (Karatag & Oral, 2017; Karatas, 2020).

Teachers, one of the most critical stakeholders of education, have an inevitable role
and responsibilities in empowering societies by training individuals. From this point
of view, providing a quality teacher training is a necessity to reach the desired
purposes in education (Aslan & Saglam, 2018). Considering today’s multicultural
and diverse structures of classrooms, teachers’ training process has undeniable
effects on teachers by preparing them to work in diverse contexts. Teachers should
be provided with both practical and theoretical knowledge, skills, and experiences to
be prepared to instruct diverse groups. In this regard, some researchers investigated
the effects of in-service and pre-service training on teachers’ level of readiness in
culturally responsive practices and perceptions (Karatas, 2018; Oziidogru, 2018;
Altunova & Kalender, 2022). Karatas (2018) evaluated primary education teaching
undergraduate programs in terms of culturally responsive teaching. In the scope of
this aim, he investigated knowledge, skills, and awareness of pre-service teachers
about CRT and views of academics on undergraduate programs to raise culturally
responsive teachers. The findings yielded that contents related to CRT were not
included in the courses at sufficient level. On the other hand, pre-service teachers’
level of personal readiness was found to be high while their professional readiness
was not enough in terms of culturally responsive teaching. In brief, Karatas (2018)

concluded that the teacher training program is insufficient to gain knowledge and
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skills related to CRT to pre-service teachers. Correspondingly, Oziidogru (2018)
investigated readiness level of preservice teachers for CRT and influences of pre-
service training on preservice teachers’ readiness for culturally responsive teaching.
This study was designed as mixed method research. Data collected through
Culturally Responsive Teaching Readiness Scale and semi-structured interviews.
Oziidogru (2018) found that pre-service teachers felt highly ready for CRT.
However, similar to the findings of Karatas (2018), pre-service teachers’ level of
personal readiness was higher than their professional readiness. The researcher
discussed that the pre-service training program lacks practical implementations to
prepare pre-service teachers for CRT.

Besides, Altunova and Kalender (2022) also conducted similar research to
understand pre-service teachers’ level of readiness for CRT. They used a Culturally
Responsive Teaching Readiness Scale. As a result of the study, it was determined
that pre-service teachers had high levels of readiness for CRT. Specifically, they had
a remarkably high level of personal readiness while they had only high professional
readiness. Conclusions drawn from these studies (Karatas, 2018; Oziidogru, 2018;
Altunova & Kalender, 2022) yielded that teachers' personal level of preparation is
higher than professional level of preparation for culturally responsive practices. This
result can be evaluated that teacher education programs may be insufficient in

offering quality professional skills to work with diverse groups.

To provide meaningful learning opportunities and empower students’ achievement, it
is suggested to integrate their cultural background into the curriculum (Gay, 2010).
In this sense, teachers are expected to use culturally responsive practices in diverse
settings such as context in Tirkiye. A number of studies focused on teachers’
culturally responsive practices and experiences (Paksoy, 2017; Pehlivan-Yilmaz &
Glinel, 2022; Tanig; 2021). Paksoy (2017) designed a study to understand how
teachers incorporate the cultural values of students into the education process. She
designed phenomenological research and collected data from 15 teachers through
interviews. Paksoy (2017) concluded that although teachers have awareness of
multiculturalism, multicultural education, and culturally responsive education, they

showed superficial and limited attention towards diverse students. However, teachers
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put effort into incorporating cultural references of students into education. For
example, when course materials did not reflect cultural diversity, teachers
concretized the content by using storytelling, visual materials, and exemplification
during instruction. On the other hand, while teachers used music and local motifs to
increase students’ learning, they did not approach these techniques as an educational
approach. Pehlivan-Yilmaz and Giinel (2022) also investigated teachers’ culturally
responsive practices. Researchers used action research design and collected data
from 30 participants by using semi-structured interviews and observations. The
results yielded that participants have difficulties in implementing culturally
responsive practices due to language barrier and lack of quality relationships

between teachers and students.

Saridas (2023) also conducted a study to identify culturally responsive school culture
and design a roadmap to develop a culturally responsive school culture. He used
mixed method research design and collected quantitative and qualitative data from
teachers. At the end of research, he stated that culturally responsive school culture
has three dimensions. These are technical, institutional, and managerial. Besides,
teachers stated that they are aware of diversities and this awareness was shaped by
in-service training. During interviews, it was understood that teachers’ perceptions of
diverse students includes students with disabilities, students with discipline problems
and Syrian students. On the other hand, Saridas (2023) investigated teachers’ in-class
practices and participants stated that they did not extra practices for diverse students
because of rigid curriculum. Finally, according to teachers’ narratives, they behaved

lovingly towards diverse students and that they should pay special attention to them.

Finally, there are some scale development studies to measure whether teachers have
culturally responsive teacher competencies or their readiness for culturally
responsive teaching (Karatas & Oral, 2017; Karatas, 2020). First of all, Karatas and
Oral (2017) developed a scale to measure the level of readiness for CRT. The data
was collected from pre-service teachers. After Exploratory and Confirmatory Factor
Analysis, it was concluded that the goodness of fit indices obtained were found to be
high. In addition, as a result of the reliability measurements, it was found that the

reliability coefficients were high. Karatas (2020) also developed the Culturally
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Responsive Teacher Scale. He collected data from 481 teachers. After Exploratory
Factor Analysis, it was found that scale has three sub-scales: pedagogical, sensitivity,

awareness.

In summary, today’s classrooms are multicultural and multilingual because of the
migration influx from Syria and other countries in recent decades. This has led some
researchers to investigate the CRT practices of teachers in Tiirkiye. In particular, the
extent to which teacher education programs and teachers' professional development
prepare them for CRT practices has been the subject of research (Karatas, 2018;
Oziidogru, 2018; Altunova & Kalender, 2022). For example, Oziidogru's (2018)
study with participants including pre-service early childhood teachers revealed that
while teachers were personally prepared for CRT, they were less prepared
professionally. On the other hand, conclusions from the studies (Tanis, 2021,
Paksoy, 2017) examining teachers’ views on CRT revealed that teachers have some
challenges in experiencing culturally responsive practices. Specifically, results
showed that communication is the major challenge for teachers (Pehlivan-Yilmaz &
Giinel, 2022; Tanis, 2021). On the other hand, specified curriculum guidelines
prevented teachers from implementing extra activities for diverse students (Saridas,
2023). On the other hand, when teachers' CRT practices are examined, it is seen that
teachers use in-class and out-of-class teaching techniques (Tanis, 2021) and
incorporate cultural elements into the curriculum (Paksoy, 2017). Finally, while
teachers think that culture should be a part of education, they also express that they
lack the self-efficacy to implement it (Karatags & Oral, 2015). Some of the
aforementioned studies were conducted with teachers teaching at the primary school
level and above, while others were conducted with mixed groups including in-service
and pre-service preschool teachers. Although pre-school education is a group that
needs to be addressed separately due to the age group and curriculum it deals with, to
the author’s knowledge, a study directly related to preschool teachers' views,

experiences, and practices about CRT was not found in the reviewed literature.
2.4. Summary of the Literature Review

Culture is a word which has various meanings in different disciplines. In one

definition, Zamfir and Vlasceanu (1993) defined culture as a means to define

72



individuals' construction of knowledge and attitudes and set of symbols and act to be
transmitted to the next generation. Culture includes the characteristics that form the
identity of a society and distinguish it from others. Another concept that is closely
related to culture is migration. Migration is defined as the process of moving or
relocating people from one place to another for war, education, or economic reasons.
At this point, people who migrate both take their own culture with them and meet the
new culture of the country they migrate to and try to adapt to this situation. This dual
situation leads to new cultural interactions. Both cultural and economic factors make
migration a difficult situation for both migrants and host countries. Especially in
forced migration caused by wars and conflicts, such as the wave of migration that
started in Syria in 2011, the demographic structure of the host countries is also
changing (Nizamoglu, 2022). This situation leads the host country to make

arrangements in many areas from education to health.

As a bridge between Asia and Europe, Tirkiye is one of the countries hosting
migrants. The influx of refugees from Syria has become one of the serious issues to
be addressed (Keskin & Yanarisik, 2021). In 2011, Tirkiye adopted an open-door
policy in the face of the migration wave caused by the conflicts that started in 2011
and took the necessary steps for the basic needs of migrants (Ihlamur-Oner, 2014). In
2013, it was realized that migrants were not short-term guests and regulations were
made for the educational needs of refugee children. For example, in April 2014, Law
No. 6458 on Foreigners and International Protection was released, which gave
foreign students the right to enroll in public schools. In 2016, the PICTES project
was launched, aiming to integrate refugee children into education. All these steps
have led to changes in the demographic and cultural composition of classrooms and

have contributed to teachers having new experiences, needs and strengths.

Although Tiirkiye has been exposed to an intense wave of migration from the Middle
East in recent years, migration is a universal phenomenon, and for this reason,
teachers' experiences have become a frequently examined topic in international
literature. Especially the difficulties teachers experience with refugee children and
their teaching methods are the focus of the studies (Bucak, 2021, Gelir, 2022; Ozger
& Akansel, 2019; Culha & Yilmaz, 2023; Lunneblad, 2017; Rizzuto & Steiner,
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2022). Considering all these studies, it is seen that teachers have difficulties
especially due to language differences. For example, teachers mentioned the
difficulties they experienced while implementing the preschool curriculum due to the
language barrier (Giinek, 2020). On the other hand, language barrier has influence on
not only teacher practices but also refugee children's relationship with local children.
It was found to be a determining factor in the relationship between refugee children
and local children (Celik-Dogu, 2021).

At this point, teachers' strengths and needs in working with refugee children also
come to the fore. For example, Namro (2016) emphasized that one of the strengths of
teachers is to pay attention to differences. In terms of teacher needs, one of the most
important needs is the provision of knowledge and skills to teachers. This issue is
found not only in national but also in international literature (Richardson et al., 2018;
UNICEF, 2022; Roxas, 2010; Kanu, 2008; Culha & Yilmaz, 2023; Hoot, 2011). The
common point of these studies is that teachers are not professionally prepared to
work in diverse settings. For example, according to Hoot (2011), teachers lack
knowledge about the cultural background of the children they work with. Another
need emphasized by teachers is related to communication. The Turkish Preschool
Education Program includes a number of language-based activities such as drama
and music. This situation brings to the forefront the language problems experienced
when working with refugee children. For example, Tams and Ozgiin (2022) found
that participants expressed their challenges in communicating with refugee children

in the adaptation process.

The studies mentioned in this section of the study focus on teachers' experiences,
needs and strengths in a specific time period. To the author’s knowledge, there is no
study in the literature that focuses on teachers' experiences over time by learning
from their own experiences, while literature points out the need for a study in this
scope. Therefore, the purpose of this study is to focus on the journey of preschool
teachers who have been working with refugee children for at least three years in

terms of their experiences, strengths, and needs.
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CHAPTER 3

METHODOLOGY

This chapter provides a comprehensive overview of the procedures and
methodological considerations employed throughout the study. It encompasses the
research questions, research design, participants, context of the study, researcher's
role, data collection instruments, pilot study, procedures for data collection and
analysis, considerations of trustworthiness and ethics, as well as limitations inherent

to the study.

3.1. Research Questions

The main purpose of this study is to investigate the journey of teachers working with
refugee children in terms of their experiences, strengths and needs over the years.
Secondly, teachers’ perceptions of Culturally Responsive Teaching was examined.
For these purposes, the following research questions were investigated in the current
study:

1. How do early childhood teachers describe their teaching experiences with
refugee children?
a. What are the previous teaching experiences of preschool teachers who
have experience in working with refugee children?
b. What are the current teaching experiences of preschool teachers who
have experience in working with refugee children?
c. If there is change, in what ways have teachers' teaching practices
changed?
2. How do early childhood teachers describe their strengths and needs in

working with refugee children?
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a. What are the previous strengths and needs of preschool teachers who
have experience in working with refugee children?
b. What are the current strengths and needs of preschool teachers who
have experience in working with refugee children?
c. If there is change, in what ways have teachers' strengths and needs
changed?
3. What are the perceptions of teachers who have experience in working with

refugee children about culturally responsive teaching?

3.2. Research Design

Fraenkel et al. (2023) state that qualitative research studies investigate the quality of
situations, relationships, materials, or activities. In contrast to quantitative studies,
qualitative studies focus on holistic and detailed descriptions. In other words,
researchers aim to describe situations, relationships, or phenomena in detail. One of
the approaches to qualitative research is phenomenological research. Researchers’
main goal is to investigate participants’ perceptions of or reactions to specific
phenomena (Fraenkel et al., 2023). In addition, according to Creswell (2007),
phenomenological research describes common meanings for individuals who share
lived experiences of a concept or phenomenon. Participants' life experiences are
carefully described and analyzed to make the meaning and understand their life
(Flick, 2009). It is considered that individuals who experience the same phenomenon
share an essence or essences (Merriam, 2009 The essence is the fundamental
meanings people commonly experience through a widespread phenomenon
(Merriam, 2015). The researcher aims to focus on individuals' common experiences,
describe the essence of the experiences, and reduce these experiences with a
phenomenon (Hatch, 2017). For this aim, researchers are expected to define different
people's experiences, collect them, and analyze them. At the end of the research, the
experiences of various individuals are analyzed (Merriam, 2009), and a phenomenon
is described (Creswell, 2007).

This study adopts a qualitative research approach, seeking to delve deeply into the

experiences of teachers with a minimum of three years' experience working with
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refugee children. Specifically, the methodology aligns with phenomenological
research, a widely utilized approach in the field of education (Hatch, 2017), aiming
to elucidate the lived experiences and perspectives of educators in this context.
Fraenkel et al. (2023) stated that in phenomenological research, data is collected
through in-depth interviews. | used a three-interview series to conduct interviews
with participants to learn about their past and current experiences, needs and
strengths. The three-interview series is also known as phenomenological
interviewing (Seidman, 2006). Seidman (2006) stressed that phenomenological
interviewing is a tool to understand similar conditions of participants by powering

their stories.

3.3. Context of the Study

According to Moustakas (1994), comprehending the associated relations hidden in
the experience in the context of a given circumstance is the critical aspect of
phenomenological study. Providing a “thick description” related to the context of the
study provides meaningful information about the context in which participants’
experiences happen. Additionally, defining settings is helpful in determining the
boundaries of the study (Miles & Huberman, 1994). | presented the context of the
study by explaining in detail the characteristics of the districts, and the physical and

administrative structures of the schools.

This study involved visiting preschools located in four districts on the Anatolian side
of Istanbul: Sultanbeyli, Pendik, Cekmekdy, and Sancaktepe, with the aim of
identifying teachers meeting the specified inclusion criteria. These criteria included a
minimum of three years' experience working with refugee children and the presence
of at least one refugee child in the classroom. The selection of these districts was

guided by predetermined criteria tailored to the study's objectives.

First of all, based on the data provided by the Presidency of Migration Management,
Sultanbeyli, Sancaktepe, and Pendik are the districts on the Anatolian side of
Istanbul where a high number of people under temporary protection live (Ozaslan,

2019). In addition to these three districts, Cekmekdy was included. The General
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Directorate of Development Agency researched the socio-economic development
ranking of districts of Istanbul (2021). When we look at the development ranking of
Istanbul districts, it is seen that Cekmekdy is in the last ten in the development
ranking together with the other three districts included in the study. For this reason,
Cekmekoy district was also included in the study due to its immigrant population and

similar socio-economic level.

| preferred to select a district that has similar socio-economic status because in a
study on the urban preferences of refugees living in Istanbul (Ozaslan, 2019), an
inverse relationship was found between the number of refugees living in districts
they preferred and the socio-economic status of the districts where Syrians lived.
These people tend to prefer living in districts with low socio-economic status.
Considering these factors, | visited preschools in four districts, recruited 14 early
childhood teachers who met the inclusion criteria and volunteered to participate in

the study.

When we look at the context of the preschools, all preschools are affiliated with the
Ministry of National Education. They have a dedicated area and separate entrance on
the bottom floor of a primary school. They are all regular preschool classrooms with
typical learning centers, toys, and materials. All of the schools were dual- education
schools. Children spend four and a half hours in the classrooms either in the morning
shift or afternoon shifts. In morning shifts, they started their daily routine at 08:30
a.m. In afternoon shifts, schools start at 1:30 p.m. Preschools implement the National
Preschool Education Program. All groups of children in the classroom of the
participant teacher were 5-6-year-old children. Parents of children in the preschools

have low or middle socio-economic level.

The number of local children and refugee children in classrooms varies and is
presented in Table 3.1. When we look at the number of refugee students in the
classes, it is seen that there are a maximum of three refugee children. While T3, T13
and T14 have three refugee children in their classes, T2, T4, T6 and T11 have two
refugee children. The remaining teachers (T1,T5,T7,T7,T8,T9,T10,T12) have one

refugee child in their class.
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Table 3. 1. Number of Local and Refugee Children in Classrooms

School Teachers Number of Local Nu_mber of Refugee
Children Children
A Tl 30 1
B T2 26 2
C T3 26 3
C T4 19 2
D T5 26 1
D T6 26 2
D T7 28 1
E T8 26 1
F T9 22 1
G T10 24 1
H T11 25 2
I T12 25 1
J T13 22 3
J T14 30 3

3.4. Participants

Purposive sampling is used when a researcher selects participants based on the
specific purpose of the research by using their personal judgement (Fraenkel et al.,
2023). The aim of the current study is to investigate teachers' journeys in terms of
their experiences, needs, and strengths while working with refugee children. To
reach this goal, it is necessary to reach teachers with certain characteristics. So, in
order to reach the teachers who have experience in working with refugee children in

these preschools, the purposive sampling method was chosen.

While selecting participants appropriate for the purpose of the study, it is necessary
to set some inclusion criteria. For the current study, two inclusion criteria were set
before selecting the participants. The first inclusion criterion is to have three or more
years of working with refugee children. Related academic studies indicate various
years referring to experienced teachers. The range is between 2 and 33 years
(Caspari-Sadeghi & Konig, 2018). According to Jensen et al. (2012), experienced
teachers are defined as having more than two years of teaching experience. Given the
study's focus on exploring the journey of teachers, it was essential to recruit
participants with sufficient experience working with refugee children, enabling them

to articulate their experiences, needs, strengths, and observed changes over time.
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Therefore, a minimum of three years' experience was established as a criterion for
inclusion in the study. This duration was deemed necessary to ensure participants'
depth of insight into the complexities of their interactions with refugee children. The
second inclusion criterion is having at least one refugee child in the classroom

because the current study also focuses on teachers’ experiences, needs, and strengths.

3.4.1. Participant Selection Process

After determining inclusion criteria, a list of schools with refugee children was
obtained from the District Directorates of National Education and visits were carried
out according to this list. I visited preschools in Sancaktepe, Sultanbeyli, Cekmekdy
and Pendik. A pre-interview was held with the teachers with refugee children in their
class. In the pre-interview, the teachers were asked how many years they had been
teaching in total, how many years they had been teaching refugee children, the
provinces where they had worked before Istanbul, and how many refugee children
were currently in their classrooms. The study included preschool educators with a
minimum of three years of experience working directly with refugee children, with at
least one refugee child present in their classrooms. A total of fourteen preschool
teachers meeting these criteria were identified for participation. Subsequently,
permission letters were obtained from the school principals of the participating

teachers to apply to the Ministry of National Education for research permission.

Figure 3.1 presents the procedure of the participant selection process from the

beginning to the application of the Ministry of National Education.

Receiving a Recruiting Getting -
School List from Preliminary Teachers Who Permission A’?\ﬁ::ii?ono?r
District National School Visits Interviews with Meet the Letter from Natl'orr‘]'ral

Education Teachers Inclusion Schol Education
Directors Criteria Administrators

Figure 3. 1. Procedure of participant selection process

All teachers graduated from early childhood education departments of universities in
Tiirkiye. Only one teacher is male. Their total years of experience vary from 3 to 20

years. Table 3.2 presents teachers’ years of total experience and years of teaching

80



experience with refugee children. The teacher with the most experience working with
refugee children has seven years of experience, while the teachers with the least

experience have been working with refugee children for three years.

Table 3. 2. Teachers’ Years of Teaching Experience

Teacher Years of Teaching Years of Teaching Experience with
Experience in Total Refugee Children
T1 11 5
T2 15 6
T3 15 5
T4 8 3
T5 9 7
T6 3 3
T7 15 4
T8 11 5
T9 14 3
T10 9 3
T11 8 3
T12 12 3
T13 20 3
T14 12 5

The number of refugee children in the teachers' class is presented in Table 3.3 below.
The majority of early childhood teachers have only one refugee child in their

classroom. On the other hand, three teachers currently have three refugee children.

Table 3. 3. The number of refugee children in the teachers' class

The Number of Refugee Children Frequency

1 7
2 4
3 3
Total 14

3.4.2. Characteristics of Participants

The following section presents detailed information about teachers and their
characteristics. T1 is the first teacher included in the study. She is 32 years old and
has been working as a preschool teacher for eleven years in total. She has been

working in Sultanbeyli for the last nine years. She had no experience working with
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refugee children in the regions where she worked before. She said she decided to
become a teacher because she loves children very much. Her favorite thing to do in
the classroom is to play educational games. She says she feels like she belongs when
instructing a preschool group. She has a basic level of English as a foreign language.
Apart from in-service training, she has attended training such as Montessori, robotic
coding, org, and drama to improve herself. She did not receive any training in
working with refugee children. Her class size is 30 and she has one refugee student.

She has been working with refugee children for five years in total.

T2 is the second interviewee and is 43 years old. She has been working as a
preschool teacher for fifteen years in total. She has been working in Sancaktepe for
one and a half years. Before Istanbul, she worked in Balikesir, Canakkale and
Samsun. She said she had experience working with refugee children in these cities.
As a teacher, she said she liked playing games in the classroom the most. She does
not know any foreign languages. She attended children's games and drama courses to
improve herself. She stated that she did not take a course on refugee education.
While the class size was 26, two of them were refugee children. She has been
working with refugee children for six years in total.

T3 is 40 years old and has 15 years of teaching experience. She has been working in
the same school for eight years. Before Sancaktepe, she worked in Adiyaman and
had no experience in working with refugee children there. She said she preferred to
be a preschool teacher because she loves and cares for children. She said that she
liked doing experiments and art activities the most in class. She does not know any
foreign languages. She stated that she attended courses such as first aid and
storytelling throughout her professional life to improve herself. She said that she
received inclusion training from the Ministry of National Education on working with
refugee children. Her class size is 26, and three of them are refugee children. She has

five years of experience working with refugee children.

T4 is an 8-year teacher and 31 years old. She has been working in the same school
for three years. Before Pendik, she worked in Sanlurfa and gained experience

working with both refugee and local children who do not speak Turkish. She said
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that she chose pre-school because she loves children and enjoys routine
conversations with children the most. She speaks English at a basic level. She stated
that she attended many courses to improve herself (Ukulele, French cuisine,
trekking). She stated that she did not attend a course related to the education of
refugee children. Her class size is 19 and two of them are refugee children. She has a
total of 3 years of experience working with refugee children.

T5 is another interviewee. She is 33 years old and a 9-year teacher. She worked in
Bitlis and other districts of Istanbul before working in Sancaktepe. It is my first year
in Sancaktepe. She stated that she gained experience working with refugee children
in Umraniye and Zeytinburnu, two districts of Istanbul. She stated that being a
preschool teacher was her dream when she was a little girl and that her favorite thing
to do with children is to play games. She knows English at a basic level. She has
attended training such as family counselling, play therapy, and storytelling therapy.
She did not take any course on the education of refugee children. While the class size
was 26, one was a refugee child. She has a total of 7 years of experience working

with refugee children.

T6 is a 26-year-old and three-year teacher. She has been working in the same school
in Sancaktepe since the beginning of her career. She decided to be a teacher because
she thinks she works very well with children. She said that she likes playing
educational games the most in the classroom. She speaks Arabic at Al level. She
said that she did not attend any courses or receive any training related to refugee
children. The class size is 26 and 2 of them are refugee children. She has a total of 3

years of experience working with refugee children.

T7 is another interviewee. She is 41 years old and has 15 years of teaching
experience. She stated that she had worked in Kars before Sancaktepe. However, she
said she had her first experience with refugee children at the school where she works.
She said she chose teaching because she loves children very much and likes
movement plays the most. She does not know another language. She said that she

attended Montessori training to improve herself. Nevertheless, she did not attend the
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course on the education of refugee children. Her class size is 28, and she has one
refugee student. She has been working with refugee children for four years in total.

T8 is a 35-year-old teacher. She has 11 years of experience in total. She said that she
worked in Sanliurfa before Sultanbeyli and had her first refugee students there. She
stated that she chose teaching because she thought it was the ideal profession for a
woman. She said that she enjoys doing activities and playing games the most. She
speaks basic English. She said that she did not attend any professional courses to
improve herself. In addition, she stated that she did not receive any training for
refugee children. The class size is 26 children and one of them is a refugee child. She

has been working with refugee children for five years in total.

T9 is 38 years old and has been working as a preschool teacher for 14 years. She has
been working in the same school for seven years. Before Sultanbeyli, she worked in
Erzurum but had no refugee experience there. She said she became a teacher because
she took her own teacher as a role model and enjoyed painting with children the
most. She said that she started to learn a little Arabic. She said that she did not
participate in any training to improve herself except in-service training and that she
did not receive any training to work with refugee children. There are 22 locals and
one refugee child in her classroom. She has been working with refugee children for

three years in total.

T10 is the only male teacher in the study. He is 31 years old, and he has a total of 9
years of teaching experience. Before Sancaktepe, he worked in Sanliurfa and gained
experience working with children who do not speak Turkish. He said he works with
the younger age group because he thinks this group is more innocent He said that he
liked playing games with children the most. He speaks English close to a native
level. He said that he had not attended any courses other than in-service training. The
class size is 24, and there is one refugee child. He stated that he received online
training in Urfa to work with refugee children. They learned how to overcome the
language barrier and treat these children. In total, he has three years of experience

working with refugee children.
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T11 is another interviewee. She is 30-years old and has a total of 8 years of teaching
experience. Before Sancaktepe, she worked in Agr1 and gained experience working
with refugee children in Agri. For seven years, she has been working in the same
school. She stated that she became a teacher because she liked teaching and her
teacher very much. She liked art activities the most. She stated that she did not
participate in any training other than in-service training. Her class size is 25 and two
of them are refugee children. She attended inclusive training to work with refugee

children. She has been working with refugee children for three years in total.

T12 has 12 years of teaching experience in total. She is 33 years old. She has been
working in the same school for eight years. Before Cekmekdy, she worked in
Esenyurt which is another district of Istanbul. She started teaching refugee children
in Sancaktepe. She does not know any foreign languages. She said she reads articles
and attends university seminars to improve herself. However, she said there are no
courses on the education of refugee children. Her class size is 25, and she has one
refugee student. She has a total of three years of experience working with refugee

children.

T13 is another teacher included in the study. She is 40 years old and has 20 years of
total experience. Before Pendik, she worked in Yalova for the first time. She is
currently working in Pendik for 13 years. She faced refugee children in her current
school. She said that she became a preschool teacher because she believes children
should receive preschool education early. Her favorite thing to do in the classroom is
experiments. She said she participates in public education courses and sports
activities to improve herself. The class size is 22, and there are three refugee
children. She said that she did not take any courses on the education of refugee
children. She has been working with refugee children for three years in total.

T14 is the last interviewee. She is 34 years old and has 12 years of total experience.
Before Sancaktepe, she worked in Hakkari and Samsun. Although there were no
refugee children in these cities, she said there were some children who did not know
Turkish. She said that she enjoys doing drama with children the most. She speaks

English at a basic level. She said that she could not attend courses other than in-
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service training due to the intensity of the training. She said she did not receive
training in working with refugee children. The class size is 30, and there are three
refugee children in total. She has been working with refugee children for five years

in total.

3.5. Data Collection Instruments

According to Moustakas (1994), the primary data collection strategy in qualitative
studies is interviewing the participants. The researcher is expected to conduct in-
depth interviews with individuals with similar experiences (Patton, 2002). In
phenomenological studies, interviews take place as an interactive process and
include open-ended questions. During the interviews, researchers and participants
take part in a conversation directed by questions related to the purpose of the study.
Also, Merriam and Tisdell (2015) stressed that interviewing becomes a necessary
step when the researcher cannot observe the situation or phenomenon. This study
centers on exploring the journey of teachers in relation to their experiences, needs,
and strengths in working with refugee children. Data collection employed three
interview series following Seidman's (2006) framework. Table 3.4 provides an
overview of the data collection instruments utilized to address the research questions

systematically.

Table 3. 4. Data Collection Instrument and the Corresponding Research Question

Data Collection Instrument Corresponding Research Question

Three-Interview Series
(The first, the second and the How do early childhood teachers describe their
third interviews) teaching experiences with refugee children?

Three-Interview Series
(The first, the second and the
third interviews)

How do early childhood teachers describe their
strengths and needs in working with refugee
children?

Three-Interview Series
(The first and the third
interviews)

What are the perceptions of teachers who have
experience in working with refugee children about
culturally responsive teaching?
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3.5.1. Three-Interview Series

The study employed a series of three interviews, following the approach of
phenomenological interviewing methods, to gather insights from participants who
have shared experiences. According to Seidman (2006), phenomenological
interviewing is applied to individuals who experience similar conditions so that this
situation strengthens the power of the story. A three-interview series is a method to
gather in-depth information from participants. Therefore, three interviews were

conducted with each early childhood teacher during the semester.

The study comprised three interview series, with each interview serving a distinct
purpose. In the initial interview, following Seidman's (2006) guidelines, participants'
experiences pertaining to the study's context and objectives were explored. The
primary aim of this first interview was to gather information regarding participants’
backgrounds and life experiences leading up to the present moment. For the current
study, the data was collected through face-to-face interviews for this aim in the first
interview. For instance, | asked teachers questions about their teaching philosophy,
how many refugee children there are in their classrooms, their memories of their
first-year teaching refugee children, and their thoughts on including children's
cultures in the education process. The second interview phase is dedicated to delving
into the specific experiences of participants in their interactions with refugee
children. Interview questions were formulated to aid participants in reconstructing
the nuanced details of their experiences. Rather than soliciting participants' opinions,
this interview aimed to elicit rich descriptions of their encounters and interactions
with refugee children. For the current study, I collected in-depth data about teachers’
experiences while working with refugee children over the years. The data was
collected through metaphor cards in the second interview. For example, | asked
teachers questions such as “When you think about the X years you have been
teaching refugee children, has there been a change in how you communicate with

refugee children?”

As a second example, I asked, “ “When you think about the X years you have been

teaching refugee children, has there been a change in the relationship between local
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children and refugee children?” This is a semi-structured interview, so | asked
teachers some sub-questions. | asked them how they communicated with refugee
children in their first years, how they are currently communicating with refugee
children, what are the communication difficulties they experienced during this
process. For the third interview, the researcher is expected to ask the participants to
reflect on the meaning of their experiences (Seidman, 2006). The data for the last
interview was collected through Educational Journey Mapping. | asked teachers to
draw on their years of teaching refugee children by considering their communication
methods, relationship with refugee parents, relationship between local and refugee
children, needs, and strengths. Then we talked about their drawings, | asked the
teachers about the most prominent place among the drawings, what the drawing
conveyed, who that person was if they drew a person in the drawing, why they drew
that person and so on. In addition to the drawing, | asked the teachers additional
questions, such as how they assessed their competencies in teaching refugee children

and what they needed to become more professional.

In summary, in order to answer the research questions about teachers' teaching
experiences, needs and strengths over the years, | focused on teachers' experiences,
needs and strengths in all three interviews. By collecting data from three different

sources, | aimed to get more in-depth data on this topic.

3.5.1.1. Development of Three-Interview Series Schedule.

Before conducting interviews with early childhood teachers, I conducted a literature
review to write interview questions. | have searched articles and academic books
related to refugee children, the education of refugee children and teacher
experiences. Then, | formed the initial questions in accordance with the purpose of
each interview and data collection technique during the interview process. Figure 3.2
presents the steps of the development of three interview schedules. Each step is

explained in detail.
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Figure 3. 2. The Steps of Development of Three Interview Schedule

3.5.1.1.1. First Interview

In the first interview, the participants and | had a face-to-face interview to learn the
background of the participants. Therefore, interview questions were designed to
gather information about the context of teachers who have experience working with
refugee children. Besides, demographic information questions such as total years of
experience, graduation, and educational background were included. Additionally, the
initial interview functioned as an icebreaker, fostering rapport between the
participants and the researcher. This facilitated participants’ comprehension of the
study's subject matter, enabling them to recollect their experiences with refugee

children and their families in preparation for the subsequent interview.
3.5.1.1.2. Second Interview

In the second interview, | used metaphor cards to understand early childhood
teachers’ experiences, needs, and strengths while working with refugee children and
their families. Teachers were asked about changes, if any, in their communication
methods with refugee children and their families, their observations on the
relationship between local and refugee children, the teaching methods and techniques
they use while working with refugee children, their needs in this process and the
strengths they see in themselves. Detail information related to metaphor cards is

presented below.

In social studies, the research topic can sometimes be abstract or sensitive to discuss
due to ethnic and cultural issues and diversities. In this situation, conveying

experiences, ideas, and thoughts may not always be verbally sufficient (Karnieli-

89



Miller et al., 2017). Participants may have difficulties expressing their story due to
the research topic. Therefore, techniques such as metaphor cards are accepted as
effective means for participants to express their stories (Karnieli-Miller, 2017).
These cards are also recognized as projective tools because they are helpful
techniques for understanding participants’ experiences and thoughts that are hard to

reach through direct questioning techniques (Catterall & Ibbotson, 2000).

Metaphor cards also enable researchers to conduct studies in multicultural settings
because they allow participants to express themselves more deeply about the
experiences narrated through the cards. They also adapt to diverse ethnic and cultural
groups (Lee Ping, 2012). They can be used as a collaborative activity during
interviews designed to stimulate the imagination with various comments that
enhance communication and encourage expression. Cards expand researchers’ and
participants’ capacity to listen, respond, and truly hear each other without judging or
competing. By using metaphor cards in the interviews, researchers can understand
the stories of interviewee’s more deeply, and interviewees can express their stories in
a meaningful way. On the other hand, participants can express their stories more

clearly and comprehensively by referencing the cards (Karnieli-Miller, 2017).

In Figure 3.3, | present the potential benefits of metaphoric cards for researchers and

participants, adapted from Karnieli-Miller et al. (2017).

Contribution of Contribution of
Cards to the Cards to the
Participants Researchers

J

) )

They provide Richer data because of

|| opportunity to share | | detail information
the meaning of the provided by

story for them participants
— —
R R

They help in

e i e Reaffirmation of the

— artici gnts‘ — content of the story

P P relating to the cards
message

R R
They helped to express
more difficult
experiences and
emotions
e —

More familiarity with
— the participants
experiences

Figure 3. 3. Benefits of metaphoric cards, adapted from Karnieli-Miller et al. (2017).
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Metaphor cards have been used by social workers, storytellers, teachers, and
researchers for many years to investigate participants’ narratives. Lugina et al.
(2004) conducted a study employing card-sorting techniques to examine the
transition process of motherhood. Their findings indicated that this method
facilitated greater participant engagement and yielded more comprehensive insights
into participants' experiences. In another study, Karnieli-Miller et al. (2017)
investigated metaphor cards' contribution to understanding the stories or messages in
the interviews. They conducted interviews with 25 participants. As a result of the
study, it was revealed that metaphor cards facilitate participants’ expression and help
them to tell more comprehensive stories about themselves. This study implied that

metaphor cards enrich the data collection procedures of researchers.

| selected to use metaphor cards in the current study because | aimed to investigate
teachers’ stories working with refugee children. The topic includes cultural and
ethnic issues, which might have made it hard to discuss with teachers about their
experiences over the years. This technique encourages individuals to give more
information about their experiences (Barton, 2015). In this regard, metaphor cards
helped the present study enrich narrative interview with teachers (Karnieli-Miller,
2017).

The current study has no predetermined meanings for the metaphor cards. According
to Stockton (2018), participants’ narratives are created based on their own
experiences; therefore, there are no true answers or interpretations for the cards.
Instead, teachers’ ideas that are conveyed through metaphor cards were evaluated.
Besides, there are a number of techniques to use metaphor cards. They can be used
as a choice or ordering technique. Participants can choose from decks of cards or
order cards in a specific manner (Levin-Rozalis, 2006). In the current study, these
cards were used as both chosen and ordering techniques. Teachers chose cards that
were appropriate to their stories and sorted them chronologically if there was a

change in their experiences.

To summarize, | used metaphor cards as a tool to talk about details of teachers’

experiences, needs and strengths while working with refugee children over the years.
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| selected a set of metaphor cards published by Oh-Publishing because they are more
objective, reliable, and valid (Lahad, 2000). Oh-Publishing prints many decks for use
by researchers and various groups. Among the many types, the SAGA deck was
selected to be used in this study. The SAGA deck is a deck that provides the
drawings necessary for participants to tell their stories. As mentioned, metaphor
cards have no specified meanings or evaluation criteria (Popova & Miloradova,
2014). According to Lahad (2000), researchers can make their own set of cards by
using images in journals and postcards. What matters in interviews with metaphor

cards is the participants' stories instead of the cards they selected.

Some examples are presented below of metaphoric cards in the card set:

-y " 3
ot o

Figure 3. 4. Examples of Metaphor Cards

Before the beginning of the interview process, a prompt is read to give participants
information about the second interview's aim and what is expected from teachers

using metaphor cards. The prompt states that

“In this meeting, data will be collected through cards. After a conversation
about the questions, you are expected to select at least three and at most five
cards that evoke associations with the question. When choosing a card or
cards for the questions in our interview, | want you to consider the change, if
any, in your teaching experience over the years. Changes, developments,
positive or negative points and all your experiences, if any, in terms of
teaching and education over the years constitute the focus of this meeting. If
there has been a change in your experience, | expect you to sort the cards you
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have chosen chronologically. After card selection, there will be a question-
answer and discussion section about why you select these cards.”

To conduct an interview with the facilitator role of metaphor cards, researchers put
the metaphor cards on the table in front of the teachers. Then, the researcher asks the
teacher questions about their experiences with refugee children, their needs and
strengths in this process, and their journeys over the years. After each question, the
researcher first waits for the teacher to answer the questions verbally. Then the
researcher asks them to choose at least three and at most five cards that matched their
answers and evoked a connotation of the topic. If the teacher talks about a change in
teaching experience over the years, the researcher asks them to sort the cards
chronologically by year. Afterward, they discuss why they choose which card and

what it evokes in them. In this way, all questions are completed.

3.5.1.1.3. Third Interview

In the third interview, data was collected through "Educational Journey Mapping
(EJM)" to end the study and summarize the process. Interview questions were

designed accordingly.

EJM is a technique that represents various dimensions of the human experience,
which are then explained through text and conversation. According to Annamma
(2017), maps show how people encounter and construct racial, ethnic, and political
boundaries. EJMs are used in research because they humanize research through
interaction. Besides, Barton (2015) highlighted that drawing is a valuable data
collection technique because it causes in-depth conversations between participants

and teachers.

Educational Journey Mapping has been used as a data collection tool in some studies
in the field of education. For example, Wagner (2019) conducted research to
understand stories of students with disabilities from diverse races, class, and gender
groups. As the main data collection tool, Wagner (2019) used semi-structured
interviews and EJM to collect data. He involved five special education students in
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the study. In the first meeting, he gave them a written prompt about drawings.
students in the study. In the first meeting, he gave them a written prompt about
drawings. Then, he gave participants enough time to draw their educational journey
chronologically. Participants drew a map to describe their school experiences from

the start to the present.

In the third interview for the current study, | asked teachers to draw and visualize
their journey throughout the year by giving the teachers colored pencils and A3 size
paper. Before starting, a prompt was given to teachers explaining the aim of the third
interview and what is expected to be drawn in their drawings. The prompt states that

“I would like you to chronologically draw your educational journey from the
first time you started teaching refugee children to the present. Take the year
the refugee child first came to your class as a starting point. Make your
drawing by thinking about your process until the last year. The points | want
you to include in your educational journey drawing are people who influence
you while teaching refugee children (colleagues, families, children, other
people, etc.), your needs in your teaching process, your strengths as a
teacher, teaching methods and techniques that are useful/not useful for you in
the process, your communication methods with refugee children and their
families.”

Participants are expected to draw an educational journey mapping of their years
working with refugee children. After the drawing part is finished, there is an

interview about teachers’ drawings.

Considering the aims of the interviews mentioned above and the methods used, I
formed the initial form of interview questions. Experts in the early childhood
education field sought an opinion regarding the quality and content of the questions.
Experts include a professor and research assistant working in early childhood
education, a Ministry of National Education specialist with a doctorate degree in
early childhood education, and two preschool teachers with experience working with
refugee children. Interview questions in the first, second, and third interviews were
finalized based on expert opinions. Data will also be collected through metaphor
cards for the second interview. Therefore, another expert opinion was obtained from

a psychologist who also worked with metaphor cards. According to this expert's
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opinion, feedback was received on the format in which the questions were asked to
the participant and the content of the questions in accordance with the purpose of the
research. Thus, the questions of the second interview were revised again according to
expert opinions. Finally, the content and questions of the interviews to be used in the
pilot study and the main study were determined this way. For the initial interview
protocol, there were 25 questions in the first interview including demographic
information questions, nine questions in the second interview and 11 questions in the

third interview.

3.5.2. Pilot Study

Before the main study, a pilot study was conducted with four early childhood
educators who had experience in working with refugee children. The pilot study had
two main aims. First, it tested whether the interview questions were understood by
teachers as intended by me as the researcher. Secondly, during the second interview,
all data was collected via metaphor cards. The pilot study gave us a chance to
practice the use of metaphor cards. Teachers work in the two districts where the main
study was carried out. These districts are Sancaktepe and Cekmekdy. The teacher
with the most experience working with refugee children has six years of experience
while the least experienced teacher has three years of experience. The teaching

experience information is presented in Table 3.5.

Table 3. S. Experience of Teachers

Narme Total Teaching Experience Years with  Number of Refugee
Experience Refugee Children Child in the Classroom

A. 5 5 2

S. 15 5 1

S. 11 6 1

Z 9 3 2

During the pilot study, the data collection procedures mirrored those of the main
study. Prior to each interview segment, participants received concise explanations
regarding the study's objectives and the interview process. Given that the interviews

were audio recorded, participants were asked to provide consent for recording
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purposes. Interviews were scheduled according to teachers' availability. Each
interview was carried out in the school environment. Unlike the main study, a 3-day

gap was left between the interviews.

After the pilot study, clarity of interview questions and prompts for the second and
third interviews were evaluated. Some interview questions were rewritten to provide
clarity. For example, I asked teachers that “Do you think it is important which
cultural background children come from in the education process? Why not? Why
not?” in the pilot study. After the evaluation, this question was revised. Instead, I
asked teachers that “What are your thoughts about including children's cultures in
education?" Then, all interview questions were revised and finalized. On the other
hand, in the third interview, teachers are expected to draw their educational journeys.
In the main study, the goal is to make this drawing during the third interview side by
side with the researcher. In the pilot study, the first two teachers were asked to make
this drawing at home and bring it to the third interview. The last two teachers were
expected to draw this drawing during the third interview. The reason is to look at
which method they focus more on as teachers are expected to think about and write
down all their experiences with refugee children while drawing. As a result of the
pilot study, it was decided to make the EJM drawings with the researcher in the third
interview. Besides, prompts were prepared for metaphor cards and educational
journey mappings and these prompts were revised after pilot studies. For the final
interview protocol, there were 23 questions, including demographic information
questions in the first interview, seven in the second interview, and 11 in the third

interview.

3.6. The Role of the Researcher

In phenomenological research, participants' experiences are collected and analyzed to
understand the essence of the phenomenon (Merriam, 2009). Therefore, it is
highlighted that the role of the researcher is to identify the common or shared
experiences of participants or essences (Fraenkel, Wallen & Hyun, 2023). Essence is
defined as commonalities of participants’ perceptions towards the experience In this

study, my role as a researcher is to identify the essence of early childhood teachers
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with experience working with refugee children. For this identification, | interviewed
each teacher three times and collected data from fourteen teachers. In this way, I
aimed to gain insight into different people’s experiences and describe commonalities

in these experiences.

This study's primary data collection technique is Seidman’s Three Interview Series
(Seidman, 2006). So, there are some expectations for interviewers to consider.
Throughout the interviews, | prioritized the teachers' time and dedication. Prior to
each session, | provided an estimated duration and scheduled appointments at their
convenience. In instances where last-minute changes occurred, such as unexpected
meetings or absences, meetings were promptly rescheduled. Furthermore, I refrained
from posing leading questions or interrupting participants, ensuring an open and

respectful dialogue.

In this study, each interview with teachers has a different purpose. For this reason, |
took distinct roles as a researcher in the interviews. Before the interviews, | told the
teachers there were no right or wrong answers to the questions, but | was just
researching their experiences. Teachers talked about the processes they experienced
with refugee children and their families. In this process, | avoided judgmental
expressions, glances, and facial expressions to make them comfortable in next
meetings. The first interview aimed to obtain information about the teachers' relevant
backgrounds. For this purpose, | took the role of an active listener in the first
interviews and asked the teachers my questions. The purpose of the second interview
was to explore the teachers' journeys by focusing on their past and current
experiences. In this interview, data was collected through metaphor cards. | got
training twice to be able to use metaphor cards. In addition to the training, I received
a supervisory and got a card usage certificate. For this reason, in the second meeting,
I took on the role of facilitator in addition to the active listener. By asking the
appropriate questions to the teachers, | became a facilitator in choosing the card that
evoked the most. In the last meeting, | asked the teachers to draw their journeys. Due
to the nature of Educational Journey Mapping, teachers are expected to be
comfortable while drawing, far from feeling "watched". For this reason, in the third

interview, | assumed the role of a researcher drawing my own journey with the
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teachers instead of being someone who "watches" or "controls"” their drawings. In

this way, they expressed themselves more easily.
3.7. Data Collection Procedure

In 2020, the Ministry of National Education changed the Research Application
Permit Directive. According to the relevant article, "before long-term studies,
researchers are required to inform schools and relevant persons in advance and
submit the received school approval at the time of application.” In the current study,
I aimed to conduct three interviews with each early childhood teacher. That is why
my study was evaluated as a long-term study. For this reason, | started to search for
schools that met the criteria for the study before getting permission from the Ministry

of National Education. Figure 3.5 presents the steps of data collection procedures.

Visiting District National Education Sending message to teachers for
Directorates taking appointment for first interview

Receiving list of schools that have
refugee children in their preschool
classrooms

Conducting first interviews and taking
appointment for second interviews

Conducting second interviews through
metaphor cards and taking
appointment for third interviews

Visiting preschools to find teachers
who met the inclusion criteria

Receiving permission letter from Conducting third interviews through
school principals Educational Journal Mapping

Application to Ministry of National
Education

Figure 3. 5. Steps of data collection procedures

First, 1 visited the District National Education Directorates of Sancaktepe,
Sultanbeyli, Pendik, and Cekmekdy districts, where immigrant populations are
concentrated in Istanbul (Ozaslan, 2019). I received a list of schools with refugee

children in their preschool classrooms from the District National Education
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Directorates. Afterward, | visited these schools individually during the Fall Semester
of the 2022-2023 Academic Year. During these visits, | first met with the school
principals and explained the purpose of the study. After receiving the information
that there are refugee children in preschool classrooms, | interviewed preschool
teachers with the principals’ permission. | asked the teachers how many years of
experience they had in total working with refugee children. | briefly summarized that
I would carry out an academic study in the spring term of the 2022-2023 academic
year, the purpose of the study, and what will be done within the scope of the study to
the teachers who meet the criteria of at least three years. | registered the teachers who
volunteered to participate in the study. Later, I received a permission letter from the
school principal stating that the study was approved to be carried out in their school.
In this way, | visited all the schools and reached 17 teachers for the main study. I
applied for permission to the Ministry of National Education with the permission
letters | received from the school principals. Finally, | received permission from the

Ministry of National Education to conduct the study.

In the first week of the Spring Semester, | sent a message to the teachers explaining
myself and the purpose of the study. In the message, | asked them to make an
appointment for the first interview at the appropriate time and hour. | explained to
the teachers that the study could not be done in the classroom environment and that
the interviews should be held separately to ensure their focus. Thereupon, the
teachers made appointments for suitable days. Interviews were conducted in an
empty classroom, in the school library, or in the kitchen section of the kindergarten
when it was empty. Before the first interviews, consent forms were given to the
teachers, and their permission to participate in the study was obtained again. The first
interviews lasted three weeks. All interviews were audio-recorded. At the end of the
first interview, each teacher was re-appointed for the second interview. In this way,
there were approximately three weeks between each interview. At the end of the first
interview, three teachers stated that they wanted to leave the study. The study was

continued with 14 teachers.

Before the second interview, | completed the Metaphor Card Use Training organized

by Kim Psychology and given by psychologist Ceren Sari. In this training, we
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focused on the history of metaphoric cards, determining the goal of card use and how
metaphorical cards are used in studies. In addition, | met a psychologist who is an
expert in metaphor card use and acquired knowledge about how to use cards and how
to ask questions per the purpose of the study. On the appointment day, we met the
teacher in an empty classroom with a desk. | read a prompt to the teachers explaining
the study's purpose and what we would do with the cards. If there was anything
unclear about the method, | explained it. I then placed all the cards in front of the
teacher in an open way. As a first step, | asked the teacher a question about the topic.
The teacher verbally explained his/her experiences over the years. In the next step, |
asked them to choose at least three and at most five cards that evoked associations
related to her experiences. If there was a change in their experience, | asked them to
sort the cards chronologically from the first years to the last years. Then, we
discussed why they chose which card and what it evoked about their experience from
the beginning to the end. We continued the process without sorting if there was no

change over the years. In this way, all questions were completed.

At the end of the second interview, | made appointments for the third interview, and
we met again in an empty classroom with a table. | distributed A3 paper and colored
pencils to the teachers. Again, | read a prompt stating the purpose of the study and
my expectations from them. If they had any questions about the method, | answered
them. | did not give the teachers a definite time to finish the drawing during this
process. Due to the nature of EJM, teachers should avoid the feeling of being
watched while drawing. For this reason, | made my own drawings while they were
drawing. After the drawings were finished, we had a third interview with the teachers
about their drawings. In this part of the interview, we summarized the processes of

dealing with refugee children and ended the interviews.
3.8. Data Analysis Procedure
The data analysis process for this study adhered to Creswell's (2007) methodology,

which comprises six distinct steps for qualitative data analysis. Figure 3.6 delineates

the sequential procedure for data analysis as outlined by Creswell (2007).
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Figure 3. 6. The Steps of Data Analysis Procedure According to Creswell (2007)

According to Creswell (2007), data analysis starts with organizing and preparing
data. For this step, | transcribed all the interviews. The study involved 14
participating teachers, each of whom underwent three interviews, resulting in a total
of 42 interviews which were transcribed verbatim. To facilitate analysis, interviews
with the same teacher were consolidated. Subsequently, I meticulously reviewed all
qualitative data multiple times to grasp the overarching themes, general experiences,
and needs of early childhood educators teaching refugee children. This iterative

process contributed to establishing the credibility of the findings.

The third step of analysis is coding. This is the most demanding phase of analysis. In
this study, | used open coding based on the literature. According to Corbin and
Strauss (1990), researchers break down data using an interpretive process.
Researchers compare narratives or other pieces of data in terms of their similarities
and differences. Further, Charmaz (2006) suggested that line-by-line open coding is
best for the researchers to analyze interview transcripts. In the current study, | coded
data inductively to conceptualize similarities and differences between stories of

teachers over the years.

