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Abstract: Teacher education in ethnically diverse yet politically 

sensitive contexts require understanding how majority and minoritized 

positionalities shape orientations toward cultural pluralism. In Turkey, 

where a centralized national curriculum, longstanding ethnic diversity, 

and over 3.2 million Syrian refugees intersect, pre-service teachers 

from distinct ethnocultural backgrounds navigate different 

relationships to diversity. Yet no published study has systematically 

compared multicultural attitudes among Turkish, Kurdish, and Syrian 

teacher candidates within the same institutional setting. This study 

addresses that gap by examining multicultural attitudes, resistance to 

multiculturalism, and perceived multicultural teaching competence 

across these three groups (N = 302) using the Turkish adaptation of the 

Teachers' Multicultural Attitudes Scale. Grounded in critical 

multiculturalism's proposition that majority and minoritized groups 

interpret diversity-related constructs through different sociopolitical 

lenses, the study anticipated that measurement invariance would not 

hold across ethnic groups. Confirmatory factor analysis and multi-

group measurement invariance testing were consistent with this 

expectation; neither metric nor scalar invariance was established, 

supporting the argument that ethnocultural positioning shapes 

differential interpretation of these constructs. One-way ANOVAs with 

Bonferroni corrections revealed large effect sizes for resistance (η² = 

.32) and teaching competence (η² = .27), with Turkish participants 

exhibiting significantly higher resistance and lower sensitivity than 

Kurdish and Syrian peers. Multiple regression identified ethnicity as the 

dominant predictor of resistance (β = −.586, R² = .369), with gender 

and religiosity as secondary contributors. Across all analyses, ethnic 

positionality emerged as the primary determinant of multicultural 

orientations, with Kurdish and Syrian candidates showing more 

favorable attitudes than Turkish peers.  
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Turkey's transformation from a multi-ethnic imperial polity into a centralized nation-state 

has been widely characterized as producing a citizenship regime that aligns national belonging with 

a singular conception of Turkishness (Oran, 2021; Sakız et al. , 2020). Constitutional and legal 

frameworks, including the 1924 and 1982 Constitutions and the 1924 Law on the Unification of 

Education (Tevhid-i Tedrisat), have been described as institutionalizing a homogenizing identity 

model by defining all citizens as "Turk" and mandating a unified national curriculum (Oran, 2021). 

These arrangements not only structured the legal foundations of citizenship but also contributed to 

shaping the sociopolitical boundaries of cultural expression, often limiting the public recognition 

of linguistic and cultural plurality (Sakız et al., 2020). Although European Union harmonization 

reforms in the early 2000s signaled controlled openings, such as elective Kurdish-language courses, 

subsequent political developments have been interpreted as reasserting assimilation-oriented 

tendencies, revealing the contingent nature of pluralistic reforms (Oran, 2021). 

Within this institutional context, schooling has long functioned as a central mechanism of 

national consolidation. Turkish remains the compulsory language of instruction, and curricular 

narratives have been argued to marginalize minority cultural histories, restricting opportunities for 

mother-tongue learning and reinforcing symbolic hierarchies of belonging (Yiğit & Tarman, 2016). 

Historic minority communities such as Kurds, Armenians, and Syriacs continue to encounter 

uneven access to representation and limited opportunities for identity expression (Yiğit & Tarman, 

2016). At the same time, recent demographic transformations, most notably the arrival of more 

than 3.2 million Syrians under temporary protection (Carlucci, 2022), have introduced new layers 

of cultural and linguistic diversity, particularly in southeastern regions where ethnic tension, 

socioeconomic inequality, and educational disadvantage intersect (Kılınç et al., 2017). 

These structural and historical conditions underscore the importance of examining how 

teacher candidates, positioned differently within Turkey's citizenship regime, conceptualize 

diversity, belonging, and legitimacy in educational contexts. Kurdish pre-service teachers, as 

members of a historic minority exposed to long-standing assimilation-oriented policies, and Syrian 

pre-service teachers, navigating migration-related precarity and linguistic displacement, represent 

distinct sociocultural positionalities that may shape their orientations toward multiculturalism. 

Such conditions may further influence how key concepts such as diversity, inclusion, and 

multiculturalism are understood and interpreted within educational and research contexts. 

Despite this complexity, research on multicultural attitudes in Turkish teacher education 

has largely treated pre-service teachers as a homogeneous group. Most studies do not disaggregate 

participants by ethnicity, mother tongue, or migratory background (Alanay & Aydın, 2016; 

Mitropoulo et al., 2014; Özdemir et al., 2018; Polat & Metin, 2012; Talleyrand et al., 2022 ). As 

Yeğen (2007) and Houston (2008) note, inquiries into ethnic identity may challenge foundational 

state narratives, which has contributed to limited empirical engagement with ethnicity in 

educational research. Consequently, there remains a lack of comparative empirical studies 

examining multicultural attitudes among Turkish, Kurdish, and Syrian teacher candidates within 

the same institutional and curricular environment. 