I used the MAXQDA Software program for qualitative analysis. MAXQDA helped
me to organize data, assign codes, name categories, and construct initial themes. |
read transcriptions and coded them line by line by doing open coding. In other
words, I did not use predetermined themes or frameworks for coding the data. At the
beginning of the coding procedure, 658 individual codes were generated from 42
interviews in total. Afterwards, | carefully scanned and examined initial coding.
Some codes included only one quotation. According to Rubin and Rubin (1995), if
codes exist in one or two pieces of data, they can be eliminated. Therefore, |

removed these codes from the analysis. 431 individual codes were remaining in the
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analysis. Then, | realized that some codes refer to the same topics. | merged these
codes, and 126 codes remained in the study.

In the current study, teachers selected metaphor cards to represent their experiences
throughout the years in the second interview. Besides, teachers drew their EJMs to
visualize their experiences with refugee children in the third interview. For the
second interview, what the teacher conveys through the card is the critical aspect,
rather than focusing on which card he/she chooses (Popova & Miloradova, 2014).
The same applies to EJMs. EJMs and metaphor cards are the tools teachers use to
convey their experiences. For this reason, in the analysis part, |1 coded narratives
conveyed by teachers by using metaphor cards or Educational Journey Mapping.
However, teachers’ card selections or drawings were presented to support data in the

findings and discussion parts.

For the coding part, | worked with a second coder to provide reliability of the
findings. The second coder is a PhD student in the department of Early Childhood
Education. She is experienced in qualitative research and analysis as well. The
second coder randomly selected five interviews out of 14, read transcriptions, and
coded data openly using the MAXQDA Program. Following this, the second coder
and | engaged in collaborative discussions regarding merged codes and discrepancies
between codes, ultimately reaching a consensus on certain codes. Intercoder
reliability was assessed using the Miles-Huberman formula (1994), yielding a
reliability coefficient of .93.

In the fourth step, I listed all codes and clustered the similar codes under the same
categories. Furthermore, | reread all categories and constructed similar ones under
the sub-theme and themes based on research questions in the next step. As a result, |
labeled data as code, category, sub-theme, and theme, as shown in Figure 3.7. For

example,

Main Theme: Teacher’s Cultural Awareness
Sub-Theme: Teacher’s Previous Cultural Self-awareness
Category: Cultural Blindness

Code: Perception of Child
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Category

Figure 3. 7. Steps of Constructing Themes

In this step, the second coder and | discussed categories, sub-themes, and themes.
The fifth step of Creswell’s data analysis procedure is represented. Final themes,
sub-themes, categories, and codes are presented in the text. Interpreting is the final
step of the analysis procedure (Creswell, 2007). | interpreted data derived from
teachers’ narratives by relying on existing literature. According to Merriam (2009),
two sources for labeling themes are given to the research questions. These are the
researchers and the literature. | conducted literature to label existing themes. The first
four themes are compatible with Gay’s Culturally Responsive Teaching. These
themes are Teachers' Cultural Competency, Cultural Content/ Diversity in
Curriculum, Communication Process with Refugee Children and Building
Partnership with Refugee Parents. The fifth theme was constructed based on
teachers’ observation on the relationship between local and refugee children. The
final theme, Professional Competencies and Development, is related to teachers’
views on their culturally responsive competencies and the quality of in-service and

pre-service training.

3.9. Trustworthiness

Trustworthiness is critical in developing trust in qualitative findings (Stahl & King,
2020). According to Lincoln and Guba (1985), there are four criteria to convey

trustworthiness: credibility, transferability, dependability, and confirmability.

Credibility is about questioning how closely the findings are congruent with reality.

It also represents the study's internal validity (Shenton, 2004). One strategy to ensure
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the credibility of the study is triangulation. Researchers aim to increase the study's
validation through triangulation (Noble & Heale, 2019). In the current study, I
interviewed each teacher three times. Although each interview served a different
purpose, | got teachers to repeatedly talk about the same experiences to validate the
data by referring to what they had mentioned in the previous interview. In this sense,
data was collected using multiple methods at multiple times.

On the other hand, conducting three interviews with each teacher was an opportunity
for prolonged engagement. | engaged with participants three times during the
semester. Besides, | used member checking by presenting a summary of my findings
to some of the early childhood teachers. | agreed with some teachers for this process
and told them that after the analysis process, we would communicate face-to-face or
via e-mail and do member checking. | reached out to these teachers and asked them

if I represented their perspectives or not. They stated | represented their perspectives.

The second criteria is transferability which refers to generalizability in other words.
In qualitative research, transferability is related to whether descriptions or cases
apply to another situation or context (Stahl & King, 2020). One effective method is
providing a thick description of the context, site, participants, and data collection
method. In my current study, | provided a thick description of the schools, data
collection instruments, and how | collected data through face-to-face interviews,

metaphor cards, and Educational Journey Mapping.

Dependability is the third criterion of trustworthiness. Triangulation is a method to
ensure the reliability of the data. In this study, data were collected by interviewing
teachers more than once. Furthermore, to enhance the reliability of the results during
the analysis phase, | enlisted the assistance of a colleague with a PhD in early
childhood education to serve as the second coder. This collaboration supported the
confirmability of the data, aligning with the final criterion for trustworthiness, which

pertains to objectivity.
3.10. Ethical Issues and Considerations

Creswell (2007) stated that ethical considerations must be considered carefully in

qualitative studies because these designs include focusing deeply on participants’
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lives, experiences, and environments, asking detailed questions about them, and
spending a long time in the field. Therefore, ethical issues were followed in the
current study. Before starting data collection procedures, | applied for permission
and received approval from the Research Center for Applied Ethics at METU. A
consent form was given to early childhood teachers to inform them about the purpose
of the study and data collection procedures. There was no deception in the current
study. Participants were informed that they could withdraw from the study at any
time. At the same time, it was stated that they could pass on the questions that they

felt uncomfortable with.

Audio recording was used in the data collection process, and consent was obtained
from the teachers both verbally and in the consent form. The actual names of the
teachers were not used in the study. Each teacher was given a pseudonym. At the
same time, the names of the schools were kept confidential in the study. Within the
scope of the study, teachers were asked to describe their memories and experiences
with refugee children and their families. During the sharing of experiences, the
teachers used pseudonyms for refugee children and their families to ensure the
privacy of these children and families. It was also stated that the audio recordings

would only be listened to by the researcher and deleted after they were transcribed.

3.11. Limitations

As a researcher, | followed the qualitative design rules. However, there are some
limitations to this study because of its nature. To begin with, the current study was
conducted with early childhood teachers who work in Sancaktepe, Pendik,
Sultanbeyli and Cekmekdy. The findings are limited to the experiences, strengths
and needs of these teachers working in four districts. Other districts of Istanbul or
another city in Tiirkiye may produce different results. Besides, the findings may not
be generalized to other early childhood teachers who are working with refugee
children. The second limitation is that the main data collection method is
interviewing participants. Teachers were expected to remember their past memories
regarding their experiences, strengths, and needs. So, data is limited to teachers’ self-

reported experiences, strengths and needs while working with refugee children.
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There was no observation in the current study to evaluate teachers’ actual practices
with refugee children. Therefore, certain reliability and validity issues were followed

to meet the study's criteria for validity and reliability.
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CHAPTER 4

FINDINGS

This phenomenological study focused on early childhood education teachers’

experiences, needs and strengths in working with refugee children over the years. It

was designed to investigate the journey of teachers throughout the years. In this

section, | will share teachers' narratives accompanied by metaphor cards and

Educational Journey Mappings. The following research questions were answered.

1. How do early childhood teachers describe their teaching experiences with

refugee children?

a.

What are the previous teaching experiences of preschool teachers
who have experience in working with refugee children?

What are the current teaching experiences of preschool teachers who
have experience in working with refugee children?

If there is change, in what ways have teachers' teaching practices

changed?

2. How do early childhood teachers describe their strengths and needs in

working with refugee children?

a.

What are the previous strengths and needs of preschool teachers who
have experience in working with refugee children?
What are the current strengths and needs of preschool teachers who
have experience in working with refugee children?
If there is change, in what ways have teachers' strengths and needs

changed?

3. What are the perceptions of teachers who have experience in working with

refugee children about culturally responsive teaching?
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For the representation of teachers, pseudonyms (i.e., T1, T2...) were used to provide
confidentiality. The findings were provided according to each related research
question. The sequence of presentation of the study's findings is explained in Figure
4.1 briefly.

EARLY CHILDHOOD TEACHERS’

Experiences with Needs and Perceptions of Culturally
Refugee Children Strengths Responsive Teaching
1. Teachers' Cultural 1. Teachers' 1. Teachers' First
Competency Strengths Perceptions
2. Cultural Diversity 2. Teachers' 2. Teachers' Last
in Curriculum Needs Perceptions

3. Communication
Process with
Refugee Children

4. Building
Partnership with
Refugee Parents

5. Relationship
Between Local and
Refugee Children

6. Professional
Competencies and
Development

Figure 4. 1.The Sequence of Presentation of the Findings

4.1. Findings Explaining Early Childhood Teachers’ Teaching Experiences with
Refugee Children

The first research question investigated how early childhood teachers describe their
teaching experiences with refugee children over the years. In sub-questions, |
focused on teachers’ previous teaching experiences, current teaching experiences,
and how these experiences changed over time. These previous and current

experiences with refugee children were investigated by asking

e Teachers’ communication process with refugee children and their parents
e Their instructional practices

e Their observation on the relationship between local and refugee children.
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Data analysis yielded six main themes from teachers’ narratives throughout the three
interviews. These main themes are Teachers’ Cultural Competency, Cultural
Diversity in Curriculum, Communication Process with Refugee Children, Building
Partnership with Refugee Parents, Relationship Between Local and Refugee Children
and Professional Competencies and Development. Each main theme includes sub-
themes. These sub-themes also include categories that consist of codes and subcodes.

The first four main themes are compatible with Gay’s (2010) Culturally Responsive
Teaching components. The fifth theme emerged based on teachers’ observations on
the relationship between local and refugee children. Finally, the last theme,
Professional Competencies and Development, reflected teachers’ narratives related
to their professional development process including their pre-service and in-service

training.

4.1.1. Teachers’ Cultural Competency

Cultural competency is becoming aware of cultural values, beliefs, and perceptions
using critical-thinking skills (Mayfield, 2020). According to Gay (2002), teachers’
cultural competency increases when they understand the cultural characteristics of
certain groups and how these ethnic groups contribute to society. Culturally
competent teachers have and gain knowledge about cultural values, communication

methods, learning styles and traditions of ethnic groups.

In educational settings, teachers need to have cultural awareness, knowledge, and
skills because otherwise, multicultural educational practices are not performed or
performed in limited way by teachers (Collins, 2009). Therefore, developing cultural

competency enhance teaching practices in multicultural and diverse classrooms.

In the current study, this main theme was constructed based on teachers’ narratives
related to their understanding of the cultural background of refugee children. It has
three sub-themes and each sub-themes includes categories and codes presented in
Figure 4.2 below.
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Cultural Cultural Change in
Competency in Competency in Teachers'
Previous Years Current Years Cultural
| 1
| | | | |
Partial Cultural Advocacy for Attitude of Partial Cultural Welcoming
Refugee Cultural . s
Awareness . . Awareness Diversities
Children Blindness
L Per((::elp:tlor? of Right to L Perception of Lack of Cultural L Diversity as
uttura Education Child Knowledge Richness
Proximity
Education in RST.ared
Mother Tongue eliglous
Festivals

Figure 4. 2. Sub-Themes, Categories and Codes Related to Teachers’ Cultural
Competency

4.1.1.1. Teachers’ Cultural Competency in Previous Years

This first sub-theme reflects teachers’ cultural competency in previous years of
teaching refugee children. Data collected through interviews yielded how teachers
perceived the culture of refugee children in the first place. The sub-theme,
categories, codes, and example quotations based on teachers’ narratives were

presented in Table 4.1.

Table 4. 1. Categories, codes, and example quotations regarding teachers’ cultural
competency in previous years

Example Quotations from

Sub-Theme  Categories Codes -
Participants
“l did not know anything about the
Syrian child. You see, because they are
, Muslims, their holidays and customs are
Teachers s
. somewhat similar to ours. | have never
Cultural . Perception . . .
Partial heard anything from his family. (...)
Competency of Cultural . . .
X ) Cultural L You know, things like birthdays and
in Previous Proximity ) :
Awareness _ things like that, those do not need to be
Years (n=5)

pertain to a specific culture anyway. |
have never celebrated a special holiday
or done anything for the refugee child.
(T10)”
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Table 4.1 (cont’d)

Sub-

Theme Categories Codes Example Quotations from Participants

“They have the right to education just like

every child has the right to education. So,

Rightto  everyone has the right to education. These

Education children have come to us. We should

(n=3) educate them in the best way in our
school. (T13)”

Advocacy
for Refugee “I thought that people have the right to
Children receive education in their native language,

Education which is more in line with universal

in Mother values, and more egalitarian, where

Tongue  children express themselves  more

(n=1) comfortably, are not uniformized, or that
these should be supported. (T12)”

“So, a child is always a child. | mean, even
if the language and culture are different, it
Attitude of  Perception is always a child, and a simple smile is
Cultural of Child  sufficient. (...) So, I cannot say that it has
Blindness (n=9) changed me too much. Okay, then a child
is a child. 1 mean, yes. Exactly. I mean,

there was no difference. (T4)”

Teachers’ Cultural Competency in Previous Years

4.1.1.1.1. Partial Cultural Awareness

Partial cultural awareness has the potential to cause cultural bias (Pederson, 2009)
and means individuals’ superficial awareness of diversity. A lack of cultural
awareness may reduce the significance of diversity or cultural contributions of
certain groups. In some cases, they are incapable of understanding the cultural

characteristics of some cultural groups (Thu, 2010).

In the current study, | asked teachers about their first years of experience with
refugee children and families. In their narratives, seven teachers stated their
perspectives on the culture of refugees by comparing Turkish culture to the culture of
refugees. Their perspectives on these questions reflected their partial cultural
awareness because while some teachers did not consider a reflection of diversity as

unnecessary, other teachers perceived the culture of refugees and Turkish culture as
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similar. For example, T6 considered Syrian and Turkish cultures similar because
both are in the Middle East. She stated her perspective as follows:

“I mean, refugee children do not have a quite different culture either. I mean,
| do not think we do have such a different culture. Because we are in the
Middle East. | mean, there is a child from Japan. Between a child from Syria
and a child from Japan, there is something more distinctive for Japanese
children. They [Syrian children] are closer to us, but of course, different
cultures (T6)”

In the statement above, the teacher mentioned the common points of the two
countries' cultures with the effect of geographical proximity. Geographical proximity
and religious commonality bring the two cultures closer to each other. However,
culture is not a superficial phenomenon that can be handled only in terms of religion
etc. Therefore, the expression of T6 reflects her perceived cultural proximity.
Qureshi (2007) defines cultural proximity as characteristics of migrants and refugees
reflecting their physical, cultural, and emotional closeness. It reflects how different
cultures are similar or different from each other. In the current study, five teachers
have perceived cultural proximity between Turkish cultures and the cultures of
refugees. For example, T3 also focused on similarities between the two cultures and
noted that she did not use cultural references of refugee children in the education

process due to this reason. She stated her idea as follows:

“You know, there are not very obvious differences in the preschool period. I
mean, numbers are the same everywhere. You know, Arabic letters differ. |
did not reflect their cultures. (T3)”

This situation also points out their partial cultural awareness. Culture includes many
elements such as language, rituals, norms, and values. However, teachers discussed
culture from a limited perspective due to commonalities in holidays and feasts and
stated that the two cultures are similar to each other. For example, T10 stated that

“I did not know anything about the Syrian child. You see, because they are
Muslims, their holidays and customs are somewhat similar to ours. | have
never heard anything from his family. (...) You know, things like birthdays
and things like that, those do not need to be pertain to a specific culture
anyway. | have never celebrated a special holiday or done anything for the
refugee child. (T10)”
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4.1.1.1.2. Advocacy for Refugee Children

While investigating early childhood teachers’ previous teaching experiences, five
teachers stated their advocacy for the education of refugee children. Three teachers
stood for refugee children’s right to education. They believed that refugee children
have the right to education just as other children in our country. T13 stated her idea

on this issue as follows:

“They have the right to education just like every child has the right to
education. So, everyone has the right to education. These children have come
to us. We should educate them in the best way in our school. (T13)”

Another teacher (T14) explained that she approached each child equally due to her
belief in the right to education for all. She stressed her idea as follows:

“Regardless of language or culture, a child remains a child. They have the
right to education, just like everyone else. For this reason, | believe that
teachers should treat everyone equally and approach them in the same way
(T14)”

Besides, one teacher (T12) advocated refugee children’s right to education in their
native language. She expressed that universal values are more appropriate if refugee
children receive education in their native language. She explained the reason with
these sentences:

“I thought that people have the right to receive education in their native
language, which is more in line with universal values and more egalitarian,
where children express themselves more comfortably, are not uniformized, or
that these should be supported. | hope for an educational environment where
children can freely express themselves (T12)”

Finally, according to T10, refugee children should be educated in free environments

where they can express themselves and learn by doing.

“I hope for an educational environment where children can freely express
themselves. And how can | put this? As a teacher, | advocate for an
educational setting where students learn through hands-on experiences and
enjoyment, rather than being overwhelmed with excessive information.
(T10)”
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4.1.1.1.3. Attitude of Cultural Blindness

According to Gay (2010), cultural blindness emerges when teachers believe that each
child is universally the same. Culturally blind teachers claim that they approach
children in a non-discriminatory way because they do not consider these children’s
cultural backgrounds in the educational process. Instead, these teachers believe that
treating children differently because of their cultural background is the real
discrimination in the classroom. They argue that a good education should be the

same for all students and circumstances.

During all interviews, nine teachers expressed that they have a non-discriminatory
perspective and treated all children equally in their first year. They noted that they
perceived a child as a child regardless of their culture and race. In other words, they
approached the refugee child as a child just like any other local child in their
classroom during their first years. While expressing their non-discriminatory
perspectives, they refer to their attitudes and behaviors towards refugee children.
They did not refer to their instructional techniques. For example, T8 stated that she
approached all children regardless of their cultural background in terms of her

attitudes.

“Regardless of where he comes from, he is still a child to us. He is our friend,
and we have no right to treat anyone differently. After all, he is an individual.
If we teach our children to follow this path, they will naturally do so. (T8)”

Similarly, T6 emphasized that a child is a child regardless of his/her nationality.

“He is a child. His nationality is not especially important. A child of any
nationality is a child. (T6)”

T4 also expressed her idea as follows:

“So, a child is always a child. | mean, even if the language and culture are
different, it is always a child, and a simple smile is sufficient. (...) So, I
cannot say that it has changed me too much. Okay, then, a child is a child. |
mean, yes. Exactly. | mean, there was no difference. (T4)”
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When one teacher (T3) was asked to choose a card representing the relationship
between local and refugee children, she chose a card with a picture of two heads on
one body represented in Figure 4.3. When asked why, she explained her non-

discriminatory perspectives.

Figure 4. 3. Metaphor Card Representing Two Heads on One Body

“I mean, even if their heads are different, they can move in coordination
because they are children. (Talking about the card) Even though one of them
has a stick and the other has a tree, let’s attribute it to personal differences.
Such disparities exist. However, | can affirm that they complement each
other. Despite their distinct perspectives, they can still work together in
harmony. However, at the moment, | feel like they are no different from other

children. (...) They are all the same for me. They are all our children anyway.
A child is a child (T3).”

4.1.1.2. Teachers’ Cultural Competency in Current Years

This second sub-theme reflects teachers’ cultural competency in the current years of
teaching refugee children. Data collected through interviews yielded how teachers
currently perceived the culture of refugee children. Two categories emerged under
this sub-theme: partial cultural awareness and welcoming diversity. The sub-theme,
categories, codes, and quotations based on teachers’ narratives were presented in

Table 4.2.
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Table 4. 2. Categories, codes, and example quotations regarding teachers’ cultural
competency in current years

Sub- Categories Codes Example Quotations from Participants
Theme
Lack of “You know, I do not even know their special
Cultural weeks or things, you know, special days of
Syrians. [ never looked at it. (T4)”
Partial Knowledge
Cultural (n=3)
Awareness Shared “ I mean, they [both cultures] are mostly

o similar. (...) since they are Muslims, they
Religious already accompany us on celebrating religious

Festivals (n=3) holidays (T2)”

“We must accept differences. The more

society embraces them, the more they will try

to be part of that society. Of course, we

should appreciate every culture. Each one

adds a unique flavor to the classroom. Just as

Diversities  Richness (n=6) we have our own culture, they have their own
cultural background. | think it is important.
So, we should value them too. Diversity... |
think it is to feel the diversity. | think valuing
diversity and feeling them (T13)”

Welcoming  Diversity as

Teachers’ Cultural Competency in Current
Years

4.1.1.2.1. Partial Cultural Awareness

Gay (2010) asserted that diverse children learn better and become successful when
curriculum content is connected with their daily life experiences. Besides, culturally
competent, and responsive teachers are expected to link curriculum content with the
cultural background of students. In other words, teachers are expected to integrate
diverse learners' cultures in the education process. In the current study, during the
interviews, three teachers stated that they do not adapt the culture of refugee children
to education currently because they have no idea about Syrian culture, or they
perceive Syrian culture as similar to Turkish culture. This lack of cultural knowledge
reflects teachers’ partial cultural competency. For example, T3 stated that she
realized this contributes to refugee children’s learning, but she does not learn the

cultures of refugees.

“I need to learn in order to contribute to them, but I do not. I do not know
their national holidays because I have not done any work on this subject. (...)
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They need to get used to Turkish culture. We involved the children in the
activities we do in our class, you know, on religious and national holidays.
(T3)”

Similarly, T4 expressed that she did not look at special days or cultural values of

Syrian refugee children.

“You know, I do not even know their special weeks or things, you know,
special days of Syrians. I never looked at it. (T4)”

On the other hand, three teachers discussed culture more from a religious perspective
and stated that Turkish and Syrian cultures are similar because the two nations have
common religious festivals. For example, T2 stated that she still considered the two

cultures to be similar due to their religion.

“ I mean, they are mostly similar. You know, these are in the preschool
period. There are not very obvious differences. But as | said, since they are
Muslims, they already accompany them on religious holidays (T2)”

T4 and T5 also supported the idea of T2 as follows:

“Well, when you say Syrian, I mean Muslim, you know, Ramadan Feast (Eid
al Fitr) or something like that, but in general, conforms to the order to the
culture of this country. They are similar (T4).”

“They are Muslims anyway. They also accompany us on our holidays (T5)”.

4.1.1.2.2. Welcoming Diversity

Cultural competency is also related to teachers’ action to show openness to
diversities (Kochoska et al., 2022). In this respect, while investigating their current
experiences, six teachers stated that diversity and the presence of different cultures in
the classroom added richness to the classroom and that we should live together with
differences. For example, T13 mentioned that we must value and accept diversity.
She expressed her ideas as follows:

“We must accept differences. The more society embraces them, the more they
will try to be part of that society. Of course, we should appreciate every
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culture. Each one adds a unique flavor to the classroom. Just as we have our
own culture, they have their own cultural background. I think it is important.
So, we should value them too. Diversity... | think it is to feel the diversity. |
think valuing diversity and feeling them (T13)”

T10 stated his opinion about the same subject as follows:

“I think the presence of refugee children in the classroom, refugee children,
you know, | did not have them in the previous years, but for the last three or
four years, every year there is a refugee student in my class. | think this is a
good thing. (...) | think having at least children from different countries in my
class is a good thing. (T10)”

T14 also identified challenges she experiences while working with refugee children.
However, she also evaluated having diversity as a valuable thing for their classroom.

“I have two Syrian students. One of them is from Egypt. While this situation
IS not something we anticipate, if they are in the same class, we adapt and
proceed accordingly. The effort we invest in them is not identical to the effort
we put into local students. Even forming a sentence and making them
understand it costs us time, but I think this is very valuable. (T14)”

4.1.1.3. Change in Teachers’ Cultural Competency

In the scope of this study, I investigated in what ways teachers’ experiences have
been changed over time, if any. Therefore, this third sub-theme is related to how
teachers’ cultural competency has changed over time when I compared their previous

experiences with their current experiences.

To begin with, partial cultural competency is one of the categories under sub-themes
of teachers’ cultural competency in both previous and current currents. It shows that
teachers still lack enough awareness, knowledge and skills related to the cultural
backgrounds of refugee children after at least three years of teaching refugee
children. For example, teachers preferred to focus on commonalities between two
cultures from the point of religious perspective. However, different groups of
teachers stated their religious perspective in their previous and current years. While
T6 and T10 stated that Turkish culture and culture of refugee children are quite
similar in their previous years, more teachers (T2, T4 and T5) evaluated culture from

a religious perspective. As an example, T10 narrated in his previous experiences that
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“I did not know anything about the Syrian child. You know, since they are
Muslims, their holidays and everything are more or less the same with us. |
have never heard anything from his family. (...).(T10)”

In addition to the teachers who stated that they did not have cultural knowledge in
their past experiences, there are also teachers who stated that they still do not have
enough knowledge in their current experiences. For example, T3 expressed that she
did not reflect culture in her current experiences. She considered that she needed to
learn how to integrate, but she did not have any knowledge of their cultures. She

noted as follows:

“I need to learn in order to contribute to them, but I do not. I do not know
what their national holidays are because | have not done any work on this
subject. (T3)”

Secondly, there have been changes in teachers’ ideas on the culture of refugees over
the years. These changes are related to teachers’ view of diversities and culture. For
example, T4 stated that she closed her eyes to diversities in her first year of teaching.
On the other hand, she has found diversity to be rich in her current years. The

changes in her views are exemplified as follows:

“Refugee children are no different from others. I chose to overlook their
differences. Yes, I closed my eyes; after all, they were just children. (T4)”
[first year of teaching]”

“(...) Different languages are spoken, but we can all be happy together. You
know, to be able to emphasize this, at least all of them have seen this [refugee
child] one-on-one. Because an abstract concept is not suitable for
kindergarten as an age level. But concretely, it is a good thing to have a child
who speaks a different culture and language in the classroom. (T4)” [current
years of teaching]”

In conclusion, some teachers’ narratives showed that their incompetent cultural
awareness still exists. They still consider the culture of refugee children from a
religious perspective and accept that Syrian and Turkish cultures are quite similar.
On the other hand, compared to their past experiences, more teachers (n=6) today

recognize diversity as a strength that should be present in the classroom.
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4.1.2. Cultural Diversity in Curriculum

According to Gay’s Culturally Responsive Teaching framework (2000), teachers are
expected to integrate cultural elements into curriculum and instructional strategies.
This integration fosters culturally diverse students’ academic achievement and self-
efficacy beliefs. Besides, when students' cultural background is linked to curriculum
content, it motivates students to learn better (Brown, 2007). Within the scope of this
information, this second main theme is related to teachers’ previous and current
practices on providing cultural diversity in curriculum and activities. It has three sub-
themes and each sub-themes includes categories and codes presented in Figure 4.4

below:

Teachers' Previous
Practices on Cultural
Diversity in Curriculum

Teachers' Current
Practices on Cultural
Diversity in Curriculum

Change in Teacher
Practices on Cultural
Diversity in Curriculum

Uniformity Diversity

T a—

Types of Integration
Strategies

Uniformity Diversity

——

Types of Integration
Strategies

Reasons Reasons Reasons Reasons

Lack of Resources I— Language Barrier I— Lack of Knowledge f—i To Foster Sense of I—

Funds of Knowledge -— Belonging

Funds of Knowledge

|__| ToIntroduce Different

High Level of Turkish =] Fear of Social Reaction
Cultures

Having National

A —{ To Teach Tolerance
Curriculum

Having Assimilative
Thought

Figure 4. 4. Sub-Themes, Categories and Codes Related to Teachers’ Practices on
Cultural Diversity

4.1.2.1. Teachers’ Previous Practices on Cultural Diversity in Curriculum

The first sub-theme refers to teachers’ previous practices in integrating the cultural
knowledge of refugee children in education. Therefore, during the interviews,
teachers were asked whether they made any changes in their education plans or
teaching methods and techniques after the arrival of refugee children in their
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classrooms. According to the answers, two categories emerged: uniformity in
instruction and curriculum and diversity in instruction and curriculum. The sub-
theme, categories, codes, and quotations based on teachers’ narratives were

presented in Table 4.3.

Table 4. 3. Categories, codes, and example quotations regarding teachers’ previous
practices on diversity in curriculum

Sub- . Example Quotations from
Categories Codes Sub-Codes .
Theme Participants

“I mean, in general, Urfa is already a
place with limited resources. I’'m
specifically referring to Urfa because it

Lack of - ;
R was the initial location. Due to my own
esources : .
Uniformity (n=1) constraints, | treated all the children
) 5 equally. I couldn’t provide anything extra
in or different (T4).”
Instruction Reasons
“I told you that I did not use anything
and different in the method and technique.
Curriculum Refugee Most of the children had a good

Children’s command of communication methods and
High Level of  techniques, and most of the children had a
Turkish (n=5)  good command of Turkish. So, | did not

have any problems (T5)”

“Yes, the first years were actually more
difficult. The majority of the class did not
speak the language. There were many
Reasons things we could not do. We were very
Language weak in Turkish language activities. We
Barrier (n=7)  had them do certain things in activities,
but we had a lot of trouble in obvious
things, especially speaking activities. So,
I made changes. (T8)”

Teachers’ Previous Practices on Cultural Diversity in Curriculum

Diversity in
Instruction “We did this [integration] more during
the domestic goods week when we
and introduced different countries. They made
Curriculum a presentation about Syria to us, wherever
he was born. Everyone was introducing
Types of their homeland. He came with a food,
) Funds of ith visuals. the child i

_ about their homeland. We integrated him
Strategy (n=3) in that process. He could not tell us, but
he presented it to us visually. (...) They
brought things that were made for a
different culture. He brought kibbeh, but
it was not like ours. Theirs was very
different. (T8)”
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4.1.2.1.1. Uniformity in Instruction and Curriculum

This category is related to whether teachers added cultural content to the curriculum,
designed cultural activities related to the cultural background of refugee children, or
whether they used strategies in the integration process or not. While talking about
teachers’ teaching practices, six teachers stated that they did not change their
instruction or curriculum during their first year. The reason they provided for this is
that they did not have enough resources for adaptation or due to refugee children’s
high level of Turkish. One teacher’s first duty place was in Southeast Anatolia,
where they first encountered refugee children. T4 stated that she could not change

her teaching methods due to insufficient resources.

“I mean, in general, Urfa is already a place with limited resources. I’'m
specifically referring to Urfa because it was the initial location. Due to my
own constraints, I treated all the children equally. I couldn’t provide anything
extra or different (T4).”

Besides, some teachers (n=5) mentioned that they did not change their teaching
methods and techniques or adapt them to refugee children. This was because refugee
children who came to their classrooms in the first year knew Turkish well,
understood the instructions and activities in Turkish, and therefore did not need any

change in the curriculum.

“I had such a chance. Most of the children spoke Turkish properly. That is
why there has been no change in my teaching methods. (T7).”

“I told you that I did not use anything different in the method and technique.
Most of the children had a good command of communication methods and
techniques, and most of the children had a good command of Turkish. So, |
did not have any problems (T5)”

4.1.2.1.2. Diversity in Instruction and Curriculum
Conversely, when questioned about alterations in their teaching methods when
working with refugee children, seven teachers recounted modifications made during

their initial years. Several teachers highlighted adjustments to instruction and
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curriculum necessitated by language barriers, preventing the implementation of
speech or language-based activities for non-Turkish-speaking refugee children. For
instance, T8 noted the need to adapt instruction to overcome language barriers during

language-related activities

“Yes, the first years were actually more difficult. The majority of the class
did not speak the [Turkish] language. There were many things we could not
do. We were very weak in Turkish language activities. We had them do
certain things in activities, but we had a lot of trouble with obvious things,
especially speaking activities. But we achieved at the end of the day (T8)”

On the other hand, during interviews, three teachers mentioned how they diversify
instruction by using funds of knowledge in the first year of teaching. For example,
T10 and T11 mentioned using cultural songs and games to integrate refugee

children’s culture into the curriculum.

“I’ve also played some music. Specifically for this young refugee girl, I put
on Arab music, belly dance tunes, and similar genres. It was just a small
gesture to help her come out of her shell. It worked. It worked within a day.
In fact, I mean, it worked on the first day. (...) Sure. After the first child,
especially the first children, you cannot normally talk to such children when
they first arrive, but they explain everything about dance and play. They
especially love dancing; they especially love dances. Especially if the dance
is close to their own culture or something. Of course, it has even more effect
(T10).”

“They connect better through plays and songs. So, I played music from their
own culture for them. (T11).”

T8 also expressed that she used funds of knowledge to integrate culture.

“We did this [integration] more during the domestic goods week when we
introduced different countries. He came with food, with visuals, the child was
telling us about their homeland. We included him in that process. He could
not tell us, but he presented it to us visually. (...) They brought things that
were made for a different culture. He brought kibbeh, but it was not like ours.
They were very different. There are also differences in nutrition. My child
was always bringing different types of food. Now we have overcome that. He
eats here, but it was clearly reflected. (T8)”
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4.1.2.2. Teachers’ Current Practices on Cultural Diversity in Curriculum

During the interviews, teachers also talked about their current experiences in terms

of their practices on cultural diversity in the curriculum. According to the answers,

two categories were constructed: uniformity in instruction and curriculum and

diversity in instruction and curriculum. The sub-theme, categories, codes, and

quotations based on teachers’ narratives were presented in Table 4.4.

Table 4. 4. Categories, codes, and example quotations regarding teachers’ practices
on cultural diversity in current years

Sub-
Theme

Example Quotations from

Participants

Teachers’ Current Practices on Cultural Diversity in Curriculum

“So, I do not know. How can it [culture]
be included? I do not know (T6)”

“I mean, I do not think my Arab students
should get reactions when we present their
cultural values in the classroom. | think
we might get reactions from other parents
and the administration (T5)

“We are all Turkish citizens, citizens of
Tiirkiye, and as a result, we are all familiar
with the culture here. In that sense, we
have studies on general customs and
traditions for our class. We have activities
related to specific days and weeks,
holidays, religious holidays, and national
holidays. We have a certain curriculum
(T3)”

Categories Codes Sub-Codes
Lack of
Knowledge
(n=3)
Fear of Social
Reaction (n=2)
Having
National
] o Curriculum
Uniformity in (n=3)
Instruction
Reasons
and
Curriculum
Having
Assimilative

Thought (n=2)

“Luckily, they don’t have their own
curriculum. As I mentioned earlier, I’'m
opposed to incorporating cultural elements
because | identify as a nationalist. | swear,
this shows my nationalist side a bit. You
know, Turkish culture is Turkish culture
for me. German culture is German culture.
There is a guest student or someone who
will settle here. He plans to remain here
for the rest of his life, but in my opinion,
the Turkish spirit encompasses a wide
range. There’s no need to incorporate
anything from elsewhere. | told you that |
am a bit biased in this question because of
my nationalism (T7)”
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Table 4.4 (cont’d)

Sub-
Theme

Categories Codes Sub-Codes

Example Quotations from

Participants

Teachers’ Current Practices on Cultural Diversity in Curriculum

To foster sense
of belonging
(n=2)

“We need to introduce children to
different cultures. They need to learn
tolerance from each other. They need to
acquire this tolerance from kindergarten
onwards. | mean, because they are
constantly marginalized and excluded
outside, so it is not just about culture.
You know, mindset, appearance,
everything. | think classrooms should be
multicultural in order to overcome this.
(T9)”

To introduce
different

Reasons cultures (n=3)

Diversity in
Instruction
and
Curriculum

“As a cultural activity, for example, I
explain the situation of the refugee
children. Just like we have different lives,
they have different food... |1 can talk
about their food, their speech, their
clothes, sometimes they can even come
with their heads covered. I can talk about
their closeness. (T13)”

To teach
tolerance
(n=1)

“I mean, I see this [incorporating culture]
as very important, but | think there
should be something for them to feel that
they belong. We should learn something
from their culture. So that they can adapt
more easily. | think children should feel a
little bit of belonging. (T9)”

Funds of
Knowledge
(n=7)

Types of
Integration
Strategies

“I mean, of course it is different if you
know. If because there is a home
environment. For example, what he sees
there, what he eats, drinks, even his
clothes, his speech, everything. (T12)”

4.1.2.2.1. Uniformity in Instruction and Curriculum

When | asked about current teacher instructional techniques changes, six out of 14

teachers stated that they did not make any changes in their current years. Some

teachers gave more than one reason for this. They gave because we already have a

certain curriculum, lack of knowledge, are against integration, and fear social

reaction. To begin with, T3 stated that she did not adapt culture because we are all

Turkish citizens. She noted her perspective on this issue as stated below:
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“We are all Turkish citizens, citizens of Tirkiye, and as a result, we are all
familiar with the culture here. In that sense, we have studied general customs
and traditions for our class. We have activities related to special days and
weeks, holidays, religious holidays, and national holidays. We have a certain
curriculum (T3)”

Similarly, T4 expressed that refugee children are living in Tiirkiye for a long time, so
they need to adapt to our culture. So, they did not change any instruction or

curriculum content for these children.

“I mean, I think that if we are in this country, if this country is experiencing
our culture, | honestly think that activities should be organized accordingly.
You know, according to the general culture. In general, it is exactly the same.
You know, we already do certain days and weeks. That is our culture. For
example, tomorrow is Canakkale®. Today we did an activity about Canakkale.
| do not know how much of it was passed on to the refugee children, but
somehow, we included them in it, in general. We naturally follow our cultural
practices and observe special occasions and weeks. You know, | do not even
know their special weeks or things, you know, special days. Actually, when
you say Syrian, I mean Muslim, you know, Ramadan Feast or something like
that, but in general, according to the order or the culture of this country. (T4)”

On the other hand, some teachers explained why they did not diversify instruction
and curriculum even if they wanted to integrate the culture of Syrian refugee children
into the education process more. Two teachers stated that they were afraid of the
social reaction they would face if they did activities related to the culture of refugees

in the classroom. T5 expressed her opinion as follows:

“I mean, I do not think my Arab students should get [negative] reactions
when we present their cultural values in the classroom. | think we might get
[negative] reactions from other parents and the administration (...)(T5).”

Another teacher (T10) explained his hesitation in reacting socially.

“Yes, now when I create an information board about Syria, not everyone will
be open to it. Of course, they will show a reaction. | mean, | would have even
reacted to this before I interviewed you. (T10)”

¥ With this expression, 18 March Canakkale Victory and Martyrs' Memorial Day is meant.
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Furthermore, two teachers said that they were against the inclusion of cultures due to
their nationalist perspective. T7 expressed her idea as the following sentences:

“Fortunately, they do not have their own curriculum. Again, as I said at the
beginning, |1 am against the inclusion of culture because | am a nationalist. |
swear, this shows my nationalist side a bit. You know, Turkish culture is
Turkish culture for me. German culture is German culture. There is a guest
student or someone who will settle here. He plans to remain here for the rest
of his life, but in my opinion, the Turkish spirit encompasses a wide range.
There’s no need to incorporate anything from elsewhere. I told you that I am
a bit biased in this question because of my nationalism (T7)”

Finally, three teachers stated that even if it was necessary to include culture in
education, they did not know how to do so. T4 believed that there should be an
education based on the cultural structure of refugees, however, she did not know how

to provide it.

“Considering the Syrians, I think that we should give them an education
according to the cultural structure they live with. | mean, but how can that be
achieved? I do not know; I cannot find a solution for that. (T4)”

“So, I do not know. How can it [culture] be included? I do not know (T6)”

4.1.2.2.2. Diversity in Instruction and Curriculum

Seven teachers stated that they are adapting their activities, teaching methods, and
practices for refugee children. They stated the reasons why they need to design
cultural activities currently. They mentioned that they aim to foster refugee
children’s sense of belonging, teach diverse cultures to the whole class, and teach
tolerance to diversities. For example, T9 stated that she designed cultural activities to

teach tolerance toward diversities.

“We need to introduce different cultures to children. They need to learn
tolerance from each other. They need to acquire this tolerance from
kindergarten onwards. | mean, because they are constantly marginalized and
excluded outside, so it is not just about culture. You know, mindset,
appearance, everything. | think classrooms should be multicultural in order to
overcome this. (T9)”
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The other two teachers (T9 and T14) also explains their goal of designing cultural

activities to increase refugee children’s sense of belonging.

“I mean, | see this [incorporating culture] as very important, but I think there
should be something for them to feel that they belong. We should learn
something from their culture. So that they can adapt more easily. | think
children should feel a little bit of belonging. (T9)”

“Yes, it is valuable for this, to be honest, it has not been much, but something
where he can tell us about his own country, where he can show us the values
of this country, its cultures, its characteristics, its historical things, its dress, a
special dress of his own country, and where this is appreciated and liked will
make him happy. And he will feel more belonged here. That is why | think it
is valuable and I try to do it (T14)”

Besides, T13 narrated that she designed cultural activities to introduce the culture of

refugee children. She stated her idea as follows:

“As a cultural activity, for example, I explain the situation of the refugee
children. Just like we have different lives, they have different food... | can
talk about their food, their speech, their clothes, sometimes they can even
come with their heads covered. I can talk about their closeness. (T13)”

When | asked how and in what way they diversified their activities they carry out
under the name of cultural activities, it is seen that they carry out such activities on
important days and weeks by using children’s funds of knowledge. For example, T12
introduced local products of refugee children on Domestic Good Week.

“I mean, of course it is different if you know. If because there is a home
environment. For example, what he sees there, what he eats, drinks, even his
clothes, his speech, everything. I mean, it is a good thing for him to reflect.
We have a domestic good week. For example, everyone brings something
from their own region and culture. That child also brings something valuable
from their own country and shares it. Because we are introducing it. "Oh,
look, this grows here. It does this." or "this is the local dress here." You
know, it is a good thing to show this. That is why | try to do it normally.
(T12)”

T2 also stated that she designed activities to integrate refugee children’s cultures of

home through their own music.
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“In fact, we do from time to time. We sometimes incorporate children's
cultures, the cultures they bring from where they live, into our classrooms
from time to time. So, we benefit from this. For example, how can it be?
Music... We make the child who knows how to dance to their own music
dance, etc. (T2)”

4.1.2.3. Change in Teachers’ Practices on Cultural Diversity in Curriculum

This sub-theme is related to how teachers’ self-reported practices on cultural
diversity changed over time. When I look at teachers’ previous and current
implementations on including cultural content on the curriculum, there are some
changes in their integration strategies and their adaptation of activities according to

refugee children.

First, six teachers expressed that they did not change their instruction when they first
met with the refugee children in their previous years. Different groups of teachers
also stated that they do not currently change their instruction. However, these two
groups provide different reasons for their unchanged practices. For example, the lack
of resources and the high level of Turkish of some refugee children were reasons for
this uniformity in instruction and curriculum in previous years. On the other hand,
teachers currently consider that refugee children have been living in Tiirkiye for so
many years that they have to learn Turkish or adapt to Turkish culture so that they do

not need to change their activities or educational plans.

For example, T9 expressed her idea as follows:

“I mean, I do not do it [diversification in curriculum] too much, to be honest.
| mean because they need to learn Turkish. So, nothing much different
happened.(T9)”

On the other hand, although some teachers consider integrating cultural content as
critical and want to design cultural activities, they fear social reaction or lack of
knowledge about the integration process. These barriers to cultural integration only

exist in teachers’ current practices. For example, T10 noted that
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“Yes, now when I create an information board about Syria, not everyone will
be open to it. Of course, they will show a reaction. | mean, | would have even
reacted to this before I interviewed you. (T10)”

Secondly, there are different reasons why teachers add cultural topics to the
curriculum in their previous and current experiences. While teachers needed to adapt
language and literacy activities due to language barriers in their previous years, they
are integrating culture now to increase refugee children’s sense of belonging and
teaching tolerance in their current years. Furthermore, teachers currently practice
various cultural activities for refugee children because they have found more ways to
include culture in the curriculum than their past experience. While in their past
experience only three teachers used funds of knowledge, seven teachers currently use
different strategies to include cultural activities, even if they are only implemented
on specific days such as April 23" or Local Product Week. For example, in the first
years, only two teachers used Syrian children’s music and songs, and one teacher
used refugee children’s funds of knowledge to represent his hometown culture. T8

stated that

“Yes, we did in the first years. Some local children asked. We told the kids a
little bit about it. This is what our friends brought, what they did. We did this
more during the domestic goods week when we were introducing countries.
They introduced Syria to us. | see. Wherever he was born, everyone was
introducing their homeland. He came with a food. With visuals, the child was
telling us about their homeland. We included him in that process.(T8)”

On the other hand, in current years, some teachers (n=7) have designed cultural
activities on Domestic Good Weeks to introduce cultural elements of refugee
children. For example, T2 stated as follows:

“In fact, we do from time to time. We sometimes incorporate children's
cultures, the cultures they bring from where they live, into our classrooms
from time to time. So, we benefit from this. For example, how can it be?
Music... We make the child who knows how to dance to their own music
dance, etc. (T2)”

4.1.3. Communication Process with Refugee Children

Communicating effectively with refugee children is acknowledged as critical for

their learning process (Gay, 2010). This third theme describes teachers’
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communication process, strategies and challenges while working with refugee
children in their previous and current years. During the interview, they were asked
how to communicate with refugee children, what strategies they used and are
currently using, and what challenges they have faced over the years. This main
theme has three sub-themes, and each sub-theme includes categories and codes, as
presented in Figure 4.5 below.

Current Communication Change in Teachers'
Process with Refugee Communication Process
Children with Refugee Children

] ——

Previous Current Refugee Children's
Communication Communication Language Acquisition
Strategies Strategies Process

Previous Communication
Process with Refugee Children|

Teacher as

=] Body Language = Body Language Facilitator
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-m Repetition — Recalling

Telling & |_| Using Foreign
Instructing Language

|_|Language Support |_|Language Support|
from Others from Others

|_| Through Music &

=] Demonstrating Play

| | Technological

Tools l—{Technological Tooll

=1 Demonstrating

Figure 4. 5. Sub-Themes, Categories and Codes Related to Communication Process
with Refugee Children

4.1.3.1. Previous Communication Process with Refugee Children

During the interviews, | asked teachers how they communicated with refugee
children who did not know Turkish in their previous years. Teachers talked about
their previous communication strategies. They stated that they used body language to
communicate with refugee children. Besides, they used teaching techniques such as
telling and instructing, repetition, language support from others, demonstrating to
help them in communication. Finally, one teacher benefited from technological tools.

In Table 4.5 presents categories, codes, and example quotations from participants.
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Table 4. 5. Categories, codes, and example quotations regarding teachers’
communication process with refugee children

Sub-

Theme

Categories Codes

Example Quotations from Participants

Previous Communication Process with Refugee Children

Body Language
(n=4)

"So now something like this happened. At
first, I could not understand it at all. Then |
felt that these children, these children can
perceive my gestures and my body language,
and | tried to approach them more as my body
language. (T13)"

Telling &
Instructing
(n=3)

"l mean, | was telling them, | was telling
them over and over, | was holding their hand
and making them do it, | was holding their
hand, this is how you write. You will draw or
you will cut. You will cut it with these
scissors. (T5)”

Previous

Communication
Repetition

(n=3)

Strategies

"I mean, | was saying it. | was saying it over
and over again. (...). In general, in the first
few months of the school year, children
gradually absorbed the language by
conversing in Turkish, one phrase at a time.
Their rapid learning allows them to do it.
Even if they could not speak, they understood
it. (T5)”

Language
Support from
Others (n=2)

“When something happened, his friends
would help him and be there for him when he
had any problems. They would express it to
me. Because at that moment, if something
happened while playing the game, they were
witnesses and they told me somehow. We
could communicate like that (T12).”

Demonstrating
(n=2)

"I mean by supporting it with many visual
things. More through visual things, by
directing them, by showing them. We had to
go through concrete things. We could not
give anything abstract (T8).”

Technological
Tools (n=1)

"I mean, at first, | was trying to understand
Avrabic a little bit, I was trying to translate
from Google Translate or something (...).
Turkish, I mean, at first, | was trying to
translate what they said. For them to
understand and so on (...) I mean, in the first
year | did not know exactly how I should
explain things to the children. I was looking
at it on Translate. (T6).”
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4.1.3.1.1. Previous Communication Strategies with Refugee Children

When teachers were asked to describe their communication experiences in the first
year of teaching refugee children, they mentioned some methods and strategies to
make the communication process more manageable and possible. Teachers' most
common communication strategies are communicating through body language,
telling and instructing, language support from others, demonstrating, and using
technological tools. To begin with, four teachers declared that they used body
language to communicate with refugee children. T13 stated that she used body

language because she realized that refugee children could understand body language.

" So now something like this happened. At first, I could not understand it at
all. Then | felt that these children, these children can perceive my gestures
and my body language, and | tried to approach them more as my body
language. (T13)"

T14 also used body language because neither refugee family nor refugee child could

speak and understand Turkish.

"I mean, we spent a year with sign language without speaking, unfortunately,
because the family didn't know it either. ( T14)"

Secondly, three teachers used techniques of telling and instructing to be able to
communicate with refugee children. Telling and instructing is a teaching technique in
which teachers describe or provide verbal information about what should happen
(MacNaughton & Williams, 2004). For example, T5 described how she used this

technique with refugee children during activities.

"I mean, | was telling them, | was telling them over and over, | was holding
their hand and making them do it, | was holding their hand, this is how you
write. You will draw or you will cut. You will cut it with these scissors. But
of course, this takes a few months, every day, every day. This child gets used
to it after a few months. Of course, it was difficult. Sometimes | was angry
with the child. Sometimes | was angry with myself for not being able to do it.
| was angry because he did not understand me. (T5)"

Similarly, T9 conveyed that:

"l swear, you know what we did in Turkish? | tried to show and make them
do it more. This is this. This is red, this is blue. The same, yes (T9)."
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On the other hand, repeating Turkish words continuously is another method three
teachers use first in communication. T10 and T4 repeated Turkish words several

times.

"I did things slowly. I repeated the words slowly (T10)."

"l was more impatient. Yes, | wanted them to learn immediately. 1 mean,
when | said something, they just looked at my face. That is why | was a bit
more impatient when | had to repeat it three or four times. (...) As | said, at
first it was like this, door, door, open the door. (T4)”

As a fourth strategy, teachers used demonstrating techniques to communicate with
refugee children who do not speak Turkish. According to MacNaughton & Williams
(2004), demonstrating is beneficial for children’s learning because teachers provide
visual clues on how to do certain tasks. In the current study, teachers used the
technique of demonstrating in conveying instructions or communicating with

children. T14 mentioned her need for visual materials in the communication process.

"I was preparing materials and there were children who do not speak Turkish.
Our great need was to support them with visuals somehow. Because they
didn't understand the language, | tried to fill the classroom full of colors,
shapes, and all the concepts | was giving to the class, at least by enriching
them, visually, so that they can at least be familiar with what they see and
hear, so that they can practice what they see and hear (T14)."

"Of course, I included more visuals. | included more visual works (T13)."

In addition to all these methods, teachers get help from some people and tools such
as translators in the communication process. In the context of the current study,
teachers positioned people near refugee children to be able to communicate with
them. In the early years, if there were children in the class or in other classes who
knew both Arabic and Turkish, teachers communicated through them. For example,
T12 mentioned how she got help from another bilingual child in her classroom.

“When something happened, his friends would help him and be there for him
when he had any problems. They would express it to me. Because at that
moment, if something happened while playing the game, they were witnesses
and they told me somehow. We could communicate like that (T12).”
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Finally, only T6 communicated with the children by translating Turkish-Arabic

through Google Translate.

"I mean, at first, | was trying to understand Arabic a little bit, | was trying to
translate from Google Translate or something (...). Turkish, I mean, at first, I
was trying to translate what they said. For them to understand and so on (...) |
mean, in the first year I did not know exactly how I should explain things to
the children. I was looking at it on Translate. (T6).”

4.1.3.2. Current Communication Process with Refugee Children

This second sub-theme is related to teachers’ current communication strategies with

refugee children. Besides, teachers described their roles and perceived barriers in

refugee children’s language acquisition process. Table 4.6 presents categories, codes,

and example quotations from participants.

Table 4. 6. Categories, codes, and example quotations regarding teachers’ current
communication process with refugee children

Categories

Codes

Example Quotations from Participants

Current Communication Process with Refugee Children

Current
Communication

Strategies

Demonstrating

(n=4)

“By showing it with gestures and saying it
at the same time. | have now learned
through experience that when | say, "cut
with scissors”, | have to explain it by
showing the scissors and making a cutting
sign, by visualizing it with gestures and
saying it at the same time. | mean, | do not
look at translation anymore. | mean, | was
explaining it this way, and the children
understood it after a while. (T5)”

Recalling
(n=2)

“They cannot make out some words, for
example. Sometimes some children speak
very little Turkish, they cannot make out
some words. | do something for them to get
those words out, that is, | make them repeat
the word. (T13)”

Using Foreign

Language
(n=2)

“For example, my student speaks English. I
understand what he says in English. Yes, I
have enough English to be able to talk to
him and explain his problems. We talk, but
still, sometimes it is simple things. He says
things like I am tired, 1 am thirsty, | am
hungry. Then | can understand, but when
he has a bigger problem, when he expresses
it, I cannot understand. (T14)”
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Table 4.6 (cont’d)

Sub-

Theme

Example Quotations from

Participants

“Now I think the biggest helpers are
our own children [local children].
Because they can communicate
more easily in a child-to-child
manner. | use my children, I mean I
use Turkish children, I use children
who speak Turkish, they get along
better. | get help from my children.
Or we can find a child from the
same country, the same race, who is
at school, and if they speak Turkish,
we can make them talk to them. So,
we can find different ways like that.
(T2)”

“I think I spend more time with
them, | get involved in their games,
and | can spend more time with
them and talk to them. In other
words, | try to be involved in his
games, to understand what he is
saying, to make him show it through
play. “But now I think that by trying
different methods through drama,
through play, it allows children to
express themselves. And it is
effective. So, they are more
comfortable, more willing (T14)”

Categories Codes
Language

Support from
Others (n=6)
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Technological
Tools (n=1)

“My student this year is very
introverted. For example, he does
not speak most of the time. As I
said, | downloaded a software on
my phone in Arabic. Sometimes |
try to use it (T9)”

Body

Language

(n=3)

“There's one newcomer. He does
not know anything. He does not
speak any Turkish and he does not
understand. We do body language
now. (T11)”
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Table 4.6 (cont’d)

Sub- Categories Codes Example Quotations from Participants

Theme

“We are practicing words one by one. By
saying the names of the items used in the
classroom and making him repeat them,
this is still going on, in the same way. |
Teacher as mean, it is not like we did it like that the
first year and we are not doing it this

Facilitator —year \We do it all the time. Always show
Refugee (n=5) them, "this_ pen, t_his phone, tab!e. LO(_)k,
Children’s table, chair, chair. You repeat it, chair.
Language Like this chair, for example.” By telling
Acquisition the child. (T2)”
Process
“Children learn Turkish or somehow
manage to express themselves by hearing
ol it from each other, from their social

environment, from the classroom, but if
(n=7) families do not know it, if other
languages are constantly spoken at home,
Turkish remains in the background and
cannot progress. (T14)”

Current Communication Process with Refugee Children

4.1.3.2.1. Current Communication Strategies with Refugee Children

Based on the data derived from teachers’ narratives, there are some communication
strategies that teachers are currently using to communicate with refugee children. In
their current experiences, three teachers talked about how they currently use body
language or another foreign language to communicate with refugee children. T11 and
T13 declared that

“There's one newcomer. He does not know anything. He does not speak any
Turkish and he does not understand. We do body language now. (T11)”

“I told you; I use body language more if children do not know Turkish (T13)”

T6 evaluated this situation as “learning how to communicate”.

"l mean, | learned to communicate more anyway. Since | say it in Turkish
with physical expressions and show it with physical expressions, the children
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start to understand after a while. Right now, I am expressing myself in
Turkish with gestures and so on. When | was explaining something to Syrian
children, for example, I learned how to explain it. (T6)”

In addition to body language, two teachers discussed that they are using another
foreign language in the communication process. While T6 uses basic Arabic, T14
prefers to speak English.

“I mean, I might have used it in introducing colors. You know, he sings in
Arabic. | say it in Turkish and so on. In numbers, they already watch videos
about numbers on YouTube. So, they know the numbers. But for example,
sometimes the child tries to express himself. He says he is sick or something.
For example, he says it in Arabic. He does not know Turkish. I understand a
little bit of these words, but 1 am not at a very good level of Arabic as a
whole. (T6)”

“For example, my student speaks English. I understand what he says in
English. Yes, | have enough English to be able to talk to him and explain his
problems. We talk, but still, sometimes it is simple things. He says things like
| am tired, | am thirsty, | am hungry. Then I can understand, but when he has
a bigger problem, when he expresses it, | cannot understand. (T14)”

Furthermore, eleven teachers stated that they are currently using teaching techniques
to communicate with refugee children. Four of eleven stated that they are
demonstrating children to be able to convey instructions of activities or communicate

with them. They selected a metaphor card represented in Figure 4.6 below.

Figure 4. 6. Metaphor Card Representing a Person Painting
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T2 stated that

“It was just that I was explaining it to him with my hand at first by pointing,
or if it needed to be cut, I would first cut it together with scissors and show
him, and so on. (T2)”

T8 and T6 also stressed that role models help refugee children understand

instructions.

“We show him how to do it, then he understands. (T8)”

“I think it is more effective now. | show him when | say "glue™ and then he
understands what glue means. | mean, | am just doing it in Turkish now,
without having to use Translate or anything. By asking questions and talking
at the same time as showing. We keep this communication going (T6)”

On the other hand, recalling is another strategy teachers use to help refugee children
understand instructions and conversations. MacNaughton and Williams (2004) stated
that recalling is a critical aspect in the language learning process. In the current
study, teachers constantly recalled the Turkish meanings of some items to help
children's learning. For example, T5 stated that

“When engaging in activities, | try to mention the names of objects. While I
can’t always do this consistently, I make an effort to say things like ‘this pen,’
‘these scissors,” ‘this red,” and ‘this blue.” Then, I encourage the child to
repeat these words one by one. (T5)”

Another teacher said that:

“They cannot make out some words, for example. Sometimes some children
speak very little Turkish, they cannot make out some words. | do something
for them to get those words out, that is, [ make them repeat the word. (T13)”

Some teachers discussed the role of play and music in their communication process
with refugee children. In the second interview, T12 selected a card that shows a girl

painting. She asserted that

139



I mean, | chose it because it means a little more play for me. Because you
communicate with children by playing games, because body language is more
active in the game. That is why | preferred it. They understand better through
play. They adapt easily (T12)”

Besides, T4 selected a clown card to represent her current communication experience

with refugee children.

Figure 4. 7. Metaphor Card Representing a Clown

She explained the role of music and songs in this process.

“And then there’s this card. It might sound a bit strange, but music and
similar things have helped us connect. We’ve found common ground through
songs. Initially, I couldn’t help but wonder why he didn’t understand, but
over time, it evolved. First, it was music, and then | tried to listen to him
more attentively, with a sense of calm. For example, while we were going
like "Close the door", afterwards, by integrating it into daily life and going
with those songs, it was better in that way. The children had more fun. (T4)”

Moreover, six teachers positioned people in the communication process with refugee

children. For example, T2 evaluated peers of refugee children as her biggest helper.

“Now I think the biggest helpers are our own children [local children].
Because they can communicate more easily in a child-to-child manner. | use
my children, I mean | use Turkish children, I use children who speak Turkish,
they get along better. | get help from my children. Or we can find a child
from the same country, the same race, who is at school, and if they speak
Turkish, we can make them talk to them. So, we can find different ways like
that. (T2)”

Similarly, T14 stated that

140



“For example, that Egyptian student of mine knows Arabic. That is how they
communicate with the Syrian one. Since he knows Turkish better, sometimes
he translates it to me that way. All kinds of problems, unfortunately. (T14)”

On the other hand, some teachers benefit from peer support to communicate with

refugee children.

“If the refugee child does not speak Turkish, I assign my students who are
compatible with the refugee child and can easily communicate with him/her.
(...) But I think communication is easier with peer learning. | realized that |
get a better improvement when | bring friends together with the student who
can build friends quickly. (T5)”

Finally, only one teacher talked about using a mobile application to communicate

with refugee children.

“My student this year is very introverted. For example, he does not
speak most of the time. As | said, | downloaded a program on my phone
in Arabic. Sometimes I try to use it (T9)”

4.1.3.2.2. Refugee Children’s Language Acquisition Process

During interviews, | asked teachers how they are currently communicating with
refugee children. In addition to their communication strategies, teachers talked about
refugee children’s language acquisition process and their facilitator role in this
process. Barriers preventing refugee children’s language acquisition are presented as

well.

First of all, five teachers stated that they are using some methods to teach Turkish to
refugee children to promote communication. For example, T11 stated that she uses

visual cards when she finds an opportunity in the classroom:

“What we can do about this is to try to teach Turkish from cards, and there
are twenty-five children, if we can find the opportunity from the other
twenty-four children. It usually happens during free play time. Of course, he
does not want to, he wants to play games. He does not want to learn anything
at that moment. We play cards together, for example. So that he can learn at
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the same time. | cannot always do that either. When that happens, he cannot
learn. And when he cannot learn, we have problems. (T11)”

Three teachers stated that they often made refugee children repeat Turkish words
and, in this process, they tried to support children's language acquisition by matching

verbal words with concrete objects. For example, T9 expressed that:

“I am trying to say Yes, say yes, here is something, tell me something. For
example, his mother is trying to do it too. We also told her to try to learn
Turkish. I try to make her say it a little bit, but it was not very effective. (T9)”
On the other hand, seven teachers stated that although they tried to teach

Turkish in the classroom, some barriers prevented this process. First of all, they
stated that the fact that Turkish is not spoken at home and the refugee family does
not speak Turkish negatively affects the refugee child's Turkish language learning.

T9 stated that

“For example, the child does not make much effort. When the family does not
know Turkish, they cannot teach the child. But | asked his mother, the child
was introverted at home too. | mean, she does not talk to her parents much at
home either. (T9)”

Similarly, T8 and T11 stressed the role of refugee parents.

“I wish more Turkish was spoken at home, but the family does not speak any.
Only the elder sister knows. And that is because she went to high school. She
learned it in 7-8 years. | tell them to speak Turkish with the child at home. |
do not believe this is how it is done because the mother does not know. The
father does not know. The only one who knows Turkish is the elder sister. |
do not know if the elder sister has taught her. It has been three months since
the child arrived. We have not seen any progress. (T11)”

T14 and T2 pointed out the same idea regarding barriers preventing refugee

children’s language acquisition.

“Children learn Turkish or somehow manage to express themselves by
hearing it from each other, from their social environment, from the
classroom, but if families do not know it, if other languages are constantly
spoken at home, Turkish remains in the background and cannot progress.
(T14)”
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4.1.3.3. Change in Communication Process with Refugee Children

This sub-theme reflects the change in teachers’ strategies and ways to communicate
with refugee children throughout the years. During interviews, some teachers talked
about the progress in terms of communication. On the other hand, some teachers did
not narrate any progress, however, they stated their previous and current
communication methods separately. So, these narratives provided me with data to
understand the change, if any. In addition to progress, there has been a change in the

number of communication strategies teachers have used over the years.

To begin with, the teachers talked about the progress they experienced while
discussing their communication processes with refugee children. For example, T12
expressed her struggle with communicating with refugee children in the first year.
Nevertheless, she stated that she gained more experience as time passed. She
explained it in her Educational Journey Mapping in the third interview (Figure 4.8).
She drew an intertwined circle from the early years to the last, putting more than one
cross in the first years. During the interviews, she stated that these crosses represent
the negativities experienced in communication. In the last years, she depicted her

progress in terms of communication by not putting the crosses.
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Figure 4. 8. Educational Journey Mapping of T12
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T12 also noted that

“We had communication problems. Yes, we had more problems at the
beginning. You know, in my first year, there were more question marks and
more negativity.

G: Are these crosses negativity?

T12: Yes, | mean, even if | did not experience it one-on-one, at least there
were things that were question marks in my mind or things that | thought
about how it should be. As time goes by, of course, as you gain experience or
as you live, you do something (T12)”

T8 also expressed the progress she has made in terms of communication better.

“We are a little bit more relaxed in the conversation now. We are better than
the process at that beginning. | mean, | feel better because | think the child
understands me in the process now. At that time, | was having more
difficulties, I could not tell myself and the children, but now we can. | can
explain it more by talking. We can explain ourselves more by talking than by
gestures. It is also about the child. I do not know. (T8)”

T4 compared her previous years and current years to explain the progress in

communication.

“In terms of communication, I mean, at first, we were actually talking word
by word. | wanted them to get the words out, but then | realized that we could
actually be understood through dialogue. Communication somehow gets
easier over time, you know. At first you do not know what to do. | do not
remember much now, but at first you do not know what to do with such
children, how they look at you, they are afraid. Because it is a teacher whose
language they do not know. | am also talking about other students in Urfa,
both because of the refugees and the language. | mean, for example, a child
was crying a lot in Urfa. He did not want to enter the classroom at first. He
was scared because he did not speak the language. But then they started to
come and hug us. They take scissors from our cheeks when they want to. You
know, we came to that point. That communication during the year. Over time,
as | said, a little more. Activities... I honestly did not know how to get them to
do the activities at first, because you give instructions.. He does not
understand, he looks or something. Afterwards, you have to think about how
you can explain it before each activity, so that they will understand it better,
they will understand it better. Inevitably, that inevitably brings experience.
(T4)”

The other two teachers, T1 and T13, also talked about how they gained experience

over the years regarding communication.
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“Before, | could not communicate much like this. | was already telling them
with my head and eye gestures. We were very inexperienced at that time.
You know, we were just adapting to them. They were already in a completely
different world, but now, as the years pass, we get used to it. It is easier for
us; it is easier for me. (T1)”

“So now something like this has happened. At first, I could not understand at
all. Then | felt that these children, these children can perceive my gestures
and my body language, and | tried to approach them more as my body
language. Now I get along better (T13)”

“(...) Communication is no longer difficult. First, I found myself in a void
about how to behave, then I brought myself to a light and found solutions.
And then 1 feel very comfortable now. (...) I mean, how do I communicate
like this? How do I speak? Will they understand our language? | thought in
this way. By observing the children, | felt that they were very good observers.
The light shone in me. Now we can communicate very comfortably. (T13)”

Besides, T6 talked about how working with a refugee child allowed her to gain

experience over the years in terms of communication.

“I think it is better in terms of communicating with them. When I was
explaining something to Syrian children, for example, | learned how to
explain it. For example, | learned how to explain by visualizing and showing
them the body. But it was not like this in the first year. | mean, it was not like
this in the first year. (...) Communication is always evolving. (T6)”

During the second interview, | asked teachers to select cards representing the change
in their communication process with refugee children. T1 selected these three cards
and sorted them chronologically to represent her previous years, following years and
current years in terms of communication with refugee children. These cards are

presented in Figure 4.9.

1) 2) (3)

Figure 4. 9. Selection of T1 Representing the Change in Her Communication
Process with Refugee Child
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She then explained her selection.

“They were silent. I mean they do not know; they do not know anything.
They cannot speak, they do not understand me either. Then I think, well, they
do not understand me. | say, for example, a foreign person was saying
something to me, but I do not understand anything. That is how I feel. That is
why | chose this card [the first one] at first. The next card is a process (2nd
card). So, this is a process, to enable them to express this process. In the end,
| think that we have achieved victory (3rd card), at least because we can
understand each other with simple words, at least such routine daily things.
That is what I think in the end. (T1)”

Secondly, when | examined early childhood teachers’ communication strategies, |
found that teachers continued to use similar communication methods from the past to
the present. The consistent methods used by teachers over the years are body
language, demonstration, and language support from others. The difference is that
they now realize they can communicate using more active methods such as music
and games. Also, they use foreign languages such as English and Arabic in addition

to strategies they have used before. For example, T14 stated that

“I think I spend more time with them, I get involved in their plays and I can
spend better time with them and talk to them. In other words, | try to be
involved in his plays to understand what he is saying, to make him show it
through play. (T14)”

Thirdly, five teachers talked about their facilitator role in refugee children’s language
acquisition process in their current experiences. However, teachers did not mention
any attempt to acquire language skills for refugee children during their first years.
For example, T4 stated that he helped them learn Turkish by having more Turkish

conversations with refugee children.

“At home, since there is not much communication with the parents, I try to
give them the opportunity to express themselves a little more. | mean, | need
to have more conversations with them so that they can develop that language.
It is usually about that. (T4)”

4.1.4. Building Partnerships with Refugee Families

One of the main tenets of Culturally Responsive Teaching is to have high

expectations for all children and support their academic achievement in this sense
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(Gay, 2002). Children’s academic achievements are not only affected by teachers’
practices. There is also a reciprocal relationship between diverse parents and
teachers. This relationship was associated with diverse children’s academic outcomes
and social and emotional development (Henderson & Mapp, 2002). Therefore, it is

critical to build partnerships with diverse families.

Building partnership with refugee families in this study has twofold: teachers’
communication process with refugee parents and parent involvement practices. The
first three sub-themes reflect teachers’ communication process with refugee parents
over the years. I presented teachers’ previous and current communication processes
and the changes in these processes, if any. These three sub-themes, categories and

codes are presented in Figure 4.10 below:

Previous Current Change in
Communication Communication Communication
Process with Refugee Process with Refugee Process with Refugee
Parents Parents Parents
] ]
| ] | ]
Previous Current

Teacher Challenges in
Communication with
Refugee Parents

Teacher Challenges in
Communication with
Refugee Parents

Communication
Strategies with
Refugee Parents

Communication
Strategies with
Refugee Parents

Language Support
from Others

Language Support

from Others — Language Barrier

— Language Barrier

Positioning Some Using Technological Positioning Refugee

— Parents as — — Parents As Closed to
. Tools s
Uncooperative Communication

| | Using Technological
Tools

— Demonstrating

Figure 4. 10. Sub-Themes, Categories and Codes Related to Teachers’
Communication Process with Refugee Parents

The last three sub-themes are about parent involvement practices with refugee
parents over the years. Similarly, I introduced teachers’ previous and current parent
involvement practices and the change in this process, if any. These three sub-themes,

categories and codes are presented in Figure 4.11 below.
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Figure 4. 11. Sub-Themes, Categories and Codes Related to Parent Involvement

Practices
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4.1.4.1. Previous Communication Process with Refugee Parents

This sub-theme relates to how teachers communicated with refugee parents in their

previous years and the challenges they experienced in this period. The first category

represents teachers’ techniques in communicating with refugee parents in previous

years. The second category refers to teachers” communication challenges in their first

years. Categories, codes, and example quotations from participants are presented in

Table 4.7.

Table 4. 7. Categories, codes, and example quotations regarding teachers’
communication process with refugee parents

Sub- Categories Codes
Theme

Example Quotations from

Participants

“I mean, with some of them [refugee
parents] | was establishing a
relationship through the help of
siblings. More precisely, with the
siblings of two of my three students.
One of them, yes, he was high school
age, he was an adult. You know, he
was expressing himself well. You
know, he had a command of the
Turkish language. I mean, we could
communicate easily with the boy, and
he would somehow convey it to the
mother. The older sister of one of my
students was in the fourth grade. She
did not have much command of the
language either. You know, we were
speaking barely. The parents did not
know the language at all. It was
through the child who went to primary
school (T12)."

(2]
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"The families were very eager to learn
Turkish like this. They were trying to
understand me. They were always
using Google Translate.  They
translated everything | said from there
(T5)."
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Table 4.7 (cont’d)

Sub- Categories Codes

Theme

Example Quotations from Participants

Language

Barrier (n=6)

“We were blindfolded because we were
prevented from communicating. As | said,
how much communication even though we
try to establish a common language, we
always encountered language barriers (T3)”

Teacher
Challenges in
Communication  positioning
with Refugee

Parents in Some Parents
Previous Years as
Uncooperative
(n=3)

Previous Communication Process with Refugee Parents

"l told you that in the first year they were
very close. They said absolutely nothing to
me and were not cooperative. | mean, | felt
like a shadow in my child's life or like
someone who would only take care of the
family for that year. Exactly. | mean, | felt
invisible like that. (...) I had a very difficult
first year working with refugee children and
I could not accept it. The family was very
overprotective. | felt very helpless.(...) As |
said, they did not cooperate in any way.
And afterwards they accused me of
discriminating against such children (T5)"

4.1.4.1.1. Previous Communication Strategies with Refugee Parents

During the interviews, teachers were asked how they communicated with refugee

families in their previous years. The teac

hers mentioned that they used various

methods to communicate with the families who did not speak Turkish. These

methods include communicating by language support from others such as Syrian

teachers or bilingual children or using technological tools such as Google Translate.

To begin with, six teachers stated that they got help from refugee children’s siblings,

other bilingual children in the classroom, or Syrian teachers to communicate with

refugee parents in their first years. T4 and T5 stated that they were using children

who knew Turkish and Arabic to communicate with refugee parents.

"Well, for my students in Urfa, since the children knew Turkish gradually,
they provided a comfortable translation to their families. (T4)"

“Sometimes we could find a student
that's how we communicated (T5).”
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Syrian teachers also helped local teachers to get in contact with refugee parents in
one school. T5 stated her opinion in this regard as follow:

"One year we had something at school. We had a Syrian teacher for Arab or
rather refugee children. She took care of the children and parents. (...) Yes,
yes, our school had two teachers during the pandemic. One took care of the
morning classes, and one took care of the students. She came to the whole
primary school and kindergarten when there was a problem. We were
explaining the situation to her. And she would translate it to the parents. Or
she turned to the children.(T5)”

Siblings of refugee children also played an important role in communicating with
families. Older brothers and sisters, as well as other siblings who attended higher
grades and were proficient in Turkish, acted as a bridge between refugee parents and

teachers during this process.

When | was working in Urfa, there was a family that did not speak Turkish at all.
There were many who did not speak Turkish. When they came to school, their older
daughters, other children, or a child from the family would come as a translator. (...)
when | was working in the classroom there, | would come in the morning and in the
afternoon, | would get the older sisters of the children to help me, | would establish
support in between like a translator. We received that kind of support. We used this
method by getting the older sisters of the children who were two or three years older,

not boys but girl versions. They would help us in that area. (T8)"

When a teacher who made a home visit to the homes of refugee families is asked

how she communicated during home visits, she stated:

“Yes, there were people with us, they were interpreting for us. There were
people who knew [Turkish]. At least | know the older children who came...
Or their cousins, nieces, nephews somehow... (T8)"

Secondly, two teachers were using technological tools, Google Translate, to

communicate with refugee parents in their previous years.

"The families were very eager to learn Turkish like this. They were trying to
understand me. They were always using Google Translate. They translated
everything I said from there (T5)."
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“When google Translate became widespread, I was trying to type it in and
have them read when we needed to talk (T5)”

4.1.4.1.2. Teacher Challenges in Communication with Refugee Parents in

Previous Years

Six teachers discussed their challenges in their first years working with refugee
families. In general, the difficulties experienced by teachers can be divided into two
codes: language barriers and positioning some parents as uncooperative families.
During interviews, six teachers yielded that they had difficulties due to the language
barrier between them and refugee parents. Teachers focused on their negative
experiences in communicating with these parents. Specifically, in the second
interview, | asked teachers to select metaphor cards representing their previous years
in communicating with refugee parents. One teacher (T4) chose the dark card

represented in Figure 4.12 below.

Figure 4. 12. A Metaphor Card Representing a Dungeon

When | asked why, she stated:

"l chose that card because my understanding was insufficient. It was a blind
spot for me. I mean, and even if I did something... I could not do anything.
The family did not speak any language. | chose this card because | felt that |
would not be able to reach a result even if I tried. (T14)"

Additionally, two teachers chose a card with a blindfolded person on it to represent

their previous years. It is presented in Figure 4.13.
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Figure 4. 13. A Metaphor Card Representing a Blindfolded Person

They stated the issue from a similar perspective as follows:

“We were blindfolded because we were prevented from communicating. As |
said, how much communication even though we try to establish a common
language, we always encountered language barriers (T3)”

“I did not even see them there; we were living like we were ignoring each
other and not talking to each other. (T10)”

T4 also pointed out that the language barrier created difficulty in asking materials for

activities.

“In our attempts to communicate, we express ourselves. How to act, how to
behave? Let me give you an example related to hair conditioner. I organized
an activity involving conditioner. A woman participated, and we repeated the
process three times. She brought shampoo and other items. | showed her the
cream and explained that it wasn’t effective or something. It would be much
more convenient if there were some forms of training for them. (T4)”

On the other hand, during interviews, three teachers focused on the negative
experiences when refugee parents did not cooperate with them. They expressed that
refugee parents preferred not to talk to teachers on behalf of their children. T5 stated
that:

"l told you that in the first year they were very close. They said absolutely
nothing to me and were not cooperative. | mean, | felt like a shadow in my
child's life or like someone who would only take care of the family for that
year. Exactly. | mean, | felt invisible like that. (...) I had a very difficult first
year working with refugee children and | could not accept it. The family was
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very overprotective. | felt very helpless.(...) As | said, they did not cooperate
in any way. And afterwards they accused me of discriminating against such
children (T5)"

T2 also expressed that

“Families of refugee children were always one step behind. They are still one
step behind. Still, I cannot say they know exactly. They did not attend many
meetings. They do not participate, not at all. (T2)”

4.1.4.2. Current Communication Process with Refugee Parents

This sub-theme is related to how teachers are currently communicating with refugee
parents. Similar to their previous experiences, two categories emerged: teachers’
current communication strategies and current challenges. Codes and example

quotations from participants are presented in Table 4.8.

Table 4. 8. Categories, codes, and example quotations regarding teachers’
communication process with refugee parents

Sub- Categories Codes Example Quotations from

Theme Participants

“Now usually the parents of my
students, 1 mean, they knew a little
Turkish. If they did not speak
Turkish, we did something like this,
we contacted another parent who
spoke Turkish. For example, | was
explaining my problems to him [the
Current one who speaks Turkish], and he [the
Language Turkish-speaking refugee family]
o support from ~ Was explaining his [the non-Turkish-
Strategies with speaking refugee family] problems to
others (n=3)  her. Something like that. Now, as |
said, we know some of the parents
because we have been working here
for so many years. Some parents
have numbers. You know, we were
talking, bringing them together. They
communicate with each other and
talk to each other. (T13).”

Communication

Refugee Parents

Current Communication Process with Refugee Parents
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Table 4.8 (cont’d)

Sub- Categories Codes Example Quotations from
Theme Participants
“l mean, how should we
communicate with the families?
What can | do even if they do
not know? Yes, maybe we
Demonstrating couIQn't C(_)mmunica_te_ _ in
Turkish, but in the activities, |
(n=2) send, | explain with visuals that
%) these things can be done, these
S things can be practiced. | mean,
& Current we were able to continue the
8  Communication process in a way by seeing at
% Strategies with least in the visuals. (T14)
?__: Refugee Parents “But intensively by message,
§ we can translate each other's
@ Using wrltlng_s. Therefo_re, if 1 have
§ something to write, | send a
5 Technological  direct message. She translates it
c _ from Google Translate. She
% Tools ("=4)  snds me her answer in Arabic.
2 | translate it. That is how we do
2 it (T5)”
g
O “And they have been living in
:,‘5, Tiirkiye for many years. | mean,
= Teacher this child, his parents are going
© Challenges in to get marrie_d, they are going to
Communication Language have that child, and the parents

with Refugee
Parents in
Current Years

Barrier (n=3)

should be at least twenty-five or
thirty years old. | think they do
not educate themselves on this
issue [learning Turkish]. They
do not communicate with me.
(T3)”

155



Table 4.8 (cont’d)

Sub- Categories Codes Example  Quotations  from

—
=0
@D
3
D

Participants

“I do not know if it is because they

o=

% %)) Teacher Positionin do not feel they belong here. Both
S = Challenges in g of them, for example. But there are
2 9__1 2 communication families as some in this class too. It is not like
EE 9o . that. They do not do anything.
S8 with Refugee Closed to They do not get back on time and
= 3 Parents in Communication they do not try to contact me. |
£ 2 Current Years have to stop them and try to
&)

explain (T11).”

4.1.4.2.1. Current Communication Strategies with Refugee Parents

While we were interviewing teachers about their current communication strategies
with refugee parents, they talked about some strategies and techniques, such as
language support from others, demonstrations, and the use of technological tools.
Besides, teachers’ narratives yielded that refugee parents’ level of Turkish

determines teachers’ communication methods.

To begin with, when teachers were asked about their current communication
strategies with refugee parents, they stated that they received language support from
others as translators in the communication process with refugee parents. The three
teachers said refugee families get help from their neighbors to translate the messages
into Turkish. T13 expressed that refugee parents get help from their neighbors to

understand assignments.

“I assign it [homework] in Turkish, they actually engage with it. One student
even approached me and said something. when they encounter words they
don’t understand, they turn to their Turkish-speaking neighbors, who help
them read and pronounce those words (T13).”

T13 also stated that they paired refugee families who speak Turkish with those who

do not speak Turkish, establishing communication in this way.

“Now usually the parents of my students, I mean, they knew a little Turkish.
If they did not speak Turkish, we did something like this, we contacted
another parent who spoke Turkish. For example, | was explaining my
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problems to him [the one who speaks Turkish], and he [the Turkish-speaking
refugee family] was explaining his [the non-Turkish-speaking refugee family]
problems to her. Something like that. Now, as | said, we know some of the
parents because we have been working here for so many years. Some parents
have numbers. You know, we were talking, bringing them together. They
communicate with each other and talk to each other. (T13).”

Secondly, four teachers are currently using technological tools such as Google

Translate to communicate with refugee parents. For example, T5 stated that

“But intensively by message, we can translate each other's writings.
Therefore, if | have something to write, | send a direct message. She
translates it from Google Translate. She sends me her answer in Arabic. |
translate it. That is how we do it (T5)”

T13 also expressed that:

“Here's what we are doing. She has an application on her phone. | send a
message and she answers me. Or we open it. | respond with my voice, and
she says it in Arabic and the program translates it into Turkish when we need
to talk face to face.(T13)”

Thirdly, only two teachers talked about using visuals to express their thoughts and

ideas to refugee parents.

“I mean, how should we communicate with the families? What can I do even
if they do not know? Yes, maybe we could not communicate in Turkish, but
in the activities, | send, I explain with visuals that these things can be done,
these things can be practiced. | mean, we were able to continue the process in
a way by seeing at least in the visuals. (T14)”

Teachers' current communication methods with refugee families were examined, and

it was understood that the family's assumed level of Turkish language skills shaped

the communication method. Three teachers stated that they use communication

strategies according to the Turkish level of refugee families. If the refugee family

speaks Turkish, the teacher talks to the family on the phone. T13 and T6 stated that

“This year I communicate more by phone or message because the family
speaks Turkish." (T13)”
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When T4 chose a card reflecting methods of communication with refugee families
presented in Figure 4.14, she chose a card with a mountain and a river running down
the mountain to represent how communication method differs according to

characteristics of parents.

Figure 4. 14. A Metaphor Card Representing a Mountain and a River
When | asked why, she said:

“As I said, there are different ways. Different roads for everyone, you know,
there is a waterway here. There is a mountain road. | mean, according to the
person, according to the thing, I prefer whichever way is suitable. I mean, the
method | choose is not suitable for all families. I use different methods for
each family, depending on their language skills. (T4)”

4.1.4.2.2. Teacher Challenges in Communication with Refugee Parents in

Current Years

Teachers also narrated their challenges in the communication process. For example,
while some teachers experienced difficulties due to the language barrier, other
teachers evaluated refugee parents as closed to communication. To begin with, three
teachers expressed the difficulties they are currently experiencing due to the
language barrier with refugee parents. Teachers complained that despite living in
Tiirkiye for many years, the families still do not speak Turkish. T4 stated that

“For example, my student this year has been in Tirkiye for four years, his
mother does not speak a single word of Turkish. You know, I teach the child
here, the child will grow up. He will teach his mother. So yes, it is a long
process for women (T4).”
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Besides, T3 said that

“And they have been living in Tiirkiye for many years. | mean, this child, his
parents are going to get married, they are going to have that child, and the
parents should be at least twenty-five or thirty years old. I think they do not
educate themselves on this issue [learning Turkish]. They do not
communicate with me. (T3)”

On the other hand, five teachers evaluated refugee families closed to communication.
T11 stated that

“I do not know if it is because they do not feel they belong here. Both of
them, for example. But there are some in this class too. It is not like that.
They do not do anything. They do not get back on time and they do not try to
contact me. I have to stop them and try to explain (T11).”

Also, T2 stated that

“The families of refugee children have always been one step behind. They are
still one step behind. I cannot say that they are still fully informed. They do
not attend parent-teacher meetings much. Not very much, not at all. They do
not communicate with us much. For example, other parents are in constant
contact with us. How is my child? Or did he/she eat, drink his/her milk? | do
not know, did he misbehave today, etc. There is a constant influx of parents
towards us, but they are always one step behind. If we talk, they only talk to
us. (T2)”

During the second interview, | asked the teacher to choose a card representing their
current experiences with refugee families. T11 chose two cards: a woman with her
arms folded across her chest and a woman with her eyes covered with a cloth
presented in Figure 4.15.

Figure 4. 15. Card Selection of T11 Representing Her Experiences with Refugee
Families

159



When | asked her why, she stated:

“T11: It could be that it [crossing arms across the chest] means closed to
communication in body language. Sometimes | feel like that, sometimes | feel
that in parents.

G: And finally, blindfolded card.

T11: They do not see my messages. It is like they sometimes do not see the
problems I describe (T11)”

Another teacher chose two dark cards expressing her current communication with

refugee families represented in Figure 4.16.

Figure 4. 16. Card Selection of T1 Representing Her Experiences with Refugee
Families

“All of these are dark to me, that is, they show hopelessness for them.
Because we cannot communicate in any way, the process is not the beginning
or the end. I cannot express these; we are trying to talk. Then there is no
result. We try to do something. | am choosing these pictures. Okay, he is
trying to do something. But, uh. It is always unfinished. It cannot be
completed because of the other side. (T1)”

On the other hand, two teachers stated that although refugee families have been in
Tiirkiye for years, they still remain outside the system and are not very involved in
the education process. For example, when teachers were asked to draw their
experiences of working with refugee children, one teacher drew the system circle in
Bronfenbrenner's Ecological Systems Theory but put the family outside the circle. It

is represented in Figure 4.17.
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“There, unfortunately, when | have a language problem, we do not see the
parent. The parents are out of the picture. (T8)”

“Because the family is always left out. Families were never very much
involved. You know, they always stay in a separate corner. You know, but
since this family is always outside, | preferred to draw the family as a whole,
just outside the circle, because the missing is always missing (T12).”
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Figure 4. 17. Educational Journey Mapping of T12
4.1.4.3. Change in Communication Process with Refugee Parents

When comparing teachers' strategies in their communication methods with refugee
families in their previous and current years, it seems that they found more ways to
communicate with refugee families in their current communication methods. In
previous years, teachers preferred communicating through language support from
others such as siblings, and through technological tools such as Google Translate.
However, some teachers currently use visuals and drawings to convey their ideas or

important things to refugee families who do not know Turkish.

Besides, teachers talked about their first-year challenges while communicating with
refugee parents. These challenges stemmed from language barriers and the
positioning of some parents as uncooperative parents. Remarkably, teachers
expressed their challenge due to refugee parents' language diversity in their previous

and current experiences. However, they used more accusatory language for refugee
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parents for not learning Turkish even though they had lived in Tirkiye for many
years in their current experiences. In other words, when talking about their past
experiences, the main focus was on the language barrier and the difficulties they
faced because of this. However, when talking about their current experiences, they
again focused on the families' lack of Turkish and criticized them for still not
speaking Turkish despite being in the country for many years. For example, T1
stated that

“Well, these children have been here for five years. Probably the children
who came to me were born here. They were born and raised in Tiirkiye. |
mean, most probably so. But it saddens me that they do not know a single
word of Turkish. That is also because of the family. | mean, after all, that
child was born and raised here. (T1)”

Also, teachers currently perceive refugee parents outside the system. One of the

reasons for this is the language barrier. For example, T8 stated that:

“There, unfortunately, when | have a language problem, we do not see the
parent. The parents are out of the picture. (T8)”

Additionally, T12 expressed that family is always left out. The problem for her is
still the language barrier. She also pointed out the implementations of authorities as a
solution to this problem. She expressed her idea as follows:

“Families do not speak the [Turkish] language. We teachers do not know a
common language. So maybe there could be mobile interpreter groups in
schools or at least in districts. But there are not. We cannot communicate in
any way. Just having children in classrooms does not mean anything. It is
actually a loss after not being able to reach them. (T12)”

4.1.4.4. Previous Parent Involvement Process with Refugee Parents

This sub-theme reflects teachers’ previous attempts to involve refugee parents in
parent-involvement practices. During interviews, teachers described the parent
involvement activities they implemented with refugee parents. Besides, some
teachers’ perceived barriers to parent involvement activities were presented in Table

4.9 as well.
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Table 4. 9. Categories, codes, and example quotations regarding parent involvement
process with refugee parents

Sub-

Theme  Categories Codes Sub-Codes Example Quotations  from

Participants

Parent “In the first years, I did story

Involvement School- Voluréteerln reading activities. Fathers came
Practices in Based and read stories, mothers came,
Previous Activities =5 and their children read stories.
Years (n=5) (T10).”
“We started going on home visits.
2 Let Us at least get to know the
g Parent family. Let us communicate that
a Involvement  Family- I;I/qn_]e- way. | met my parents. We can
o Practices in School_ isits con_wmumcate as much as a child,
= Previous Communic which was actually effective. It
o4 ation (n=3) was good too. We visited more
= Years parents there [Urfa] because in
i general, during that period of time
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4.1.4.4.1. Parent Involvement Approach in Previous Years

During interviews, teachers discussed their attempts to involve refugee parents in
their children’s education process. These designed involvement activities was
categorized based on the Hoover-Dempsey and Sandler Model of Parent

Involvement (Hoover-Dempsey & Sandler, 1997). The findings showed that only
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four teachers stated refugee parents were involved in school-based parent
involvement activities in the first years. On the other hand, two teachers stated that
they did home visits to refugee families’ homes. The three teachers discussed factors

preventing refugee parents’ involvement in the process.

To begin with, some teachers described their school-based parent involvement
activities. These activities were related to doing activities in the classroom such as
experiments or reading a book activity. Specifically, inviting parents for a reading
activity was the most commonly designed activity for parent involvement. For
example, T5 and T10 stated that

“We had parents come and do activities together. Those who had little time
read books and left. It was nice. The children saw their parents. For example,
they would come and help me with activities that | would find difficult to do
alone in class. It was good. I was enjoying it. (T5)”

“In the first years, I did story reading activities. Fathers came and read stories,
mothers came, and their children read stories. (T10).”

On the other hand, some teachers talked about home-visiting as their attempts at
parent involvement for various reasons. This type of parent involvement also refers
to family-school communication (Hoover-Dempsey & Sandler, 1997). For example,
T8 stated that she conducted home visits to get to know the refugee family by

communicating with them.

“We tried things. We did home visits in the first stages. Not in the first year,
but in the second and third years, | think we started going on home visits. Let
Us at least get to know the family. Let us communicate that way. | met my
parents. We can communicate as much as a child, which was actually
effective. It was good too. We visited more parents there [Urfa] because in
general, during that period of time compared to here.

G: Well, I think you said to communicate with the family or for the continuity
of the children.

T8: To get information, to ensure continuity. Because we did not get to know
the family very well, they do not always come. The sibling took the child and
left. We would visit from time to time and get information about the family.
That was our aim. We were also trying to attract the family to the school.
(T8)”
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4.1.4.4.2. Barriers to Parent Involvement

Parent involvement barriers are grouped according to the types of barriers to family
engagement by Moodie and Ramos (2014), which was developed for the engagement
process of diverse families. These types are structural (such as scheduling time),
attitudinal (such as the exclusion of parents), and cultural (such as language barrier).
In the current study, three teachers talked about factors that negatively affect the
parent involvement process of refugee parents. T14 mentioned that the fact that the
family involvement process was not compulsory resulted in families not coming to

school. This is an attitudinal barrier.

“In the first years, they did not come for parent involvement. Since this was
already voluntary, we could not force them too much, we gave them a form
for parent involvement. In that form, those who want to participate, those
who can come participate. So, when they were reluctant, we did not have
such a study (T14)”

Two of them stated that their parents’ low level of Turkish prevented them from
being involved in school activities. This barrier is related to the cultural barrier to
family engagement. T4 stated that the language barrier prevented refugee parents’

involvement.

“There was not much parent involvement in Urfa. I mean, honestly. There,
we had a bit more of a language problem with the parents and we could not
have a good relationship with each other. (T4)”

4.1.4.5. Current Parent Involvement Process with Refugee Parents

This sub-theme is related to teachers’ practices of parent involvement with refugee
parents in their current years. Some teachers also specified barriers preventing
refugee parents’ involvement. For several reasons, teachers have described their
expectations of cooperation with refugee parents for the past few years. They found
it critical for refugee children’s language acquisition and education process. Sub-
themes, categories, codes and sub-codes and example quotations are presented in
Table 4.10.
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Table 4. 10. Categories, codes, and example quatations regarding parent involvement

process witj refugee parents
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Table 4.10 (cont’d)
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Table 4.10 (cont’d)
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4.1.4.5.1. Parent Involvement Approach in Current Years

In their current parent involvement practices with refugee parents, teachers talked
about more strategies to involve them. These are home-based parent involvement,
school-based parent involvement practices and school-home communication. Firstly,
five teachers described home-based parent involvement activities for refugee parents.
For example, T12 and T10 stated that they are asking for costumes and uniforms

from parents to prepare at home and send to school for an activity.

“For example, we do this [parent involvement activity] on April 23"
[National Holiday], they prepare costumes. Costumes of the world's children.
Everyone wants to wear the costumes of children from different countries...
We prepare this at home with our parents. You know, they are doing things in
that sense. Parents do it too (T12)”

Besides, eight teachers stated that they sent what they learned at school or homework
as a form of family involvement. T10 gave an example of this kind of home-based

parent involvement activity.

“An idea came to my mind. Today, | sent home a story to the refugee family,
a story we read in class. “Here, read it together. Then, summarize the book,
shoot a video, send it to me, etc.” He is the kid who is able to study at home,
make videos, and send them to me. He is a little shy to talk to me here.
(T10).”

T3 sends homework and evaluates it as a home-based parent involvement activity.

“Family involvement is important, of course. So, even though homework is
not recommended lately, | give homework on the weekends. | also send it to
refugee families (T3)”

These home-based activities are generally related to preparing food for the class. For

example, refugee parents in the T5 classroom sent special foodstuff to the class.

“If anyone wanted to make something and send it as family participation, |
mentioned it and gave it to the children. For example, let us say the student's
name is Ahmet. Ahmet's mother sent it. (T5)”

“I mean, I remember a few times when we organized bazaars or something
like that, they would bring such food there... Other than that, there was
nothing. Parents do not take any such initiative. (T2)”
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On the other hand, eight teachers talked about school-based parent involvement
activities with refugee parents. They designed reading or experimenting activities for
all parents but also involved refugee parents in the process. T10 talked about both

reading and experimenting activities for parents.

“Refugee families and parents come here. For example, let us say they are
going to read a story together. For example, there is another one for the class,
| just assigned the tasks per person yesterday. There are experimental studies.
We will do it under the name of the science festival, they will come here and
make presentations with their children. There are studies of that type, but I
did not think of anything further. Well, if these go well and this experiment
goes well, I have other ideas in mind. (T10)”

Furthermore, two teachers stated that they are designing activities based on parents’

skills, knowledge, or resources. For example, T1 stated that

“He was a police officer; he was promoting the police profession. Or nothing
at all. So, for example, mothers who were not working were always coming
and reading books. (T1)”

Finally, three teachers designed individual meetings with refugee parents to provide

information or guide them. T7 talked about this issue as follows:

“I told you so since the meetings at the beginning of the year. If you want to
meet, let me know in advance. You know, do not ask at the door. Or do not
ask on the phone. Let it be one on one. That it would be more effective. Now,
of course, schools will close, and they will start primary school. What should
we do? What should we do? What is missing? How should we supplement? |
also give them time with requests such as etc. (T7)”

4.1.4.5.2. Barriers to Parent Involvement

Some teachers also talked about factors that negatively affect the parent involvement
process of refugee parents. These barriers are categorized as structural, attitudinal,
and cultural barriers (Moodie & Ramos, 2014).

To begin with, attitudinal barriers refer to practitioners’ beliefs and attitudes. In the

current study, five teachers stated that they did not think their district's parent profile
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was suitable for family involvement. When they use the word district here, they refer
to the region in which the school they work is located in terms of socio-cultural and
socio-economic reasons. For example, T11 and T10 expressed their similar idea as

follows:

“I want to do family involvement, but we do not practice it very much in this
neighborhood. (T11)”

“I forced the participation of parents in a region where I thought that they
would never participate. (T10)”

Besides, attitudinal barriers arise when refugee parents do not understand and define
their roles in the school context (Moodie & Ramos, 2014). On this issue, T11 stated
that

“We inevitably give them something during the break, but they usually do not
do it. I mean, I do not know, the ones who come to me do not. Afterwards,
when they come back, they do not fulfill their responsibilities, so I think they
are a little bit disconnected from the school. You know, | want home
activities or spending time with families during different vacations, |1 want
photos. There is no return from families in any way. They do not do it; they
are not interested (T11)”

According to T2, refugee parents’ reluctance might stem from their lack of

knowledge about what to do.

“I think parent involvement is very important. I strongly believe that it is
necessary to involve all families in that education, but unfortunately, families
are reluctant, not to say very inadequate in this regard, and they are afraid
because they do not know what to do and they do not want to come to parent
involvement. That is one of the biggest problems we have. We try to attract
families to school. But unfortunately (T2)”

Another barrier is structural barriers preventing diverse families from parent
involvement practices. Child-care needs and lack of time are among the structural
barriers (Moodie and Ramos, 2014). Four teachers stated that refugee families do not

participate in activities because they do not have enough time.

“They say the time does not fit. They say we have other children. They do not
prefer it. (T12)”
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On the other hand, the caregiving needs of siblings as structural barriers are another

factor preventing refugee families’ involvement.

“So, they are not participating. Because they have a very high number of
children. (T10)”

“Some of them have little babies and can't leave them.(T9)”

The final barrier is cultural barriers. In the current study, two teachers stated that
parents are not coming to parent involvement activities due to their low level of
Turkish. T12 mentioned that:

“Because there is already a language problem in the family. When I ask the
family, 1 mean the class, yes, they do things, they support me, but how can |
say it? Everything about language, they are always based on language, but if |
call them for a class activity, for example, and they don't know, they can't do
it. When | help them, it does not mean much. You know, it does not mean
anything to me that he just comes to class and goes alone. You know, if an
activity is to be done, the parents should be at the forefront. For example, we
have collective activities. They do not usually participate, for example.
(T12)”

T1 also said that

“They [refugee parents] are not participating in this parent involvement. They
do not understand us much anyway (T1)”

She also continued:

“As I said, since we could not communicate with Syrians in the classroom,
for example, |1 was normally doing parent involvement before the pandemic.
At that time, for example, they would prepare meals and send them to the
classroom, but they did not want to enter the classroom themselves. Because
they do not know, they do not know anything, and they do not try to learn. So
how many years has it been? If you want, you can actually learn in 5 years.
(T1)”

4.1.4.5.3. Teachers’ Expectations of Cooperation with Refugee Parents

When their current experiences with refugee families were discussed, seven teachers

expressed their current expectations of cooperation from refugee families. The
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reasons for this cooperation were to support language acquisition of refugee children,
to support their learning process, and to empower teaching practices. Four teachers
emphasized the connection between home and school and their expectations to
cooperate with refugee parents to support the language acquisition of refugee
children. T8 stressed that

“The child cannot learn Turkish because the family does not know it either.
The family also needs support at home. | focused on family support in this
regard (T8).”

Similarly, T14 stated that parents should support language acquisition at home.

“Children somehow learn Turkish by hearing it from each other, from their
social environment, from the environment in the classroom, or they somehow
manage to express themselves, but if the families do not know it, if other
languages are spoken at home, Turkish remains in the background and cannot
progress. | mean like this, yes, | want the family to support him because
unless he learns Turkish, he will have difficulties at school. He will not want
to come to school. It will affect him. (T14)

On the other hand, some teachers wanted to cooperate with refugee parents to
support children’s learning process. For example, T14 focused on the role of parents

in children’s learning in a home context.

“I mean, of course, working with families is a must. Because no matter how
much we give, it is meaningless unless the family supports it. In that respect,
| think it is good and there should be more of this kind of work so that what is
done at school can be supported at home and become more efficient. What is
this child lacking? | think it is necessary to discuss this with the family and
draw a common path. | also say that in my meetings at the beginning of the
year, | held the meeting a little late in order to get to know the children.
(T14)”

4.1.4.6. Change in Parent Involvement Practices with Refugee Parents

This final sub-theme shows the change in teachers’ parent involvement practices
with refugee parents over the years. To begin with, in terms of parent involvement
practices, it seems that in recent years, there has been an increase in teachers’

attempts to involve refugee parents in the educational process of their children. For
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example, five teachers designed school-based parent involvement activities, and
three teachers did home visits in their previous years. Currently, more teachers are
designing these activities. Besides, they started to implement home-based parent

involvement activities for refugee parents.

Secondly, most teachers (n=11) did not give a reason for the lack of parent
involvement in the first years. Only one teacher stated that parents were not involved
due to the voluntary nature of the parent involvement process, and two teachers
stated that parent involvement did not take place due to the families' emerging
Turkish language skills. On the other hand, there seems to be an increase in teachers’
perceived barriers that prevent refugee families from parent involvement activities,
although teachers have been doing more parent involvement activities in their current
experience. For instance, only three teachers discussed cultural and structural barriers
in the first years. However, teachers currently state that attitudinal, structural, and

cultural barriers exist.

For example, five teachers stated they are not planning parent involvement activities
because they do not find parent groups suitable. For example, T13 stated that:

"But it is a bit difficult in this environment. | mean, you cannot provide such
family involvement in every environment. (T13)” (In this narrative, the
teacher refers to the region in which she worked.)