Addressing this gap, the present study foregrounds ethnicity as an analytic category and 

examines multicultural attitudes, resistance to multiculturalism, and perceived multicultural 

teaching competence across these three ethnoculturally distinct groups. Guided by critical 

multiculturalism (Sleeter, 2018) and culturally responsive pedagogy (Gay, 2018), the study situates 

teacher candidates' responses within broader historical, political, and structural contexts. Rather 

than conceptualizing multicultural attitudes solely as individual-level traits, the study adopts a 

positional perspective, emphasizing how majority status, historical marginalization, and migratory 
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experience may be associated with different orientations toward diversity and inclusion (Gay, 2018; 

Sleeter, 2018). 

Social identity theory (Tajfel & Turner, 1986) offers a complementary analytical lens. It 

proposes that individuals derive a significant part of their self-concept from membership in social 

groups and that dominant group members are particularly motivated to maintain positive group 

distinctiveness. In educational contexts marked by increasing cultural pluralism, diversity 

frameworks may be perceived by majority-group members as a symbolic threat to established 

group boundaries, manifesting as resistance rather than mere indifference. This perspective does 

not contradict critical multiculturalism but reinforces it from a different theoretical direction: both 

frameworks predict that majority and minoritized groups will orient toward diversity constructs in 

structurally different ways. Critically, this convergence carries a direct methodological implication. 

If ethnocultural positioning shapes not only attitudes but also the meanings participants attach to 

diversity-related concepts, then instruments developed and validated within majority-group 

contexts cannot be assumed to function equivalently across ethnic groups. Measurement non-

invariance is therefore not an incidental methodological complication but a theoretically 

anticipated outcome that reflects the structural asymmetries the study seeks to examine. 

By incorporating both a historic minority (Kurds) and a recently arrived migrant group 

(Syrians), the study extends discussions of multiculturalism beyond conventional majority-

minority binaries and contributes novel empirical evidence from an underexplored context. The 

patterns identified here carry implications that extend beyond Turkey: in any national context 

where teacher education systems serve ethnically heterogeneous populations while remaining 

institutionally aligned with majority-group norms, the assumption of construct equivalence across 

groups warrants critical scrutiny. This study advances a comparative and contextually grounded 

approach to multicultural attitudes, offering insight into how future teachers navigate diversity 

within an educational system where recognition and inclusion remain deeply contested. 

 

Methodology  

 

Setting and Participants 

 

The study was conducted in the Southeastern Anatolia Region of Turkey, a historically 

multilingual and ethnically diverse area that has undergone substantial demographic transformation 

following the arrival of large numbers of Syrian refugees. Teacher education programs in this 

region enroll considerable numbers of Turkish, Kurdish, and Syrian pre-service teachers, making 

the setting particularly suitable for examining multicultural attitudes, resistance to 

multiculturalism, and pedagogical preparedness within a nationally standardized higher education 

system regulated by the Council of Higher Education (YÖK, 2023). 

Data were collected from multiple public universities rather than from a single 

predetermined institution. Given that teacher education curricula and governance structures in 

Turkey are centrally regulated, institutional variation was not expected to produce substantial 

differences in curricular content; however, recruiting across multiple universities increased 

demographic heterogeneity and improved access to participants from minority backgrounds. 

Turkish universities do not systematically collect data on students' ethnicity or migration 

background, and Kurdish and Syrian students may be reluctant to self-identify through formal 

institutional channels. For these reasons, probability-based sampling was not feasible. 
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Accordingly, a purposive sampling strategy was employed, implemented through snowball 

recruitment techniques and guided by quota-based controls. Participants were recruited through 

university mailing lists, student organizations, peer networks, and widely used social media 

platforms to minimize clustering within single institutions and broaden access to ethnoculturally 

diverse respondents. To ensure balanced representation across groups, recruitment was 

continuously monitored and quota thresholds were applied. Once the target number of participants 

within each ethnocultural group was reached, additional responses from that group were not 

included in the final dataset. This approach was adopted to support analytic comparability across 

groups, which is central to the study's comparative design. 

The final dataset consisted of 302 pre-service teachers, with approximately equal 

representation from Turkish, Kurdish, and Syrian participants (Turkish n = 101, Kurdish n = 100, 

Syrian n = 101). Sample demographics are presented in Table 1. These balanced quotas were 

intentionally designed to counter the underrepresentation of minority groups commonly observed 

in teacher education research and to enable systematic comparison across ethnocultural positions. 

The gender distribution of approximately 53.3% female and 46.7% male reflects broader 

enrollment patterns within Turkish faculties of education. 