Additionally, teachers stated that refugee parents do not participate because they
have a lack of time or another child. Refugee parents’ low level of Turkish is still a

problem. For example, T12 stated that:

“Because there is already a language problem in the family. When I ask the
family, 1 mean the class, yes, they do things, they support me, but how can |
say it? Everything about language is always based on language, but if I call
them for a class activity, for example, and they do not know, they cannot do
it. When | help them, it does not mean much. You know, it does not mean
anything to me that he simply attends class and leaves on his own. You know,
if an activity is to be done, the parents should be at the forefront. For
example, we have collective activities. They do not usually participate, for
example. (T12)”
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Again, teachers’ expectations of cooperation with refugee parents have increased
after spending at least three years with refugee parents. In their current experiences,
teachers talked about their expectations from families for refugee children’s language
acquisition and for establishing a bridge between home and school. For example, T8
stated that:

“I look at it with the logic that whatever we can do with family support is
profitable. I mean, | continue this process by just talking or expecting support
from the family. without support, we cannot make progress at home, in
education (T8)”

These findings show that these eight teachers actually realize the importance of
parent-school partnerships. They also conducted home-based and school-based
parent involvement activities with refugee parents in their current years. Still, they
evaluated these activities as insufficient for refugee children’s progress in learning
and Turkish. They expressed their desire for a school-home partnership. Moreover,
these teachers also discussed parent involvement barriers preventing this partnership.
For example, T13 noted the importance of parent involvement.

“I attach importance to the work that can be done with children not only in
the classroom but also outside the classroom. We try to include them in
certain activities, not all the time in the classroom, but from time to time.
(T13)”

On the other hand, the same teachers perceived parent involvement as a difficult
activity. She stated that

"But it is a bit difficult in this environment. | mean, you cannot provide such
family involvement in every environment. (T13)”

Nevertheless, she stated that she is aware of the benefits of parent involvement
activities and home-school partnerships for refugee children’s readiness for primary

school. She talked about home-based activities she designed for refugee parents.

“I am aware that sometimes it is necessary, but as I said, it is not only with
the teacher. The family also needs to support it. Otherwise, it is insufficient,
unfortunately. At home, for example, | send the lyrics of the songs we have
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learned, I send the music, you know, you should support it, you should sing it
at home, you know, support it, support it. How you can explain extra for
these, how you can support them at home. Because, you know, it does not
work the other way around. Yes, even if the child understands something,
when he/she cannot convey it to his/her family, it is not supported and it goes
into oblivion. It does not make any sense, but if the family supports and
continues the activities at home, that achievement is given. (T13)”

4.1.5. Relationship Between Local and Refugee Children

This main theme was constructed based on teachers’ observations on the friendship
dynamic and relationship between local and refugee children. During interviews, |
asked teachers about their previous and current observations and how they described
the relationship over the years. Based on the data, six sub-themes emerged. These
sub-themes show teachers’ observations on the relationship between local and
refugee children and the role parents and teachers play in this relationship. Sub-
themes, categories and codes are presented in Figure 4.18 below:

Teacher-Parent Ref:;f:sﬂbéiif:en Teacher role in Change in the Change in the
. ! i A .
Previous Observed Rolein Local and Refugee Relationship BREHUO"ih'Pl Role of Teachers
Re\angnshflp Betwhelen Local Relationship Children etween Local and Parents
and Refugee Children I I I I
I Teachers as Local Parents as Closer and More Distant Teacher as Progress in
Facilitator for Barriers for Positive Relationship Facilitator for Friegndship
Exclusion of Attitudes of Local Friendship Friendship Relationship Friendship
Refugee Children Children I
I V(\:Iree\ggr:\gina Tension at |_| GettingUsedto || | Languageas E'“CE?:Sgllng
udi . e Community Level Diversities Barrier . s
Prejudice Environment Diversities
Due to Language
Diversit Towards Refugee
v Children
;fg:z;?j Pairing Local and
. Refugee Children|
Labeling Refugee Behaviours

Children

Working with Local
Children for

integration of Refuged
Children

= Empathizing

Cooperating with|
School Counselor

Figure 4. 18. Sub-Themes, Categories and Codes Related to Relationship Between
Local and Refugee Children

4.1.5.1. Previous Observed Relationship Between Local and Refugee Children

This sub-theme was formed from teachers’ observations and narratives regarding the

relationship between refugee and local children in their first years. Teachers mainly
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talked about local children’s attitudes towards refugee children and the reasons for
the exclusion of refugee children. Besides, they talked about their interventions to
prevent the exclusion of refugee children and to promote friendship between local
and refugee children. The sub-themes, categories, codes, and example guotations are

presented in Table 4.11.

Table 4. 11. Categories, codes, and example quotations regarding teachers’

observations
) Example Quotations from
Sub-Theme Categories Codes o
Participants
“The [refugee] child felt wvery
) Due to lonely. At the beginning of the
Exclusion of L year, he did not speak the language.
Refugee anguage They could not understand and get
) Diversity along. The child was inevitably
Children 4 excluded at the beginning of the
(n=4) year (T5)”
Previous Observed
Relationship prejudice “1
n the first years, there were those
Between Local and Towards  \who sometimes thought that way
. Refugee with prejudice. Involuntarily, there
Refugee Children _ ) were those who behaved differently
Attitudes of Children  towards the refugee child. We
Local (n=3) always tried to prevent him.(T8)”
Children Labeling

“I mean, at first, they look at it like
Refugee a... (...) Even sometimes there is a
. label, "Oh, he's Syrian." Do you
Children know like that? Labeling. (T1)”
(n=4)

4.1.5.1.1. Exclusion of Refugee Children

While talking about their previous experiences with the relationship between local
and refugee children, teachers expressed their observation on the exclusion of
refugee children by their local friends. Teachers exemplified the behaviors of local
children in this process. They also mentioned that language diversity is the main
reason for this exclusion. | also asked them their attitude and interventions in the
cases of exclusion. Four teachers stated that this exclusion resulted from language

diversity between two groups of children. T5 narrated as follows:
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“Yes, exactly. The [refugee] child felt very lonely. At the beginning of the
year, he did not speak the language. They could not understand and get along.
The child was inevitably excluded at the beginning of the year (T5)”

T1 expressed her idea by focusing on the similar topic as follows:

"At the beginning, [local] children excluded them [refugee children].
Especially because they [refugee children] cannot speak Turkish, [local]
children ostracize them, but 1 made so much effort so that they are not
ostracized. (...) you know, the [refugee] child cannot speak at all. I mean,
since the things they talk about are always in Arabic, the children are actually
a bit of a thing. (T1)”

Narratives of T9, T14 also support the observations of T1.

“For example, he did not speak. Even if he spoke, they were a bit strange
because he spoke Arabic. I told them [local children] (T9)”

“I mean, in the first years, there were reactions like "he does not speak"
because he could not express himself, but now they are more
comfortable.(T14)”

4.1.5.1.2. Attitudes of Local Children

During interviews, seven teachers mentioned that local children excluded refugee
children in their first year by labeling them with unpleasant expressions. To begin
with, teachers talked about the prejudices of local children towards refugee children.

T8 pointed out the prejudice of local children.

“Of course. In the first years, there were those who sometimes thought that
way with prejudice. Involuntarily, there were those who behaved differently
towards the refugee child. We always tried to prevent him.(T8)”

T3 also gave an example towards prejudiced behaviors of local children.

“I only saw it the first year with one of my students. He said, "Don't talk to
that Syrian. (T3)"

“But some children may have prejudices, though. | heard something like this
from one of my students, you know, “Is that Syrian dirty? You know, his
hand.” T said I heard something like that. I mean, I talked to him about it
(T6).”
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Secondly, some teachers mentioned that local children labeled children at first.

“Nevertheless, if they do not like differences, they are very quick to label and
very quick to express it in a cruel way. They label. This was more in the first
years (T14)"

4.1.5.2. Teacher-Parent Role in Relationship Between Local and Refugee

Children in Previous Years

This sub-theme reflects how teachers and parents affected the relationship between
local children and refugee children. The sub-themes, categories, codes, and example

quotations are presented in Table 4.12.

Table 4. 12. Categories, codes, and example quotations regarding teachers’ and
parents’ role

Sub-

Categories Codes Example Quotations from Participants
Theme

“First year? So, I tried to welcome him
with a smiling face to make him feel that he
belonged to the class. ‘Children, we have a
new friend in your class. Let us say
Welcoming  welcome.” So, we did something like that
so that his friends could accept him. They
all said welcome. ‘Let us give our friend a
(n=3) hug. Let us give him a smile, let us try to
get him into our game and so on.” I directed
him to the group. (T2)”

Creating

Environment

Teacher as .
- “When he talks to the other kids, ‘Can I
Facilitator for take it? Can | give it? Here, can I, have it?
Friendship Thank you. Thank you. | apologize that it

was a mistake.” I taught these behaviors
Teaching because yes, when you cannot express
yourself, you pushed your friend. But let us
talk. For example, we talked about how
Behaviours  your friend should not push you in the way
(n=1) we explained. You know, when you want
to pick up a toy, you say, "Can | have the
toy? Can I, have it? Take it from him
nicely, you know, no pulling and running. "

(T3)”

Prosocial

Teacher — Parent Role in Relationship Between Local and Refuge Children
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Table 4.12 (cont’d)

Sub-

Categories Codes Example Quotations from Participants
Theme

“Like this. For example, he was not
talking. Even though he speaks
differently, you know, Arabic? They
Local Children  found it a little strange because he talked.
for Integration of | told them that they came from Syria, that
. we should help them, that they are also
Refugee Child  opijdren of the same age. Well, kids adapt
(n=3) very quickly anyway. well. They accept it
immediately. (T9)”

Working with

“We practiced this [empathizing] on him

Teacher as [local child] on purpose. | mean, after a lot

Facilitator for of things and methods, nothing worked. |

Friendship Empathizing ~ said Ahmet, today you will be a child

(n=1) from another country. How do children

behave with Ahmet? Let us do the same

thing to Ahmet. Then Ahmet, how did you

feel? I mean look, how did it make you
feel to say that to your friend?” (T3)

“He said, "Don't talk to that Syrian." We
Cooperating immediately intervened with him. We
with School intervened immediately, we talked to that
child separately. He was referred to

Counselor (n=1) counseling, etc. (T3)”

“There was tension between the two

communities in Urfa. A child in the class

Tension at started to be ostracized. Then I said to that

as Barriers _ student that he should not do it or

Community  something. It has already been a few days.

_ _ Level (n=4)  You know, when you do not care about it

Friendship and do not draw too much attention to it,
the kids get over it in a few days (T4)”

Local Parents

Teacher — Parent Role in Relationship Between Local and Refuge Children

for

4.1.5.2.1. Teacher as Facilitator for Friendship

When we talked about their observations and practices regarding the friendship
between local and refugee children, it was understood that eight teachers were
engaged in some practices to facilitate this friendship in the first years by creating a
welcoming environment, intervening in exclusionary behaviours of local children,

and teaching prosocial behaviours.
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To begin with, three teachers described how they created a welcoming environment
for refugee children. T2 stated that

“First year? So, I tried to welcome him with a smiling face to make him feel
that he belonged to the class. ‘Children, we have a new friend in your class.
Let us say welcome.” So, we did something like that so that his friends could
accept him. They all said welcome. ‘Let us give our friend a hug. Let us give
him a smile, let us try to get him into our game and so on.’ I directed him to
the group. (T2)”

T12 described her good classroom environment. She stated that this environment
prevented negative experiences including exclusion and bullying towards refugee

children.

“At least in my class, I do not think they experienced a negative traumatic
situation. |1 mean, | do not think they were ostracized by their friends. | do not
think they were bullied by their peers, | tried to create a good classroom
environment. So, I think this is an important thing. (T12)”

T11 also stressed that she approached the refugee child in a warm and loving way so

that local children’s behaviours changed accordingly.

“For example, when I first came, he was included in the class later. At that
time, he attracted the attention of the children. How are you going to behave?
Sometimes you think about it. You do not act at all. Of course, it is a child no
matter what. But | need to reach them somehow and find a common
language. What do | do? | always use my body language first. | approach
them in a warmer, more loving way. Then it is easier. So, it is easy for the
child to get used to it. Other children's communication with their friends
changes in this way. Because if the teacher is prejudiced, | think the children
in the class will be too. So, body language is actually my priority. Out of
necessity. (T11)”

One teachers’ strategy in the first year was to teach local and refugee children
prosocial behaviors to promote their relationship. T3 taught refugee children to ask

permission to take someone else’s belongings and say, “thank you.”

“When he talks to the other kids, ‘Can I take it? Can I give it? Here, can I,
have it? Thank you. Thank you. | apologize that it was a mistake.” I taught
these behaviors because yes, when you cannot express yourself, you pushed
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your friend. But let us talk. For example, we talked about how your friend
should not push you in the way we explained. You know, when you want to
pick up a toy, you say, "Can I have the toy? Can I, have it? Take it from him
nicely, you know, no pulling and running. " (T3)”

Three teachers worked with local children for the integration of refugee children. T1
said that

“I made so much effort so that they were not excluded. "Let them play with
you too." For example, | said, "Take the crayons from your closet." | said,
"Take the crayons.” For example, the refugee child did not know. Since he
did not understand, 1 told his friends: Go and show him. Look, this is dry
paint. After a certain period of time, at the end of a period like 2 months,
children started to adopt their friends and they felt like we had to help them.
They helped them, they took their things, they showed them. Look, this is
this, this is this, and so on. (T1).”

One teacher (T3) stated that she made local children empathize with the experiences

of refugee children.

“We practiced this [empathizing] on him [local child] on purpose. I mean,
after a lot of things and methods, nothing worked. | said Ahmet, today you
will be a child from another country. How do children behave with Ahmet?
Let us do the same thing to Ahmet. Then Ahmet, how did you feel? | mean
look, how did it make you feel to say that to your friend?” I will not do
anything bad anymore.” But it was really effective. I mean, it was really
effective. He does not say that kind of thing to your friend anymore. (...). We
empathized. For example, we chose the empathy method. What you did to
him was ostracized. He was saying, ‘Let us go to other friends, do not play
with Merih. Do not pay attention to him. Let him play there by himself. No
one will play with Merih today.” I wanted him to feel how Merih feels at the
end of the day. That is how we did it. It was done (T3).”

4.1.5.2.2. Local Parents as Barriers for Friendship

In their previous years, three teachers stated that prejudiced behaviors of local
children stemmed from their parents’ perspectives towards refugee children. For
example, when | asked the teachers to draw their previous experiences, one teacher
drew how the tensions between the local community and refugees were reflected in
the relationship between the children. In the third interview, T4 drew crossing

swords to show the tension between local and refugee people.
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“Now, there were some incidents in Urfa, | should say a fight between
Syrians and local people in Urfa at that time... | mean, there was a tension
that was also reflected in the news. At that time, for example, | saw a few of
the children behaving a little bit more towards other refugee children, you
know, they threw a toy, they did something, etc.(T4)”

“G: Okay, so does this mean anything, all the children are laughing but those
children over there are unhappy?

T4: | told you; he is throwing toys. So, I tried to draw that moment.
G: This is the moment in Urfa.

T4: Yes.

G: And have you ever encountered such an incident in Istanbul?

T4: No. That is because of that problem and conflict with the local people.”

s ey
f’ u&::\KﬁVm""M“ —
e e Corladn

Figure 4. 19. Educational Journey Mapping of T4

T4 is a teacher who previously worked in Urfa (a province in the Southeast of
Tiirkiye). Although she is currently based in Istanbul, she also focuses on her
experiences in Urfa. Teachers whose first workplace is Urfa encounter refugee
children there for the first time in their professional experience. Besides, T4

described an exclusionary situation stemming from local parents’ attitudes.

“There was tension between the two communities in Urfa. A child in the class
started to be ostracized. Then | said to that student that he should not do it or
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something. It has already been a few days. You know, when you do not care
about it and do not draw too much attention to it, the kids get over it in a few
days (T4)”

4.1.5.3. Current Observed Relationship Between Local and Refugee Children

During interviews, | asked teachers about their current observations on the
relationship between local and refugee children. Teachers evaluated the relationship
between the two groups as closer and more positive. They stated that local children
are getting used to diversities. Nevertheless, for some teachers, language is still a
preventative factor in friendships between two groups. Sub-themes, categories,
codes, and quotations are presented in Table 4.13.

Table 4. 13. Categories, codes, and example quotations regarding the relationship
between local and refugee children

Sub-Theme Categories Codes Example Quotations from Participants
“So, children have learned to accept
some people coming from the outside,

Closer and Getting or not to find them strange. They have

learned to accept them [refugee

More Used to children], to take them in. I am not

Positive Diversities  speaking for all of them, but it is

Current Relationship (n=6) generally like this. For example, they

Observed learn not to be strange in pre-school.

. (T11)”

Relationship

Between “(...)Disagreements are not based on

race; they are based on language. For

Local and LS .

example, at the very beginning of this

Refugee year, they were very good. They were

Children Language V&Y close. But afterwards, they are

Distant _ close again, you know, they are not like

Relationship as Barrier Fhat agair_1, they should play again, there

(n=4) is no prejudice, but let me say that they

probably do not prefer it [playing with
refugee children] probably because they
cannot communicate much while
playing a game. (T4)”
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4.1.5.3.1. A Closer and More Positive Relationship

Some teachers pointed out that local children are accepting refugee children’s

presence in the classroom and society over the years. For example, T11 noted that

“So, children have learned to accept some people coming from the outside, or
not to find them strange. They have learned to accept them [refugee children],
to take them in. | am not speaking for all of them, but it is generally like this.
For example, they learn not to be strange in pre-school. (T11)”

T14 expressed that local children like diversity currently, compared to previous

years.

“So, it is more enjoyable, it is something that children accept, love and are
interested in more than us. You know, they are interested in it now. They
used to find them[refugee children] strange. Now they like that it is different.
For example, they liked the fact that he sang the letters differently when he
made a presentation that day or when he sang the national anthem. They were
all giggling, for example, while he was singing it. It was fun, so it was good
for them too. Because compared to previous years, recently they [local
children] have been more positive, more, well, maybe they have gotten used
to this process. Since they are used to the fact that there may be foreign
children, that there may be different children, that there may be children who
speak a different language, that there may be differences, it is easier for them
to accept this. (T14)”

4.1.5.3.2. Distant Relationship

On the other hand, four teachers stated that language diversity prevents refugee
children from getting involved in local children’s play or from having a close
relationship. For instance, although T11 expressed that there is a closer relationship
between local and refugee children, refugee children still are not involved in play

activities with local children due to language diversity, T11 noted that

“But they [refugee children] do not participate in play too much. Because
they cannot communicate (T11)."

T8 evaluated language apart from culture and stated that language is a barrier to

friendship, not cultural diversities.
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“They just cannot get along because of the language. I do not think cultural
things will be very effective. The difference in culture is not very effective
for children. (T8)”

Similarly, T4 added that language is the determining factor for friendship, not the
cultural background of refugee children.

“(...)Disagreements are not based on race; they are based on language. For
example, at the very beginning of this year, they were very good. They were
very close. But afterwards, they are close again, you know, they are not like
that again, they should play again, there is no prejudice, but let me say that
they probably do not prefer it [playing with refugee children] probably
because they cannot communicate much while playing a game. (T4)”

4.1.5.4. Teacher Role in Relationship Between Local and Refugee Children in

Current Years

This sub-theme describes teachers’ role in facilitating the friendship between local
and refugee children. Teachers talked about their interventions and strategies to
promote the relationship. Sub-themes, categories, codes, and quotations are
presented in Table 4.14.

Table 4. 14. Categories, codes, and example quotations regarding teachers’ role

Sub-Theme Categories Codes Example Quotations from Participants

“We try to incorporate them. Because the

Emphasizing children speak a different language, this friend
o of ours came from a different country. He does
Diversity  not speak our language. We actually guide the

Teacher (n=2) children so that we can help them. They take it
Role in as we explain it to them. (T8)”
Relationship Teacher as Working “As I said, it is more like a friend, you know,
Between Facilitator for . someone who can play with him, play with
) ) with Local  him... For example, in some classes there are
Local and Friendship .14 o for  children like this. There is one child. He leads
Refuge . the others. For example, children who are
) Integration  more oriented towards being a leader, or some
Children of Refugee  children who have a good relationship with
] whoever comes near them. You know, by
Child identifying those children and sitting refugee

(n=6) children next to them. (T9)”
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4.1.5.4.1. Teacher as Facilitator for Friendship

Teachers are using several strategies to strengthen the relationship between local and
refugee children in their current practices. Some teachers talked about their diversity-
related activities and how they explain and emphasize diversity to facilitate
relationships between two groups of children. T8 noted that:

“We try to incorporate them. Because the children speak a different language,
this friend of ours came from a different country. He does not speak our
language. We actually guide the children so that we can help them. They take
it as we explain it to them. (T8)”

T2 also said that

“I am talking about this: These children come from another country, they
may have difficulties because they do not speak Turkish. Try to take their
games all the time. Because it could always be me pushing or encouraging
them. (T2)”

The other strategy is to pair local and refugee children during activities to strengthen

their relationship. T11 described her strategy as stated below.

“In circle activities, I try to put them [refugee children] in between local
children, because | realize that they always sit at the ends. | try to put them in
between because they cannot stop. They only talk to each other. At least let
the people they talk to be the local children next to them. (T11)”

On the other hand, T7 stated that she separated groups of refugee children to make

them have a good relationship with local children.

“For example, if a child tries to form a group of three, | watch them for a
while, and when they start to become stereotyped, | separate them from other
groups. In the same way, sometimes when there are two Syrians and three
Syrians, I prevented them from grouping together. (T7)”

T1 encouraged local children to invite refugee children into their plays.

“I constantly go to them [local children] and say, "Come on, you play too,
invite them [refugee children] to play, invite others to play with you, invite
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your friend to play with you" and so on. | see myself in such a negotiation
thing all the time. So, it is a long and difficult road for me. (T1)”

T2 and T13 also mentioned their steps to pair two groups.

“For example, I try to pair them with children with whom they get along
better, | do not want them to be separated. “Or, if there is a great need for
verbal communication, | try to bring the children in with the other [refugee]
children, so that they can mingle a bit more. (T2)”

4.1.5.5. Change in the Relationship Between Local and Refugee Children

In the scope of this study, I examined teachers’ observations and perceptions related
to the relationship between local and refugee children. First of all, based on their
narratives, it seems that there has been a decrease in the exclusionary behavior of
local children towards refugee children over the years. When | asked teachers about
their perceptions of local and refugee children’s relationship in their first years of
teaching, four teachers mainly talked about the exclusion of refugee children. They
stated that local children tended to exclude refugee children because of language
diversity. For example, T1 stated that:

"At the beginning, children excluded them. Especially because they cannot
speak Turkish, children, children, children exclude them, but I make so much
effort so that they are not excluded. (T1)"

Moreover, four teachers mentioned that local children were labeling refugee children
by saying some unpleasant words. In general, these teachers observed that there were
dissociated and distant relationships between children in their first years. On the
other hand, when we talked about their current experiences, teachers did not talk
about exclusionary behavior. Instead, six teachers described the relationship as closer

and more positive. For example, T11 stated that

“So, children have learned to accept some people coming from the outside, or
not to find them strange. They have learned to accept them, to take them in. |
am not speaking for all of them, but it is generally like this. For example, they
learn not to be strange in pre-school. (T11)”
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Similarly, T2 and T14 compared their first and last observations on the relationship
between two groups of children.

“In the first years, the refugee children were more separated. They were more
alien, more on their own. They were playing alone. They were doing
activities alone. Now they get in between the other children. The other
children take them in, but I cannot say that they still mingle with each other
like two Turkish children do. (T2)”

“In the first years, exclusion was higher. Now, either with the awareness of
the families or in the studies and activities, we are already doing this in every
activity. You know, our differences are valuable. And we should respect
them. (T14)”

Progress in Friendship. During interviews, eight teachers talked about progress,

representing the relationship between local and refugee children for each year.
According to these teachers, the relationship between children goes through three
stages. First, refugee children are lonely due to language differences; second, they
get along well; third, they become friends. There is a friendship process that goes
from being excluded or playing alone to making friends and getting along well at the
end of the year. For instance, T1 stated the steps of becoming friends toward the end

of the year.

“In the beginning, children excluded them [refugee children]. Especially
because they cannot speak Turkish, children excluded them, but | made so
much effort so that they are not excluded. (...)After a certain period of time,
at the end of a period like 2 months, children started to adopt their friends and
they felt like we had to help them. They helped them, they took their things,
they showed them. [T1]”

T13 also talked about similar progress in her classroom.

“Let me put it this way. These [refugee] children generally prefer to play
alone. But | mean, at first, they preferred to play alone. Then, as they come
here, they get used to each other. Then they strengthen their communication
(...) That's how it is. That is how it happens. They are always a bit hesitant at
the beginning of the year, but then I felt that the children were bonding with
each other through our activities, activities, and games. First there is
exclusion. But then, when we get to know them and they get to know us, they
communicate a little bit. I mean, not completely, but little by little. (T13)”
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T5 also pointed out that children’s friendship go through the same process each year.

"Yes, yes, they are a bit prejudiced at the beginning of the year, but once they
overcome that prejudice and start to connect with the child, they form an
incredible friendship. If you see my refugee child, you will never realize that
he is a foreigner in the class. Because children accept them very well (T5)."

During card selection in the second interview, | asked them to choose 3 cards
showing how the relationship between refugee children and local children has
changed over the years. A teacher (T9) compared the relationship between children

to a sword presented in Figure 4.20.

Figure 4. 20. A Metaphor Card Representing Sword

“I mean, how does it represent? I remembered a conflict when I saw that
sword. | mean, at first the children found it strange, but then they accepted it.
So, it is like a war. So, it made a connotation from here. The contrast of
colors, yellow and red. Yes, it is.(T9)”

T13 selected some cards representing the relationship between local and refugee
children over the years. Her narratives showed the progress in these children’s
friendships over time. He compared the relationship between refugees and local

children to a spider web in card selection in Figure 4.21.
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“I swear I think of it like a spider web. It is like a spider's web, like this, it
weaves and weaves and weaves and weaves and then completes it, that is how
I feel the communication between children. (T13)”

4.1.5.6. Change in the Teacher-Parent Role in Relationship Between Local and
Refugee Children

Teachers have been taking facilitator roles in the children’s friendship process over
the years. However, it seems that teachers engaged in various practices to facilitate
friendship and prevent the exclusion of refugee children in their first years. For
example, teachers noted that they created a welcoming environment, got help from
school counselors, used empathic techniques, taught prosocial behaviors, and
designed cooperative activities and opportunities to promote the relationship in the
previous years. However, teachers have only talked about two strategies currently.

These match two groups of children and explain cultural diversity in the classroom.

On the other hand, teachers have not mentioned any effect of local parents on the
relationship between refugees and local children in recent years. However, three
teachers stated that local children’s behaviours towards refugee children were
affected negatively by their parents’ attitudes. T4 described an exclusionary situation

stemming from local parents’ attitudes.

“There was tension between the two communities in Urfa. A child in the class
started to be ostracized. Then | said to that student that he should not do it or
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something. It has already been a few days. You know, when you do not care
about it and do not draw too much attention to it, the kids get over it in a few
days (T4)”

4.1.6. Teachers’ Professional Competencies and Development

Professional competencies include teachers’ skills, values, attitudes, and knowledge
required to perform teaching tasks effectively (MoNE, 2017). Areas of teaching
competencies consist of many factors, such as pre-service teacher training,
continuing professional development, and planning in-service training programs or

teachers’ self-evaluation as teachers.

First, regarding self-evaluation of teaching competencies, teachers evaluated
themselves as inexperienced teachers in their previous years and more confident
teachers in their current years. Secondly, this main theme is also related to factors
facilitating teachers’ sense of adequacy or factors increasing their sense of
inadequacy. Finally, teachers evaluated in-service and pre-service teacher education
programs in terms of empowering their teaching practices with refugee children.

Sub-themes, categories, codes, and sub-codes are presented in Figure 4.22.

Change in Teachers'

Previous Professional Current Professional h
; N Professional

Competencies and Competencies and "

Competencies and
Development Development
Development
1
| 1
Self-Evaluation as Critique of Teacher Developmg.Confldence
) . and Experience Over
Inexperienced Teacher Education Programs Time

Due to Mismatch
[— Between Theory and
Practice

Inexperienced in
Communication

Experienced in
Communication

Lack of Preparation to
— Work with Refugee [— Experienced in Teaching
Children

Inexperienced in
Teaching

Inexperienced in
— Working with Refugee
Parents

Due to Refugee
— Children's Progress in
Turkish

Lack of Language
Training

| Inexperienced Due to
Uncertainty

Figure 4. 22. Sub-Themes, Categories and Codes Related to Teachers’ Professional
Competencies and Development
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4.1.6.1. Previous Professional Competencies and Development

This sub-theme includes teachers’ self-evaluation about their competencies in the

previous years. Self-evaluation is a process of assessing oneself that requires both

professional and personal responsibility, consciousness, and competence (MoNE,

2017). During self-evaluation, teachers become reflective about their professional

teaching practices.

In the current study, teachers evaluated themselves as

inexperienced while we were talking about their previous teaching practices with

refugee children. Secondly, teachers mentioned the factors increasing their sense of

inadequacy due to being inexperienced in the previous years. Sub-themes, categories,

codes, and quotations are presented in Table 4.15.

Table 4. 15. Categories, codes, and example quotations regarding teachers’
professional competencies and development

Sub-Theme

Categories

Codes

Example Quotations from
Participants

Previous Professional Competencies and Development

Self-Evaluation
as
Inexperienced

Teacher

Inexperienced in
Communication
(n=4)

“I did not speak the language, 1
already felt very deficient in
that respect. It is important for
us to understand what the child
is saying. | felt very incomplete
because | could not understand
him. That was a deficiency
from my first year. (T5)”

Inexperienced in
Teaching Refugee
Children (n=4)

“You know, at that time | did
not have that vision, but I did
not have any idea on teaching, |
did not have anything. | was
inexperienced (T10)”

Inexperienced in
Working with
Refugee Parents
(n=3)

“I told you the first year they
were very close, the parents. |
mean, they said absolutely
nothing to me and were not
cooperative. | mean, | felt like a
shadow in my child's life or
like someone who would only
take care of the family for that
year. Exactly. 1 mean, | felt
invisible like that. That is why |
saw myself as inadequate (T5)”
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Table 4.15 (cont’d)

Sub-Theme

Categories

Codes

Example Quotations from
Participants

Self-Evaluation
as
Inexperienced
Teacher

Inexperienced
Due to

Uncertainty (n=4)

“The first year was a bit like
a riddle for me at that time.
It was a process in which |
could not discover exactly
how to behave and what to
do (T5)”

Previous Professional Competencies and Development

Teacher
Critique of
Teacher
Education

Programs

Due to Mismatch
Between Theory
and Practice (n=2)

“I mean, we have seen that
standard things never fit.
And | graduated thinking
that | graduated with very
good equipment, that |
would definitely do very
good work. | thought I
graduated from a good
university, but | got a very
good education. Yes, we
graduate in the mode of "I'm
OK", but when we put it into
practice, things change a lot.
(T14)”

Lack of
Preparation to
Work with
Refugee Children
(n=2)

“I could have been sent more
prepared. There could have
been another seminar. A
seminar could have been
organized, but it did not
happen (T10).”

Lack of Language
Training (n=2)

“When I was first appointed
to Urfa, | wondered why we
were not given introductory
courses in Kurdish and
Arabic. | mean, if we are
going to go here, of course
they need to learn Turkish
too, but I criticized that we
did not receive any training
on how to teach children
who do not speak Turkish
how to do activities and how
to play (T10)”
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4.1.6.1.1. Self-Evaluation as Inexperienced Teacher

During the interviews, ten teachers shared a common point that they were
inexperienced or inadequate in communication with refugee children, working with
refugee parents, teaching them, and due to uncertainty. First, four teachers expressed
difficulties due to their inexperience in communication during their first years. For

example, T1 talked about communication challenges due to her inexperience.

“Before, I could not communicate much like this. I was already telling them
with my head and eye gestures. We were very inexperienced at that time. We
were just adapting to them. We had difficulties (T1)”

On the other hand, while talking about their first-year experiences, two teachers
mentioned the factors increasing their feeling of inadequacy due to being
inexperienced in working with refugees. Teachers noted that language diversity
increased their sense of inadequacy because they did not perceive themselves as
efficient in communicating with refugee children. T11 and T5 highlighted the same

perspective regarding being inexperienced in communication.

“There 1s no common language, or I do not know, maybe my communication
is not strong. I do not know, I felt very inadequate. (T11)”

“I did not speak the language, I already felt very deficient in that respect. It is
important for us to understand what the child is saying. | felt very incomplete
because | could not understand him. That was a deficiency from my first
year. (T5)”

Second, four teachers noted that they felt inadequate or inexperienced in teaching or
designing activities for refugee children and establishing relationships with refugee
children. For example, T10 expressed his experiences by stressing how he was

inexperienced in teaching.

T10 noted as follows:

“You know, at that time | did not have that vision, but | did not have any idea
on teaching, I did not have anything. I was inexperienced (T10)”

195



T4 also mentioned how she was inexperienced in giving instructions during activities

for a class with refugee children.

“Activities... I honestly did not know how to do the activities at first, because
you give commands. He does not understand, he looks or something. But you
have to think about how you can explain it before each activity, so that they
understand it better like this, they understand it better like that. Inevitably,
that inevitably brings experience. (T4)”

In the third interview, | asked the teachers to draw on their teaching experiences with
refugee children. T14 portrayed herself as a tree without roots for the first years, as

presented in Figure 4.23. This rootless tree represents her inexperience in teaching.
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Figure 4. 23. Educational Journey Mapping of T14

"Yes, | drew myself, my process, you know, how do | see myself? How do |
feel? Lonely and inadequate, you know, not having enough roots. | drew it
that way. The lack of roots was due to the fact that my feet were not firmly on
the ground, that 1 saw myself that way. | did not know how to teach or
behave. (T14)."

Thirdly, three teachers complained about uncooperative refugee parents because

working with them made teachers feel inadequate. T5 stated that:

“I told you the first year they were very close, the parents. I mean, they said
absolutely nothing to me and were not cooperative. | mean, | felt like a
shadow in my child's life or like someone who would only take care of the
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family for that year. Exactly. |1 mean, | felt invisible like that. That is why |
saw myself as inadequate (T5)”

Finally, four teachers evaluated themselves as inadequate or inexperienced due to
uncertainty of the process of integrating refugee children into the education system.
For example, the previous years caused many questions for teachers in terms of
teaching. T13 stated that

“How can I tell you? How do I behave? How do I act? What can | do? How
can | behave when he comes to my class? What can we do? | was feeling
like, "Is it possible?" (T13)”

T5 also described her first years as riddle to solve.

“The first year was a bit like a riddle for me at that time. It was a process in
which I could not discover exactly how to behave and what to do (T5)”

In the third interview, T6 drew herself with a nervous face in the first years.

Cyntowbzimin e yhady T decben | K glinds daba raad hissedigerdupn. 3 plimde eaiesi cerdcomm G
chergoden iy o, Gk kb e NU% ol bir wlilde  egtin veemem gkt U6 grpma duumens alighen ve bandi
b malleei SGencin clomangtr. Moo e sekiblc G ek Srnmisiim,

bu bude decatheli ye rohet hu«ym
e5iin v dun dale il

Figure 4. 24. Educational Journey Mapping of T16

She explained that

“I was nervous in the first year. How should I behave? How should I
approach? It reflects how | should teach. My expression reflects that. And it
is the first year of my profession. | had taught for a semester before, but I had
never had refugee children (T6)”
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4.1.6.1.2. Teacher Critique of Teacher Education Programs

Teacher education programs are acknowledged as an important component of teacher
competencies (MoNE, 2017). In the current study, four teachers criticized teacher
education programs due to a lack of required skills in the field. Besides, they
considered that they were unprepared before working with refugee children. For
example, they stated they did not take any language courses to teach Arab or Kurdish
children in the field.

To begin with, two teachers stressed that what they learned theoretically in the
university does not meet their needs in the field. For example, T6 criticized the

content of teacher education programs.

“We did not have it at the university. For example, | graduated in 2019. It
was not in the program. There was no such thing in any education program. It
was not directly related to the classroom and refugee children. There was not
even an elective course. |1 do not remember so it was difficult for me in first
years (T6)”

T10 criticized the lack of language courses in the teacher education program.

“When I was first appointed to Urfa, I wondered why we were not given
introductory courses in Kurdish and Arabic. | mean, if we are going to go
here, of course they need to learn Turkish too, but I criticized that we did not
receive any training on how to teach children who do not speak Turkish how
to do activities and how to play (...) For example, there are many Kurdish
children in our country. For example, we come to school without ever
learning Kurdish. We do not even know basic things in Kurdish. When we
are first assigned to the East, we are left incomplete. There are also many
Arabs in our country. I did not know. We do not know Arabic at all. We do
not even know the smallest things. Arabic, for example, if there were at least
an introduction to Arabic, if not writing, then speaking, and an introduction to
Kurdish in the courses. (T10)”

On the other hand, two teachers also criticized in-service teacher education
programs. T10 mentioned that the preparation of teachers was insufficient to work

with refugee children.

“I could have been sent more prepared. There could have been another
seminar. A seminar could have been organized, but it did not happen (T10).”
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4.1.6.2. Current Professional Competencies and Development

Similar to their previous self-evaluation, teachers are currently evaluating their

teaching competencies. They mainly talked about factors contributing to their sense

of comfort. Sub-themes, categories, codes, and quotations are presented in Table

4.16.

Table 4. 16. Categories, codes, and example quotations regarding teachers’
professional competencies and development

Sub-

Theme

Categories

Codes

Example Quotations from Participants

Current Professional Competencies and Development

Developing
Confidence
and
Experience

Over Time

Experienced in
Communication
(n=3)

“The first year was complicated for me.
Working with a foreign child was
something | had never experienced.
Then | gradually became more
enlightened. Now | think it is better. |
mean, | gained experience by teaching
refugee children. 1 think it is better in
terms of communicating with them.
(T6)”

Experienced in
Teaching (n=8)

“Because when 1 first started, | had
never taught a foreign child, a refugee
child. 1 did not know how to do it, so |
learned how to do it over time. This is
how | learned as | gained experience.
After all, we did not receive any training
for this. It was not in our education
program either. So teaching was shaped
by my own experiences. (T6)”

Due to Refugee
Children’s
Progress in

Turkish (n=2)

“To be honest, I was afraid of not being
enough. First of all, at first, the child
was crying because he did not
understand me. (...) I felt very
inadequate. But gradually, as he started
to learn Turkish and understand me, |
felt relieved. That is the reason for our
hesitation. Since children do not
understand us, we do not know exactly
how to approach them. (T5)”
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4.1.6.2.1. Developing Confidence and Experience Over Time

While talking about their current experiences, teachers narrated how they feel more
confident and experienced as time goes by while working with refugee children. To
begin with, during three interviews, in narratives, the card selection process, or the
educational journey mapping process, teachers mainly talked about how their
previous experiences positively affected their later experiences while working with
refugee children. They stressed the continuity of experience. This means that each

experience modifies and integrates aspects from previous ones, altering their quality.

To begin with, three teachers expressed that they are currently more experienced in

communicating with refugee children and parents. T12 noted on this issue that

"Of course, our reactions to events change. Or when we have a problem and
in communication with parents, you take a clearer stance. You continue with
examples of negative things we have experienced before or positive things.
You continue by adding something on top of it. When something negative
happens, we can intervene earlier, so this is definitely the experience. (T12)”

According to T6,

“The first year was complicated for me. Working with a foreign child was
something | had never experienced. Then | gradually became more
enlightened. Now | think it is better. | mean, | gained experience by teaching
refugee children. 1 think it is better in terms of communicating with them.
(T6)”

Secondly, eight teachers did not limit their perspectives in terms of communication.
They mentioned how they gained experience in teaching refugee children. Besides,
they noted the contribution of experiences to their teaching practices. In the current
study, experience refers to teachers’ years of teaching with refugee children. It did
not represent teachers' years of general experience. It only covers teachers’ years
with refugee children. For example, T6 stated that she did not know how to teach a

refugee child in the first year and how she gained experience in the following years.

“Because when I first started, I had never taught a foreign child, a refugee
child. 1 did not know how to do it, so I learned how to do it over time. This is
how | learned as | gained experience. After all, we did not receive any
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training for this. It was not in our education program either. So teaching was
shaped by my own experiences. (T6)”

T2 expressed the contribution of experiences to her teaching practices.

“I think experience is very important. Every year, as you gain experience,
you can give more, or you become more efficient. | think you contribute
more. | do not think about how to give something. It was like that at first.
(T2)79

T9 mentioned how she perceives each year with refugee child as an experience.

“I also think that years are an experience. Every year because you learn
something from the children. You know, it adds something. You meet
different people. For example, every year our parents and students change.
You learn something too. (T9)”

On the other hand, teachers’ sense of confidence resulted from progress in refugee
children’s language skills. Teachers' main challenge was having language diversity
between them and refugee children. Over the years, while refugee children are
getting better at Turkish, although teachers have been working with different groups

of children, teachers have begun to feel more comfortable. T5 and T8 stated that

“To be honest, I was afraid of not being adequate. First of all, at first, the
child was crying because he did not understand me. (...) I felt very
inadequate. But gradually, as he started to learn Turkish and understand me, |
felt relieved. That is the reason for our hesitation. Since children do not
understand us, we do not know exactly how to approach them. (T5)”

4.1.6.3. Change in Teachers’ Professional Competencies and Development

When comparing teachers’ previous and current professional competencies and
development, it seems they were challenged by being inexperienced in their first
years. However, in current years, teachers have talked about feeling comfortable
because they have become more experienced teachers now. To begin with their
previous competencies, teachers stated that they felt inexperienced and inadequate in
terms of communicating with refugees, teaching refugee children, and working with
refugee parents. Also, there were some uncertainties about how to approach or teach

refugee children. For example, T6 stated that
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“I was nervous in the first year. How should I behave? How should I
approach it? It reflects how I should teach. My expression reflects that. And it
is the first year of my profession. | had taught for a semester before, but | had
never had refugee children (T6)”

Regarding their current professional competencies, data showed that teachers feel
more experienced in communicating and teaching refugee children. This feeling
results from their self-experience with refugee children over the years and also

refugee children’s progress in Turkish. In this regard, T6 stated that

“Because when I first started, I had never taught a foreign child, a refugee
child. I did not know how to do it, so I learned how to do it over time. This is
how | learned as | gained experience. After all, we did not receive any
training for this. It was not in our education program either. So teaching was
shaped by my own experiences. (T6)”

When we look at the progress of the professional competency of the same teacher
(T6), it seems that the years working with refugee children gain this teacher

experience in learning how to teach and work with these children.

Another example of a teacher's progress is seen in the drawings in the third
interview. T14 draws her progress as a teacher by comparing it to a growing tree, as
presented in Figure 4.25. She described feeling lonely and inadequate for the first
years like a rootless tree.

"Yes, | drew myself, my process, you know, how do | see myself? How do |
feel? Lonely and inadequate, you know, not having enough roots. | drew it
that way. The lack of roots was due to the fact that my feet were not firmly on
the ground, that | saw myself that way. | did not know how to teach or
behave. (T14)."

A

Figure 4. 25. Educational Journey Mapping of T14
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When we look at the right part of the drawing, there are four trees with. They

represent teachers’ current years with refugee children. T14 expressed that

“In the other one, it is a tree in blossom, green and flowering. And the roots
are strong. | tried to draw a stronger tree with its branches and roots. The
clouds are also whiter because | feel that the more, | get used to it and the
more | go through such experiences, the more I try to find solutions and the
better it gets. Not black clouds. I drew it as if the sun were exposed. (T14)”

It can be summarized that teachers showed progress due to their self-gained
experiences with refugee children and the progress in refugee children’s Turkish

acquisition.

4.2. Findings Explaining Early Childhood Teachers’ Strengths and Needs to
Work with Refugee Children

Early childhood teachers’ needs and strengths while working with refugee children
were investigated by asking about their strengths and needs over the years. Based on
the data derived from narratives, card selection and drawings throughout all three
interviews, teachers’ overall strengths and needs were categorized under two themes.
In this section, teachers’ strengths and needs are presented by focusing on their past
needs, past strengths, current needs, current strengths, and change ,if any, in their

needs and strengths over the years. The main and sub-themes are

1. Teachers’ Strengths Over the Years
a. Previous strengths
b. Current strengths
c. Change in their strengths
2. Teachers’ Needs Over the Years
a. Previous needs
b. Current needs

c. Change in their needs

4.2.1. Teachers’ Strengths Over the Years

This main theme is related to teachers’ previous and current strengths which helps

them in working with refugee children. Furthermore, how teachers’ strengths have
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changed or remained the same throughout the years are presented. Sub-themes,

categories and codes related to teachers’ strengths are presented in Figure 4.26.

Previous Strengths ICurrent Strengths of] Change in Teachers
Strengths Over the
of Teachers Teachers
Years
Individual Skills Professional Skills Individual Skills Professional Skills
. . |_ Knowing Arabic at . y Having Classroom
Being Patient Basic Level Being Confident Management Skills
=— Being Humanist — Having Empathy |} Being Experienced
— Being Flexible — Being Leader Personal
8 e Capabilities
Being .
Compassionate Observing
Having Good
— Communication
Skills

Figure 4. 26. Sub-Themes, Categories and Codes Related to Teachers’ Strengths

4.2.1.1. Previous Strengths of Teachers

Teachers' strengths were categorized into two categories for their previous years.
These are their individual skills and professional skills. Teachers talked more about
their personality traits than their professional skills and competencies. Sub-themes,

categories, codes, and quotations are presented in Table 4.17.

Table 4. 17. Categories, codes, and example quotations regarding teachers’ strengths

Sub-Theme  Categories Codes Example Quotations from Participants

“Patience was the thing that helped me the

most, | was patient, and | was not full, I

Previous was empty. So, the patient thing, the glass

Strengths Individual Being Patient inside me was very, very empty. So, the

problems | had were small for me. You

of Skills (n=6) know, those times were very empty when |

was in Urfa, when | was first assigned. You

know, | did not use much other than
patience, I am patient. (T10)”

Teachers
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Table 4.17 (cont’d)

Sub-

Categories Codes Example Quotations from Participants
Theme

“I am normally a humanist person. (...).
| can say it is because of my humanist
attitude. Because | also observed it with
other friends. I did not point my fingers
directly [toward refugees]. A lot of
_ things  happened  between these
Humanist  chijldren, but I did not embarrass the
(n=1) child in that class. I did not differentiate
them[refugee children] from other
children. 1 mean, it could be because I
did not differentiate them from other

children. That is my strength. (T7)”

Being

Individual
Skills

“You know, I was not very
authoritarian. 1 mean, | stretched a little
Being Flexible bit according to the environment,

(n=1) according to the children. So, in that
respect, | did not have much difficulty.
(T9)”

“I mean, I think it is compassion. |
mean, somehow there is a kind of

Bein .
_g motherhood towards them. In teaching,
Compassionate  especially in kindergarten teaching. |
(n=4) mean, it is difficult without compassion
(T4)’?

Previous Strengths of Teachers

“I mean, at least, let me say that | could
pick out some words in Arabic. | could
understand, but not at a level to speak,
but at least I could catch such a word
for myself. I mean, to some extent. It is
not a big change, but that is how I
remember it. Flashbacks happen. For
) ~example, the disease "Naris" in Arabic.
Arabic at Basic He said that, for example, he said
Level (n=1)  something while describing himself. |
also asked his family why he did not
come and so on. He was sick, for
example. | think he was talking about
that because he used that word. That is
a big strength, that is how it is. At Al
level, maybe knowing a little Arabic

was my strength. (T6)”

Knowing
Professional
Skills
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4.2.1.1.1. Individual Skills

During the interviews, teachers were asked about the strengths that helped them get
through the first years of working with refugee children more smoothly.. Ten
teachers described their individual skills as their strengths. These individual skills

include being patient, being flexible, being a humanist, and being compassionate.

First of all, six teachers stated that their patience helped them. For example, T10 and
T4 also defined their strength as being patient. For example, T4 stated that her

patience increased when she got more experience in the field.

“Patience. Anyway, I think the refugee student came to me in my third year.
Until then, of course, my patience in the third year had increased even more.
Anyway, you increase your level of patience as you get more and more
professional. You somehow manage to raise your limits. | can say patience.
(T4)”

T10 also explained that he was inexperienced in terms of teaching practices. So,

being patient helped him to overcome difficulties in his first years.

“l was not creative in terms of teaching. | tried to find activities afterwards. |
mean, | had nothing but patience. | mean, we saw a lot of activities, but we
did not have much experience. We did not have an internship in high school
either. | was just patient, | love children, | always thought that whatever |
went through with children was not their fault, it was the fault of mothers and
fathers. (T10)”

Secondly, T9 defined her strength as being flexible and adapting to different

situations while working with refugees.

“You know, I was not very authoritarian. I mean, I stretched a little bit
according to the environment, according to the children. So, in that respect, I
did not have much difficulty. (T9)”

Thirdly, being a humanist person helped T7 in her first years of teaching.

“I am normally a humanist person. (...). I can say it is because of my
humanist attitude. Because | also observed it with other friends. | did not
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point my fingers directly. A lot of things happened between these children,
but I did not embarrass the child in that class. | did not differentiate them
from other children. | mean, it could be because | did not differentiate them
from other children. That is my strength. (T7)”

Fourthly, the four teachers defined themselves as being compassionate.

“I think I am compassionate, because that is the most important quality that a
teacher should have, that is, a person who does not love children, who cannot
have compassion, should never be a teacher. |1 do not think they should
continue teaching because the child is a child after all. You know, an
innocent child. A pre-school child who is separated from his family for the
first time. If he can find the comfort he feels at home at school, that is, if he
can feel that he belongs there, I think he will be able to get efficiency from
there. That is why | think compassion is my biggest helper in working with
refugee children. I think so. (T14)”

4.2.1.1.2. Professional Skills

Only one teacher stated that her strength in the first years was to know Arabic at a
basic level. This strength helped her to communicate with refugee children.

“I mean, at least, let me say that I could pick out some words in Arabic. |
could understand, but not at a level to speak, but at least | could catch such a
word for myself. I mean, to some extent. It is not a big change, but that is
how I remember it. Flashbacks happen. For example, the disease "Naris" in
Arabic. He said that, for example, he said something while describing
himself. | also asked his family why he did not come and so on. He was sick,
for example. | think he was talking about that because he used that word.
That is a big strength, that is how it is. At Al level, maybe knowing a little
Arabic was my strength. (T6)”

4.2.1.2. Current Strengths of Teachers

The teachers were then asked about the strengths that help them cope with the
current situation and help them in their work with refugee children. In addition to
personality traits, teachers mentioned their professional knowledge, skills, and
experience as strengths. Sub-themes, categories, codes, and quotations are presented
in Table 4.18.
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Table 4. 18. Categories, codes, and example quotations regarding teachers’ current
strengths

] Example Quotations from
Sub-Theme  Categories Codes o
Participants

“We're used to these kids now. |
am used to their families, so
Being Confident there is no problem now. | am

(n=2) confident that | can handle it, that
I can overcome some things
(T13)”
Having “Empathizing. We tried to think
Empathy from his point of view. Basically,

what would we do if we were in
(n=1) his shoes? Maybe because the
thought is very effective, you can
still go through the same
processes. | mean, every time, |
could have been in the place of
the child's family. You think
about the difficulties they went
through. These thoughts are
Individual helping me. (T8)”

Skills

Being Leader  “When a situation happens, I can
(n=1) approach it more calmly, | can
show a little bit more, especially
as a leader. You know, it is easier

for you to dominate. (T12)”
Observing “Also, as my strong side, I
(n=3) observe very well. For example,
if a child tries to make a group of
three, 1 watch them mingle for a
while. When they start to become
a strict group, | separate them
into other groups. In the same
way, sometimes when there are
two Syrians and three Syrians, |
prevent them from grouping
together. | can say that | have a
comfortable period due to my

observation. (T7)”

Current Strengths of Teachers
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Table 4.18 (cont’d)

Sub-Theme

Categories

Codes

Example Quotations from

Participants

Current Strengths of Teachers

Individual
Skills

Having G

Communication

Skills

ood

“] think I communicate well with
children. I can somehow find a
common point, you know, as long
as the child wants to communicate
with me.. (T12)”

Professional
Skills

Having

Classroom

Management
Skills (n=1)

“l am now much, much more
technical in my approach to many
problems. | know how to cope with
larger and more crowded classes. |
have learned how to relieve my
work by sharing the tasks with the
children. By using the sociable
children in the class, | reduce my
workload by half, especially in
complicated activities. 1 pay more
attention to opening creative
conversations, asking questions that
support creativity at the end of the
activity. I could not do that when 1
was in Urfa. It was a language
problem, but I was also
incompetent. (T10)”

Being

Experienced

(n=5)

“It 1s experience for me.
Experience. The experiences | have
gained with them, I may have been
the queen last years. (T3)”

Personal

Capabilities

(n=1)

“I mean, I think I have improved in
general, my strengths. What would |
call my strengths? Hmmm. | have a
talent for drawing. | mean, | used to
draw cartoons like this, cartoon
characters when 1 was little and
stuff like that. For example, this is a
strength. For example, let us say
there is no photocopier. It broke
down and so on. For example, | can
change that day's activity to a large
group activity, draw something on
craft paper and transform that
activity in the same direction,
aiming for the same goals. (T6)”
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4.2.1.2.1. Individual Skills

Five teachers described their individual skills as strengths in working with refugee
children and parents. First, T10 and T13 stated that they currently feel more
confident. They identified it as their strength.

“I am confident now. I have been here for 4-5 years; | have gained respect
and experience here. When | say something, nobody says B to what | say A. |
mean, of course, | do not say anything to anyone when they say they can.
(T10)”

“We're used to these kids now. I am used to their families, so there is no
problem now. I am confident that I can handle it, that | can overcome some
things (T13)”

Secondly, one teacher described her strength as having empathy toward refugee

children.

“Empathizing. We tried to think from his point of view. Basically, what
would we do if we were in his shoes? Maybe because the thought is very
effective, you can still go through the same processes. | mean, every time, |
could have been in the place of the child's family. You think about the
difficulties they went through. These thoughts are helping me. (T8)”

Thirdly, three teachers mention that they are keen to observe children’s play and

relationships with others. For example, T7 and T13 stated that

“In my strengths, I think that I have strengths because I am able to observe
them well and integrate them into the class, and this gave me strength. Of
course, with other students, both in the observation and analysis part and in
the integration part.”

“I said observation. I feel I observed those children very well. (T13)”

Fourthly, one teacher (T12) expressed that her good communication skills help her
while working with refugee children and parents.

“I think I communicate well with children. I can somehow find a common
point, you know, as long as the child wants to communicate with me.. (T12)”
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Finally, leadership is another current strength of T12. During the second interview,
she chose the king and the queen card as representing her leadership skills

represented in Figure 4.27.

Figure 4. 27. Card Selection of T12 Representing Her Current Strengths

“Actually, the reason I chose the king and queen is because I think they
express leadership qualities a little bit. So, as | said, there is nothing strange.
When a situation happens, | can approach it more calmly, | can show a little
bit more, especially as a leader. You know, it is easier for you to dominate.
(T12)”

4.2.1.2.2. Professional Skills

First, five teachers stated that they gained more experience over the vyears,
representing their strengths. Experience in the current study refers to teachers’ years
of teaching refugee children. They stressed that over the years, they gained
experience in this subject, and their teaching skills improved. T14 also stated that

“I think I can find solutions to a problem faster. | mean, | gained experience. |
used to get blocked on a subject once because | thought, "This is not
working." Every child can be reached in some way. | can say this more
clearly now. | feel it, so it should be accessible. The ways are different, but
we have to find it somehow. And I think so now. (T14)”

In the second interview, one teacher chose the queen card for her current strengths
when choosing cards to express change in her strengths.
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Figure 4. 28. A Metaphor Card Representing a Queen

The reason she gave was:

“It is experience for me. Experience. The experiences I have gained with
them, I may have been the queen last years. (T3)”

Secondly, T10 expressed that he has learned how to manage the classroom currently.

“I am now much, much more technical in my approach to many problems. I
know how to cope with larger and more crowded classes. | have learned how
to relieve my work by sharing the tasks with the children. By using the
sociable children in the class, | reduce my workload by half, especially in
complicated activities. | pay more attention to opening creative
conversations, asking questions that support creativity at the end of the
activity. | could not do that when I was in Urfa. It was a language problem,
but I was also incompetent. (T10)”

Finally, T6 stated that her personal capability helped her to cope with situations. She

stated that she is good at drawing.

“I mean, I think I have improved in general, my strengths. What would | call
my strengths? Hmmm. | have a talent for drawing. | mean, | used to draw
cartoons like this, cartoon characters when | was little and stuff like that. For
example, this is a strength. For example, let us say there is no photocopier. It
broke down and so on. For example, I can change that day's activity to a large
group activity, draw something on craft paper and transform that activity in
the same direction, aiming for the same goals. (T6)”

4.2.1.3. Change in Teachers’ Strengths Over the Years

In the current study, I asked teachers’ strength to work with refugee children in first

years and current years. Comparing the narratives, cards selected and drawings, it
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seems that in the first years of working with refugee children, teachers mentioned
personality traits such as patience and compassion as their strengths. When we look
at their current strengths, in addition to their personality traits, they also mentioned
their professional qualities. The reason for this may be that the teachers gained
experience in working with refugee children over time, because they mentioned
being experienced, learning classroom management, and feeling more confident as

their current strengths.

For example, T10 described his individual skills as his strength in the previous years
to work with refugee children. He stated that his patience helped him in this process.

“I mean, I had nothing but patience. I mean, we saw a lot of activities, but we
did not have much experience. (T10)”

When we look at his current strength, he also mentioned a professional skill in
addition to his individual skill. He stressed that he learned how to manage crowded

classrooms.

“I am now much, much more technical in my approach to many problems. |
know how to cope with larger and more crowded classes. | have learned how
to relieve my work by sharing the tasks with the children. By using the
sociable children in the class, | reduce my workload by half, especially in
complicated activities.

Another example of a teacher is T14. In her previous years, she defined herself as

compassionate

“I think I am compassionate, because that is the most important quality that a
teacher should have, that is, a person who does not love children, who cannot
have compassion, should never be a teacher.

In her current years, she defined her strength as being more experienced teachers in
working with refugee children.

“I think I can find solutions to a problem faster. I mean, I gained experience. I
used to get blocked on a subject once because | thought, "This is not
working." Every child can be reached in some way. | can say this more
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clearly now. | feel it, so it should be accessible. The ways are different, but
we have to find it somehow. And I think so now. (T14)”

4.2.2. Teachers’ Needs

This main theme is related to teachers’ past needs and current needs in working with
refugee children. Besides, how teachers’ needs have changed or stayed the same over
the years are presented. Three sub-themes emerged. They also have categories and
codes within themselves. Sub-Themes, categories, and codes related to teachers’

needs are presented in Figure 4.29.

Previous Needs
of Teachers

|

Current Needs of

Teachers

Change in
Teachers' Needs

Over the Years

p
Needs Related to
Communication
| Translator
Language Training for
Teachers

(Needs Related to
Communication

|| Learning Arabic

(Needs Related to
Material

'Providing Turkish
Education for Refugee
Children and Parents

(Needs Related to
Economic Support for
|_| Refugee Parents

Basic Needs

(Needs Related to
Curriculum

|—|  Rearrangement of
Curriculum

p

Needs Related to

Professional

|_]| Development
Training to Work with

Refugee Children

y
In-Class Support
Assistant Teacher

'Providing Turkish
Education for Refugee
Children and Parents
Turkish Course
Special Materials

[Needs Related to
Professional
|_]| Development

Need for Practical
Education

Figure 4. 29. Sub-Themes, Categories and Codes Related to Teachers’ Needs
4.2.2.1. Previous Needs of Teachers
Teachers' needs were categorized into four categories for their previous years. These

are needs related to material, needs related to communication, needs related to

refugee parents and needs related to professional development.
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Table 4. 19. Categories, codes, and example quotations regarding teachers’ previous

needs

Sub-
Theme

Categories Codes

Example Quotations from
Participants

Previous Needs of Teachers

“Then I would want a translator with
me. The translator teachers in that
pandemic year were a great comfort
to us. At least we could find instant
solutions to problems. But | mean,
he was a child, after all. (T5)”

Needs Related Translator
to
Communication (n=8)
Language
Needs Related Training for
to
_ Teachers
Communication
(n=3)

“I mean, why don't we know, I
wonder if | can learn this language
too? There were points where we
thought, how can | be better for
them? Maybe if we knew a language
too? | am talking about Arabic. I
thought maybe if | knew it, | would
not have so many problems. | mean,
I myself could have known this
language. Just as we are trying to
learn English, this is also a language
that we should know. | wonder if we
might need to know it too. (T8)”

Technological

What | need most are material
deficiencies and  technological
products. Because we have to give
them something visually. And you
have to show them things visually all
the time. It does not work through
books. | was very lacking in
technological products because |
needed moving things. (T8)”

Materials
(n=2)
Needs Related
to Material
Visual
Materials
(n=3)

“(...) I can say such things that we
lack visually. Since we were in dire
need of visual support, | felt the lack
of it, and that reminded me of that. |
mean, the state could have provided
more materials, whoever was in
charge. (T8)”
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Table 4.19 (cont’d)

Sub-

Theme

Example Quotations from Participants

Previous Needs of Teachers

“You know, crayons, pastels, watercolors,
pencil holders, etc. were distributed, and
they should be distributed anyway.
Because people have fled the war. They
have no financial power here. They do not
have anything; our department is a
department with materials. Things that
have to be bought; things that have to be
done. But when we did not have them, we
somehow had to pay for them out of our
own pockets. (T4)”

“We had a lot of trouble with their basic
needs, nutrition. Even though | provided
nutrition, they could not get materials, they
could not do it, and so on. We were
supplementing with them. (T7)

“So, I mean, I really think that for these
children in the classroom, teachers should
have definitely received training, we
should have been definitely informed, that
is, it is not only necessary for their
learning, but we also actually need to
improve ourselves. (T13)”

Categories Codes
Stationary
Needs Related Materials
to Material
(n=3)
Needs Related  Basic Needs
to Economic (n=2)
Support for
Refugee
Parents
Needs Related Training to
to Professional Work with
Development Refugee
Children
(n=8)
Turkish

course (n=3)

“I mean, if a little more language work
were done on their families, our
communication would be much more
comfortable. You know, we start with the
child, but you know, the incoming families,
for example, the child is born and grows
up, but the incoming families should also
be subjected to training, they should also
learn the language somehow.

Providing
Turkish _
) Special
Education for )
Materials
Refugees
(n=1)

“For example, there could have been
books. Special books could have come to
us. For example, we would tell the children
to take the books out. After a while we
would teach them how to take-out books.
There are those hand-in-hand books that
focus more on language learning. books
that focus more on language learning could
be printed. It is not the hardest job in the
world, you open a tender, 10 companies
would be interested in this job. (T10)”
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4.2.2.1.1. Needs Related to Communication

While interviewing about their previous needs to work effectively with refugee
children and their parents, eight teachers stated that they needed translators in their
classrooms. For example, T5 wanted to have a translator to find quick solutions to
problems caused by language diversity.

“Then I would want a translator with me. The translator teachers in that
pandemic year were a great comfort to us. At least we could find instant
solutions to problems. But | mean, he was a child, after all. (T5)”

Besides, T10 stated that he wanted a translator, although he thought this was a

desperate request. He also criticized the authorities on this issue.

“But it is a bit hypothetical. Imaginary, I mean, it would be nice to have a
translator. But it is hypothetical. We do not even have an assistant, let alone a
translator. It would be nice to have a translator.(...) I mean, since even our
simplest needs are not met in the heart of Istanbul, I cannot even imagine that
they could have been met in Urfa. Let us say they do not send a translator
here because there is one refugee child here, but it could have been in an Arab
village in Urfa. (T10)”

Similarly, T3 accepted that providing a translator for all classrooms in Tiirkiye is
hard.

“I mean, as I said, there is a need, there could have been a translator in one or
two classrooms. | mean, of course there could not be a translator all over
Tiirkiye. It is a difficult thing. (T3)”

T9 said that there was a translator in her school for a while.

“We had a translator at school for a while. But then he was removed. He went
somewhere else. For example, he was good. We could get along a little bit,
you know, we could have a good relationship with the parents more easily.
(T9)95
In addition to the need for a translator, three teachers explained that language
training to learn Arabic would benefit them in their previous years. For example, T8

and T2 emphasized that Arabic is the language that teachers need to know.
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“I mean, why don't we know, | wonder if I can learn this language too? There
were points where we thought, how can | be better for them? Maybe if we
knew a language too? | am talking about Arabic. I thought maybe if I knew it,
I would not have so many problems. | mean, | myself could have known this
language. Just as we are trying to learn English, this is also a language that
we should know. I wonder if we might need to know it too. (T8)”

“Or maybe it would have been different if there had been language training or
translators (T2)”

4.2.2.1.2. Needs Related to Material

While talking about teachers' needs in the first years of teaching, five of the teachers
talked about their material-related needs. In the first years, teachers especially talked
about the lack of technological materials and visual aids. Other material needs were
related to the supply of paint and other consumables for the refugees coming from
the war. T8 noted that

“Technological activities were very lacking. (...) Because it is a village
school, it is a bit inadequate. Even the materials are insufficient. We were
providing them ourselves. We were trying to arrange them ourselves. We
were trying to do something for those children without paying anything.
Maybe you know it too. What | need most are material deficiencies and
technological products. Because we have to give them something visually.
And you have to show them things visually all the time. It does not work
through books. I was very lacking in technological products because | needed
moving things. (T8)”

She also added that visual materials were the need for them.

“(...) I can say such things that we lack visually. Since we were in dire need
of visual support, | felt the lack of it, and that reminded me of that. | mean,
the state could have provided more materials, whoever was in charge. (T8)”

T4 stressed that they needed materials before the communication.

“You know, crayons, pastels, watercolors, pencil holders, etc. were
distributed, and they should be distributed anyway. Because people have fled
the war. They have no financial power here. They do not have anything; our
department is a department with materials. Things that have to be bought;
things that have to be done. But when we did not have them, we somehow
had to pay for them out of our own pockets. (T4)”
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4.2.2.1.3. Needs Related to Economic Support for Refugee Parents

Teachers mentioned some needs in terms of teaching practice in the first years. Eight
teachers mentioned that they needed training to work with refugee children, while
one teacher wanted to know about their educational background in their country of
origin to understand the children's level.

“We had a lot of trouble with their basic needs, nutrition. Even though I
provided nutrition, they could not get materials, they could not do it, and so
on. We were supplementing with them. You know, when they came, they
said that in the first years they saw parents collecting pencils and pens from
the garbage. If they had started them directly on an equal start in that way, it
would be easier (T7)”

T7 also continued to say that

“In terms of clothes, they were not very, very good in the first year because
of their purchasing power. If there was a fixed uniform for kindergarten, a
tracksuit and a top and bottom. That is also due to the parents. We always say
comfortable clothes, etc. and not too extreme clothes. Because the child,
especially girls, looks and sees that she is wearing a dress. The next day she
wants a dress. The child's mother has no money to buy a dress and so on.
Since there is an inequality in these, our need was to help families. (T7)”

4.2.2.1.4. Needs Related to Professional Development

Teachers mentioned some needs in terms of teaching practice in the first years. Eight
teachers mentioned that they needed a training to work with refugee children, while
one teacher wanted to know about their educational background in their country of

origin to understand the level of the children.

In order to work effectively with refugee children, T2 expressed her need for

training.

"I mean, if training had been given at that time, if seminars had been given to
us. We would have known better how to approach (T2)."

Similarly, T13 stated that this training was necessary for teachers’ professional

development.
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“So, I mean, I really think that for these children in the classroom, teachers
should have definitely received training, we should have been definitely
informed, that is, it is not only necessary for their learning, but we also
actually need to improve ourselves. (T13)”

T6 talked about her first-duty place. She explained how she was inexperienced and

uninformed about teaching diverse groups.

“In fact, teachers could have been given a primary preparation on this subject.
It was my first assignment. | started directly and | had never had refugee
children before. So, a seminar could have been given in a way that would
have been useful for teachers who teach these refugees. (T6)”

Similarly, T12 also mentioned a teacher training for psychologically traumatized

refugee children.

“When I look at the teachers in general, there should have been training for
everyone, absolutely. It is not just "here is a child from a different country".
Also, the way they come is very different. For example, there are those who
come from war. | mean, there are children who have experienced those
traumatic things. There are children with scars on their bodies, you know, I
personally did not have a student with a very problematic behavior or there
were no such serious problems in the family, but when | think in general,
teachers should definitely be given a psychological training... A training
should have been given on what kind of approach we should take. And it still
has not been given. (T12)”

T4 also stated that a training was critical for them to be prepared to work with

refugee children.

“So yes, we could have been told too. You know, we could have been given a
seminar on how to behave, how to do things, for example, before we just put
them in our class. Look, these children will come, these activities can be done
for them, etc. Obviously, these were not done. “I am talking about the need
for education... I am talking about the need for education, at least we need to
be educated rather than just throwing us somewhere without knowing
anything. “So, as I said, we need training in every way. There is still no work
on this. We have already talked about it. There is still no work on this and no
matter how much we try to give, better can always be given. That is why |
cannot say | am fully adequate. | cannot say | am not enough either. But it can
always be better. (T4)”

220



In the third interview, T1 drew an empty heart to express her first-year experiences

presented in Figure 4.30.
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Figure 4. 30. Educational Journey Mapping of T1

| asked her to explain her needs in the previous years by using her own drawing, and
she stated that

“My needs would be the space here [pointing to the first heart]. Because I
have mentioned it before. Because we are not given any support in education
and the same with those children. Every year the children come empty
anyway. The only thing we have is the experience we gained in the previous
year. That is all. (T1)”

4.2.2.1.5. Providing Turkish Education for Refugee Children and Parents

Three teachers stated that refugee families and children should be required to learn

Turkish, and this education should be provided for them.

“I wish children could be taught a little Turkish even before kindergarten.
Because in kindergarten, we cannot teach them colors and numbers without
knowing the language. You know, they learn in the first grade. Before that, |
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wish there were a language teaching activity. For example, in the summer.
(...) I wish the children would attend a Turkish course earlier instead of
kindergarten. Because they have a lot of problems in primary school. In fact,
children were getting lost.(T9)”

T10 needed special books to teach Turkish to refugee children.

“For example, there could have been books. Special books could have come
to us. For example, we would tell the children to take the books out. After a
while we would teach them how to take-out books. There are those hand-in-
hand books that focus more on language learning. books that focus more on
language learning could be printed. It is not the hardest job in the world, you
open a tender, 10 companies would be interested in this job. (T10)”

On the other hand, T4 teachers stated that there was a need for Turkish course for

refugee parents.

“I mean, if a little more language work were done on their families, our
communication would be much more comfortable. You know, we start with
the child, but you know, the incoming families, for example, the child is born
and grows up, but the incoming families should also be subjected to training,
they should also learn the language somehow, for example, my student this
year has been in Tiirkiye for four years, her mother does not speak a word of
Turkish. You know, I teach the child here, the child will grow up. He will
teach his mother. So yes, it is a long process for women. | mean, we are
already doing it from child to child here, we start in kindergarten, but if the
family were also provided with language training, our job would be much
easier then. Our work has become easier. (T4)”

4.2.2.2. Current Needs of Teachers

In the present study, early childhood teachers’ needs in current years were also
investigated in interviews. Data analysis yielded that teachers’ current needs were

categorized into four categories for their current years.

These are needs related to communication, providing Turkish education for refugee
children and parents, rearranging the curriculum, providing in-class support, and
providing practical education for teachers. Sub-themes, categories, codes, and

quotations are presented in Table 4.20.
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Table 4. 20. Categories, codes, and example quotations regarding teachers’ current

needs

Sub-
Theme

Categories

Codes

Example Quotations from Participants

Current Needs of Teachers

Needs Related
to

Communication

Learning
Arabic (n=8)

“l mean, if the national education
actually gives us a training, at least at
a level that can understand the
children, for example, | say that
because those coming from Syria
speak Arabic. But there are students
from many countries. It would be
good if we could get a language
education (T5)”

Translator
(n=2)

“There may be mobile translator
groups in schools or at least in
districts. But there are none. We
cannot communicate in any way.
(T12)”

Syrian Teacher
(n=2)

“Arabic-speaking assistant teachers
can actually do a lot. (T9)”

Providing
Turkish
Education for
Refugee
Children and

Parents

Turkish Course
Before
Preschool
(n=5)

“In fact, for example, refugee
children can be given a training other
than pre-school education at the
beginning or in the summer before
they start. At least to help them
understand the instructions during the
activities. "Cut. Paste. Don't go to the
toilet.” You know, there could be a
program to teach the instructions we
use or the words we may need (...)

Turkish Course
for Refugee
Parents (n=3)

“Especially in order to ensure
communication between the family
and the teacher, this cannot be done
through one-sided training that can
only be given to the teacher.
Somehow it needs to be given to both
sides. Maybe courses can be opened
for the family as well. Turkish classes
can be opened in schools (T4)”
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Table 4.20 (cont’d)

Sub-

Theme

Categories

Codes

Example Quotations from Participants

Current Needs of Teachers

Needs Related

to Curriculum

Rearrangement

of Curricu
(n=4)

lum

“I think there should be a change in
the program. It must be because many
different people live inside us. (T8)”

Need for In-

Class Support

Assistant
Teacher (n=3)

“I try to find things and do it myself.
It could be a resource. It could be
support. But someone can come to
our class, like an assistant teacher.
Normally we have an intern, but they
can guide us better about these
children. Of course, we do not
withdraw ourselves because they do
not have anything (T13)”

Needs Related
to Professional
Development

Need for
Practical

Education

(n=3)

| think there needs to be a very
serious guidance work in this field.
There is a very serious deficiency.
For example, let us say the person
who will give training gives training
with a video. Or a person from the
district is sent. But that is not the
person who will actually train me.
The person who has actually done
research in the field or the person
with serious experience is actually
much more important. In other words,
maybe people who share their
experiences are more useful to us
than they should be like this, it should
be like this. Because you know, "I
encountered such and such a problem,
| had this intervention here. Later, for
example, when | think about it, |
could have done this as an alternative.
It should have been supported from
here". You know, they need to give
something that can form an idea
(T12)”
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4.2.2.2.1. Needs Related to Communication

Currently, teachers stated that they still need to be able to get along with refugee
children. For example, eight teachers stated during the interviews that they needed to

learn Arabic at a basic level.

T5 noted that national education should provide a language training for teachers.

“I mean, if the national education actually gives us a training, at least at a
level that can understand the children, for example, | say that because those
coming from Syria speak Arabic. But there are students from many countries.
It would be good if we could get a language education (T5)”

Similarly, T9 emphasized that

“At least teach us the basics, you know, how to speak. For example, our
summers are usually suitable for this. We have a lot of time. They can add
this to in-service training courses. (...) I mean, language is our biggest
problem right now. They have actually been here for more than ten years, and
the language course can be given to teachers. (T9)”

T13 stated that time is also required in addition to language education.

“Right now, of course we need it [language education]. Of course, we need it.
Even though you have gained experience, you still do not know any language,
I mean, I do not know Arabic, or I do not know other languages.(...) There
can also be training in learning Arabic. But in this case, time is needed to get
those trainings. (T13)”

T6 focused on the importance of learning Arabic in communicating with refugee

children and their parents.

“If I had improved my Arabic better, I could have helped the children more.
Arabic is necessary now. It is a good thing that by learning Arabic, I can both
understand what they say, and they feel that they can explain themselves to
me, because it is bad not to be understood. (...) I mean for them [refugee
parents] too. Sometimes they come, they tell me things, they tell me things. |
do not understand. But they keep on telling. (T6)”
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On the other hand, two teachers mentioned the need for a Syrian or Arabic-speaking
teacher in the classroom, while one teacher mentioned the need for basic translator

support.

“It is impossible for us, but maybe they can send teachers for now. After all, a
lot of pre-school teachers come from there too. People who work at the
Turkish Consulate there flee from the war and come here. | think we should
evaluate those who know Turkish. At least for us, if they could evaluate
women who know both Arabic and Turkish and keep them at school for a few
hours a day at the beginning of the year. | think our job would be easier, at
least until the child and the family adapt. (T5)”

“Arabic-speaking assistant teachers can actually do a lot. (T9)”

T10 and T12 also needed a translator.

“There may be mobile translator groups in schools or at least in districts. But
there are none. We cannot communicate in any way. (T12)”

“It would be better if we had a translator. (T10)”

4.2.2.2.2. Providing Turkish Language Support for Refugee Children and

Parents

Five teachers currently want refugees to learn Turkish at least at a basic level before
they come to the classroom. T6 said that refugee students need to attend a Turkish
course before coming to preschool so that they can understand basic Turkish

instructions.

“In fact, for example, refugee children can be given a training other than pre-
school education at the beginning or in the summer before they start. At least
to help them understand the instructions during the activities. "Cut. Paste.
Don't go to the toilet.” You know, there could be a program to teach the
instructions we use or the words we may need (...).(T6)”

T1 also needs Turkish education for refugee children.

“Turkish education is also for children and family. I think it is especially for
the family because children come to us from their families. | am here with the
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children for four hours. They are together for twenty hours. | think there
should be guidance or training in that way. (T1)”

On the other hand, other teachers stated that refugee parents also needs a Turkish

education. T4 stressed that language training should be provided for both teachers

and parents to communicate effectively.

“Especially in order to ensure communication between the family and the
teacher, this cannot be done through one-sided training that can only be given
to the teacher. Somehow it needs to be given to both sides. Maybe courses
can be opened for the family as well. Turkish classes can be opened in
schools. It can be like that. And for us, you know, how we should behave,
how we should approach. Because some of these children can also be
traumatized children. You know, | have not come across many like that.
Actually, there is one this year. Yes, exactly, | mean it can happen. It would
be good if we could inform them about how to approach them.(T4)”

Similarly, T6 acknowledges that

10

“Not only children, but also families need an education system. And families
should also be trained on learning Turkish. For example, children learn
Turkish more, but I do not think families learn Turkish much. Two, one third
or something like that. I mean, one person out of three learns Turkish. It
would be nice if both families and children were trained in Turkish .(T6)”

4.2.2.2.3. Needs Related to Curriculum

Four teachers noted that the Preschool Education Program should be arranged by

considering the presence of refugee children in our classrooms.

“I think there should be a change in the program. It must be because many
different people live inside us. (T8)”

“So, we need a change in general. We are currently using the 2013 program.
Yes, we are. It is 2023 now. Ten years have passed. It needs to be renewed,; it
needs to evolve.(T6)”

T12 stated that something should be added to the curriculum for refugee children.

“The curriculum... the curriculum, for example, they have no place in the
curriculum. Yes, refugee children have come to many parts of our country.
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And there is a language problem. How are we going to solve it? Should we
only speak our own language? If we accept these children, if we accept the
country, then | think we should add something to the curriculum. Something
should change. There can be extra programs. (T12)”

She also stated that

(...) “And I think there is only one indicator in the program: "Respects
differences.” | think this also needs to change; it definitely needs to change.
So there needs to be something extra. You know, but as I said, this is not just
on behalf of a single education teacher. The guidance, the administrator, the
staff in the district, you know, all of them are needed. (T12)”

T9 evaluated the curriculum in terms of new generations. She also asked for a

change in the curriculum.

“I do not think the curriculum is very suitable for the new generation
anymore. Today's children learn more visually. They are all visual now. They
are always at home with tablets and television. So, telling them something
does not affect them anymore. You need to be more active, more energetic.
For example, our plan is very free. You know, there should be more units, for
example, | used to work like that in previous years. It was better when we
were preparing the plan with the units. It also seemed to provide a standard.
One teacher is very creative and does very different activities. But a teacher is
not that creative. So there needs to be a guide. | mean, we may be teaching
the same outcomes as teachers, but for example, one teacher does art and
science activities. Another teacher, for example, does not do it because they
do not think of it. Maybe if there was a theme, for example, they would be
very confused. You know, what am | going to do? | mean, especially in the
first years, I think they can be helped more. (T9)”

4.2.2.2.4. In-Class Support

Three teachers expressed their needs for in-class support.

“I try to find things and do it myself. It could be a resource. It could be
support. But someone can come to our class, like an assistant teacher.
Normally we have an intern, but they can guide us better about these children.
Of course, we do not withdraw ourselves because they do not have anything
(T13)”
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“I would have liked to have an assistant teacher for my needs. | hope they
will help. We have too many children. And this would be useful in two ways,
for example, if an educator who knows Turkish Arabic or at least a two-year
graduate of child development could take those who know Arabic Turkish.
You know, or from special education, for example. For inclusive children
with special education. First, as an assistant teacher or secondly, it would be
perfect if these things happen. Exactly, it would be a great relief. Yes, a
teacher. A teacher who speaks Arabic and has a pre-school education. (T6)”

4.2.2.2.5. Needs Related to Professional Development

Three teachers focused on insufficient parts of in-service training provided for them
to work with refugee children. For example, T10 stressed that seminars are short, and
he needed more professional and academic training to work with refugee children.

“I mean, I think they can actually receive more frequent training, the [in-
service teacher] seminars are short, but really, | mean, I do not go and attend
seminars given to me by my colleagues. Because | do not find this enough.
Yes, | would like to receive it from teachers or university professors who
work academically, who do this seriously, professionally, who are interested
in the subject. For example, non-governmental organizations. You know, in
this sense, because a psychologist has also done very serious research, he has
seen it. But of course, it is important to be in the field while doing something
professional, not just academic. You know, those who have lived and seen it
one-on-one, at least those experiences are shared, or we can apply different
training methods here in this sense. This makes it easier. You know if we
could get this training for sure. You know, at least it would contribute to me.
It would definitely contribute to the child. It is incomplete, somehow
incomplete. (T10)”

T2 noted that this training should be provided to help them how to solve problems.

Experienced teachers need to inform teachers of refugee children.

“In my opinion, there are also teachers who have had serious experience for
ten years. You know, it is absolutely necessary not to underestimate. You
know, if they can at least share them, who are much more in their class, who
have more problems one-on-one, or who have gained many really positive
behaviors, | mean, it is not even done. At the simplest, you know, they give
us online training. |1 mean, if teachers with such experiences could tell and
share their classroom experiences one-on-one, there is nothing even about
that. | mean, it is not enough for us to just read and do something in this field.
You know, we really need to live in the field one-on-one. Because it does not
work. It is very different. Experience is a very different thing. Of course, we
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should read, we should have knowledge. It is not enough for us; it is not
enough. You know, at least short videos of teachers who have had these
experiences or you know, | had this problem here, I really think it will be
useful for many teachers. You know, yes, | did not have this material. | was
lacking this. I did this work over there. It was good. But it would have been
better if | had a material like this. They would have supported. Of course, the
ministry needs to do some work on this. You know, it needs to send the
necessary materials. But as long as these things do not happen, it is
incomplete, unfortunately. (T2)”

4.2.2.3. Change in Teachers’ Needs Over the Years

This sub-theme is related to the change in teachers’ needs over the years. Comparing
teachers’ previous needs with the current need to work with refugee children, data
showed that teachers hardly talk about the need for materials to work with refugee
children today. However, they still need to be able to communicate with refugee
children and their families. While their needs related to communication includes only
translators and learning Arabic in previous years, they consider currently that
language training should be provided for both teachers and refugees. T5 stated that

university teacher education programs should include language training for teachers.

“I mean, if the national education actually gives us a training, at least at a
level that can understand the children, for example, | say that because those
coming from Syria speak Arabic. But there are students from many countries.
It would be good if we could get a language education (T5)”

In terms of teaching practices, while teachers did not mention any need for
rearrangement of curriculum, today, four teachers expressed their similar idea on the

rearrangement of curriculum. For instance, T6 considered

“So, we need a change in general. We are currently using the 2013 program.
Yes, we are. It is 2023 now. Ten years have passed. It needs to be renewed,; it
needs to evolve.(T6)”

On the other hand, there were basic needs for refugee parents in the first years
regarding basic needs and nutrition. However, these teachers did not specify any

needs for refugee parents. For example, for their previous needs, teachers stated:
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“In terms of clothes, they were not very, very good in the first year because
of their purchasing power (T7)”

Reviewing the statements provided by the teachers, it becomes apparent that their
need for professional development has persisted over both past and present years.
Reflecting on previous years, teachers expressed a desire for enhanced preparedness,
whereas in more current years, they emphasized the necessity for practical, hands-on
training rather than theoretical instruction. As an example of the change in T2, she

stated for her past needs in terms of professional development that

"I mean, if training had been given at that time, if seminars had been given to
us. We would have known better how to approach (T2)."

On the other hand, she currently needs to be trained in how to solve problems. She

expects more practical education from the authorities.

“I mean, it is not enough for us to just read and do something in this field.
You know, we really need to live in the field one-on-one. Because it does not
work. It is very different. Experience is a very different thing. Of course, we
should read, we should have knowledge. It is not enough for us; it is not
enough. You know, at least short videos of teachers who have had these
experiences or you know, | had this problem here, I really think it will be
useful for many teachers. You know, yes, I did not have this material. 1 was
lacking this. I did this work over there. It was good. But it would have been
better if | had a material like this. (T2)”

4.3. Findings Explaining Early Childhood Teachers’ Perceptions About

Culturally Responsive Teaching

In this study, three interviews were conducted with teachers. In the first and last
interview, they were asked what Culturally Responsive Teaching is. How teachers'
perceptions about Culturally Responsive Education changed from the first to the last
was examined. Sub-themes and categories related to teachers’ perceptions of CRT is

presented in Figure 4.31
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Figure 4. 31. Sub-Themes, Categories and Codes Related to Teachers’ Perceptions
about CRT

4.3.1. Teachers’ First Perceptions About Culturally Responsive Teaching

In the first interview, | asked teachers whether they knew or heard about Culturally
Responsive Teaching. Based on teachers’ narratives, some codes emerged for this

main theme. Sub-themes, categories, codes, and quotations are presented in Table

4.21.

Table 4. 21. Categories, codes, and example quotations regarding teachers’ first
perceptions about CRT

Welcoming Diverse

Cultures

First Perceptions of CRT

| |Respecting Diverse

| | Teaching Cultural

Cultures

Elements

Transferring
Culture

Objective
Education

] No Idea

Last Perceptions of CRT

_| Teaching Cultural

Increasing Sense of|

'+ Against for CRT

Elements

Belonging

Objective
Education

Theme

Example Quotations from Participants

First
Perceptions
of CRT

Welcoming Diverse
Cultures (n=3)

“Education... Accepting all cultures, all.... You
know, accepting all
classes, more different activities. (T11)”
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Table 4.21 (cont’d)

Theme

Codes

Example Quotations from Participants

First Perceptions of CRT

Teaching Cultural
Elements (n=8)

“In other words, there may be customs,
traditions, experiences related to a culture. It
may have traditions. Maybe they have holidays
and things like us. These come to my mind.
(T9)”

Transferring Culture

“When we say that this thing is culturally
responsive, if we take refugee children, |
understand it as an acculturation. | understand it
as something that passes from refugee children
to Turkish culture and from Turkish culture to
refugee children, but it is something I do not
approve of at all. (T7)”

Obijective Education

“Is it more like that? You know, it could be like
the other thing, like not giving any culture. Let
me say it is more objective than culture. |
thought it might be like staying away from them
a little more, not like trying to assimilate them
from this side. I will tell you so. (T4)”

No ldea

“I mean, not culture-based education, but | know

that there are many things based on culture, I do

not know that there is separate education. | have
no idea. (T13)”

First, three teachers stated that when we say culturally responsive teaching, they

think of a type of education that accepts all cultures. CRT was considered a tool to

welcome all culture. T11 stated in this issue that

“Education... Accepting all cultures, all.... You know, accepting all cultures,
more mixed classes, more different activities. (T11)”

The majority of teachers (n=8) considered that CRT is related to teaching customs,

traditions, and cultural elements of an origin to children. For example, T12

mentioned that CRT is about introducing other cultures.

“Responsive. I mean, I am probably thinking right now, you know,
introducing the culture living in the society or the different cultures in the
country, in the world to children, or there could be a mixed education with
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the educational approaches there. In other words, an approach like people
becoming citizens of the world. | mean, it sounds a bit like that. My children
need to learn to respect every culture. Because Tiirkiye is now a multicultural
country (T12)”

T9 approached CRT as a way to introduce Turkish traditions and customs.

"In other words, there may be customs, traditions, experiences related to a
culture. It may have traditions. Maybe they have holidays and things like us.
These come to my mind. (T9)

On the other hand, three of them perceived CRP as a way to introduce cultural

elements of an origin.

“There are things we have just mentioned. Maybe the food, customs,
traditions of the place. In other words, there can be training in things that are
famous. That is, it. That is, it. (T3)”

“What you call culturally responsive education, I mean reflecting the
environment in which the child grows up a little more, for example, like we
do during the local goods week, you know, introducing the province in which
the child grows up, bringing local items related to it, bringing for whatever it
is famous. |1 make them do things like that. This comes to my mind more
often. Is it wrong? Is it right? I do not know. (T1)”

Thirdly, only one teacher evaluated CRT as an education for culture transfer. She

also added that she disapproves of this type of education.

“When we say that this thing is culturally responsive, if we take refugee
children, I understand it as an acculturation. | understand it as something that
passes from refugee children to Turkish culture and from Turkish culture to
refugee children, but it is something I do not approve of at all. (T7)”

Fourthly, according to T4, CRT is an objective education. It means that CRT does

not introduce any culture.

“Is it more like that? You know, it could be like the other thing, like not
giving any culture. Let me say it is more objective than culture. I thought it
might be like staying away from them a little more, not like trying to
assimilate them from this side. I will tell you so. (T4)”
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Finally, T13 stated that she had no idea on CRT.

“I mean, not culture-based education, but I know that there are many things
based on culture, I do not know that there is separate education. | have no
idea. (T13)”

4.3.2. Teachers’ Last Perceptions About Culturally Responsive Teaching

In the third interview, | again asked teachers about their perceptions of CRT. After
interviewing refugee children, parents, teaching practices, and teachers' experiences,
I aimed to understand the change in their perceptions. Sub-themes, categories, codes,

and quotations are presented in Table 4.22.

Table 4. 22. Categories, codes, and example quotations regarding teachers’ last
perceptions about CRT

Theme Codes Example Quotations from Participants
Teaching “I mean, teacher, the child... Considering the
Cultural Syrians, | think that we should give an education
Elements acco’r’dlng to the cultural structure they live with.
(T5)
(n=10)

“What can culturally sensitive education be? I

Increasing ~ Mean, as you said, they need to adapt here more,

but I think we also need to do something. | mean,

we will take a step so that they will be more

Belonging  willing. They should feel a little more belonging to

(n=2) this society. You know, so they do not feel so
excluded. (T9)”

Sense of

Last Perceptions of CRT

“As I said, I said the same thing at the time. I think

it is to see my children as a child, regardless of
Objective  culture, and to try to educate them in a completely
Education  objective way without doing anything... Without
trying to impose a culture that is not suitable for
them, let us say, or without trying to impose a
culture that is not suitable for them. (T4)”

(n=1)
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Table 4.22 (Cont’d)

Theme Codes Example Quotations from Participants

“This is a question I am a bit biased, I told you
because of my nationalism. So, this is Tiirkiye. The
Republic of Tirkiye. We have given many martyrs
since its foundation. So, the arrival of refugee children
should not make a difference. We should proceed in a
Last Against for  good way with the same methods and techniques. If
Perceptions of CRT (n=1) we do not want to affect them, we can take them to a
CRT different school and keep them away from this process
but integrating them into the class is completely in the
hands of the teacher. In the end, differences are
beautiful, but our own awareness is more important.
(T7)”

In their last narratives, ten teachers considered CRT to refer to education, including
cultural references for all children. For example, T5 and T6 noted that education

should include content related to the cultures of Syrian refugees.

“I mean, teacher, the child... Considering the Syrians, I think that we should
give an education according to the cultural structure they live with. (T5)”

“In mean to say, if there are children from wherever they come from, from
which culture they come from, activities related to their values can be
organized with the education program related to that culture. I think it is like
this (T6).”

Besides, T10 gave an example of the educational system in the United Kingdom and

described how cultural references can be integrated into the curriculum.

“Culturally responsive education, as | said in our first meeting, | can give an
example of the education system in the UK. | mean, they celebrate the special
day of children of whatever race. On their day, they invite their families,
make a presentation, and prepare a board. They make them tell what they did
on that day. Whatever the local food is, they make the local food and present
it to the parents. Children feel very special that day. Whichever culture they
come from, the child from that culture feels very special. (T10)”

T12 gave a detailed explanation for CRT. She focused on how culture should be
introduced to all children and how teachers should be trained on this issue. Also, she

perceived language as a part of culture.
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“As I said, again, children living in different countries with different cultures
in the classrooms, or children with different mother tongues in our own
country, should be told about them. You know, right now, yes, we are doing
something, how can | say it? The country consists of seven regions, we talk
about the regions. We talk about the different cultures, dances, food, and
drink, but when it comes to language, it is not mentioned. In fact, this is the
basis of having a different culture. You know, we need to talk about these
more. But in culture-based education, | think first of all, teachers need to be
trained in a really serious way. In other words, it is necessary to break the
prejudices of people who have many prejudices. So that we can reach
children. So, in the classrooms, yes, it should be different. Different cultures
should be introduced. You know, it is not that. | do not necessarily have to
introduce the child in my class. | mean, there should be more things and
studies about the cultures that exist in the different world. Or the materials we
use should be in the educational materials. You know, it should be
normalized so that these children can realize it more, maybe visually. This
needs to be adapted to this very much. (T12)”

Similarly, T10 said that a culturally sensitive week can be added to our program for

these children.

“For example, we celebrate our national holidays here. We celebrate our
religious holidays and so on. Fine, okay, but if there are children from
different places, from foreign places, from foreign cultures, they can have a
little food, drink, something like that, something like that, something like that
can be done on an official day in schools. For example, since we have taken
in Syrians or Afghans, these children are not to blame. For example, if we are
not going to send them back. For example, a certain day in schools, a certain
week, every year, for example, how was July 15th added later? In this case,
for example, it could have been added later. It is said that today is, as you
said, culturally sensitive education week. For example, the foreign children in
your class will bring their own food today and let them taste it. Or, | do not
know, we will learn a song from their culture and sing it to them. For
example, things like this can happen. You know, it is a bit dreamy, but I think
such things can be done when the appropriate conditions are created. (T10).”

On the other hand, T3 focused on celebrating our own cultural holidays.

“Culturally, as I said, culturally responsive education, I would say living our
national and religious holidays. Maybe what constitutes culture? Of course, |
am not saying that we can dress up as we used to dress up, but at least in
small ways, we can keep our religious and national holidays alive. Of course,
our national holidays are very valuable for us. Indispensable national and
religious feelings. So, | am practicing these things in our class. What other
kind of education is there anyway? (T3)”
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In their descriptions, two teachers focused on the potential benefits of CRT. T9

considered that CRT is necessary for refugee children’s sense of belonging.

“What can culturally sensitive education be? I mean, as you said, they need to
adapt here more, but we also need to do something. I mean, we will take a
step so that they will be more willing. They should feel a little more
belonging to this society. You know, so they do not feel so excluded. (T9)”

Besides, T4 stated that CRT is an objective education.

“As I said, I said the same thing at the time. I think it is to see my children as
a child, regardless of culture, and to try to educate them in a completely
objective way without doing anything... Without trying to impose a culture
that is not suitable for them, let us say, or without trying to impose a culture
that is not suitable for them. (T4)”

Out of fourteen teachers, only T7 stated that she is against culturally responsive

education.

“This is a question I am a bit biased, I told you because of my nationalism.
So, this is Tirkiye. The Republic of Tiirkiye. We have given many martyrs
since its foundation. So, the arrival of refugee children should not make a
difference. We should proceed in a good way with the same methods and
techniques. If we do not want to affect them, we can take them to a different
school and keep them away from this process but integrating them into the
class is completely in the hands of the teacher. In the end, differences are
beautiful, but our own awareness is more important. (T7)”
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CHAPTER 5

DISCUSSION, IMPLICATIONS AND RECOMMENDATIONS

This study aims to investigate early childhood teachers’ journey in working with
refugee children in terms of their experiences, strengths, and needs over a while. In
this chapter, firstly, teachers’ experiences, strengths, and needs will be discussed
based on relevant literature and Gay’s Culturally Responsive Teaching (2010).
Secondly, the change in teachers’ experiences, strengths, and needs will be
discussed. Thirdly, teachers’ perceptions of Culturally Responsive Teaching (Gay,
2010) forms the basis of another discussion of the study. Finally, a methodological
discussion is provided, which discusses the visual methods - alternative methods to
interviews such as using metaphor cards and EJM in exploring teachers’ experiences.

At the end of the chapter, implications and recommendations are presented.

5.1. Discussion of the Findings

5.1.1. Teachers’ Experiences, Strengths, and Needs Working with Refugee
Children

This section focuses on the discussion of teachers’ experiences, strengths and needs
with refugee children. I discuss findings of the study by considering Gay’s (2010)
Culturally Responsive Teaching components and practices and related literature.
Teachers’ previous and current experiences, strengths and needs will be discussed

accordingly.

5.1.1.1. Teachers’ Previous and Current Experiences

The first research question focuses on teachers’ experiences while working with

refugee children over the years. The first two sub-research questions aims to
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investigate teachers’ previous and current experiences. To reach the answers of these
questions, teachers were asked about their communication process with refugee
children, their parent involvement practices and communication strategies with
refugee parents, their instructional techniques in this process, and their observation
on the relationship between local and refugee children. According to their narratives,
six themes emerges explaining their experiences over the years. In this section,
teachers’ previous and current experiences with refugee children under six themes,
namely Teachers’ Cultural Competency, Cultural Diversity in Curriculum,
Communication Process with Refugee Children, Building Partnership with Refugee
Parents, Relationship Between Local and Refugee Children, and Professional
Competencies and Development are discussed in accordance with the relative

literature and Culturally Responsive Teaching (Gay, 2010).

The first theme regarding teachers’ experiences with refugee children is their cultural
competency. According to Mayfield (2020), cultural competency is the process of
becoming aware of cultural values, beliefs, and perceptions. The current study’s
findings revealed that some teachers have partial cultural awareness in their past and
current years. Primarily focusing on teachers’ prior cultural competencies, the
present study reveals that seven teachers assume the cultures of Turkish and Syrians
to be quite similar due to cultural proximity Specifically, they stated that the two
cultures are the same because they are located in close geographical areas and the
two cultures share common religious values. This leads them to believe that they
refugee children’s culture and carry out activities appropriate to their culture. For
example, they stated that when they teach activities related to religious elements in
Turkish culture such as the Ramadan Festival, they also address the culture of
Syrians due to shared religion. Based on this thought, they considered that they had
already implemented cultural activities for refugees. However, geographical
proximity or shared religion does not mean cultural proximity. Accordingly, White et
al. (2021) stated that the cultural differences between people living in different
countries but belonging to the same religion are much more than their similarities.
This is due to factors such as traditions, customs, and ways of life in the local areas
where people live. The analysis suggests that a subset of educators within this study

may possess a constrained view of culture, predominantly interpreting it through a
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religious lens. Additionally, it is noteworthy that nine teachers exhibited tendencies
of cultural blindness during their initial tenure of engaging with refugee children.
Cultural blindness is a perspective that is supposedly used to promote equality
(Raveaud, 2008). However, this is not the case in practice. It is seen that teachers
who adopt this attitude ignore cultural diversity in school practices in order to
approach all children equally. For this reason, it is accepted that cultural blindness is
not a fair practice for individuals belonging to disadvantaged groups (Jaurena, 2010).
Instead, it ignores diversity between cultural and ethnic groups (Hachfeld et al.,
2015).

Consequently, it can be discussed that teachers’ lack of cultural knowledge might
contribute to their partial cultural awareness and attitude toward cultural blindness.
Milner (2007) argues that cultural blindness leads to a lack of cultural knowledge in
teaching diverse children. However, Gay (2010) argues that teachers need to have a
cultural knowledge base to work efficiently in diverse settings. This knowledge is
related to the cultural characteristics of diverse groups such as traditions, cultural
values, and communication styles (Gay, 2010). Therefore, in their first years of
teaching refugee children, some teachers did not have enough cultural knowledge to
work with them. Data on current experiences of teachers reveal that teachers' limited
cultural awareness stems from a deficiency in knowledge. The present study’s data
indicate that despite recognizing the significance of culture in the educational
experiences of diverse children, teachers exhibit only partial cultural awareness,
attributable to an insufficient understanding of cultural nuances. This situation has
also been found in similar studies in the literature. For example, Acar-Ciftci (2016)
also conducted a study to determine the multicultural education competencies of
early childhood teachers. Their study yielded that early childhood teachers had
partial cultural awareness in terms of knowledge. However, knowledge is accepted
as critical component of teachers’ cultural competency of teachers (Acar-Ciftci,
2016). Teachers are expected to become aware of the effects of culture on education.
This is critical not only for children’s learning but also for their development. In
another study, Vedder et al. (2006) also found that teachers lack cultural knowledge
to work in diverse classroom settings. This situation creates a lack of cultural

competence in teachers. Grey (2014) evaluates this situation as a concern regarding
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teacher practices in diverse settings. Lastly, Majzub et al. (2011) investigated cultural
awareness among preschool teachers. Their study concluded that teachers need more
training to enhance their cultural awareness. All these findings implied that teachers
still require additional support and training to be able to work with refugee children
after years. Besides, these studies were conducted in diverse context in different
countries. So, it implies that teachers’ need for additional knowledge and skills is a

global issue in today’s multicultural context.

The second main theme is teachers’ practices on cultural diversity in the curriculum.
Gay (2010) stressed that teachers are required to use cultural elements of diverse
children while designing curriculum and learning experiences. In the current study,
teachers’ narratives showed their previous and current practices on cultural diversity
in the curriculum. For both of the times, it has been identified that certain teacher
cohorts did not tailor their pedagogical approaches to align with the cultural
backgrounds of refugee children, attributable to various factors. For instance, while
some educators have acknowledged the relevance of incorporating cultural practices
into their curriculum, they admit to a lack of expertise in effectively designing such
culturally attuned activities. Teachers’ lack of knowledge is also compatible with
previous research. The study of Alabay and Ersal (2020) also showed that teachers
did not design or adapt new activities for diverse children. In parallel with teachers'
partial cultural competency, this can be attributed to a lack of knowledge. According
to McNamee et al. (2002), teachers are graduated from teacher education programs
that offers insufficient content related to key concepts about curriculum activities.
Besides, the study of Ates and Sahin (2021) also revealed that preschool teachers
lacked cultural knowledge did not make arrangements for diverse children in their
curriculum and activities. When evaluated together with the first theme, it might be
possible to say that some teachers' lack of cultural knowledge negatively affected

both their cultural competence and their culturally responsive teaching practices.

Gay (2010) argues that teachers need to design culturally relevant curricula, not only
in formal curricula but also in symbolic curricula such as designing walls of the
classroom. In the current study, teachers did not mention any attempt to arrange a

symbolic curriculum for refugee children. In fact, some teachers even expressed their
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hesitation about the social reaction if they prepared visuals such as panels about
refugee culture. Instead, it shows that teachers address the culture of refugee children
from a limited perspective rather than using it in all aspects of the classroom and
curriculum. For example, Pinar et al. (1995) considered that teachers more likely to
approach cultures by designing food or festival activities. This situation also

represents teachers’ unpreparedness to work in diverse context.

Correspondingly, teachers who designed cultural activities in the current study stated
that they used or are currently using refugee children’s cultural practices such as
music and foods in the activities. They also designed these types of activities only on
Special Days such as Domestic Goods Week. Besides, a study (Isik¢i-Baskaya et al.,
2019) showed that some early childhood teachers tend to design multicultural
activities on certain days and weeks. Derman Sparks et al. (2010) asserted that this is
a misstep in teaching diverse groups and called tourist curriculum. In this type of
curriculum, teachers, like a tourist, incorporates the food, dress, and different
celebrations of other countries into the activities only for a day or two and then
returns to the regular curriculum. In other words, as in the current study, cultural
differences are only addressed at certain times throughout the year, instead of being
integrated into the whole program. This tendency of teachers can be interpreted as
teachers hesitate to fully incorporate culture into the curriculum and learning process,
as seen in other studies. For example, in a study by Ates and Sahin (2021), preschool
teachers talked about their arrangements in the curriculum. Similar to current study,
teachers who made arrangements for the activities stated that they talked about
different clothing styles, colors, and lifestyles. Besides, teachers designed activities
on Special Days for Syrian refugee children in their study. Despite implementing a
tourist curriculum, it can still be discussed that although teachers did not integrate the
culture of refugee children into their regular practices, it is hopeful that they made an
effort to focus on their cultures on specific days. Nonetheless, even when there are
no refugee children in their classrooms, teachers still need to organize curricula and
classrooms to address the different cultural characteristics of local children in their
classrooms. For this reason, the teacher education programs to be designed should
provide guidelines that address this issue in a holistic manner rather than a limited

approach.
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The third theme concerns teachers’ previous and current communication processes
with refugee children. | asked teachers how they communicated and are currently
communicating with refugee children. The research uncovers that educators have
employed a variety of strategies to facilitate communication with refugee students.
Initially, these strategies encompassed the use of body language, telling and
instructing, demonstrating and technological tools in their previous communication
strategies. Besides, they are using role modelling, recalling and second language in
their current communication strategies. In parallel with previous studies, it can be
said that teachers developed common methods while communicating with refugee
children. For example, in one study, teachers mentioned role modeling, repetition or
teaching Turkish words as solutions to language problems (Karademir & Yilmaz-
Tam, 2022). Another common strategy in the current study is the use of body
language. Body language is a common technique used by teachers to communicate
with refugee children in international studies. For example, in Burgos's (2021)
study, teachers stated that body language is a very important communication tool and
supports the language acquisition process of refugee children. Celik-Dogu (2021)
conducted a study with early childhood teachers and revealed that refugee children
used body language to communicate with teachers and local friends. As in the
current study, both children and teachers communicated with each other through

body language, gestures, and facial expressions.

In the course of the interviews, teachers reflected on their communicative strategies
with refugee children, articulating both the techniques employed and the challenges
encountered. It is acknowledged, however, that communication with diverse groups
is multifaceted, encompassing a spectrum of distinct considerations. For example,
according to Gay (2010), communication includes various factors such as
communication styles and word usage of different cultural groups. Based on the
current study and previous studies (Celik-Dogu,2021; Burgos, 2021), it can be said
that teachers evaluated communication only in terms of conveying instructions to
refugee children and understanding their problems. It does not cover the dimensions
that Gay (2010) refers to as cross-cultural communication. Therefore, it can be
assumed that teachers also lack knowledge and experience in this area. Teachers

therefore need training support that takes a broader perspective on how to provide
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effective instruction in different linguistic contexts. This training process should
address communication from a culturally responsive perspective and raise teachers'

awareness of the communication methods of different linguistic groups.

The fourth theme is related to building partnership with refugee parents. Teachers
discussed their communication process, challenges, and parent involvement practices
in the previous and current years. Both current and past experiences show that
teachers use common methods of communication (such as technological tools and
help from others) and face similar challenges. According to teachers’ perspectives,
these challenges stem from language barriers. This is supported by similar studies in
the literature (Kardes & Akman, 2018; Karademir & Yilmaz-Tam, 2022). In Kardes
and Akman's (2018) study, teachers cited lack of family responsiveness as one of the
problems they experienced. As a ground for this, some teachers mentioned that their
families did not support them during the education process because they did not
speak the language and they were unable to establish a healthy relationship. In
another study, teachers similarly mentioned communication difficulties with non-
Turkish speaking families (Karademir & Yilmaz-Tam, 2022). On the other hand,
some teachers in the current study perceived refugee parents and families as closed
to communication or unwilling to cooperate. Similarly, according to Kardes and
Akman (2022), one of the problems encountered in the education of refugee students
is that families are not involved in the education process. In another study by
Topaloglu and Ozdemir (2020), teachers perceived refugee families as indifferent to
refugee children’s education. In this regard, the participation of families is
considered to be very low (Szente et al., 2006). These findings can be evaluated in
terms of the government’s integration policies. Education for refugee children is one
of the most important keys to integration (Ager & Strang, 2008). Therefore,
including refugee families in the system supports the integration of refugee children.
According to the 2018-2023 Integration Strategy Document and National Action
Plan published by the Ministry of Interior Directorate General of Migration
Management, one of the strategic priorities given to refugee children is education
and integration. Under this heading, targets have been set to increase migrants' access
to and participation in formal education. Activities to achieve this goal also include

refugee families. For example, activities such as supporting their children's access to
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education by raising the awareness of families, overcoming the language problem,
and providing literacy training for refugee families have been carried out. However,
the current study revealed that teachers still perceived refugee parents as out of the
system. Therefore, more practical steps need to be taken in addition to strategic plans

such as this one.

The examination of teachers' experiences with parent involvement reveals an
anticipation of collaboration from families, particularly in bolstering the educational
journey of refugee children and facilitating their acquisition of the Turkish language
This is not a surprising result because similar studies reach similar results. (Yanik-
Ozger & Akansel, 2019; Savaskan, 2019). For example, In Savaskan's (2019) study,
teachers cited the fact that families speak Arabic at home as the reason refugee
children still cannot speak Turkish. Therefore, teachers suggested that families speak
Turkish in their children’s presence for children’s language acquisition (Yanik-Ozger
& Akansel, 2019). However, these recommendations are highly controversial in
terms of cultural responsiveness. According to Rodriguez-lzquierdo and Darmody
(2019), language is a potent means of bridging the gap between refugee families and
the education system. However, the process of building this bridge paves the way for
the development of the so-called "language gap" ideology (Curdt-Christiansen,
2020). This is because teachers treat the host country’s language as the primary
language and have an attitude that only this language should be used in the classroom
and at home (Horgan et al., 2022). However, families speaking the host country’s
language at home may not always support children's language acquisition process. A
study by Mohammed (2022) shows that communication problems continue even if
families speak the host country’s language at home. On the other hand, refugee
children need to continue learning their mother tongue and the host country’s
language to maintain their cultural identity (Horgan et al., 2022). Otherwise,
forgetting the mother tongue may lead to the risk of migrants losing their national
identity after a few generations (Mohammed, 2022). In light of all this information, it
can be argued that if teachers implement practices in refugees' mother tongues in
addition to the dominant language in their classrooms, it might be a more culturally

responsive approach in terms of refugee children's cultural identities.
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The fifth theme is teachers’ observation regarding the relationship between local and
refugee children and the role of parents and themselves in this friendship process.
Gay (2001) stressed that developing a caring learning community is the key factor in
the learning process of diverse children. For this reason, the significance of the
relationship between refugee and local children is undeniably essential for the
education and adaptation of refugee children (Correa-Velez et al., 2010). Social
bonding, especially in the first years of their arrival in a new country, plays a key
role in this sense (Beirens et al., 2007). However, several studies have addressed the
challenges refugee children face in this regard (Basaran & Kara, 2022; Kardes &
Kozikoglu, 2021; McBride, 2018). For the current study, one of the notable findings
from teachers' past experiences is the exclusion experienced by refugee children. In
line with this finding, in a study conducted in Canada, Syrian refugee children stated
that they had difficulty making friends with local children because they were
exposed to prejudiced and discriminatory behaviors (Guo et al., 2019). This
exclusion mostly stems from the language barrier (McBride, 2018; Kara & Basaran,
2022). For example, in one study with preschoolers, when local children were asked
why they did not play with their Syrian peers, they stated that they did not
understand refugee children (Yanik-Ozger & Kozandagi, 2021). Paienjton (2023)
also found that friendship and interaction between local and refugee children were
limited due to the language diversity. In light of all these findings, it can be said that
language is a determining and essential factor for friendship among children (Celik-
Dogu, 2021; Yanik-Ozger & Akansel, 2019). This shows how important it is for
refugee children to learn both their mother tongue and the host country’s language

while adapting to the host country.

Meeusen (2014) stated that local parents’ discriminatory practices negatively
influence local children’s friendships with refugee children. Teachers in the current
study mentioned that local parents established barriers to the relationship between
local and refugee children in their previous experiences. As stated by Yal¢in and
Simsar (2020), it was found that local parents have prejudices against refugee
children and families in a Turkish context. Local parents tended to negatively
perceive refugee children (Yanik-Ozger & Akansel, 2019). In a study conducted by

Mercan Uzun & Biitiin in 2016, teachers stated that local families had negative
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discourses about refugees, negatively affecting their relationship with them. In
another study (Basaran & Kara, 2022), parents stated that they did not want their
children to be educated in the same class as refugee children. All these data show
that even if teachers assume their role as facilitators and mediators to improve the
relationship, there is also a need for arrangements at the community level because
according to Yamk-Ozger and Kozandag (2021), local families directly or indirectly
affect the thoughts of local children. On the other hand, a contrasting finding shows
that local families have a positive attitude towards their children's relationship with
refugee children (Paienjton, 2023). In line with this opposite finding, the current
study yielded that teachers do not mention the negative attitudes of local families in
their current observations. In the Turkish context, refugees have been living in
Tiirkiye since 2011. Findings show that families do not play a negative role in
friendship relationships in the current situation, and in the 13-year period that has
passed, it can be considered promising for the interaction between two groups of

children.

On the other hand, an interesting finding in the current study is that the teachers
evaluated the friendship mostly in terms of refugee children and language diversity.
They did not assess about local children's level of readiness for multiculturalism.
While integrating refugee children into the classroom and school is an issue
frequently addressed in local policies, projects and studies, the readiness of local
children for this situation may be secondary. Nevertheless, even if the teachers did
not mention the readiness of local children in their discourse, they took some
concrete steps to prepare them for this situation and strengthen the interaction. It
seems that bringing refugee and local children together without any prior preparation
caused teachers to assume specific roles, such as preventing discrimination in general
(Kardes & Akman, 2022). These roles are also based on common strategies
developed by teachers working in different regions. For example, Yanik-Ozger and
Kozandagi (2021)’s study showed that teachers preferred group games or planned
games to combine these two groups, as with the current study. This may indicate that
teachers care about the collaboration in the classroom and the integration of the two

groups. When teachers take specific steps such as group games, they both facilitate
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the adaptation of refugee children to the classroom and prepare local children for

multiculturalism.

Finally, when discussing their current experiences, the teachers described a similar
pattern and discussed the relationship development between the refugee and local
children. According to the teachers, refugee children are ostracized at the beginning
of the year, but towards the end of the year they form friendships. Although
friendship is a dynamic and subjective experience (Bergnehr et al., 2020), this
pattern has also emerged in other studies. For example, another study found that
refugee children did not play the same game in the first days of school, but towards
the end of the semester, they were included in each other's games (Yamk-Ozger &
Kozandagi, 2021). After a certain period, it is stated that as refugee children's
Turkish level improves, the friendship relationship also improves (Yanik-Ozger &

Akansel, 2019).

The final theme reflects teachers’ professional competencies and development. The
most remarkable finding is that while teachers evaluated themselves as inexperienced
and inadequate in their first years of teaching refugee children, they felt more
confident and experienced in the current years. The main reason for this
inexperienced and inadequacy may be the training programs do not adequately
prepare teachers. In the current study, teachers criticized their unpreparedness to
work with refugee children. Supporting this argument, in Smyth and Kum's (2010)
study, teachers stated that the feeling of inadequacy they experienced was related to

their teaching competencies and stemmed from the education process.

On the other hand, teachers criticized teacher education programs due to a mismatch
between theory and practice, lack of preparation to work with refugee children and
lack of language training in the current study. In this regard, Lash et al. (2020)
questioned whether pre-service teachers acquired the necessary knowledge and skills
to work with refugee children and families efficiently. Their study discusses that
although teachers accept cultural competence as a critical skill, they fail to acquire
enough knowledge and skills due to missing parts in teacher education programs

(Lash et al., 2020). Further, other studies emphasized that teachers should be well
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prepared to work in diverse settings for years (Nieto & Bode, 2008; Banks &
McGee-Banks, 2001). Unfortunately, teachers still feel inexperienced, unprepared,
and inadequate to teach refugee children (Molina, 2013). Pre-service teacher
education programs especially need to prepare new teachers for today's diverse
conditions. According to Deal and Peterson (1999), new teachers should learn the
social and cultural structure of the region where they work. In another study
conducted in the Turkish context, it was recommended that new teachers should have
knowledge about the cultural and linguistic structure of the region in which they will
work (Karademir & Yilmaz-Tam, 2022). At the same time, this preparation should
not be specific to one culture, but should prepare teachers in particular for how to

teach in different cultural contexts.

Nevertheless, the extent to which preschool teacher education programs support pre-
service teachers working in diverse environments is controversial. In a study by
Kamish et al. (2020) comparing the undergraduate programs of classroom teaching
and preschool teaching, it was found that there were few courses on getting to know
the child and for this reason, the teacher candidates' processes of getting to know

children during the education process were limited more.

The findings from various studies, spanning multiple countries and years, underscore
a persistent deficiency in the requisite knowledge, skills, and experience among
educators for effective instruction in contemporary multicultural classrooms. This
issue persists as a global challenge in the educational landscape. Therefore, matching
teacher training programs with practical implementations and needs in the field can
be a concrete step to further improve the competence of teachers working with
special groups such as refugee children. On the other hand, the demographic
situation of the class is highly variable in the preschool period. Preschool teachers
may work with different groups every year. For this reason, one of the most basic
requirements should be that the teacher should be trained not only on the basis of
refugee children but also on the integration of different cultures in general and be
ready to plan their program in this context. In this way, culturally sensitive and
qualified education can be provided to all children from different cultures. For

example, in the current study, teachers mentioned that they need to learn Arabic or
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that refugee children should take Turkish course before enrolling preschool
education. In this study, children from diverse cultures in teachers' classrooms
represent the refugee group. However, when considered in a general framework,
children from other countries who do not speak Turkish may also come to the
classroom. Besides, Tiirkiye is home to many ethnic groups. Therefore, teachers can
also teach children whose mother tongue is Kurdish and who do not speak Turkish.
In this case, it is more critical that the training to be given to teachers should not be
limited to the refugee context but should be on the axis of adaptation activities to be
carried out in multilingual classes, and communication with multilingual or non-
native Turkish-speaking children. In training programs to be designed in this way,
the language problems that teachers are likely to experience can be addressed more

inclusively.

5.1.1.2. Teachers’ Previous and Current Strengths

In the current study, teachers previous and current strengths are investigated in the
interviews. For both their previous and current years, teachers’ strengths are
categorized under two categories: professional skills and personal skills. Teachers
described their professional and personal skills as their strengths in teaching refugee
children. One remarkable finding revealed that teachers described their strength as
being patient for the first years of teaching while they described it as being confident
for the current years. This situation can be evaluated as teachers’ self-confidence
increased after spending at least three years with refugee children. Besides, currently,
teachers identified their strengths as being experienced, having classroom
management skills, good communication skills, and ability to observe. These
strengths can be evaluated as teachers developed their practical theories while
working with refugee children. Practical theory explains that teachers develop their
own practical theories over the years as they are exposed to different conditions,
backgrounds, and student-based situations (Dorovolomo, 2004). These theories are a
unique system representing the values, experiences and knowledge associated with
teachers' teaching practice at any given time (Handal & Lauvas, 1987). In the current
study, teachers have been working with refugee children for at least three years. Over

the years, they may have developed their own methods of communicating with
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refugee children and their families, as well as their own methods of teaching and
learning processes. The current study’s data also revealed the teachers’ current
practices and methods in the teaching process. Based on all this information, it is
unsurprising that teachers consider themselves more self-confident in the current

situation.

From the perspective of Experiential Continuum, teachers stated that they have
learned by themselves over the years and that their past experiences have shaped
their future experiences. This may be the reason why they currently define
themselves as more self-confident. For instance, depending on their past experiences,
it is possible that they may discover how to do classroom management better in a

classroom environment with refugee children today.

Another example is that teachers define currently being more experienced as a
strength. There are other studies that show that this is related to experience over the
years. Megalonidou and Vitoulis (2022) argue that teachers' lack of experience with
refugee children can negatively affect the educational process. For this reason,
preschool teachers need one-to-one experience. Besides, their study suggests a
positive relationship between teachers' years of experience working with refugees
and their multicultural attitudes. Experience as a strength is also a valuable finding
for teacher education programs. It is clear that the experience gained in diverse

contexts contributes to teachers' teaching competences.

Moreover, teachers identified characteristics such as strong observation skills or
good communication skills as strengths. Good communication skills might represent
teachers’ social skills. Namro (2016) also stressed that social skills such as showing
effort to build relationships is one of the competencies of teachers working with
refugees. Correspondingly, Kardes and Akman (2022) found that positive
communication skills are required as teacher qualification. Therefore, supporting
teachers’ communication skills while providing culturally responsive training can
make them feel more empowered and competent when working with refugee

children.
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5.1.1.3. Teachers’ Previous and Current Needs

One of the aims of the current study was to investigate teachers’ previous and
currents needs in working with refugee children. The data of the current study
showed that while some needs of teachers such as communication and professional
development remained the same over the years. Narratives from teachers highlighted
a consistent need for enhanced professional development, both initially and
presently. Specifically, eight educators have articulated a necessity for further
training to effectively navigate the complexities of multicultural and diverse
educational environments. This finding is compatible with the previous studies
(Richardson et al., 2018; Kanu, 2008). These studies also considered that training
teachers to work in refugee context is a global issue. Similar to the current study,
Mogli et al. (2020) also argued that teachers need more knowledge and training

about diverse cultural and linguistic systems.

Additionally, some teachers in the current study stated that they need training to
understand children who have refugee and traumatic experiences. This situation can
be evaluated as necessary skills and needs for teachers because the works of Kolegija
(2020) and Mogli et al. (2020) revealed that teachers need enough knowledge and
skills to support and interact with traumatized refugee children and families.
However, the situation in Tirkiye can be assessed as insufficient to prepare teachers
to work with children who have refugee and traumatic experiences as well because
Ozel and Erdur-Baker (2023) argued that teachers do not know how to work with
these groups of children. Although all these studies were conducted in different
countries with teachers who graduated from different teacher education programs,
they reached similar results, showing that the support teachers need in working with
refugee children is a common need. Especially in the Turkish context, revising
teacher education programs to teach preservice teachers culturally diverse teaching
and learning methods may not be sufficient for teachers working in the field. These
studies reveal that teachers need to learn culturally sensitive practices as well as
socio-emotional and psychological aspects of children. In this sense, it can be said

that teacher education programs need revision.

253



Regarding teachers’ current needs for professional development, three teachers
talked about more practical education to solve problems because they now realize the
gap between theory and practice. Providing experience-based training for teachers to
work in diverse settings can be considered critical. Specifically, Kovinthan (2016)
evaluates this training as necessary for today’s multicultural society. Tanig and
Ozgiin (2022) also asserted that teachers need multicultural experiences before
graduation. The data from international literature also shows that the lack of teacher
preparation and teachers’ need for additional training are similar across countries.
For example, it was found that Greek teachers are not effectively prepared to work
with refugees (the International Step by Step Association, 2020). Besides, Lebanese
teachers needed more support and training (El Ghali & Riggall, 2019). As mentioned
above, the need for more knowledge, skills and experience of teachers should be
considered as a universal situation, since the results of the studies conducted in
countries with large refugee populations such as Greece (the International Step by
Step Association, 2020) and Lebanon (ElI Ghali & Riggall, 2019) as well as the

results of the current study conducted in Tiirkiye, found similar results.

All the studies mentioned above show that training is an important need globally and
that teachers should be equipped with more competent knowledge and skills. On the
other hand, Gay (2010) emphasizes that providing only pedagogical knowledge to
teachers is not enough. The mere knowledge teachers will receive without self-
assessment about their cultural and ethnic beliefs will remain superficial. Teachers’
cultural and ethnic beliefs affect all educational practices, from teaching methods and
techniques to communication methods. For this reason, it is important that the
training given to teachers be designed to support their own cultural self-awareness as

well as be psychological and experience-based.

Secondly, the data showed that teachers’ communication needs still exist in the
current years. Teachers still need translators or language training to communicate
and interact with refugee children and families. Correspondingly, Shriberg et al.
(2010) also found that teachers want to work with assistant teachers who are eligible
to communicate with refugee children. These compatible findings are not surprising

because, as Richardson et al. (2018) highlighted, language and communication are
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the areas where teachers need the most support and help. In the current study,
teachers expressed their desire for translators or even Syrian teachers to help in the
communication process. Both the translator and the Syrian teachers support refugee
children’s Turkish language learning process while enabling them to use their mother
tongue. For this reason, the teachers’ desire is to promise that refugee children will

keep their mother tongue and, thus, their cultural and national identity alive.

Besides, one of the reasons of communication-related needs can be the nature of
Turkish Preschool Education Program. This program includes a lot of language-
based activities. Teachers and children are engaged in verbally designed activities
such as drama, music, Turkish and early literacy. Additionally, teachers need to
convey instructions to refugee children in play, science, and art activities. That is
why teachers still need support for communication. To support this argument, Giinek
(2020) also found that preschool teachers had the most difficulties implementing
activities due to language differences because refugee children struggle to understand
instructions. The works of Tanis and Ozgiin (2022) and Tarim (2015) also showed

the preschool teachers’ needs and challenges for communication.

To solve language-related problems, teachers in the current study recommended a
Turkish training for both refugee children and families. Besides, some teachers have
mentioned that refugee children should attain a Turkish course before enrolling
preschool. The inclination among educators to prioritize the learning of Turkish prior
to the commencement of preschool education emerges as a recurrent situation. This
approach is corroborated by similar findings in the academic literature, where
preschool teachers have consistently advocated for this preparatory measure. For
example, Korkmaz (2019) also found that preschool teachers suggested Turkish
language training before starting school. Similarly, studies by Giinek (2020) and
Saritas et al. (2016) showed that teachers require additional Turkish language
training for refugee children and families before school. In the study of Kardes and
Akman (2018), teachers discussed that refugee children need to receive Turkish
courses before the school. Teachers in the work of Abide (2023) also offered
language education for refugees to solve problems in the classrooms. The studies that

produced common solutions for this similar need were conducted between 2016 and
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2023, including the current study. This may indicate that despite the seven years,
refugee preschool children still have deficiencies in speaking and understanding
Turkish. Besides, preschool teachers still need additional support to interact with

refugee families and children, although the first influx of refugees arrived in 2011.

Finally, the current study was conducted with teachers who had worked with refugee
children for at least three years. So, some teachers started teaching refugee children
in the first years of the mass influx. On the other hand, some teachers have
experience in teaching refugee children in the last three years. This situation was
reflected in their needs. For example, teachers who had experience working with
refugee children in the first years of their arrival in Tirkiye stated that refugee
families should be provided with economic and material support, but in recent years
they have not expressed such a need. Specifically, although Youn (2016) emphasized
the importance of material resources for teachers to be effective in working with
refugee children, teachers of the current study did not mention any need for
educational materials in their current practices. On the contrary, the study of Giinek
(2020) vyielded that preschool teachers still have material needs. These studies
implied that no standardized materials are available to teachers for working with
refugee children in classrooms in various regions. On the other hand, although
teachers do not need additional material currently in the present study, culturally
responsive materials should be considered necessary not only for teachers but also
for children. These types of materials provide references to students’ cultural and
ethnic identities. Muniz (2021) argues that culturally responsive materials also help
teachers build bridges between home and school that are free from prejudice. For this
reason, it should be seen as an important step to equip the classroom environment
with materials to provide culturally responsive education to diverse children and
increase teacher competencies through teacher training.

5.1.2. The Change in Teachers Experiences, Strengths, and Needs

The present study aims to investigate to what extent teachers’ experiences, strengths

and needs changed over time, if there is a change. In this sub-section, the change in
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teachers’ experiences, strengths and needs over time will be discussed separately

based on the relevant literature.

5.1.2.1. Change in Teachers’ Experiences

The data of the current study showed that while some experiences of teachers has
changed over time (at least three years or more) while working with refugee children,
others have not. Initially, when | look at teachers’ cultural competency, the most
noticeable change is the teachers' acceptance of diversity as a richness in their
current experiences. These narratives cannot be found in their previous experiences.
Instead, they had an attitude of cultural blindness in their previous years. They stated
that a child is a child regardless of their cultural background. This change in
teachers’ perceptions can be explained by their one-on-one interaction with diverse
children at least three years and more. According to TimostSuk et al. (2022), having
knowledge from textbooks and teacher education programs is not enough to raise
teachers’ cultural awareness. Teachers need to have direct experiences to understand
diverse children. That is why teachers who have been working at least three years
with refugee children might have a tendency to perceive diversity as color and
richness in their classroom in the current study. Teachers have had the opportunity to
interact with refugee children over the years, and this also alters their attitudes
because teachers’ attitudes in diverse classrooms stem from their classroom

experiences (Guskey, 2002).

Besides, Miller and Fuller (2014) supported the abovementioned findings. They
argued that teachers become culturally knowledgeable and competent when they
interact with children from diverse backgrounds in classroom settings. Teachers
interacting with diverse children in the classroom must find new ways to meet their
needs. This can change their perspective over time. In the current study, teachers’
current perception of diversity as richness can be explained by the fact that they have

not had experiences with refugee children over the years.

Secondly, changes were also observed in teachers' practices in integrating culture

into the curriculum. The past years in the study refer to the first years of teachers'
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encounters with refugee children. In current years, teachers cited language diversity
as the reason for the change in teaching methods and techniques. Since this language
diversity was encountered in literacy activities, they went for diversity in their
practices. However, when | look at their practices today, they mentioned reasons
related to more culturally sensitive practices as the reason for their diverse practices.
This shift is evidenced by the diversification of educational activities, which are
deliberately designed to acquaint students with various cultures and to enhance the
sense of belonging among refugee children. Moreover, more teachers (n=7) utilized

children’s funds of knowledge in this process.

This change can be considered as a personal growth of teachers through the
Experiential Continuum. According to Dewey (1938), new teachers develop
professionally through innovations and experiences in educational settings. Although
some of the teachers in the current study were experienced teachers who had been
teaching before working with refugee children, the arrival of refugee children in their
classrooms was a new situation for them. This led them to change their Practical
theories as well. Practical theories develop based on teachers' own experiences and
practices (Munir, 2023). When teachers encounter new situations, they change their
theories by finding new ways to teach (Sanders & McCutcheon, 1986). Therefore, it
can be said that experience also plays a role in this change in teachers' curriculum
practices. It can be interpreted that teachers have developed a perspective on the
needs of refugee children and how they can meet them more effectively over the

years.

Upon examining the change of communication strategies among teachers, it becomes
apparent that certain methods have remained consistent over time. Notably, enlisting
assistance from others—siblings, translators, or bilingual educators—has been a
persistent approach. Despite the utilization of body language and direct
communication methods, the necessity for translation services emerges as a pivotal
factor in bridging linguistic divides. This is substantiated by Kara and Basaran
(2022), who identifies language barriers as a primary challenge in the interaction
between teachers and refugee children. One of the most influential ways to solve this

problem is to ask for help from bilingual students or translators. Further, in another
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study, early childhood teachers stated that getting help from another bilingual person
is one of their communication strategies with refugee children (Ozer-Aytekin &
Sonmez-Ektem, 2019). Teachers also got help from bilingual refugee children to be
able to speak with monolingual refugee children (Bucak, 2021; Kara, 2020). These
findings may suggest that the communication assistance teachers receive from third
parties is an effective method for communicating with children who do not speak
Turkish. In this case, bilingual staff or assistant teacher support can be provided to
teachers in schools where refugee children are concentrated. At the same time, these
findings show that teachers' communication needs have not changed over the years.
Similar needs are also found in studies conducted in different years with different
samples. This situation indicates that there is an ongoing language problem in the
education process of refugee children. For this reason, effective initiatives should be
taken to help refugee children learn the host country’s language while respecting
their mother tongue and cultural identity.

Turkish Preschool Education Program is a child-centered program. So, teachers are
expected to use developmentally appropriate practices. However, data revealed that
teachers used developmentally inappropriate communication practices in their
previous years. For example, teachers used telling and instructing technique to teach
some Turkish words. In current educational practices, a subset of teachers has
embraced the use of music and play as mediums to facilitate communication and
impart the Turkish language to refugee children. Such pedagogical choices are
recognized for their alignment with the developmental stages of children's learning.
This trend reflects a broader shift towards more child-centric methodologies in

educational communication.

Fourthly, data revealed that teachers’ communication strategies with refugee parents
did not change over the years. Teachers still got language support from others and
used technological tools. Especially the fact that teachers maintain communication
with the help of bilingual people is a result that is still in the current situation. For
example, in a study conducted by Kardes & Akman (2018), teachers expressed that
they had one-sided communication strategy with refugee families by using Turkish-

speaking siblings. Considering that the first influx of refugees started in 2011, the
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fact that refugee families still have one-way communication or encounter
communication barriers shows that these families need language support in the
integration process. On the other hand, there have been some changes in their parent
involvement practices over the years. Teachers found more ways to involve refugee
parents in education. In addition to school-based activities and home-visits, teachers
currently designed home-based parent involvement activities. This is a promising
finding because teachers still do not use direct communication methods with refugee
families. Nevertheless, their indirect communication methods did not prevent them
from designing family involvement activities. According to Brown (2011), families
who do not speak the language of the country they live in have difficulty supporting
their children's education. Yagan-Guder (2019) stated that this situation arises
because families think that they cannot express themselves. In the current study,
teachers found more ways of participation despite the communication difficulties.
This means that refugee families and teachers interact more in their current
experiences. This provides more opportunities for families to support their children's
education. In the international context, Szente et al. (2006) reported that family
engagement activities with refugee families are very low and that these families do
not attend school at all. Grace et al. (2022) also argued that refugee parents who have
different language and culture encounter many challenges such as language
difference and these obstacles plays itself out in parent involvement practices. It is
therefore promising that in the current study, teachers found more ways to engage
and involved families through methods such as home visits and one-on-one

meetings.

In discussing current experiences, teachers have articulated an expectation of
collaborative engagement with families, aimed at enhancing the language acquisition
and educational outcomes for children. In their past experiences, teachers did not
have such expectations from refugee families. This can be interpreted as their
practical theories are shaped in this way. The fact that teachers had to work and
communicate with refugee families was a new situation for them, but it shows that
they learned how to cope with this situation over time. On the other hand, the fact
that teachers conducted more family involvement activities can also be explained in

the context of practical theory. According to Pitkdniemi (2010), practical theories
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provide teachers with a rationale for their teaching practices. Thanks to the practical
theories teachers develop in the process, they determine practices such as what and
how to teach using which method and technique. In the current study, teachers'
expectation of collaboration might indicate that they know the importance of family
involvement and engagement. Therefore, they offer more family involvement

activities.

The data showed that there have also been some changes in the relationship between
local and refugee children. The most noticeable change is that while in the early
years teachers mentioned that refugee children were more often excluded, labeled,
and subjected to prejudiced behavior, in their current experience some teachers (n=6)
mentioned a closer relationship between the two groups. This is an important step for
the adaptation of refugee children as it creates a welcoming environment. A few
studies (Ofsted, 2003; Rutter, 2001) also emphasize the importance of a welcoming
school environment for the education of refugee children. For example, one of the
main lines of creating such an environment was identified as buddying the refugee
child with the local child (Hek, 2005). A study also emphasized the importance of
pairing two groups (Hek & Sales, 2002). In the current study, teachers stated that in
their current experiences, they took the role of facilitator and paired two groups of

children with each other in activities.

Lastly, one of the most striking changes has been in teachers' professional
development. While in their early years they described themselves as inexperienced
and inadequate in communication, teaching and working with families, they now
describe themselves as more experienced in these areas. Again, this can be explained
in the context of Experiential Continuum and Practical Theories. The Experiential
Continuum states that past experiences shape and contribute to subsequent
experiences to a certain extent (Dewey, 1983). It is obvious that teachers who have
been working with refugee children and their families for at least three years know
themselves as more experienced with the gains they have gained from their past
experiences over time. For example, some teachers stated that when refugee children
first came to their classrooms, they had never taught foreign children before and did

not know how to do it, but they learned on their own by gaining experience over
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time. The accumulation of professional experience has been instrumental in enabling
teachers to refine their practical theories and perceive themselves as more adept
practitioners. These practical theories are idiosyncratic to each teacher, evolving
uniquely within their pedagogical journey. Dorovolomo (2004) posits that the
ongoing act of teaching serves as a crucible for the continuous evolution of these
theories. These theories provide teachers with guidelines on what to do and how to
do it. For this reason, teachers now see themselves as more experienced in certain
subjects. In the scope of this study, the teachers' review of their processes of working
with refugee children also contributed to the realization of their own practical

theories.

5.1.2.2. Change in Teachers’ Strengths and Needs

There have also been some changes in teachers' strengths and needs. First of all,
while in the past teachers mentioned characteristic traits such as being compassionate
and patient as strengths, in their current experiences they accept personal traits such
as being a good observer and being self-confident as strengths. This situation can be
interpreted as reflecting teachers' experiences gained over time on their strengths. On
the other hand, teachers' professional characteristics also appeared as strengths in
their current experiences. Teachers who have developed their practical theories and
guideline on teaching in a classroom with refugee children now accept characteristics
such as having good communication skills or classroom management skills as

strengths.

Secondly, when | look at teachers’ needs over the years, teachers' needs for
professional development and communication still persist. In the process, teachers
still need language training or more qualified teacher training for working with
refugee children. This result is not surprising because studies conducted in different
countries and in different years show that teachers still have some needs in this
regard (Kanu, 2008; Mogli et al., 2020). When | look at the changing needs of
teachers, some teachers stated that the 2013 Preschool Education Program needs to

be rearranged due to the multicultural structure of the classrooms. For example, one
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teacher expressed that there should be objectives and indicators for refugee children.
After data was collected, Preschool Education program was revised. More inclusive
and culturally sensitive features, objectives and indicators were added to the new
program. This can be interpreted as the new curriculum was prepared by considering
the needs of teachers working in the field. Besides, it shows that in terms of
education, there is a development and awareness in our country of multiculturalism,
sensitivity and respect for diversity and culture. In this way, the new curriculum

could better meet the needs of teachers in working with refugee children.

5.1.3. Teachers’ Perceptions of Culturally Responsive Teaching

The third aim of the current study is to understand teachers’ perceptions on
Culturally Responsive Teaching. In the first and third interviews, teachers were
asked to define CRT. The aim here was to examine whether the teachers' perceptions
of CRT changed as a result of their self-evaluation and reflection on their practices

and experiences while describing their narratives.

In the first interview, teachers described Culturally Responsive Teaching as a means
to welcome diverse cultures, to teach cultural elements and to transfer culture.
Concurrently, one educator regard CRT as a form of education that remains neutral,
eschewing cultural content, while another disclosed a lack of familiarity with the
concept. Secondly, I investigated teachers’ last perceptions of CRT. It revealed that it
is viewed as instrumental in teaching cultural elements and fostering a sense of
belonging among students. Echoing earlier sentiments, one educator maintain the
stance that CRT should be devoid of cultural components, whereas another express

opposition to the adoption of CRT methodologies.

First of all, the findings regarding teachers’ perceptions of CRT shows that teachers’
had some level of knowledge of CRT. For example, T12 evaluated CRT as a means
to introduce a culture that exists in society or the world. This situation is compatible
with previous research findings (Basarir et al., 2014; Matteis, 2022). Matteis (2022)
discussed that teachers have a certain level of theoretical knowledge. They know

CRT is related to embracing all culture. In the research conducted by Karatag and
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Oral (2015), the perspectives of educators on CRT are scrutinized. The consensus
among teachers emphasized the necessity for educational frameworks to be
intricately crafted, reflecting the cultural contexts of the children. Complementing
this, Basarir et al. (2014) probed into the teachers' understanding of multicultural
education, which was delineated as an instructional approach tailored to a diverse
student population. Corroborating these findings, teachers in the present study
initially interpret CRT as an educational ethos that embraces and respects the
multiplicity of cultures. Considering all findings, it can be argued that teachers
realize some CRT components at the level of knowledge. It is valuable to take
practical steps for culturally responsive practices because engaging with CRT
provides intellectual and psychological benefits for diverse learners and whole

communities (Gay, 2013).

On the other hand, this superficial knowledge of CRT implies that teachers still
require additional support and training on the education of refugees. For instance, in
the current study, T12 mentioned that teachers should be educated effectively to
provide culture-based education. In previous studies, teachers also assert the need for
training in culturally responsive teaching (Karatas & Oral, 2015). Teachers in the
study of Karatag and Oral (2015) suggested that teacher education programs should
be rearranged and organized to include culturally responsive education. This
situation must be addressed today because teachers are the main people who will
teach respect for different cultures and adopt cultural values (Glinay & Aydin, 2015).
Banks (2008) also discussed that teachers are more likely to design culturally
responsive practices if trained enough. Therefore, teacher education programs and in-
service training should be rearranged to empower teachers’ knowledge and skills for
CRT because all children had the right to education regardless of their cultural
background (Ladson-Billings, 1995). In this sense, CRT is accepted as one of the

most critical approaches to meeting the needs of diverse learners (Gay, 2002).
In the current study, except for two teachers who were against CRT or had no

opinion, all teachers (n=12) had positive opinions about CRT. These teachers

mentioned the benefits of CRT such as increasing refugee children's sense of

264



belonging and teaching respect for culture. This is in line with the findings of
previous studies (Kotluk & Kocakaya, 2018; Robinson, 2010). In their study,
teachers saw CRT as an effective and needed approach for culturally diverse
countries like Tirkiye (Kotluk & Kocakaya, 2018). Besides, Robinson (2010)
stressed the necessity of CRT. In the current study, some teachers also approached
CRT from this perspective and stressed that cultural activities should be designed
based on their values if they have children from diverse cultures. This can be
considered as a promising result for teachers to practice CRT. Because teachers' CRT

practices are shaped by their views and beliefs (Kotluk & Kocakaya, 2018).

On the other hand, in the current study, although teachers have some knowledge of
CRT, their self-reported practices revealed that their practices of CRT vary. While
the practices of some educators align with their understanding of CRT, others engage
in CRT-aligned methodologies without explicit knowledge of the concept. For
instance, T13, initially unaware of CRT, advocates for the educational rights of
refugee children, emphasizing the imperative to provide optimal education.
Presently, T13 incorporates cultural elements into her pedagogy, crafting activities
that celebrate the culinary traditions, communicative styles, and attire of refugee
children. This situation is promising as it shows that teachers apply culturally
sensitive practices in their most basic and superficial form, even if they are not aware
of it.

Furthermore, some teachers’ perceptions of CRT was found to be compatible with
their practices. For example, while talking about her perceptions of CRT in the last
interview, T12 agreed that Tiirkiye is a multicultural country, so children need to
learn to respect diverse cultures. Besides, when | look at practices and activities of
T12 in her current years, she also described that refugee children have different home
environment, and they need to reflect on it in the classroom. In another example, T7
expressed her initial perceptions regarding CRT as expressing her opposite idea. She
perceived CRT as an acculturation process and means to integrate two cultures. She
stated that she is against culturally responsive teaching. When | look at practices of
T7, she stated that she does not need to integrate the cultures of refugees into the

education process.
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5.1.4. Methodological Discussion: Metaphor Cards and Educational Journey
Mapping

Researchers in the literature use techniques such as drawing timelines, modeling with
Legos or photograph elicitation to collect qualitative data (Bagnoli, 2009; Mannay,
2010). Barbour (2014) claims that researchers have recently been excited to use
visual methods such as data collection procedures. This is not a surprising argument
because it was argued that visual methods empower the richness of the story, enrich
the meaning of disclosure, and provide validity (Glaw et al., 2017). Visual methods
enable researchers to gather more detailed data compared to traditional interviews.
For instance, Pain (2012) conducted a literature review to investigate researchers’
use of visual techniques. They conclude that visual techniques facilitate the
communication process between researchers and participants and reveal more in-
depth data.

On the other hand, visual methods are especially recommended for researchers,
especially in cultural contexts and subjects where the privileged group’s voices are
heard more (Ademolu, 2021). In alignment with this methodology, the current study
entails a triad of interviews with each educator. Seidman (2006) posits that the
inaugural interview endeavors to unearth the life histories of the participants. The
subsequent interview delves into the details of the participants' narratives. The third
interview finalize the process by getting data about reflection of participants on the
meaning of their experiences. Employing metaphor cards and Educational Journey
Mapping as investigative tools in the latter two interviews, this section elucidates the

advantages of these methods in probing the depths of teachers' experiences.

The second interview commences with an examination of teacher' experiences
through the selection of metaphor cards that encapsulate their professional journeys.
Initially, teachers articulate their experiences verbally. Subsequently, they choose
metaphor cards that resonate with their narratives and arrange them in a
chronological sequence. This process facilitates a detailed discourse on their
experiences. In some cases, it was understood that by using the cards, the teachers

could convey information about their experiences more easily and in more detail.
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The focus on educators' experiences with refugee children may necessitate the use of
reflective methodologies. Karnieli-Miller et al. (2017) suggest that research topics
that are abstract or sensitive, like ethnic and cultural diversity, often challenge
participants in articulating their emotions, thoughts, and perspectives. Consequently,
employing reflective tools, such as metaphor cards, is advocated for facilitating
discourse on complex subjects (Barton, 2015).

Karnieli-Miller et al. (2017) emphasized that metaphor cards help participants to
express more challenging experiences and emotions. In the current study, the
metaphor cards enabled teachers to self-evaluate their past and current experiences,
needs and strengths. After the teachers talked about their stories, they were asked to
explain why they had chosen each card. In this case, teachers expressed their feelings
and thoughts through self-evaluation. I asked teachers’ opinions regarding the data
collection techniques in the last interviews. Some teachers stated that metaphor cards

enable them to express their feelings and experiences in another way.

This situation can be evaluated as the uniqueness of data collection techniques. As
Catterall and Ibbotson (2000) highlighted, metaphor cards help participants reveal
their experiences, which are hard to reach through direct interviewing. Besides,
teachers in the current study provided more information about their experiences,
strengths and needs by using metaphor cards. For example, T5 expressed that she
described her process more easily with the facilitator role of metaphor cards. Some
teachers also evaluated metaphor cards as productive tools. The findings of this study
are corroborated by existing scholarly works. Lugina et al. (2004) implemented a
card-sorting methodology to encapsulate the journey to motherhood. Their research
posits that this approach engendered a more interactive and participatory experience
for the subjects involved.

The utilization of metaphor cards enhanced the attentiveness of the interviewer,
facilitating a deeper engagement during the sessions. This technique prompted
educators to reflect more profoundly on their experiences, yielding richer, more
nuanced data. Lee Ping (2012) also supports this and states that using cards

strengthens the dialogue between the researcher and the participant. That is why
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metaphor cards are suggested for researchers; they enrich participants’ narratives
(Karnieli-Miller et al., 2017). Another benefit of metaphor cards in the current study
is that | found opportunities to validate participants’ stories and fill the gaps.
Karnieli-Miller et al. (2017) also state that researchers can reaffirm the story’s
content by using cards. For example, after teachers verbally talked about their
experiences without selecting any card, they selected representative cards and
repeated their stories in detail. This was a semi-structured interview, so | asked

additional questions and learned details.

In the international literature, metaphor cards have been used by researchers in the
field of education, specifically in refugee contexts. For example, Cunningham (2003)
investigated teachers’ instructional goals and practices by using metaphor cards.
Similarly, I investigated teachers’ instructional techniques. Besides, in GOC-MAT
Project conducted in Tirkiye, these cards were used to understand multicultural
attitudes and empathic understanding of teachers toward refugee children (Alexsaht-
Snider et al., 2020). In another study, teachers were asked to select metaphor cars
referring to the behavior and feelings of refugee children. In addition to the current
study, the abovementioned studies show that metaphor cards are helpful and

projective tools for studies conducted with teachers working with refugees.

Secondly, | used Educational Journey Mapping in the third interview because it is
one of the visual methods to provide more opportunities for the participant to express
their experiences. | asked teachers to draw their years of experience with refugee
children chronologically. | asked them to include persons, experiences, materials,
and every related aspect of teaching. As with the metaphor cards, teachers provided
more detailed information as they had the opportunity to reflect during their
drawings. As Annamma (2017) says, EJMs provided an opportunity for teachers and
researchers to exchange experiences related to ethnic and cultural issues. Teachers
had the opportunity to reflect on the details of their experiences, with more reflection
and transfer than in the question-answer technique. This argument was also
supported by Barton (2015). He emphasized that drawing causes in-depth
conversations between participants and teachers. In the current study, teachers also

found opportunities to re-evaluate their process during drawings. Some teachers
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expressed that they realized the positive aspects of their process with refugee
children over the years. For example, T13 stated that she said that when she looked
at his drawing, she realized that her process was not as negative and unsuccessful as
she thought. This situation can be summarized as the visual methods contributed to
the teachers’ self-evaluation process by considering their process from a different
perspective.

The utility of EJM in validating teachers' narratives is noteworthy. Subsequent to the
metaphor cards in the second interview, the third session involved teachers
graphically delineating their experiences. The strategic preparation of reviewing
prior recordings enriched the third dialogue, enabling a more thorough exploration of
uncharted aspects. This methodological approach has solidified EJM as a cornerstone
in educational research methodologies over the preceding decade. For example, as in
the current study, Wagner (2019) used EJM to understand participants’ past and
present experiences. Similarly, Handy (2018) used EJM to ask teachers to draw their
experiences in teacher education programs chronologically. Finally, Yu (2017)
considers EJM a mediational method and suggests that it allows participants to
narrate their experiences across place and time. As these studies show, in the current
study, teachers had the opportunity to think, evaluate, and reflect on their
experiences chronologically from past to present, thanks to EJM. T8 stated,
“Especially this drawing takes me to a different place.” This provided me with data

in line with my research questions.

In light of all this information, it can be said that classical methods alone may not be
sufficient to investigate teacher experiences in more detail and to enable teachers to
express themselves more easily, especially in complex subjects. Teachers stated that
they conveyed their feelings and experiences in more detail by using visual methods
in the current study. So, it can be suggested that researchers should investigate
teacher experiences in more detail by using new techniques such as metaphor cards
or EJM. On the other hand, visual methods also allowed teachers to self-evaluate.
From this point of view, it can be considered that these methods can be useful not

only for the researcher but also for the participant.
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5.2. Limitations

The current study has some limitations. This study examines teachers' perceptions of
Culturally Responsive Teaching and focuses on their experiences, strengths and
needs over the years in the refugee context. All the teachers' answers and experiences
expressed their thoughts towards refugee children and families from countries such
as Syria. For example, one teacher expressed her opposition to CRT when talking
about the culture of refugee children. Since 2011, the rapid acceptance of refugees
into the country, the sudden increase in the multicultural environment of the
classroom, the lack of teacher training programs to meet this need, and the negative
experiences of teachers due to language differences may negatively affect their
thoughts about refugees. In other words, while the teachers expressed their
opposition to CRT in general, they may have only spoken specifically about refugees

and may not be against multiculturalism.

On the other hand, teachers evaluate the language situation in terms of the mother
tongue of refugees and approach this issue from a limited perspective. Basically, for
teachers, the fact that refugee families and refugee children do not speak Turkish is a
negative situation in terms of classroom practices. Some teachers state that teachers
should be taught Arabic or Arabic-speaking translators should be sent to the
classroom. However, this is a limited consideration. The support that needs to be
provided should be how to practice teaching in multilingual environments. Because
the multilingual nature of the classroom is not only Arabic but also other languages
such as Spanish, Russian, or Kurdish, in this case, teachers need to be equipped with

the knowledge and skills to adapt to every situation.

5.3. Conclusion and Implications

Although there is a vast body of research on teachers’ experiences with refugee
children, a gap persists in the longitudinal analysis of these experiences within
Turkish context, to the best of author’s current knowledge. Therefore, the current
study contributed to the literature by showing how teachers experiences, strengths

and needs changed over time while working with refugee children. These findings
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have some implications for early childhood teachers, and authorities who are
responsible for teacher education programs. The first implication of the current study
revealed that pre-service and in-service teacher training programs should be
redesigned to enable teachers to work effectively in diverse classroom settings. To
begin with, the data showed that teachers still have partial cultural competency in
working with refugee children even though they worked with this group for at least
three years. This means that teachers still do not feel adequate and experienced in
getting awareness of the cultural values of their refugee students (Mayfield, 2020).
Both the current study and other studies with similar results attribute this situation to
teachers' lack of knowledge (Acar-Ciftgi, 2016; Majzub et al., 2011). For this reason,
the results of this study may be a ground for preparing teachers' pre-service and in-
service trainings to match the demographic structure of today's classrooms.
Secondly, Gay (2010) asserted that teachers are required to incorporate cultural
references of diverse learners in the educational settings. In the current study, it was
observed that teachers were insufficient in this regard. For example, teachers either
do not reflect cultural values in the classroom or take a tourist approach and address
them only a few times throughout the year. This again shows a lack of knowledge
and experience. Moreover, teachers' unpreparedness in this regard is not only valid in
the Turkish context. Several international studies highlighted teachers’ need for
additional knowledge and skills to work with refugee children (Richardson et al.,
2018; UNICEF, 2022; Roxas, 2010; Kanu, 2008). For example, McNamee et al.
(2002) also argue that teachers graduate from teacher education programs that do not
provide sufficient information on curriculum adaptations. Therefore, the findings of
these studies suggest that teachers should be involved in more effective training
programs. For example, field-based multicultural courses can be integrated into
teacher education programs so pre-teachers can gain experience before graduation.
Further, teachers should find potential ways to include cultural references of refugee
children on a daily basis. This can only be possible through their practice in the field.
It is valuable to gain this experience at a certain level through pre-service education
programs before working actively in the field to send teachers to multicultural
classrooms more prepared. Considering that training teachers to be more qualified to
make them powerful to work with refugee children is a global issue, these

recommendations may offer short-term solutions. Teachers need sustainable
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programs that do not limit working with different groups only in the context of
refugees and address the issue from a broader perspective. In this regard, an
international handbook can be prepared and guidelines for teacher training can be

established. The findings of this study can be considered as a preliminary study.

Thirdly, it was understood that teachers need some support and knowledge in
communicating with refugee children using developmentally appropriate and
culturally responsive methods. For example, some strategies, such as using only
instructing and telling in classroom environments, are not developmentally
appropriate for refugee children. Besides, teachers only focused on limited aspects of
cross-cultural communication. However, Gay (2010) argues that cross-cultural
communication includes various factors such as communication styles and word
usage of different cultural groups. Therefore, early childhood teachers should
recognize how they effectively and appropriately communicate with refugee
children. For this reason, communication courses should be considered an important
component in pre-service and in-service training programs. In the content of these
courses, communication strategies and cultural differences in communication should
be addressed. Finally, teachers’ professional competencies and development have
been one of the prominent themes in this study. Teachers have always pointed to this
issue when examining teachers’ experiences over the years. In particular, teachers’
inexperience in working with refugee children stems from inadequate training
programs (Smyth & Kum, 2010). When all these results are considered, teacher
training, professional support, and matching training programs with field experience

will increase the quality of education.

The second implication of the current study is for early childhood teachers and
authorities to cooperate with refugee parents. The study revealed that although
teachers designed some parent involvement activities for refugee parents, they also
perceived them as uncooperative and closed to communication. Since 2011 and
working at least three years with refugee parents, some teachers stated that they still
cannot reach refugee parents. Some reasons for this are that they have other children
to look after or language differences. In this case, authorities should focus on the

priority needs of families and find solutions to the factors that prevent them from
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participating in school. Besides, teachers should be aware of different ways to
involve refugee families in education. In particular, teacher training programs and
family engagement courses could emphasize culturally sensitive family engagement
practices. Further, pre-service teachers should be provided with multicultural
experiences before graduation (Tanis & Ozgiin, 2020). The necessity for such
experiences is pronounced for teachers destined for diverse educational
environments (Kovinthan, 2016). It equips new and inexperienced teachers,
particularly those unacquainted with instructing refugee children, to operate with
heightened efficacy. Beyond initial training, the development of targeted projects and
workshops could fortify familial-educator rapport, enhancing pedagogical outcomes.
Teachers spending common and meaningful time with refugee families can provide
positive changes in both parties’ perspectives. In a study conducted by Karsli-
Calamak et al. (2020), multilingual family mathematics workshops were designed to
provide shared experiences for teachers, refugee families and children. The data
concluded that these meaningful meetings help teachers transform their
understanding of refugee families. For instance, while teachers were expressing
whether or how refugee families would participate in the education process of their
children, they stated that at the end of the 2-year project, they noticed the efforts of
the families in the education participation process. For this reason, family-teacher

relationships can be strengthened with such projects, workshops, and studies.

The third implication of this investigation was to scrutinize teachers' understanding
of CRT. The results indicate an awareness among teachers of various elements and
methodologies inherent in CRT. This aligns with prior research (Karatas & Oral,
2015), which suggests that educators recognize the significance of tailoring
educational content to the cultural contexts of the students. Such awareness may
pave the way for teachers to implement CRT-oriented practices. At this point,
teachers must receive courses or in-service training on the subject. For example,
considering that Tirkiye’s demographic structure is becoming increasingly
multicultural, teachers can be provided with practicum and internship opportunities
to practice CRT in the field. CRT can be considered as an issue that should be

addressed in teacher education programs. Teachers should also carry this awareness
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to the knowledge dimension and look for ways to implement more culturally

sensitive practices.

The fourth implication reveals that although the first influx of refugees arrived in
2011, teachers still have some needs in terms of communication and teaching. Both
past and current experiences show that teachers can have conflicts not only with
families but also with refugee children in their classrooms due to language barriers.
This problem also indirectly leads to those mentioned above developmentally
inappropriate methods of communication or the family being closed to
communication / not being able to involve the family in the process. At this point,
the solutions offered by the teachers in the current study can be put on the agenda by
the authorities. The outputs of this study can be considered a needs analysis, and
other support mechanisms teachers need, especially language support, can be
provided. For example, as stated by teachers in the current study, preschool
education programs emphasizing Turkish language education can be provided for
refugee children so that they will not forget their mother tongue but simultaneously
learn the Turkish language. One of the most concrete and effective examples in this
regard is the Summer School Project of the Mother Child Education Foundation
(ACEV) (Erdemir & Diri, 2019). Within the project’s scope, a 10-week early
intervention program was organized to increase the primary school readiness of 5-6-
year-old children. The program was also adapted for refugee children. For example,
the language structure of the program was adapted so that refugee children could
maintain their mother tongue while learning Turkish. The evaluation conducted at
the end of the project showed a significant increase in the Turkish receptive and
expressive language skills of the children who participated in the program. Children
could follow complex instructions in Turkish and understand complex sentences
better. These Turkish language skills of refugee children will also support teachers in
preschool education programs. Refugee families can attend Turkish courses. As
another solution, teachers requested translator support in their classrooms. Translator
support can be provided especially for regions where refugee children are
concentrated. Deal and Peterson (1999) stressed that new teachers should learn the

social and cultural structure of the region where they work. For this reason, teachers
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can be provided with training, even at a basic level, about the cultural and linguistic

structure of the region where they will work.

The final implication is a methodological one. The current study utilized metaphor
cards and Educational Journey Mapping to collect data from participant teachers.
The data revealed that these techniques provided in-depth data about their
experiences. Specifically, while they were talking about their experiences with
refugee children and their parents, they gave more examples, talked about more
stories, mentioned their emotions and ideas, and provided more details. As Karnieli-
Miller et al. (2017) emphasized, metaphor cards helped participants to express more
challenging experiences. On the other hand, EJMs gave me more opportunities to re-
evaluate teachers’ experiences as a researcher. Therefore, researchers might use these

techniques to investigate teachers’ experiences for future studies.

5.4. Recommendations for Future Studies

The current study has some recommendations for future studies. These
recommendations are related to sampling, data collection tools, and research topics.
To begin with, the data was collected from teachers working in some districts of
Istanbul, one of the cities with the highest number of refugees and the highest
concentration of refugees in classrooms. Based on the nature of qualitative research,
it was not intended for generalization across time and place. Therefore, future studies
could focus on teachers' experiences, strengths and needs in other regions to
understand if these experiences are common and widespread among teachers. On the
other hand, the maximum number of refugee children in the classrooms of the
teachers in this study was three. As the scope of this research did not encompass the
potential impact of the number of refugee children in the classroom on teachers’

experiences, strengths and needs, future studies may focus on this issue.

The current study focuses on teachers’ experiences over a specific period. Some of
the participating teachers’ first experience with refugee children was in Sanliurfa, a
city in the Southeastern Anatolia Region of Tiirkiye. Sanliurfa is one of the cities

with a large migrant population due to its border with Syria. It was noticed that when
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these teachers talked about their past experiences, they often referred to their
experiences in Sanliurfa compared to the teachers whose first experience was in
Istanbul. Since it was not one of the aims of the study, it was not analyzed, but it is
anticipated that regional differences may have an impact on teaching experiences and
practices. Future studies can investigate how regional differences shape the
experience of working with refugee children.

In the current study, teachers talked about their self-reported experiences, strengths,
and needs. The extent to which teachers practiced culturally responsive practices in
the field was not observed because the focus of the study was to investigate the
change in teachers’ experiences over time. Therefore, future studies could plan a
more longitudinal study to observe the change in teachers' experiences over time.
Finally, in the current study, some teachers requested curriculum change as a need.
After the data collection phase, the Preschool Education Program was revised. In this
curriculum, the issue of cultural differences is addressed in more detail compared to
the previous curriculum. Considering that the curriculum change is a need for
working with refugee children, future studies can look at the impact of the new

curriculum on teacher practices.
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C. INTERVIEW PROTOCOL

First Interview:

O N o g kB w D P

10.

11.
12.
13.

14.
15.
16.
17.
18.

19.

Yas
Hangi boliimden mezun oldunuz?
Toplamda kag yildir 6gretmenlik yapiyorsunuz?
Bu okulda kag yildir 6gretmenlik yapiyorsunuz?
Daha once nerelerde 6gretmenlik yaptiniz?
Bu sehirlerde/okullarda sinifinizda miilteci ¢ocuk var mrydi?
Toplamda kag yildir miilteci cocuklara 6gretmenlik yapiyorsunuz?
Ogretmen olmaya nasil karar verdiniz? Neden okul éncesi egitim alanini
tercih ettiniz?
Ogretmen olarak sinifta yapmayi en ¢ok sevdiginiz sey nedir?
Ailelerle c¢alisma ve egitimde aile katilmi  konusunda ne
diisiiniiyorsunuz?
Okul 6ncesi grubuna 6gretmenlik yapmak size ne hissettiriyor?
Tiirk¢e disinda bildiginiz/konustugunuz diller var mi1?
Mezuniyet sonrasi hizmet i¢i egitimler disinda kendinizi alanla ilgili
gelistirmek i¢in katildiginiz egitim/kurs/seminer var mi1?
Su an smifinizda kag yas grubu bulunuyor?
Siif mevcudu nedir?
Kag tane miilteci cocuk var?
Sinifiniza ilk kez ne zaman miilteci gocuk geldi?
Miilteci ¢ocuklarla X yildir ¢alistiginizi ifade ettiniz. Bu siire boyunca
konuyla ilgili herhangi bir egitim aldiniz m1?
X wyillik 6gretmen olarak kendi bireysel egitim anlayisinizi/felsefenizi
nasil tanimlarsiniz?
a. Miilteci ¢ocuklara dgretmenlik yaptiginiz X yil boyunca egitim
anlayisinizda bir degisiklik oldu mu? Evet ise nasil? Ag¢iklayabilir

misiniz?
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b. Miilteci ¢ocuklarla ¢aligmak sizin Ogretmenlige bakisinizi
degistirdi mi? Evet ise nasil ?

20. Gegici koruma statiisiindeki ¢ocuklara 6gretmenlik yaptiginiz ilk seneyi
diisiindiigliniizde ¢ocuklarla veya aileleriyle olan ve aklinizda kalan bir
iki aniniz1 isim kullanmadan paylasabilir misiniz?

21. Egitim siirecinde ¢ocuklarin kiiltiirleri sizce 6nemli mi? Neden? Neden
degil?

22. Cocuklarin kiltiirlerini egitime dahil etmeyle ilgili disilinceleriniz
nelerdir?

23. Kiiltiire Duyarli Egitim’i hi¢ duydunuz mu? Sizce ne olabilir?

Second Interview — Metaphor Cards

Prompt: Daha dnceki goriismemizde X yildir gegici koruma statiisiindeki ¢ocuklarla
calistiginizi ifade ettiniz. Bu gorlismemizde veriler kartlar araciligi ile toplanacaktir.
Bu goriigmemizdeki sorulara yonelik kart veya kartlar secerken 0Ogretmenlik
deneyiminizin yillar i¢indeki degisimini diisiinmenizi istiyorum. Yillar igerisinde
Ogretmenlik ve egitim anlaminda eger varsa yasadiginiz degisimler, gelisimler,
olumlu veya olumsuz noktalar ve biitiin deneyimleriniz bu goriigmenin odak
noktasini olusturmaktadir. Kart se¢iminden sonra kartlar iizerinde soru cevap ve

tartisma boliimii olacaktir.

1. Gegici koruma statiisiindeki ¢ocuklara 6gretmenlik yapan bir 6gretmen olarak

sizi temsil eden kart hangisidir?

2. Gegici koruma statlisiindeki ¢ocuklara ogretmenlik yaptiginiz X yili
diisiindiigiiniiz zaman, gecici koruma statiisiindeki ¢ocuklarla iletisim kurma

yonteminizde bir degisim oldu mu?

3. Gegici koruma statiistindeki c¢ocuklara Ogretmenlik yaptigmiz X yil
diisiindiigiiniiz zaman, gegici koruma statiisiindeki ¢ocuklarin aileleriyle

iletisim kurma yonteminizde bir degisim oldu mu?

4. Gegici koruma statiisiindeki cocuklara oOgretmenlik yaptigimiz X yili
diisiindiigliniiz zaman, ge¢ici koruma statiisiindeki ¢ocuklar ve yerel ¢ocuklar

arasindaki iliskide bir degisim oldu mu?
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5. Gegici koruma statiisiindeki ¢ocuklara dgretmenlik yaptiginiz X yil icginde

egitim yaklasiminizda/6gretmenlik uygulamanizda bir degisim oldu mu?

6. Gegici koruma statlisiindeki ¢ocuklara o6gretmenlik yaptigimiz ilk yil
ihtiyaglariniz nelerdi? ilk sene keske bdyle olsaydi dediginiz/istediginiz

durumlar oldu mu? Yasadiginiz zorluklar nelerdi?
a. X yiliicinde degisen ihtiyaglariniz oldu mu?

7. Gegici koruma statiistindeki ¢ocuklara 6gretmenlik yaptiginiz ilk yil bireysel
veya mesleki olarak hangi yonleriniz size yardim etti? Daha etkili

ogretmenlik yapabilmek i¢in kendinizde gordiigiiniiz giiglii yanlar nelerdi?

a. X yil i¢inde kendinize giiglii gérdiigiiniiz yonlerde bir degisim oldu

mu?
Sorulara verilen cevap;
1 a Evetise
e Bu degisimden biraz bahseder misiniz?

e Simdi Oniiniize kartlar koyacagim. Kartlar1 dikkatlice incelemenizi istiyorum. Bu
kartlar arasindan ge¢misten giiniimiize yasadiginiz degisimi ifade eden en az 3 en

fazla 5 kart secerek kronolojik olarak siralamanizi istiyorum.

e Neden bu kartlar1 sectiginizi agiklar misiniz?

1 b. Hayir ise;
e Mevcut deneyiminizle ilgili en az 3 en fazla 5 kart secer misiniz?

e Neden bu kartlar1 sectiginizi agiklar misiniz?

Third Interview — Educational Journey Mapping
1. Buizim size ne ifade ediyor? Bana aciklayabilir misiniz?
2. Hangi yillar1 kapsiyor?

3. Burada ¢izdikleriniz arasinda sizin i¢in en ¢ok One ¢ikan sey/an1 nedir?
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10.

11.

Eger kisi cizilmisse; bu insanlarla iligkinizi tanimlar misiniz? a. Gegici
koruma statlisiindeki ¢ocuklarla c¢alistiginiz yillar boyunca bu kisiler ile

yasantinizi anlatir misiniz?

Ciziminizde geg¢ici koruma statiistindeki ¢ocuklarla ¢calisma konusunda gii¢lii

yOniiniizii yansitan bir yer var m1? Var ise agiklayabilir misiniz?

Ciziminizde gegici koruma statlisiindeki c¢ocuklarla ¢alisma konusundaki

ihtiyaclarinizi belirttiginiz bir yer var mi1? Var ise agiklayabilir misiniz?

Gegici koruma statiisiindeki cocuklara 6gretmenlik yapma konusundaki
yeterliliginizi nasil  degerlendiriyorsunuz? Yillar i¢inde kendinizde

profesyonel anlamda bir degisim fark ettiniz mi? Evet ise a¢iklar misiniz?
Profesyonel anlamda kendinizi gelistirmek i¢in nelere ihtiya¢ duyuyorsunuz?

Sizinle 6gretmenlik deneyimleriniz hakkinda ii¢ goriisme gergeklestirdik. Bu

goriismeler sonunda konuyla ilgili fikirleriniz ve farkindaliginiz degisti mi?
Uyguladigimiz goriisme yontemleri hakkinda ne diisiintiyorsunuz?

Tiim bu siire¢ boyunca konustuklarimizi ve yaptiklarimizi diisiiniin liitfen.

Sizce Kiiltiire Duyarlt Egitim ne olabilir? Size ne ifade ediyor?
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EDUCATIONAL JOURNEY MAPPINGS OF TEACHERS
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E. TURKISH SUMMARY / TURKCE OZET

1. GIRIS

Son yillarda kiiresellesme, ekonomi ve savas gibi faktorler uluslararasi gog
hareketlerine neden olmustur (Dubey ve Mallah, 2015). Gdog, bireylerin ya da
gruplarin baska bir yerde kalici olarak yasamak iizere yer degistirmesi olarak
tanimlanmaktadir (Birlesmis Milletler, 2015, aktaran Akdeniz, 2018). Tiirk Dil
Kurumu So6zligil de gogii "ekonomik, toplumsal ve siyasal nedenlerle bireylerin veya
topluluklarin bir iilkeden baska bir iilkeye, bir yerlesim yerinden baska bir yerlesim
yerine gitmesi" olarak tanimlamaktadir. Go¢ kavramindan s6z edildiginde akla gelen
iilkelerden biri de Tiirkiye’dir ¢linkii jeopolitik konumu nedeniyle onlarca yildir
gdcmenlere ve miiltecilere ev sahipligi yapan iilkelerden biridir (Akyildiz, 2022).
Akylldiz (2022), yasanan go¢ dalgalar1 sebebiyle Tirkiyenin demografik
ozelliklerini sekillendigini savunmaktadir. Ozellikle Suriye'den gelen go¢ dalgalari,
uluslararasi anlamda son yillarin en yaygin sorunu olarak degerlendirilmektedir
(Keskin & Yanarisik, 2021). 2011 yilinda baslayan i¢ ¢atisma kisa siire sonra savasa
donlismiis ve binlerce Suriyelinin Tirkiye'ye gé¢ etmesine neden olmustur. Bu
noktada Tirkiye, gelen miilteci ve go¢cmenler i¢in "agik kapi1 politikas1"
benimsemistir. Bu, Tiirkiye'nin insani degerlere oncelik verdigi ve krizin ilk
yillarinda smira ulasan herkesi kabul ettigi anlamima gelmektedir (Bayir & Aksu,
2020). Giintimiizde, 2024 yilinda ise Suriye, Afganistan ve diger lilkelerden gelen ii¢
milyondan fazla yabanci Tiirkiye'de yasamaktadir. Ote yandan Gog¢ Idaresi
Bagkanlig1 verilerine gore 22 Subat 2024 tarihi itibariyle iilkemizde ikamet izni ile
bulunan yabanci sayisi 1.114.307'dir. Bunlarin 79.854'i Suriye, 42.103"i Afganistan
uyruklu iken digerleri Rusya, Azerbaycan, Tiirkmenistan gibi iilkelerin
vatandaglaridir. Bu yliksek gd¢men ve miilteci sayisimm  gbz Onilinde
bulundurdugumuzda, Tiirkiye toplumun her alaninda sosyal doniisiimle kars1 karsiya

kalmaktadir (Akin & Bozbas, 2020).
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Ik etapta Suriyeli miilteciler misafir olarak kabul edilse de ilerleyen yillarda
miiltecilerin iilkede kalic1 hale geldigi genel olarak kabul gérmiistiir (Akin & Bozbas,
2020). Bu durum miiltecilerin uyum ve entegrasyonu i¢in yeni yasal diizenlemeler
yapilmasini veya var olan politika ve uygulamalarin yeniden diizenlenmesini
gerektirmektedir. Ornegin, 2013 yilinda Yabancilar ve Uluslararas1 Koruma Kanunu
(YUKK) ¢ikarilmis ve Gog Idaresi Baskanlign kurulmustur. Bu gibi diizenlemeler
iilkemize gelen miiltecilerin ihtiyaglarindan da dogmustur. Barinma ve beslenme gibi
temel ihtiyaglar oncelikli olsa da iilkemizde artik misafir olarak kabul edilmeyen
miilteci c¢ocuklarin egitim ihtiyaglarinin karsilanmasi zorunlu hale gelmistir. Bu
nedenle bu anlamda gelistirilen politikalardan en 6nemlisinin egitim alaninda oldugu

kabul edilmektedir (Giinek, 2020).

1.1. Problem Durumu

Egitim, miilteci ¢ocuklarin topluma uyumunu kolaylastirmak icin gii¢lii bir aragtir
(Kardes ve Akman, 2022). Gog Idaresi Baskanligi'na goére Suriyeli gdgmen
cocuklarin biiyiik ¢ogunlugunu okul ¢agindaki ¢ocuklar olusturmaktadir. Bu miilteci
cocuklar gegmis travmalar1 ve dezavantajlari ile okula devam etmektedir. Bu nedenle
okul ortam1 travmalari iyilestiren ve giiven insa eden bir yer olarak kabul edilmelidir
(Charles & Denman, 2013). Bu sayede miilteci ¢ocuklarin okullagsmasi saglanarak

kayip nesillerin de 6niine gegilmektedir (Gencer, 2017).

Bu baglamda Tiirkiye, miilteci ¢ocuklarin egitimi i¢in bazi diizenlemeler yapmustir.
Oncelikle egitim faaliyetleri, 2011-2013 yillar1 arasinda insani yardim kuruluslart
tarafindan saglanmistir. 2013 yilinda Milli Egitim Bakanligi (MEB) Yabancilara
Yonelik Egitim ve Ogretim Hizmetlerini genelgesini yaymlamis ve Gegici Egitim
Merkezleri (GEM) kurulmustur. Bu merkezlerin temel amaci, miiltecilerin kendi
iilkelerine dondiiklerinde egitim acisindan yil kaybimi onlemekti. ilerleyen siiregte
miiltecilerin uzun stire ililkemize kalacag: fikri kabul edilmis ve miilteci 6grencilere
devlet okullarina kayit yaptirma hakki saglanmistir. 2016 yilinda ise miiltecilerin
okul ortamina entegrasyon siireci, 6nyargi ve ayrimcilikla bas etmek i¢in ana konu

haline gelmistir. Suriyeli Cocuklarin Tiirk Egitim Sistemine Entegrasyonu Projesi
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(PICTES) gibi projeler yiritiilerek, miilteci c¢ocuklarin egitime erisimini

desteklemek ve uyum ve entegrasyon siireclerini gelistirmek hedeflenmistir.

Tim bu diizenlemeler, politikalar ve genelgeler miilteci ¢ocuklarin egitim
ihtiyaglarin1 kargilamak i¢in 6nemlidir. Ayn1 zamanda, miilteci ¢ocuklarin egitime
erisimini destekledigi icin sinif ortamindaki miilteci ¢cocuk sayisinin artmasina da
neden olmustur. Bu nedenle, 6gretmenlerin miilteci ¢ocuklarin egitiminde kritik
paydaglardan biri olarak goriilmesi kacinilmaz hale gelmistir. Birlesmis Milletler
Miilteciler Yiiksek Komiserligi (UNHCR) Kiiresel Egitim Stratejisi, miilteci
ogrencilerin egitiminde Ogretmenlerin Ogretme ve Ogrenme silirecinde diger
faktorlerden daha 6nemli oldugunu vurgulamistir. Ayrica, siniflardaki miilteci ¢ocuk
sayisinin artmasi, Tiirkiye'de 6gretmenlerin rol ve sorumluluklarini genisletmistir
(Demir-Basaran, 2021). Ogretmenlerden miilteci ¢ocuklarin fiziksel, sosyal ve
biligsel ihtiyaglarin1  karsilayarak  siirekliligi ve normalligi  saglamalar
beklenmektedir (Kirk ve Winthrop, 2007). Szente ve digerlerine (2006, aktaran
Erdem, 2017) gore, ogretmenlerin O6nemli sorumluluklarindan biri, miilteci
cocuklarin travmalariyla basa ¢ikmalarima ve saglikli 6gretmen-cocuk iligkisi
kurmalarina yardimci olmaktir. Bu yeni roller ve sorumluluklar, 6gretmenler igin
miilteci c¢ocuklar ve ailelerle iletisim gibi yeni deneyimlere ve degisen sinif
dinamiklerine yol agmustir. Ik olarak, icduygu ve Simsek (2016) dgretmenlerin en
zorlu deneyimlerinin 6gretme ve 6grenme siirecinde sorun yaratan dil engelinden
kaynaklandigini belirtmistir. Giinek'in (2020) okul 6ncesi 6gretmenleriyle yaptigi
calismada katilimeilar, iletisim kaynakli sorunlarin okul 6ncesi egitim miifredatini
uygulamalarma engel oldugunu belirtmislerdir. Ogretmenlerin bu zorlu deneyimleri,
onlar1 dil engelini asmak i¢in yeni ¢Oziimler, yontemler ve teknikler bulmaya
zorlamistir. Ornegin, baz1 dgretmenler miilteci cocuklarla iletisim kurmak icin beden
dilini veya geviri programlarmi kullanirken (Ozorug ve Dikici-Sigirtmag, 2022), bazi
ogretmenler cift dilli okul personelinden veya &grencilerden destek almistir (Ozer-
Aytekin ve Sonmez-Ektem, 2019). Diger yandan, 6gretmenler 6gretim tekniklerini
de miilteci ¢ocuklarin egitim ihtiyaglarmi karsilayacak sekilde uyarlamak zorunda
kalmistir. Ornegin, okul Oncesi ogretmenleri, miilteci cocuklarm Tiirkgeyi
anlamalarin1  gelistirmek i¢in oyun temelli etkinlikler ve sarkilar kullanmaya

basladiklarin ifade etmislerdir (Yanik-Ozger ve Akansel, 2019).
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Ikinci olarak, dgretmenlerin bir diger yeni deneyimi de miilteci ailelerle ilgilidir.
Ogretmenlerin miilteci ailelerle calismalari, yerel ailelerle calismalarina kiyasla
farkli dinamiklere sahiptir. Kovacevic ve digerlerine (2018) gore, miilteci ailelerin
yeni ¢evreye, kiiltiire ve {ilkenin yasalarina uyum saglama siireci bazi karigikliklar
da beraberinde getirmektedir. Ornegin, miilteci aileler cocuklarmin egitimini
desteklemek ve dgretmenle iletisim kurmak isteseler bile dil engeliyle karsilasmakta

ya da nasil is birligi kuracaklarini bilememektedirler (Kovacevic vd., 2018).

Ugiincii olarak, simf yapilar1 ¢ok kiiltiirlii hale geldikge, egitim pedagojilerinin ve
Ogretmen egitimi programlarinin yeniden incelenmesi gerekli hale gelmistir
(Alberton-Gunn vd., 2015). Bu nedenle o6gretmenler, gelisimsel olarak uygun
uygulamalara paralel olarak miilteci ¢ocuklarin kiiltiirliinli entegre edebilecek yeni
egitim programlar1 ve pedagojilerle karsilasmiglardir. Cilinkii cocuk merkezli okul
Oncesi egitim programlari, Ogretim siirecinin sadece ¢ocuklara cesitli Ogretim
yontemleriyle bilgi vermekten ibaret olmamasini, ¢ocugun ve ailesinin sosyo-
kiiltiirel gecmisleriyle birlikte biitiin olarak ele alinmasimi gerektirmektedir. Bu
anlamda Kiiltiire Duyarli Egitim (KDE), farkli 6grencilerin kiiltiirel referanslarini ve
yasam deneyimlerini egitime entegre ederek 0grenme siireglerini daha anlamli ve
etkili hale getirmeye yonelik pedagojik bir yaklasimdir (Gay, 2010). Cocuk merkezli
bu yaklagimda Ogretmenlerden c¢ocuklarin kiiltiirel referanslar1 egitim siirecinde
kullanmalar1 ~ beklenir  (Ladson-Billings, 1995). Kiiltiire duyarli egitim
uygulamalarinin hayata gecirilmesiyle, cocuklar kendi Ozelliklerini, giiclerini,

tutumlarini ve yeteneklerini giiclendirme firsatina sahip olurlar.

Mcbrien (2005)’a gore, Suriye’deki catigmalarin sebep oldugu go¢ dalgasindan once
de goc alan ev sahibi tilkelerin ¢ogu Ogretmenler i¢in bu anlamda kaliteli hizmetigi
ve hizmet Oncesi egitim ve destek sistemi saglamamaktadir. Bunun yerine,
Ogretmenler miilteci ¢ocuklar ve ebeveynlerle yasadiklar1 kendi kisisel
deneyimlerinden 6grenmek zorunda kalmislardir (Mcbrien, 2005). Ozellikle Tiirkiye
baglaminda bu konu 2011 yilindan beri giindemdedir. Ozellikle 6458 sayil
Yabancilar ve Uluslararas1 Koruma Kanunu'nun ylriirliige girmesinden sonra,
miilteci ¢ocuklar devlet okullarina kayit yaptirarak yerel arkadaslariyla birlikte

egitim goreceklerini belirtmislerdir. Dolayisiyla 6gretmenler her yil siniflarinda
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miilteci ¢ocuklarla karsilagsmaya basladilar. Bu durum onlara her yil miilteci ¢ocuklar
ve aileleriyle siirekli deneyim saglamaktadir. Beard & Wilson'a (2013) gére 6grenme
ve deneyim birbirinden ayr1 degildir. Bu, 6gretmenlerin her yi1l edindikleri deneyimin
miilteci ¢ocuklar ve ailelerle 6gretim uygulamalarina katkida bulundugu anlamina
gelmektedir. Ornegin, okul dncesi dgretmenleri gecmis deneyimlerinin kiiltiirleraras:
duyarhliklarini degistirdigini anlatmislardir (Strekaloca-Hughesa & Wangb, 2017).
Dolayisiyla, bu durumun miilteci ¢ocuklarla ¢alisan 6gretmenlerin kendilerini bir
egitim  yolculugunda bulmalari  olarak  degerlendirilebilir. ~ Ogretmenlerin
yolculugunda, az veya cok, beceri, bilgi ve deneyim kazandiklari i¢in gelisimsel
ilerleme kaydettikleri, ancak {istesinden gelinmesi gereken bir¢cok zorlukla da
karsilastiklar1 vurgulanmistir. Buna ek olarak, 6gretmenler onceki deneyimlerinden
o0grenmis ve gelecekteki deneyimlerini sekillendirmislerdir. Bu nedenle, bu
calismanin amaci, erken ¢ocukluk 6gretmenlerinin yillar boyunca miilteci ¢ocuklarla
calisirken yasadiklar1 deneyimler, giicli yonleri ve ihtiyaclar1 agisindan

yolculuklarini incelemektir.

1.2. Calismanin Amaci

Bu calisma, erken c¢ocukluk Ogretmenlerinin yillar boyunca miilteci ¢ocuklarla
calisgirken yasadiklari deneyimler, giiglii yonleri ve ihtiyaglart acgisindan
yolculuklarini incelemeyi amaglamaktadir. Buradaki yolculuk, 6§retmenlerin miilteci
cocuklar ve ailelerle ¢alisirken tiim olumlu ve olumsuz deneyimlerden nasil
gectiklerini, giiclii yonlerinin ve ihtiyaglarinin yillar boyunca buna gore nasil
sekillendigini gdsteren bir siireci temsil etmektedir. Bu calismada Ogretmenlik
deneyimi, Ogretmenlerin miilteci ebeveynler ve c¢ocuklariyla calisirken
gerceklestirdikleri uygulamalar olarak kabul edilmistir. Katilimc1 6gretmenlerin
deneyimlerini, gii¢lii yoOnlerini ve ihtiyaclarin1 aktarmalar1 beklendiginden, bu
calisma kapsaminda en az ii¢ yil ve tizeri 6gretmenlik deneyimi olan 6gretmenler
secilmigtir. Bu caligmanin amacina ulagsmak icin asagidaki arastirma sorulari

arastirilmstir:

1. Okul oOncesi Ogretmenleri miilteci g¢ocuklarla yasadiklari Ogretmenlik

deneyimlerini nasil tanimlamaktadir?
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a. Miilteci c¢ocuklarla c¢alisma deneyimi olan okul Oncesi
Ogretmenlerinin gegmis 6gretmenlik deneyimleri nelerdir?
b. Miilteci ¢ocuklarla ¢alisma deneyimi olan okul Oncesi
Ogretmenlerinin mevcut 6gretmenlik deneyimleri nelerdir?
c. Eger bir degisim varsa, Ogretmenlerin Ogretim deneyimler ne
sekilde degismistir?

2. Okul oncesi Ogretmenleri miilteci ¢ocuklarla ¢alisma siirecindeki giiglii

yonlerini ve ihtiyaglarini nasil tanimlamaktadir?
a. Miilteci c¢ocuklarla c¢alisma deneyimi olan okul Oncesi
Ogretmenlerinin ge¢mis giiclii yonleri ve ihtiyaglar1 nelerdir?
b. Miilteci ¢ocuklarla ¢alisma deneyimi olan okul Oncesi
Ogretmenlerinin mevcut giiglii yonleri ve ihtiyaglari nelerdir?
c. Eger bir degisim varsa, 6gretmenlerin giiglii yonleri ve ihtiyaglari
ne sekilde degismistir?

3. Miilteci ¢ocuklarla calisma deneyimi olan 6gretmenlerin Kiiltiire Duyarli

Egitim hakkindaki algilar1 nelerdir?

1.3. Cahsmanin Onemi

Literatiire baktigimiz zaman miilteci ¢ocuklarla ¢alisan okul oncesi 6gretmenleriyle
yapilan cesitli calismalar oldugu goriilmektedir (Giinek, 2020; Mercan-Uzun ve
Biitiin, 2016; Ozorug ve Dikici-Sigirtmag, 2022; Gerokosta, 2017; Megalonidou ve
Vitoulis, 2022). Ancak bu arastirmacilar, okul oncesi O6gretmenlerinin miilteci
cocuklara 6gretim siirecinde yasadiklar1 zorluklara odaklanmistir. Bu nedenle bu
calismanin Orneklem grubu, miiltecilerle ilk temas eden grubun dogrudan
deneyimlerini aktarmayir amaglamaktadir. Bu sayede Ogretmen uygulamalarinin
tyilestirilmesi, giiclii yonlerinin desteklenmesi ve ihtiyaglarinin giderilmesi i¢in
pratik adimlar atilabilir ve miilteci ¢ocuklarin entegrasyon siirecinde dgretmenlere

destek olunabilir.

Ote yandan, okul &ncesi 6gretmenlerinin deneyimleri iizerine yapilan ¢alismalar
sinirli bir zaman dilimine odaklanmis ve Ogretmenlerin deneyimlerinin dogasinin

zaman icinde nasil ve hangi kosullar altinda degistigine vurgu yapmamistir (Glinek,

319



2020; Mercan-Uzun ve Biitiin, 2016; Ozorug ve Dikici-Sigirtmag, 2022; Gerokosta,
2017; Megalonidou ve Vitoulis, 2022). Bu galisma, 6gretmenlerin miilteci ¢ocuklarla
calisirken yillar iginde gegirdikleri yolculuga odaklanmay1 amaglamaktadir. Calisma,
13 yillik bir durumu tasvir ederek 6gretmenlerin deneyimleri, ihtiyaclar ve giiglii
yonleri hakkinda tarihsel ve giincel veriler sunmaktadir. Dolayisiyla bu ¢aligma,
ogretmenlerin deneyimlerindeki degisimi, degisimin nasil gergeklestigini ve degisimi

etkileyen faktorleri ortaya koymasi agisindan degerlidir.

Ikinci olarak, ilk olarak 2011 yilinda iilkemize gelen miilteci gocuklar, birka¢ yil
sonra devlet okullarina kaydolma hakki kazandilar. 2024 yil1 itibariyle anaokuluna
baslayan miilteci cocuklarin biiyiik olasilikla Tiirkiye'de dogmus ve biiylimiis
olmalar1 beklenmektedir. Bu da &gretmenlerin karsilastigi miilteci g¢ocuklarin
ozelliklerinin yillar iginde degistigi anlamina gelmektedir. ilk yillarda daha cok
savastan kagan, savastan etkilenen ve hi¢ Tiirkge bilmeyen miilteci ¢ocuklarla
calisirken, bugiin Tiirkiye'de dogan miilteci ¢ocuklara da egitim vermektedirler. Bu
durum, 6gretmenlerin ihtiyaclarinda yillar i¢inde bir farklilasmaya yol acabilir. Bu
nedenle, yukarida bahsedilen c¢alismalara ek olarak, bu c¢alisma, Ogretmenlerin
miilteci c¢ocuklarla calisirken yillar ig¢indeki ihtiyaglarina odaklanmustir.
Ogretmenlerin  siire¢ icerisindeki ihtiyaglarmin arastirilmasi, bu ihtiyaglarin

karsilanmasini saglayarak egitimi daha kaliteli hale getirebilir.

Ote yandan, bu calismanin bir diger odak noktas: da dgretmenlerin yillar iginde
gii¢lii yonlerini arastirmaktir. Ogretmenler, miilteci ¢cocuklarla ¢alisirken, zorluklarin
istesinden gelmek veya Ogretim uygulamalarmi giiclendirmek i¢in bazi
yetkinliklerini kullanmis veya beceriler edinmislerdir. Ornegin, giivenli ve saglikli
bir ortam yaratma ve miilteci ¢ocuklarla etkilesim, miilteci c¢ocuklarla calisan
ogretmenlerin sahip oldugu kritik bir yetkinlik olarak bulunmustur (Namro, 2016).
Her iilkenin farkli 6gretmen yetistirme programlari, 6gretmenlerin mesleki gelisimini
desteklemeye yonelik farkli giindemleri ve miilteci cocuklar icin farkli egitim
baglamlar1 vardir. Bu nedenle, 6gretmenlerin giiclii yonleri baglama gore degisebilir.
Taranan literatiirde, Tirkiye baglaminda miilteci c¢ocuklarla c¢alisan okul Oncesi
Ogretmenlerinin ge¢cmis ve mevceut giiglii yonlerine odaklanan herhangi bir ¢alismaya

rastlanmamistir. Bunun yerine, Tiirkiye'deki ¢aligmalarin ¢cogunlugu 6gretmenlerin

320



miilteci ¢ocuklarla ¢alisirken karsilastiklar zorluklara, deneyimlerine ve ihtiyaglarina
odaklanmistir. Ancak, O6gretmenlerin giiglii yonlerini anlamak, yeteneklerini ve

becerilerini tesvik etmek ve gelistirmek i¢in degerlidir.

Dordiincii olarak, bir diger 6nemli nokta ise bu ¢alismanin yapildigi bolgelerdeki
okul oOncesi Ogretmenlerinin deneyimlerini, giicli yonlerini ve ihtiyaglarini
yansitacak olmasidir. Literatiirde 6gretmenlerin miilteci ¢ocuklarla ilgili deneyimleri
lizerine ¢alismalar olsa da (Erden, 2017; Gomleksiz ve Aslan, 2018; Sahin ve Dogan,
2018; Kilig-Ozmen, 2020) her ¢alismanin yapildig1 bolge farkli bir sosyo-kiiltiirel
durumu  yansitmaktadir.  Smiftaki  farkliliklarin  ¢esitliligi, Ogretmenlerin
uygulamalarini, deneyimlerini, gii¢clii yonlerini ve ihtiyaglarim1 da etkilemektedir.
Mevcut ¢aligma, Istanbul ilinin en ¢ok gd¢ alan dort ilgesinde bulunan okullarda
gerceklestirilmistir. Sultanbeyli, Pendik, Cekmekdy ve Sancaktepe, Gog¢ Idaresi
Bagkanligi'nin verilerine gore gegici koruma altindaki kisilerin en fazla yasadig

ilgelerdir. Bu nedenle, bu ilgelerdeki okul oncesi 6gretmenlerinin deneyimlerini,

giiclii yonlerini ve ihtiyaglarini yansitmak degerli olacaktir.

Besinci olarak, literatiirde sik kullanilmayan ancak kullanildiginda veri agisindan iyi
ornekler sunan iki veri toplama yontemi, metafor kartlar1 ve Egitim Yolculugu
Haritalari, bu ¢aligmada kullanilmistir. Karnielli-Miller (2017) deneyimlerin sozel
olarak aktarilmasinin her zaman yeterli ve etkili olmadig1 savunmaktadir. Ozellikle
arastirma konusunun tartisilmasi zor ya da hassas oldugu durumlarda katilimcilar
deneyimlerini detayli bir sekilde ifade edemeyebilirler. Bu gibi durumlarda, sozli
goriismeler yerine bagka tekniklerin yararli oldugu goriilmiistiir. Bunlardan biri de
son yillarda arastirmacilar tarafindan egitim ortamlarinda kullanilan metafor
kartlaridir  (Karnielli-Miller, 2017). Bu Kkartlar, iletisimi giiclendirmek ve
katilimcilarin kendilerini ifade etmelerini tesvik etmek i¢in kullanilmaktadir. Bu
caligsmada, Ogretmenler yillar i¢inde degisen deneyimlerini, gili¢lii yonlerini ve
ihtiyaglarini ifade etmek i¢in metafor kartlarii kullanmiglardir. Metafor kartlarini
tek tek gostererek deneyimlerini anlatmiglardir. Bu teknik onlar i¢in daha katilimci
bir yontem saglamistir. Ote yandan, bir baska veri toplama teknigi olan Egitim
Yolculugu Haritalama (EYH) teknigini kullanilmistir. EYH aracilifiyla katilimeilar,

miilteci ¢ocuklara 6gretmenlik yaptiklar1 yillar1 ¢izerek deneyimlerinin gesitli
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boyutlarini temsil edebildiler. Mevcut calismanin konusu miilteci ¢ocuklarla ilgili
deneyimler, gii¢lii yonler ve ihtiyaglar oldugundan, EYH katilimci 6gretmenlere
insanlarin 1rksal, etnik ve siyasi sinirlarla karsilasma ve bunlar1 inga etme yollarini
sunmaktadir (Annamma, 2017). Sonug¢ olarak, 6zellikle hassas konularda 6zel ve

hassas gruplarla ¢aligirken literatiire yeni veri toplama teknikleri sunmak degerlidir.

Son olarak, Tiirkiye 2011 yilindan bu yana miilteci ¢ocuklarin egitimi icin bazi
adimlar atmaktadir. Gegici Egitim Merkezleri ile baslayan bu siire¢, miilteci
cocuklarin devlet okullarina kayit hakki kazanmas1 ve PICTES gibi projelerin hayata
gecirilmesi ile devam etmektedir. Bu nedenle, siirekli giincellenen ve yenilenen proje
ve politikalarin olusturulmasi siirecinde 6gretmenlerin deneyimlerinin, ihtiyaglarinin
ve giiclii yonlerinin dikkate alinmasi 6nemlidir. Bu ¢alisma, hizmet i¢i ve hizmet
Oncesi Ogretmen egitimi programlart araciligiyla Ogretmenlerin ihtiyaglarinin
kargilanmas1 ve giicli yonlerinin desteklenmesi igin politika yapicilara bazi

cikarimlar sunabilir.

2. YONTEM

2.1. Arastirma Yontemi

Bu ¢alismada miilteci ¢ocuklarla en az {i¢ yil ¢alisma deneyimi olan dgretmenlerin
yolculugunun, deneyimleri, ihtiyaglar1 ve giiglii yonleri acisindan incelenmesi
hedeflenmistir. Bu sebeple de bu c¢alisma, nitel arastirma metodolojileri arasinda
egitimde en yaygin olarak kullanilan fenomenolojik arastirma olarak tasarlanmigtir
(Hatch, 2017). Fraenkel ve digerleri (2023) fenomenolojik arastirmada verilerin
derinlemesine goriismeler yoluyla toplandigini belirtmistir. Giincel ¢aligmada da
katilimcilarla gegmis ve mevcut deneyimleri, ihtiyaclari ve gii¢lii yonleri hakkinda
bilgi edinmek amaciyla goriismeler yapmak icin Uclii Goriisme Serisi kullanilmugtir.
Uclii Gériisme Serisi fenomenolojik gdriisme olarak da bilinmektedir (Seidman,
2006). Seidman (2006) fenomenolojik goriismenin, katilimcilarin hikayelerinden gii¢

alarak onlarin benzer durumlarini anlamaya yonelik bir ara¢ oldugunu vurgulamistir.
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2.2. Katilimcilar

Amagh Ornekleme, arastirmacinin  katilimcilart  kigisel yargilarini  kullanarak
arastirmanin belirli bir amacina gore sectigi durumlarda kullanilir (Fraenkel vd.,
2023). Bu calismada amag, 6gretmenlerin miilteci ¢ocuklarla ¢alisirken yasadiklari
deneyimler, ihtiyaglar1 ve giiclii yonleri agisindan yolculuklarini incelemektir. Bu
amaca ulasmak i¢in belirli 6zelliklere sahip 6gretmenlere ulasmak gerekmektedir. Bu
nedenle, bu anaokullarinda miilteci ¢ocuklarla ¢calisma deneyimi olan dgretmenlere

ulagmak i¢in amacl 6rnekleme yontemi secilmistir.

Calismanin amacia uygun katilimecilar segilirken bazi dahil etme kriterlerinin
belirlenmesi gerekmektedir. Bu calisma i¢in, katilimcilar1 segmeden once iki dahil
edilme kriteri belirlenmistir. ilk dahil edilme kriteri, miilteci ¢ocuklarla ii¢ veya daha
fazla y1l galismis olmaktir. Tlgili akademik ¢alismalar, deneyimli dgretmenlere atifta
bulunarak ¢esitli yillar belirtmektedir. Bu aralik 2 ila 33 yil arasindadir (Caspari-
Sadeghi & Konig, 2018). Ayrica, Jensen'e (2012) gore, deneyimli 6gretmenler iki
yildan fazla 6gretmenlik deneyimine sahip olarak tanimlanmaktadir. Calismanin
amact  Ogretmenlerin  yolculugunu incelemek oldugundan, deneyimlerini,
ithtiyaglarmi, gii¢lii yonlerini ve bu konuda yasadiklar1 degisimleri anlatabilmeleri
icin miilteci c¢ocuklarla calisma konusunda belirli bir deneyime sahip olmalari
hedeflenmistir. Bu nedenle 3 yil ve iizeri bir siire kriter olarak secilmistir. Ikinci
dahil edilme kriteri ise sinifta en az bir miilteci ¢ocugun bulunmasidir ¢iinkii bu
caligma ayn1 zamanda 6gretmenlerin mevcut deneyimlerine, ihtiyaglarina ve giiclii

yonlerine de odaklanmaktadir.

Bu ¢alisma igin, Istanbul'un Anadolu yakasindaki dért ilgede (Sultanbeyli, Pendik,
Cekmekdy ve Sancaktepe) bulunan anaokullar1 ziyaret edilerek dahil edilme
kriterlerini ~ karsilayan — ogretmenlere  ulasilmistir.  Oncelikle, Go¢ Idaresi
Bagkanligi'min verilerine gore Sultanbeyli, Sancaktepe ve Pendik, Istanbul'un
Anadolu yakasinda en fazla gegici koruma altindaki kisinin yasadig ilgelerdir
(Ozaslan, 2019). Kalkinma Ajans1 Genel Miidiirliigii Istanbul'un ilgelerinin sosyo-
ekonomik gelismislik siralamasi iizerine bir arastirma yapmistir (2021). Istanbul

ilcelerinin gelismiglik siralamasina baktigimizda CekmekOy'iin calismaya dahil
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edilen diger ii¢ ilce ile birlikte gelismislik siralamasinda son onda yer aldigi
goriilmektedir. Bu nedenle, Cekmekoy ilgesi de gé¢gmen niifusu ve benzer sosyo-
ekonomik diizeyi nedeniyle calismaya dahil edilmistir. Ilge Milli Egitim
Miidiirliiklerinden miilteci ¢ocuklarin bulundugu okullarin listesi alinmig ve
ziyaretler bu listeye gore gerceklestirilmistir. Sancaktepe, Sultanbeyli, Cekmekdy ve
Pendik'teki anaokullar1 ziyaret edilmigtir. Sinifinda miilteci g¢ocuk bulunan
ogretmenlerle bir 6n goriisme yapildi. On goriismede dgretmenlere toplamda kag
yildir Ogretmenlik yaptiklari, ka¢ yildir miilteci cocuklara egitim verdikleri,
Istanbul'dan 6nce hangi illerde calistiklar1 ve su anda siniflarinda kag miilteci ¢ocuk
oldugu sorulmustur. Miilteci ¢ocuklarla ¢alisma deneyimi 3 yil ve iizeri olan ve
siifinda en az bir miilteci ¢ocuk bulunan okul 6ncesi 6gretmenleri ¢alismaya dahil

edilmistir.

2.3. Veri Toplama Araclari

Fenomenolojik calismalarda goriismeler etkilesimli bir siire¢ olarak gerceklesmekte
ve agik uclu sorular icermektedir. Ayrica Merriam ve Tisdell (2015), aragtirmacinin
durumu veya olguyu gozlemleyemedigi durumlarda, goriismenin gerekli bir adim
haline geldigini vurgulamistir. Bu caligmada, goriigmeler araciligiyla 6gretmenlerin
miilteci ¢ocuklarla calisirken yasadiklari deneyimler, ihtiyaglari ve gilicli yonleri
acisindan yolculuklarinin incelenmesine odaklanilmistir. Bu amagla veri toplamak

i¢in Uglii Goriisme Serisi (Seidman, 2006) kullanilmustir.

2.3.1. Uclii Goriisme Serisi

Ayni deneyimleri paylasan katilimcilardan bilgi toplamak ic¢in fenomenolojik
goriisme yontemi olarak bilinen Uclii Goriisme Serisi kullanilmistir. Seidman'a
(2006) gore Uclii Goriisme Serisi, katilimcilardan derinlemesine bilgi toplamak igin
kullanilan bir yontemdir. Bu nedenle donem boyunca her bir okul Oncesi
Ogretmeniyle ii¢ goriisme gergeklestirilmistir. Bu sekilde aragtirmaci ve katilimcilar
arasinda bir iliski gelisimi de s6z konusudur (Seidman, 2006). Uglii goriisme
serisinde, her goriisme farkli bir amaca hizmet etmektedir. ilk gériismenin ana odag,

katilimcilarin gegmisleri ve bugiine kadarki yasamlari hakkinda demografik veri
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toplamaktir. Bu calismada, ilk gorlismede bu amaca yonelik olarak yiliz yiize
goriismeler yoluyla veri toplanmistir. Ornegin, dgretmenlere dgretmenlik felsefeleri,
siniflarinda ka¢ miilteci ¢ocuk oldugu, miilteci ¢cocuklara 6gretmenlik yaptiklar ilk
yilla ilgili anilar1 ve ¢ocuklarin kiiltlirlerini egitim siirecine dahil etme konusundaki
diisiinceleri hakkinda sorular sorulmustur. Ikinci goériismede ise katilimcilarin
miilteci ¢ocuklarla yasadiklart deneyimlerin detaylarina odaklanilmistir. Seidman‘a
(2006) gore, arastirmacilar sorular1 katilimcilarin  deneyimlerinin ayrintilarini
yeniden yapilandirmalarina yardimci olacak sekilde tasarlamasi gerekmektedir.
Katilimcilara konuyla ilgili goriislerini sormak yerine, deneyimlerin ayrintilarinin
aragtirtlmasi hedeflenir. Bu c¢aligma i¢in, O0gretmenlerin yillar boyunca miilteci
cocuklarla calisirken yasadiklar1 deneyimler hakkinda derinlemesine veriler metafor
kartlart kullanarak toplanmustir. Ornegin, Ogretmenlere "Miilteci g¢ocuklara
ogretmenlik yaptiginiz X yili diisiindligliniizde, miilteci ¢ocuklarla iletisim kurma
seklinizde bir degisiklik oldu mu?" gibi sorular sorulmustur. ilk yillarinda miilteci
cocuklarla nasil iletisim kurduklarini, su anda miilteci ¢ocuklarla nasil iletisim
kurduklarini, bu siiregte yasadiklar1 iletisim zorluklarmin neler oldugunu
irdelenmistir. Uciincii goriisme icin, arastirmacinin katilimcilardan deneyimlerinin
anlami tizerine disiinmelerini istemesi beklenir (Seidman, 2006). Veriler, son
gdriisme icin Egitim Yolculugu Haritalamasi yoluyla toplanmistir. Ogretmenlerden,
iletisim yOntemlerini, miilteci ebeveynlerle iliskilerini, yerel ve miilteci ¢ocuklar
arasindaki iligkiyi, thtiyaglarini ve gii¢lii yonlerini g6z oniinde bulundurarak miilteci
cocuklara 6gretmenlik yaptiklar1 yillar1 ¢izmelerini istenmistir. Daha sonra ¢izimleri
hakkinda goriisme gerceklestirilerek 6gretmenlere ¢izimler arasinda en ¢ok 6ne ¢ikan
yeri, ¢izimin ne ifade ettigini, ¢izimde bir kisi ¢izdilerse o kisinin kim oldugunu ve o
kisiyi neden ¢izdiklerini gibi sorular sorulmustur. Ayrica 6gretmenlere ¢izimlerin
yan1 sira milteci ¢ocuklara egitim verme konusundaki yeterliliklerini nasil
degerlendirdikleri ve daha profesyonel olmak icin nelere ihtiya¢ duyduklar1 gibi ek

sorular da sorulmustur.
Ozetle, dgretmenlerin yillar icindeki dgretmenlik deneyimleri, ihtiyaglari ve giiclii

yonlerine iligkin arastirma sorularimi yanitlamak i¢in her {ic goriismede de

ogretmenlerin deneyimlerine, ihtiyaglarma ve giiclii yonlerine odaklanimistir. Ug
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farkli kaynaktan veri toplayarak bu konuda daha derinlemesine veri elde etmek

amaglanmistir. Her bir gériismeye dair daha detayl bilgi asagida sunulmustur.

Birinci Goriisme. 11k goriismede, arastirmaci ve katilimei, katilimeilarin gegmislerini

Ogrenmek i¢in yliz yiize bir gériisme yapmistir. Bu nedenle goriisme sorulari, miilteci
cocuklarla calisma deneyimi olan 0gretmenlerin baglami hakkinda bilgi toplamak
lizere tasarlanmistir. Ayrica, toplam deneyim yili, mezuniyet, eSitim ge¢misi gibi
demografik bilgi sorularina da yer verilmistir. Ilk goriisme ayn1 zamanda arastirmaci
olarak benle katilimcilar arasinda bir buz kirict gorevindedir. Katilimeilarin
calismanin konusunu anlamalarina ve daha sonra ikinci goriisme i¢in yillar boyunca

miilteci ¢ocuklar ve aileleriyle olan anilarini hatirlamalarina yardimci olmustur.

Ikinci_Goriigme. Tkinci goriismede, anaokulu dgretmenlerinin miilteci ¢ocuklar ve

aileleriyle c¢alisirken yasadiklari deneyimlerin, ihtiyaglarimin ve giiclii yonlerinin
ayrintilarmi anlamak igin metafor kartlar1 kullanilmistir. Ogretmenlere, miilteci
cocuklar ve aileleriyle iletisim yontemleri, yerel ve miilteci ¢ocuklar arasindaki
iligkiye dair gézlemleri, miilteci ¢ocuklarla ¢alisirken kullandiklar1 6gretim yontem
ve teknikleri, bu siiregteki ihtiyaglari ve kendilerinde gordiikleri gii¢lii yonler

soruldu.

Sosyal ¢alismalarda, etnik ve kiiltiirel konular ile ilgili aragtirmalarda, katilimcilarin
deneyimlerini aktarmalari bazen gii¢ olabilir (Karnieli-Miller vd., 2017).
Katilimeilar, arasgtirmanin  konusu nedeniyle hikayelerini ifade etmekte
zorlanabilirler. Bu nedenle metafor kartlar1 gibi teknikler katilimeilarin hikayelerini
ifade etmeleri icin etkili araglar olarak kabul edilmektedir (Karnieli-Miller, 2017).
Ciinkii bu kartlar, katilimcilarin dogrudan soru sorma teknikleriyle ulasilmasi zor
olan deneyimlerini ve diisiincelerini anlamaya yardimci teknikler oldugu igin
yansitici araclar olarak da kabul edilmektedir (Catterall ve Ibbotson, 2000). Metafor
kartlari, katilimeilarin kartlar aracilifiyla anlatilan deneyimler hakkinda kendilerini
daha derinlemesine ifade etmelerine olanak tanidigi i¢in arastirmacilarin gok kiiltiirlii
ortamlarda ¢aligma yapmalarina da olanak saglar. Ayrica farkli etnik ve kiiltiirel
gruplara da uyarlanabilir (Lee Ping, 2012). Kartlar, arastirmacilarin ve katilimcilarin

dinleme ve yanit verme, yargilamadan veya rekabet etmeden birbirlerini gergekten
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duyma kapasitelerini genisletir. Goriismelerde metafor kartlarinin kullanilmasiyla
arastirmacilar gortisiilen kisilerin hikayelerini daha derinlemesine anlayabilmekte ve
goriisiilen kisiler de hikayelerini anlamli bir sekilde ifade edebilmektedir. Ote yandan
katilimcilar da kartlara atifta bulunarak hikayelerini daha net ve kapsamli bir sekilde

ifade edebilmektedir (Karnieli-Miller, 2017).

Bu c¢alismada, metafor kartlar1 i¢in Onceden belirlenmis anlamlar veya bir
puanlandirma tablosu bulunmamaktadir. Stockton'a (2018) gore, katilimcilarin
anlatilar1 kendi deneyimlerine dayali olarak olusturulur, bu nedenle kartlar i¢in dogru
veya yanlis kabul edilen cevaplar veya yorumlar yoktur. Bunun yerine,
Ogretmenlerin metafor kartlar1 araciligiyla aktardiklar1 fikirler degerlendirilmistir.
Ayrica, metafor kartlarimi kullanmak icin bir dizi teknik vardir. Bir se¢im ya da
siralama teknigi olarak kullanilabilirler. Katilimcilar kart destelerinden segim
yapabilir ya da Kartlar1 belirli bir sekilde siralayabilirler (Levin-Rozalis, 2006).
Mevcut calismada bu kartlar hem se¢gme hem de siralama teknigi olarak
kullanilmistir.  Ogretmenler hem hikayelerine uygun Kkartlar1 segmis hem de

deneyimlerinde bir degisiklik varsa kartlar1 kronolojik olarak siralamislardir.

Uciincii Goriisme. Ugiincii goriismede, calismay: sonlandirmak ve siireci 6zetlemek

amaciyla "Egitim Yolculugu Haritalama (EYH)" yoluyla veri toplanmigtir. Goriisme
sorular1 buna gore tasarlanmistir. EYH, insan deneyiminin ¢esitli boyutlarini temsil
eden ve daha sonra metin ve konusma yoluyla agiklanan bir tekniktir. Annamma'ya
(2017) gore haritalar, hassas konular iceren ¢alismalarda kullanilmaktadir. Ayrica
Barton (2015), katilimcilar ve G6gretmenler arasinda derinlemesine konusmalara

neden oldugu i¢in ¢izimin degerli bir veri toplama teknigi oldugunu vurgulamustir.

Egitim Yolculugu Haritalamasi, egitim alanindaki baz1 c¢alismalarda veri toplama
aract olarak kullanilmistir. Ornegin, Wagner (2019) farkli ik, smif ve cinsiyet
gruplarindan engelli Ogrencilerin  hikayelerini anlamak i¢in bir arastirma
yiirlitmiistiir. Temel veri toplama araci olarak yar1 yapilandirilmis goriisme ve EYH
kullanmistir. Katilimcilara egitim yolculuklarini kronolojik olarak ¢izmeleri igin
yeterli zaman vermistir. Katilimcilar, baslangigtan giiniimiize kadar olan okul

deneyimlerini tanimlamak i¢in bir harita ¢izmislerdir.
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Bu c¢alisma icin yapilan iiglincii goriismede, 6gretmenlere renkli kalemler ve A3
boyutunda kagit vererek yillar boyunca yaptiklar1 yolculugu ¢izmelerini ve
gorsellestirmelerini istedim. Baglamadan once Ogretmenlere iiglincii gdriismenin
amacmi ve cizimlerinde neleri ¢izmelerinin beklendigini acgiklayan bir ydnerge
verilmigtir. Katilimcilardan miilteci c¢ocuklarla ¢aligtiklart yillara iligkin egitim
yolculugu haritas1 c¢izmeleri beklenmektedir. Cizim bdoliimii bittikten sonra,

O0gretmenlerin ¢izimleri hakkinda bir goriisme boliimii yer almaktadir.

Yukarida bahsedilen goériismelerin amaglarini ve kullanilan yontemleri gz oniinde
bulundurarak goriisme sorularinin ilk formunu olusturulmustur. Daha sonra sorularin
niteligi ve igerigi konusunda erken ¢ocukluk egitimi alanindaki uzmanlardan goriis
alimmis ve birinci, ikinci ve lglincli goriismelerdeki miilakat sorularina uzman
goriigleri dogrultusunda son hali verilmistir. Ayrica, ikinci goriisme igin veriler
metafor kartlar1 araciligiyla toplanacaktir. Bu nedenle metafor kartlari ile ¢aligma
konusunda uzman bir psikologdan da uzman goriisii alinmistir. Bu uzman goriisiine
gbre arastirmanin amacina uygun olarak sorularin katilimciya sorulma bicimi ve
sorularin igerigi hakkinda geri bildirim alinmistir. Bdylece ikinci goriismenin sorulari
uzman goriiglerine gore tekrar revize edilmistir. Son olarak pilot calisma ve ana
caligmada kullanilacak goriismelerin igerigi ve sorular1 bu sekilde belirlenmistir. Ana
calisma Oncesinde, miilteci ¢ocuklarla ¢calisma deneyimi olan dort erken ¢ocukluk
egitimcisi ile bir pilot caligma gerceklestirilmistir. Pilot calisma sonrasi sorular tekrar

revize edilerek son hali olusturulmustur.

2.4. Veri Toplama Siireci

Bahar doneminin ilk haftasinda 6gretmenlere ulasilarak ilk goériisme igin randevu
almmistir.  Ogretmenlere ¢alismanin  simif ortammda  yapilamayacagim ve
odaklanmalarini saglamak i¢in goériismelerin ayr1 bir ortamda yapilmasi gerektigi
anlatilmistir. Goriismeler bos bir sinifta, okul kiitiiphanesinde ya da bos oldugu
zamanlarda mutfak bdliimiinde gergeklestirildi. ilk goriismelerden 6nce dgretmenlere
onam formlar1 verildi ve ¢alisma icin izinleri almmustir. Ilk goriismeler 3 hafta

siirmiis ve tiim goriismeler ses kaydma almmustir. ilk goriismenin sonunda her
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Ogretmenle ikinci goriisme icin tekrar randevu alinmistir. Bu sekilde her bir goriisme

arasinda yaklagsik 3 hafta oldu.

Ikinci goériisme oncesinde Kim Psikoloji tarafindan diizenlenen ve psikolog Ceren
Sar1 tarafindan verilen Metafor Kart Kullanimi Egitimi'ni tamamladim. Bu egitimde
metaforik kartlarin tarihgesi, kart kullanim amaciin belirlenmesi ve ¢alismalarda
metaforik kartlarin  nasil kullanildigi {izerinde durulmustur. Randevu giinii
ogretmenle bos bir siifta goriisme yapilmistir. Ogretmenlere ¢alismanin amacini ve
kartlarla ne yapacagimizi aciklayan bir yonerge okunarak yontemle ilgili
anlagilmayan bir sey varsa agiklanmigtir. Daha sonra tiim kartlar 6gretmenin 6niine
acik bir sekilde yerlestirildi. Ilk adim olarak, dgretmen gdriisme sorusuna sdzlii yanit
vererek deneyimini aktarmistir. Bir sonraki adimda ise deneyimleriyle ilgili ¢cagrisim
yapan en az 3, en fazla 5 kart se¢cmesini istenmistir. Eger deneyimlerinde bir
degisiklik varsa, kartlar1 kronolojik olarak ilk yillardan son yillara dogru
stralamalarini istenmistir. Daha sonra hangi kart1 neden sectiklerini ve baslangictan
sona kadar yasadiklar1 deneyimle ilgili neyi cagristirdigini konusulmustur. Yillar
icinde herhangi bir degisiklik olmadiysa siralama yapmadan aymi siirece devam

edilmistir. Bu sekilde tiim sorular tamamlanmis oldu.

Ikinci gériismenin sonunda iigiincii goriisme icin randevu alind1 ve bos bir sinifta bir
masada tekrar bir araya gelinmistir. Ogretmenlere A3 kagit ve renkli kalemler
dagitilmistir. Yine c¢alismanin amacini ve onlardan beklentilerimi belirten bir
yonerge okunarak yontemle ilgili sorular1 varsa yamitlanmistir. Bu siirecte
Ogretmenlere ¢izimi bitirmeleri i¢in kesin bir silire verilmemistir. Cizimler bittikten
sonra Ogretmenlerle ¢izimleri hakkinda ii¢lincii bir goriisme yapilmistir. Goriigsmenin
bu boliimiinde miilteci c¢ocuklarla yasadiklar1 siiregler Ozetlenmis ve goriisme

sonlandirilmistir.

2.5. Verilerin Analizi

Creswell'e (2007) gore, veri analizi verilerin diizenlenmesi ve hazirlanmasi ile baglar.
Bu asamada biitiin ses kayitlar1 desifre edilmistir. Ikinci adim olarak, veriyi anlamak

i¢in biitlin desifreler birka¢ kez okunmustur. Analizin tgiincii adimi kodlamadir.
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Charmaz (2006) goriisme dokiimlerini analiz etmek igin arastirmacilar i¢in en uygun
yontemin ag¢ik kodlama oldugunu belirtmistir. Bu calismada, dgretmenlerin yillar
boyunca  anlattiklart  hikayeler  arasindaki  benzerlik ve  farkliliklar
kavramsallastirmak icin veriler ac¢ik kodlama ile kodlanmistir. Kodlama siirecinin
basinda, toplam 42 goriismeden 658 ayri kod liretilmistir. Rubin ve Rubin'e (1995)
gore, eger kodlar bir ya da iki veri pargasinda bulunuyorsa, bunlar elenebilir. Bu
nedenle bu kodlar1 analizden ¢ikarilmistir. Analizde 431kod kalmisti. Daha sonra
bazi kodlarin aym1 konulara atifta bulundugu tespit edilerek birlestirilmistir. Son

haliyle ¢aligmada 126 kod kalmistir.

Bu c¢alismada, 6gretmenler ikinci goriismede yillar boyunca yasadiklar1 deneyimleri
temsil etmek {izere metafor kartlari se¢mislerdir. Ayrica, dgretmenler {iglincii
gorigmede miilteci ¢ocuklarla yasadiklart deneyimleri gorsellestirmek i¢in kendi
EYH'lerini ¢izmislerdir. Ikinci goriismede, Ogretmenin hangi kart: segtigine
odaklanmak yerine, kart araciligiyla ne aktardigi kritik 6nem tagimaktadir (Popova
ve Miloradova, 2014). Aynt durum EYH'ler i¢in de gegerlidir. EYH'ler ve metafor
kartlart 6gretmenlerin deneyimlerini aktarmak i¢in kullandiklar1 araglardir. Bu
nedenle analiz kisminda 6gretmenlerin metafor kartlari ya da Egitim Yolculugu
Haritalamasi kullanarak aktardiklar1 anlatilar1 kodladim. Ancak bulgular ve tartisma
boliimlerinde verileri desteklemek amaciyla Ogretmenlerin kart segimleri ya da

¢izimleri sunulmustur.

Kodlama bdliimiinde, bulgularin giivenilirligini saglamak icin ikinci bir kodlayict ile
calistlmustir. Ikinci kodlayic1 14 goriismeden rastgele besini secerek ve MAXQDA
Programin1 kullanarak verileri acik bir sekilde kodlamistir. Daha sonra, kodlar
tizerinde tartisarak uzlasmaya varilmistir. Kodlayicilar arasi giivenirlik Miles-
Hubermann formiilii (1994) kullanilarak hesaplanmistir. Giivenirlik .93 olarak

bulunmustur.

Dordiincii adimda, tiim kodlart listelenmis ve benzer kodlar1 ayn1 kategoriler altinda
kiimelenmistir. Ayrica, tiim kategorileri tekrar okunarak arastirma sorularina dayali
olarak alt tema ve kategoriler olusturulmustur. Sonug olarak, verileri kod, kategori,

alt tema ve tema olarak etiketlenmistir.
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3. BULGULAR VE TARTISMA

Bu kisimda 6zet bulgular ve tartisma bir arada sunulmustur.

3.1. Okul Oncesi Ogretmenlerinin Miilteci Cocuklarla Ogretmenlik
Deneyimlerini A¢iklayan Bulgular

Ilk arastirma sorusu, okul oncesi &gretmenlerinin yillar i¢inde miilteci gocuklarla
yasadiklar1 O6gretmenlik deneyimlerini nasil tanimladiklarini aragtirmaktadir. Alt
sorularda, Ogretmenlerin gegmis ve mevcut Ogretim deneyimlerine ve bu
deneyimlerin zaman i¢inde ne sekilde degistigine odaklanilmistir. Miilteci ¢cocuklarla

ilgili gegmis ve giincel deneyimler su sorularla aragtirilmistir:

e Ogretmenlerin miilteci ¢ocuklar ve ebeveynleri ile iletisim siireci
e Ogretim uygulamalar

e Yerel ve miilteci cocuklar arasindaki iliskiye dair gézlemleri

Veri analizi sonucunda alti ana tema belirlenmistir. Bu temalar: Ogretmenlerin
Kiiltiirel Yeterliligi, Miifredatta Kiiltiirel Cesitlilik, Miilteci Cocuklarla Iletisim
Siireci, Miilteci Ebeveynlerle Ortaklik Kurma, Yerel ve Miilteci Cocuklar Arasindaki
Iliski ve Mesleki Yeterlilikler ve Gelisimdir. Her ana tema, dgretmenlerin gecmis
deneyimleri, giincel deneyimleri ve varsa degisimi agiklayan alt temalar
icermektedir. Bu alt temalar da kodlar ve alt kodlardan olusan kategoriler
igermektedir. ilk dort ana tema Gay'in (2010) Kiiltiire Duyarli Egitim bilesenleri ile
uyumludur. Besinci tema, 6gretmenlerin yerel ve miilteci ¢cocuklar arasindaki iligkiye
dair gézlemlerine dayanarak ortaya ¢ikmistir. Son tema olan Mesleki Yeterlilikler ve
Gelisim ise Ogretmenlerin hizmet oncesi ve hizmet i¢i egitimleri de déahil olmak

tizere yillar boyunca mesleki gelisim siireclerine iligkin anlatilarini yansitmaktadir.
3.1.1. Ogretmenlerin Kiiltiirel Yeterliligi

Ogretmenlerin miilteci ¢ocuklarla ilgili deneyimlerine iliskin ilk tema kiiltiirel

yeterlilikleridir. Mayfield'e (2020) gore kiiltiirel yeterlilik, kiiltiirel degerler, inanglar

331



ve algilar hakkinda farkindalik kazanma siirecidir. Arastirmanin bulgular
Ogretmenlerin hem ge¢cmis hem de simdiki yillarinda kismi kiiltiirel farkindaliga
sahip olduklarin1 ortaya koymustur. Oncelikle &gretmenlerin gegmis kiiltiirel
yeterliliklerine baktigimizda yedi 6gretmenin cografi yakinlik nedeniyle Tiirk ve
Suriyeli kiiltiirlerinin oldukga benzer oldugunu varsaydigini gériilmiistiir. Ozellikle,
yakin cografi bolgelerde bulunmalart ve iki kiltiiriin ortak dini degerleri
paylasmalar1 nedeniyle iki kiltiriin ayni oldugunu belirtmislerdir. Bunun
ogretmenlerde kismi bir kiiltiirel farkindalik olusturmasinin nedeni, 6gretmenlerin bu
algiya dayali kiiltiirel uygulamalar1 siniflarinda uygulamamalaridir ¢iinkii Tiirk
kiiltiirtindeki dini unsurlarla ilgili etkinlikleri 6gretirken Suriyelilerin kiiltiiriine de
hitap ettiklerini diistinmektedirler. Kisaca 6gretmenlerin kiiltiirel bilgi eksikliginin
kismi kiiltiirel farkindaliklarina katkida bulundugu tartisilabilir. Ancak Gay (2010),
Ogretmenlerin farkli ortamlarda verimli ¢alisabilmeleri i¢in kiiltiirel bilgi temeline
sahip olmalar1 gerektigini savunmaktadir. Bu bilgi; gelenekler, kiiltiirel degerler ve
iletisim tarzlar1 gibi farkli gruplarin kiiltiirel 6zellikleriyle ilgilidir (Gay, 2010).
Dolayisiyla 6gretmenlerin ilk yillarinda miilteci cocuklarla ¢calisma konusunda yeterli

bilgiye sahip olmadiklar1 goriilmektedir.

Giincel deneyimlere bakildiginda 6gretmenlerin kismi kiiltiirel farkindaliklarinin
bilgi eksikliginden kaynaklandigir goriilmektedir. Veriler, ogretmenlerin miilteci
cocuklarin 6grenimi i¢in kiiltiiriin 6neminin farkinda olmalarina ragmen, kiiltiirel
bilgi eksikligi nedeniyle kismi kiiltiirel farkindaliga sahip olduklarin1 ortaya
cikarmustir. Bu duruma literatiirdeki benzer ¢alismalarda da rastlanmaktadir. Ornegin
Acar-Ciftci (2016) de okul 6ncesi 6gretmenlerinin ¢okkiiltiirlii egitim yeterliklerini
belirlemek amaciyla bir ¢alisma yiriitmiigtir. Arastirmasi, okul Oncesi
ogretmenlerinin bilgi acisindan kismi kiiltiirel farkindaliga sahip olduklarini ortaya
cikarmistir. Halbuki bilgi, 6gretmenlerin kiiltiirel yeterliliginin kritik bir bileseni
olarak kabul edilmektedir (Acar-Ciftgi, 2016). Bu nedenle, 6gretmenlerin kiiltiiriin
egitim lizerindeki etkilerinin bilincine varmalar1 beklenmektedir. Baska bir
calismada ise Vedder ve ark. (2006) ayrica o6gretmenlerin farkli sinif ortamlarinda
calisabilme bilgisine sahip olmadiklarmi da tespit etmistir. Bu durum da
ogretmenlerde kiiltiirel yeterlilik eksikligi yaratmaktadir. Tim bu bulgular,

Ogretmenlerin yillar sonra bile miilteci ¢ocuklarla ¢aligabilmek i¢in hala ek destege
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ve egitime ihtiya¢c duydugunu gostermektedir. Ayrica bu ¢alismalar farkli tilkelerde
farkli baglamlarda yiiriitiilmiistiir. Dolayistyla bu, Ogretmenlerin ek bilgi ve
becerilere olan ihtiyacinin giinlimiiziin ¢ok kiiltiirlii baglaminda kiiresel bir sorun

oldugu anlamina gelmektedir.

Yillar i¢cindeki degisime baktigimiz zaman en goze ¢arpan degisiklik, 6gretmenlerin
cesitliligi mevcut deneyimlerinde bir zenginlik olarak kabul etmeleridir. Bu anlatilara
onceki deneyimlerinde rastlanmamaktadir. Bunun yerine, onceki yillarda kiiltiirel
korliik gibi bir tutumlart vardir. Bir ¢ocugun kiiltiirel gecmisi ne olursa olsun ¢ocuk
oldugunu ifade ediyorlardi. Ogretmenlerin algilarindaki bu degisim, en az ii¢ y1l ve
daha uzun siiredir farkli ¢ocuklarla birebir etkilesimde bulunmalariyla aciklanabilir.
TimostSuk ve digerlerine (2022) gore, 6gretmenlerin kiiltlirel farkindaligini artirmak
icin ders kitaplarindan ve 6gretmen egitimi programlarindan bilgi sahibi olmak
yeterli degildir. Ogretmenlerin farkli ¢ocuklari anlamak icin dogrudan deneyim
sahibi olmalar1 gerekir. Giincel ¢aligmada da 6gretmenler miilteci ¢ocuklarla en az iig
yildir calismaktadir. Bu siire¢ boyunca edindikleri deneyimler sonucu siniflarindaki

farkliliklari renk ve zenginlik olarak algilama egiliminde olabilirler.

3.1.2. Miifredatta Kiiltiirel Cesitlilik

Ikinci ana tema, dgretmenlerin miifredatta kiiltiirel cesitlilige iliskin uygulamalaridir.
Gay (2010), ogretmenlerin miifredat1 ve 6grenme deneyimlerini tasarlarken farkli
kiiltiirden gelen c¢ocuklarin  kiiltiirel unsurlarin1  kullanmalar1 ~ gerektigini
vurgulamistir. Bu ¢alismada, 6gretmenlerin anlatilari, miifredatta kiiltiirel cesitlilige
iliskin ge¢gmis ve mevcut uygulamalarini ortaya koymustur. Her iki donemde de bazi
ogretmen gruplar1 farkli nedenlerle etkinliklerini miilteci cocuklarin kiiltiirlerine gore
uyarlamamistir. Ornegin, bazi 6gretmenler su anda kiiltiirel uygulamalara 6nem
vermelerine ragmen bu etkinlikleri nasil tasarlayacaklarin1  bilmediklerini
vurgulanmugtir. Ogretmenlerin bilgi eksikligi nceki arastirmalarla da uyumludur.
Alabay ve Ersal'in (2020) ¢alismasi da 6gretmenlerin farkli kiiltiirden gelen ¢ocuklar
i¢in yeni etkinlikler tasarlamadigimi veya uyarlamadigini gdstermistir. Ogretmenlerin
kismi Kkiiltiirel yetkinliklerine paralel olarak, bu durum da bilgi eksikligine

baglanabilir. Ik tema ile birlikte degerlendirildiginde, dgretmenlerin kiiltiirel bilgi
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eksikliginin hem kiiltiirel yeterliliklerini hem de kiiltiire duyarli 06gretim
uygulamalarint olumsuz etkiledigini sdylemek miimkiindiir. Ayrica, 6gretmenlerin
miilteci ¢ocuklarin kiiltiiriinii sinifin ve miifredatin her alaninda kullanmak yerine
sinirlt bir bakis acgisiyla ele aldiklarim1 gostermektedir. Mevcut ¢alismada kiiltiirel
etkinlikler tasarlayan d6gretmenler, etkinliklerde miilteci ¢ocuklarin miizik ve yemek
gibi bilgi kaynaklarin1 kullandiklarin1 veya kullanmakta olduklarini belirtmislerdir.
Ayrica bu tiir etkinlikleri sadece Yerli Mali Haftas1 gibi 06zel giinlerde
tasarlamiglardir. Derman Sparks ve digerleri (2010) bunun farkli gruplarin
Ogretiminde yanlis bir adim oldugunu ileri siirmiis ve turist miifredati olarak

adlandirmistir.

3.1.3. Miilteci Cocuklarla iletisim Siireci

Mevcut calismanin bulgulari, 6gretmenlerin miiltecilerle iletisim kurabilmek igin
baz1 stratejiler kullandiklarini ortaya koymustur. Ornegin, onceki iletisim
stratejilerinde beden dilini, gostererek anlatmayr ve teknolojik araglari
kullanmiglardir. Ayrica, mevcut iletisim stratejilerinde rol modeli olma, hatirlatma ve
ikinci dili kullanmaktadirlar. Onceki calismalara paralel olarak, Ogretmenlerin
miilteci g¢ocuklarla iletisim kurarken ortak yontemler gelistirdikleri sdylenebilir.
Ornegin bir ¢alismada dgretmenler dil sorunlarma ¢oziim olarak rol model olma,
tekrarlama ya da Tiirkge kelime 6gretme yontemlerinden bahsetmislerdir (Karademir
ve Yilmaz-Tam, 2022). Mevcut ¢alismadaki bir diger ortak strateji de beden dilinin
kullanimidir. Beden dili, uluslararas1 ¢alismalarda 6gretmenler tarafindan miilteci
cocuklarla iletisim kurmak igin kullanilan yaygin bir tekniktir. Ornegin Burgos'un
(2021) calismasinda 6gretmenler beden dilinin ¢ok dnemli bir iletisim aract oldugunu
ve miilteci ¢ocuklarin dil edinim siirecini destekledigini belirtmistir. Goriismeler
sirasinda  Ogretmenler, miilteci cocuklarla iletisim siirecinden bahsederken
kullandiklar1  tekniklerden ve iletisim acisindan yasadiklar1  zorluklardan
bahsetmiglerdir. Ancak, farkli gruplarla iletisimin birgok farkli boyutu vardir.
Ornegin Gay'e (2001) gore iletisim, farkli kiiltiirel gruplarin iletisim tarzlar1 ve
kelime kullanimlar1 gibi cesitli faktorleri icermektedir. Mevcut ¢alisma ve dnceki
caligmalara (Celik-Dogu,2021; Burgos, 2021) dayanarak, Ogretmenlerin iletisimi

sadece miilteci cocuklara talimatlart iletme ve sorunlarini anlama agisindan
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degerlendirdikleri sdylenebilir. Gay'in (2010) kiiltlirler arasi iletisim olarak ifade
ettigi boyutlar1 kapsamamaktadir. Ogretmenlerin ge¢mis ve simdiki iletisim
stratejilerini  karsilastirdigimda, bazi stratejilerin ortak oldugu goriilmektedir.
Bunlardan biri kardesler, ¢cevirmenler veya iki dilli 6gretmenler gibi diger kisilerden
yardim almaktir. Ogretmenlerin beden dilini ya da diger dogrudan iletisim
kanallarini kullanmalarina ragmen, bir noktada ¢evirmen roliinii {istlenebilecek birine

ihtiya¢ duyduklar1 soylenebilir.

3.1.4. Miilteci Ebeveynlerle Ortaklik Kurma

Hem mevcut hem de ge¢mis deneyimler, 6gretmenlerin miilteci ailelerle iletisim
kurarken ortak iletisim yontemlerini (teknolojik araclar ve bagkalarinin yardimi gibi)
kullandiklarin1 ve benzer zorluklarla karsilastiklarim gostermektedir. Ogretmenlerin
bakis agilarina gore bu zorluklar dil engellerinden kaynaklanmaktadir. Bu durum,
literatiirdeki benzer ¢alismalarla da desteklenmektedir (Kardes & Akman, 2018;
Karademir ve Yilmaz-Tam, 2022). Kardes'in (2020) c¢alismasinda, 6gretmenler
yasadiklar1 sorunlardan biri olarak aile duyarlilig1 eksikligini gostermistir. Bir baska
calismada da oOgretmenler benzer sekilde Tirkce konusmayan ailelerle iletigim
giigliiklerinden bahsetmistir (Karademir ve Yilmaz-Tam, 2022). Ote yandan, bu
caligmadaki bazi dgretmenler, miilteci ebeveynleri ve aileleri iletisime kapali ya da
igbirligine isteksiz olarak algilamislardir. Bu bulgular, hiikiimetin entegrasyon
politikalar1 agisindan degerlendirilebilir. Entegrasyonun en 6nemli anahtarlarindan
biri egitimdir (Ager & Strang, 2008). Bu nedenle, miilteci ailelerin sisteme dahil
edilmesi miilteci ¢ocuklarin entegrasyonunu desteklemektedir. Ancak bu calisma,
Ogretmenlerin miilteci aileleri halad sistem dis1 olarak algiladiklarini ortaya
koymustur. Bu nedenle, bu gibi stratejik planlara ek olarak daha pratik adimlar

atilmasi gerekmektedir.

Ote yandan oOgretmenlerin aile katilimi deneyimlerine bakildiginda, mevcut
deneyimlerinde ailelerden is birligi bekledikleri goriilmektedir. Bu beklenti daha ¢ok
miilteci ¢ocugun egitim siirecinin desteklenmesi ve Tiirk¢ce 6greniminin saglanmasi
yoniindedir. Bu sasirtict bir sonug¢ degildir ¢linkii benzer calismalar da benzer

sonuclara ulasmaktadir. (Yanik-Ozger & Akansel, 2019; Savaskan, 2019).
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Veriler, 6gretmenlerin miilteci ebeveynlerle iletisim stratejilerinin yillar i¢inde
degismedigini ortaya koymustur. Ogretmenler hala baskalarindan dil destegi almakta
ve teknolojik araclar1 kullanmaktadir. Ozellikle gretmenlerin cift dilli kisilerin

yardimiyla iletisimi siirdiirmesi, halen giincel durumda olan bir sonugtur.

3.1.5. Yerel ve Miilteci Cocuklar Arasindaki iliski

Miilteci ve yerel ¢ocuklar arasindaki iligki, miilteci ¢ocuklarin egitimi ve
adaptasyonu i¢in yadsinamaz derecede énemlidir (Correa-Velez vd., 2010). Ozellikle
yeni bir iilkeye geldikleri ilk yillarda kuracaklari sosyal baglar bu anlamda kilit bir
rol oynamaktadir (Beirens vd., 2007). Bununla birlikte, ¢esitli ¢aligmalar miilteci
cocuklarin bu konuda karsilastiklar1 zorluklar1 ele almistir (Kara ve Basaran, 2022;
McBride, 2018). Mevcut calismada ise 6gretmenlerin gegmis deneyimlerinden elde
edilen 6nemli bulgulardan biri, miilteci ¢ocuklarin yasadigi dislanmadir. Bu bulguya
paralel olarak Kardes ve Akman (2022) de yerel ogrencilerin dislama gibi
davraniglar sergiledigini tespit etmistir. Diger yandan, mevcut caligmadaki
Ogretmenler, dnceki deneyimlerinde yerel ebeveynlerin yerel ve miilteci ¢ocuklar
arasindaki iligki i¢in engeller olusturduklarindan bahsetmislerdir. Yal¢in ve Simsar
(2020) tarafindan belirtildigi gibi, Tiirkiye baglaminda yerel ebeveynlerin miilteci
cocuklara ve ailelere kars1 Onyargilart oldugu tespit edilmistir. Yerel ebeveynler,
miilteci cocuklar hakkinda olumsuz algilara sahip olma egilimindedir (Yanik-Ozger
ve Akansel, 2019). Giincel deneyimlerinde ise 6gretmenler yerel ailelerin olumsuz
tutumlarindan bahsetmemistir. Tiirkiye baglaminda, miilteciler 2011 yilindan bu
yana Tiirkiye'de yasamaktadir. Mevcut durumda ve aradan gegen 13 yillik siiregte
ailelerin arkadaglik iliskilerinde olumsuz bir rol oynamadigin1 gosteren bulgular, iki
grup cocuk arasindaki etkilesim i¢in umut verici olarak degerlendirilebilir.
Ogretmenler mevcut deneyimlerinden bahsederken benzer bir oriintii tarif ederek
miilteci ve yerel cocuklar arasindaki iliskinin gelisiminden bahsettiler. Ogretmenlere
gore, miilteci ¢ocuklar yilin basinda diglaniyor, ancak yilin sonuna dogru
arkadasliklar kuruyorlar. Arkadaglik dinamik ve 6znel bir deneyim olsa da (Bergnehr
vd., 2020), bu &riintii baska calismalarda da ortaya cikmustir. Ornegin bir bagska
calismada, miilteci cocuklarin okulun ilk giinlerinde ayni oyunu oynamadiklari,

ancak donem sonuna dogru birbirlerinin oyunlarina dahil olduklar tespit edilmistir
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(Yank-Ozger ve Kozandagi, 2021). Belli bir siire sonra miilteci cocuklarmn Tiirkge
seviyesi gelistikce arkadaslik iliskisinin de gelistigi belirtilmektedir (Yanik-Ozger ve
Akansel, 2019).

Veriler, yerel ve miilteci ¢ocuklar arasindaki iliskide de yillar icerisinde bazi
degisiklikler oldugunu gostermistir. En dikkat c¢ekici degisiklik, ilk yillarda
O0gretmenler miilteci ¢ocuklarin daha sik dislandigini, etiketlendigini ve Onyargili
davraniglara maruz kaldigimi belirtirken, su anki deneyimlerinde bazi 6gretmenler
(n=6) iki grup arasinda daha yakin bir iligkiden bahsetmistir. Bu, sicak bir ortam

yarattigindan miilteci ¢ocuklarin entegrasyonu igin énemli bir adimdir.

3.1.6. Mesleki Yeterlilikler ve Gelisim

En dikkat ¢ekici bulgu, Ogretmenlerin miilteci ¢ocuklara &gretmenlik yapmaya
basladiklar ilk yillarda kendilerini deneyimsiz ve yetersiz olarak degerlendirirken,
ilerleyen yillarda daha 6zgiivenli ve deneyimli hissetmeleridir. Bu deneyimsizligin
Ve yetersizligin temel nedeni, 6gretmenlerin egitim programlari tarafindan yeterince
hazirlanmamig olmasi olabilir. Bu savi destekler nitelikte olan Smyth ve Kum'un
(2010) caligmasinda da Ogretmenler yasadiklari yetersizlik hissinin 6gretmenlik
yeterlikleriyle ilgili oldugunu ve egitim siirecinden kaynaklandigini belirtmiglerdir.
Ote yandan, mevcut calismada Ogretmenler, teori ve uygulama arasindaki
uyumsuzluk, miilteci ¢ocuklarla ¢alismaya hazirlik eksikligi ve dil egitimi eksikligi
nedeniyle dgretmen egitimi programlarini elestirmistir. Ozellikle gretmen yetistirme
programlarindaki yetersiz noktalar baska calismalarda da vurgulanmistir. Ornegin,
Lash ve digerleri (2020), 6gretmen adaylariin miilteci ¢ocuklar ve ailelerle verimli
bir sekilde calismak i¢in gerekli bilgi ve becerileri edinip edinmedigini sorgulamistir.
Son olarak, en ¢arpict degisikliklerden biri de 6gretmenlerin mesleki gelisimlerinde
yasanmustir. Ik yillarinda kendilerini iletisim, ogretim ve ailelerle calisma
konularinda deneyimsiz ve yetersiz olarak tanimlarken, simdi kendilerini bu

alanlarda daha deneyimli olarak tanimlamaktadirlar.

337



3.2. Okul Oncesi (")gretmenlerinin Miilteci Cocuklarla Calisma Siirecindeki

Giiclii Yonlerini ve Thtiyaclarim1 A¢iklayan Bulgular

Yillara gore, okul dncesi 6gretmenlerinin miilteci cocuklarla ¢alisirken ihtiyaglar1 ve
giiclli yonleri ve varsa degisimler arastirildi. Her {i¢ gériigmede anlatilanlardan, kart
secimlerinden ve c¢izimlerden elde edilen verilere dayanarak &gretmenlerin genel
olarak giliclii yonleri ve ihtiyaclar iki tema altinda kategorize edildi. Bu temalar:
Ogretmenlerin Giiglii Yonleri ve Ogretmenlerin Ihtiyaglar olarak isimlendirilmistir.
Her tema, 0gretmenlerin gecmis ve gilincel ihtiyaclari ile giiclii yonlerini ve varsa

degisimi agiklayan tiger alt temaya aittir.

3.2.1. Ogretmenlerin Giiclii Yonleri

Ogretmenler, giiclii yanlarmi 6gretmenligin ilk yillarinda sabirli olmak olarak
tanimlarken, sonraki yillarda 6zgilivenli olmak olarak tanimlamaktadir. Bu durum,
Ogretmenlerin miilteci gocuklarla en az ii¢ yil gecirdikten sonra 6zgiivenlerinin arttig1
seklinde degerlendirilebilir. Diger yandan, 6gretmenler gegmiste sefkatli ve sabirl
olmak gibi karakteristik Ozellikleri gliclii yon olarak kabul ederken, mevcut
deneyimlerinde iyi bir gézlemci olmak ve 6zgiivenli olmak gibi kisisel ozellikleri
giiclii yon olarak kabul etmektedirler. Bu durum, 6gretmenlerin zaman icinde

edindikleri deneyimlerin giiglii yonlerine yansimasi olarak yorumlanabilir.

3.2.2. Ogretmenlerin ihtiyaclari

Mevcut caligmanin verileri, 6gretmenlerin iletisim ve mesleki gelisim gibi bazi
ithtiyaclarmin yillar i¢inde ayni kaldigini, materyal ihtiyaglar1 gibi bazi ihtiyaglarinin
ise zaman icinde degistigini gdstermistir. Oncelikle, 6gretmenlerin anlatilari, ilk ve
mevcut yillarda 6gretmenlerin mesleki gelisim ihtiyaglarimi dile getirdiklerini ortaya
koymustur. Sekiz 6gretmen, ¢ok kiiltlirlii ve cesitlilik igeren egitim ortamlarinda
calisabilmek icin daha fazla egitime ihtiyag duyduklarini belirtmistir. Bu bulgu,
onceki calismalarla uyumludur (Richardson vd., 2018; Kanu, 2008). Bu

caligmalarda, 6gretmenlerin miilteci baglaminda c¢alisabilmeleri i¢in egitilmelerinin
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kiiresel bir mesele oldugu da goz 6niinde bulundurulmustur. Ikinci olarak, veriler
Ogretmenlerin iletigimle ilgili ihtiyaglarinin i¢inde bulunduklar1 yillarda da devam
ettigini gdstermistir. Ogretmenler, miilteci cocuklar ve ailelerle iletisim ve etkilesim
kurmak i¢in hala ¢evirmen veya dil egitimine ihtiya¢c duymaktadir. Buna paralel
olarak, Shriberg ve digerleri (2010) de Ogretmenlerin miilteci ¢ocuklarla iletigim
kurmaya uygun yardimci 6gretmenlerle caligsmak istediklerini tespit etmistir. Bu
uyumlu bulgular sasirtict degildir ¢iinkii Richardson ve digerlerinin (2018) de
vurguladigr gibi, dil ve iletisim, 68retmenlerin destek ve yardima en ¢ok ihtiyag
duydugu alandir. Mevcut ¢alismada Ogretmenler, iletisim siirecinde terciiman ve
hatta Suriyeli 6gretmenlerin yardimci olmasini istediklerini ifade etmislerdir. Dil ile
ilgili sorunlar1 ¢6zmek icin, mevcut calismadaki 6gretmenler hem miilteci ¢cocuklar
hem de aileler i¢in bir Tiirkce egitimi dnerdi. Ayrica bazi dgretmenler, miilteci
cocuklarin anaokuluna kaydolmadan oOnce Tiirkce kursu almalari gerektigini
belirtmistir. Cocuklarin okul 6ncesi egitimden once Tiirk¢e 6grenmelerini istemeleri,
Ogretmenlerin  iirettikleri ortak coziimlerden biri olarak degerlendirilebilir.
Alanyazindaki benzer c¢alismalarda da okul Oncesi Ogretmenleri ayni ¢oziimii
onermislerdir. Ornegin Korkmaz (2019) da okul oncesi Ogretmenlerinin okula

baslamadan once Tiirkce dil egitimini onerdiklerini tespit etmistir.

3.3. Okul Oncesi Ogretmenlerinin Kiiltiire Duyarh Egitime iliskin Algilarim
Aciklayan Bulgular

Bu ¢aligmada dgretmenlerle ii¢ goriisme yapilmustir. Ilk ve son goriismede Kiiltiire
Duyarli Egitimin ne oldugu sorulmustur. Ogretmenlerin Kiiltiire Duyarli Egitime
iliskin algilarinin ilk gériismeden son goriismeye kadar nasil degistigi incelenmistir.
Bu soruya ait iki tema ortaya ¢ikmistir: KDE’ye Yénelik Ik Algilar ve KDE’ye
Yonelik Son Algilar.

Ik goériismede, 6gretmenler Kiiltiire Duyarli Egitimi farkli kiiltiirleri hos karsilama
(n=3), kiiltiirel unsurlar1 6gretme (n=8) ve Kkiiltiirii aktarma (n=2) araci olarak
tanimlamustir. Ayrica, bir 6gretmen bunu herhangi bir kiiltlirel 6ge icermeyen nesnel

bir egitim olarak degerlendirirken, bir baska 6gretmen de KDE hakkinda higbir fikri
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olmadigin1 belirtmistir. Ikinci olarak, dgretmenlerin CRT'ye iliskin son algilarin
aragtirdigimizda, 6gretmenler KDE'yi kiiltiirel unsurlar1 6gretmek (n=10) ve aidiyet
duygusunu artirmak (n=2) icin bir ara¢ olarak algilamislardir. Mevcut ¢alismada,
KDE’ye kars1 olan veya fikri olmayan iki 6gretmen disinda, tim 6gretmenler (n=12)
CRT hakkinda olumlu goriislere sahiptir. Bu O6gretmenler, KDE’in miilteci
cocuklarin aidiyet duygusunu artirma ve kiiltiire saygiyr 6gretme gibi faydalarindan
bahsetmistir. Bu, dnceki ¢alismalarin bulgulariyla uyumludur (Kotluk ve Kocakaya,
2018; Robinson, 2010). Bu calismada 6gretmenler, CRT'yi Tiirkiye gibi kiiltiirel
cesitlilige sahip iilkeler i¢in etkili ve ihtiya¢ duyulan bir yaklasim olarak gérmiistiir
(Kotluk ve Kocakaya, 2018).

3.4. Sonug¢ ve Oneriler

Bu c¢alisma, Ogretmenlerin miilteci ¢ocuklarla calisirken deneyimlerinin, giicli
yonlerinin ve ihtiyaglarinin zaman icinde nasil degistigini gostererek literatiire
katkida bulunmustur. Bu bulgularin erken c¢ocukluk 0Ogretmenleri ve Ogretmen
egitimi programlarindan sorumlu yetkililer i¢in bazi ¢ikarimlar1 bulunmaktadir.
Oncelikle, veriler 6gretmenlerin en az ii¢ y1l boyunca bu grupla ¢alismis olmalarina
ragmen miilteci ¢ocuklarla ¢calisma konusunda hala kismi kiiltiirel yeterlilige sahip
olduklarin1 gdstermistir. Bu durum, 6gretmenlerin miilteci 6grencilerinin kiiltiirel
degerlerine 1iliskin farkindalik kazanma konusunda hala kendilerini yeterli ve
deneyimli hissetmedikleri anlamima gelmektedir (Mayfield, 2020). Bu ¢alismanin
sonuglari, Ogretmenlerin hizmet Oncesi ve hizmet i¢i egitimlerinin glinlimiiz
smiflarinin  demografik yapisina uygun olarak hazirlanmast ig¢in bir zemin
olusturabilir. Ornegin, 6gretmen egitimi programlarina saha deneyimi sunan ¢ok
kiiltiirlii dersler entegre edilerek 6gretmen adaylarinin mezun olmadan 6nce deneyim
kazanmalar1 saglanabilir. Bu tiir bir deneyim, farkli ortamlarda calisacak 6gretmenler
i¢in bir ihtiyagtir (Kovinthan, 2016). Bu, yeni mezun dgretmenlerin veya daha 6nce
miilteci ¢ocuklarla caligma deneyimi olmayan 6gretmenlerin sahada daha verimli bir
sekilde ders vermesini saglayacaktir. Ayrica 6gretmenler, miilteci ¢ocuklarin kiiltiirel
referanslarin1 gilinliik hayata nasil dahil edebileceklerinin potansiyel yollarini

bulmalidir. Bu da ancak sahada yapacaklar1 uygulamalarla miimkiin olabilir.
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Ikinci olarak, erken cocukluk 6gretmenleri ve yetkililer miilteci ebeveynlerle is
birligi yapmalar1 gerekmektedir. Calisma, 6gretmenlerin miilteci ebeveynler i¢in bazi
aile katilim etkinlikleri tasarlamalarina ragmen, onlar1 is birligine yanasmayan ve
iletisime kapali olarak algiladiklarini ortaya koymustur. 2011 yilindan bu yana en az
tic yildir miilteci ebeveynlerle ¢alisan bazi 6gretmenler, miilteci ebeveynlere hala
ulasamadiklarin1 belirtmistir. Bunun nedenlerinden bazilar1 olarak miilteci ailelerin
bakmas1 gereken baska ¢ocuklar1 oldugunu veya dil farkliligini 6ne siirmiislerdir. Bu
durumda yetkililer, ailelerin O©ncelikli ihtiyaglarima odaklanmali ve okula

katilimlarin1 engelleyen faktorlere ¢oziim bulmalidir.

Ucgiincii sonug olarak, bu calismanin amaglarindan biri de dgretmenlerin KDE’e
iliskin algilarini aragtirmaktir. Bulgular, 6gretmenlerin KDE’ nin bazi bilesenlerini ve
uygulamalarin1 fark ettiklerini ortaya koymustur. Diger calismalarin bulgulartyla
(Karatas ve Oral, 2015) uyumlu olarak ogretmenler, KDE’nin diger g¢ocuklarin
kiiltiirel ge¢mislerine gore egitim saglayan pedagojik bir yaklasim oldugunun
farkindadir. Bu farkindalik, 6gretmenlerin KDE odakli uygulamalari hayata
gecirmelerinin Onilinii agabilir. Bu noktada dgretmenlerin konuyla ilgili kurs ya da
hizmet ici egitim almalar1 dnemlidir. Ornegin, Tiirkiye'nin demografik yapisinin
giderek cok kiiltirli hale geldigi diigiiniildiigiinde, 6gretmenlere KDE’yi sahada
uygulayabilecekleri uygulama ve staj olanaklar1 saglanabilir. CRT, 6gretmen egitimi
programlarinda ele alimasi gereken bir konu olarak degerlendirilebilir. Ogretmenler
de bu farkindaligi bilgi boyutuna tasimali ve kiiltiire daha duyarli uygulamalar

gerceklestirmenin yollarini aramalidir.

Dérdiincii olarak, ilk miilteci akini 2011 yilinda gerceklesmis olsa da 6gretmenlerin
iletisim ve Ogretim acisindan hala bazi ihtiyaglari oldugunu ortaya koymaktadir.
Hem gecmis hem de mevcut deneyimler, 6gretmenlerin sadece ailelerle degil,
siiflarindaki miilteci ¢gocuklarla da dil engelleri nedeniyle ¢atismalar yasayabildigini
gostermektedir. Bu sorun da dolayli olarak gelisimsel olarak uygun olmayan iletisim
yontemlerine ya da ailenin iletisime kapali olmasina/aileyi siirece dahil edememesine
yol agmaktadir. Bu noktada, mevcut calismada Ogretmenler tarafindan sunulan

¢Oziim Onerileri yetkililer tarafindan glindeme alinabilir. Bu ¢alismanin ¢iktilart bir
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ihtiya¢ analizi olarak degerlendirilebilir ve basta dil destegi olmak {izere
ogretmenlerin ihtiyac duydugu diger destek mekanizmalar1 saglanabilir. Ornegin,
mevcut ¢alismada 6gretmenlerin de belirttigi gibi, miilteci ¢cocuklar i¢in anadillerini
unutmayacaklari ama ayni1 zamanda Tiirk¢eyi de O0grenecekleri Tiirkce dil egitimi
agirlikli okul 6ncesi egitim programlart saglanabilir. Bu konudaki en somut ve etkili
orneklerden biri Anne Cocuk Egitim Vakfi'nin (ACEV) Yaz Okulu Projesi'dir
(Erdemir ve Diri, 2019).

Son ¢ikarim ise metodolojik bir ¢ikarimdir. Mevecut calismada, katilimci
Ogretmenlerden veri toplamak ic¢in metafor kartlar1 ve Egitim Yolculugu
Haritalamasi kullanilmistir. Veriler, bu tekniklerin 6gretmen deneyimleri hakkinda
derinlemesine veri sagladigini ortaya koymustur. Ozellikle, miilteci cocuklar ve
ebeveynleriyle yasadiklari deneyimlerden bahsederken daha fazla 6rnek vermisler,
daha fazla hikayeden bahsetmisler, duygu ve diisiincelerinden bahsetmisler ve daha
fazla ayrintt sunmuslardir. Karnieli-Miller ve digerlerinin (2017) vurguladig: gibi,
metafor kartlar1 katilimecilarin daha zor deneyimleri ifade etmelerine yardimei
olmustur. Ote yandan, EJM'ler bir arastirmaci olarak bana &gretmenlerin
deneyimlerini yeniden degerlendirmek i¢in daha fazla firsat vermistir. Bu nedenle,
arastirmacilar gelecekteki ¢aligmalarda 6gretmenlerin deneyimlerini arastirirken bu

teknikleri kullanabilirler.
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