While quota-based purposive sampling limits statistical generalizability to the broader 

population, it is appropriate for exploratory and comparative research designs aimed at examining 

variation across distinct groups. The inclusion of multiple ethnocultural groups within a shared 

institutional context additionally provides a useful basis for examining whether key constructs 

related to multiculturalism are interpreted consistently across groups. As theoretically anticipated 

and confirmed through subsequent measurement invariance testing, group comparisons in this 

study are interpreted at the level of observed composite scores rather than as latent mean 

differences. 

 

Table 1 

Sample Demographics 

 n % 

Ethnicity 

 Turkish 101 33.4 

 Kurdish 100 33.1 

 Syrian 101 33.4 

Age 

 18–20 73 24.2 

 20–25 213 70.5 

 25–30 6 2.0 

 30–35 6 2.0 

 35–40 4 1.3 
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Table 1 

Continued 

Gender   

 Female 161 53.3 

 Male 141 46.7 

 Other 0 0.0 

Field of Study 

 Homeroom Teacher 23 7.6 

 Social Science Teacher 8 2.6 

 Science Teacher 23 7.6 

 Science (Physics, 

Chemistry, Biology) 

56 18.5 

 Mathematics Teacher 85 28.1 

 Language Teacher 55 18.2 

 Kindergarten Teacher 39 12.9 

 Other 13 4.3 

Non-Dominant Group Membership 

 Yes 23 7.6 

 No 279 92.4 

Note. N = 302. Although quotas were set at 100 participants per ethnocultural group, minor 

deviations (n = 101 for Turkish and Syrian groups) resulted from data cleaning procedures and do 

not affect analytic balance or interpretation. 

 

Language Context 

 

All instruments were administered in Turkish, the official language of the Republic of 

Turkey as defined by Article 3 of the 1982 Constitution (Türkiye Cumhuriyeti Anayasası, 1982). 

Public education at all levels, including teacher education, is predominantly conducted in Turkish, 

and most participants entered higher education through the Turkish-medium YKS examination. 

International applicants may alternatively be admitted through YÖS or SAT pathways; however, 

all routes require certified Turkish proficiency in accordance with regulations set by the Council of 

Higher Education (YÖK, 2023) governing academic readiness for university study. Within this 

framework, Turkish functions as the primary language of instruction and assessment across public 

higher education institutions. Accordingly, all participants, including Syrian and Kurdish students, 

had demonstrated sufficient academic proficiency in Turkish prior to enrollment, ensuring baseline 

comprehension of the survey instruments. 
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However, shared language does not in itself guarantee full measurement equivalence across 

ethnocultural groups. Cultural, historical, and experiential differences may influence how 

participants interpret constructs such as multicultural sensitivity or resistance, even when items are 

presented in a standardized language. This consideration is particularly relevant in contexts where 

sociopolitical positioning shapes the meanings attributed to concepts related to diversity and 

inclusion. As theoretically anticipated and empirically confirmed through multi-group 

measurement invariance testing, these interpretive differences are treated as substantively 

meaningful rather than as procedural noise. Accordingly, all group comparisons are interpreted at 

the level of observed composite scores rather than as latent mean differences. 

 

Research Design and Theoretical Orientation 

 

A cross-sectional quantitative design was employed to examine associations among 

multicultural attitudes, resistance to multiculturalism, multicultural teaching competence, and 

exposure to diversity. This design was appropriate given the constraints of the research context, 

where longitudinal follow-up is limited by institutional mobility and irregular participation patterns 

among refugee-background students. The conceptual framing drew on critical multiculturalism 

(Sleeter, 2018), culturally responsive pedagogy (Gay, 2018), and social identity theory (Tajfel & 

Turner, 1986), all of which foreground the structural and sociopolitical conditions that shape 

teachers' engagement with cultural difference. Critically, these frameworks converge on a shared 

prediction: because majority and minoritized group members occupy structurally different 

positions within educational systems, they are likely to interpret diversity-related constructs 

through qualitatively different sociopolitical lenses. This theoretical expectation directly informed 

the decision to conduct multi-group measurement invariance testing as a substantive analytical step 

rather than solely as a procedural check. 

Resistance to multiculturalism was conceptualized as an ideological stance reflecting 

reluctance toward cultural pluralism and the belief that sociocultural diversity may threaten group 

cohesion. The resistance-to-multiculturalism subscale was identified through exploratory factor 

analysis of the TMAS items, emerging as a distinct factor rather than constituting a separately 

developed instrument. From a social identity theory perspective, resistance among majority-group 

members may reflect motivated protection of positive group distinctiveness rather than simple 

attitudinal opposition to diversity, suggesting that this construct may carry different psychological 

meanings across ethnocultural positions. Accordingly, the resistance subscale is interpreted with 

appropriate caution throughout, and its psychometric performance across groups is treated as 

substantively informative rather than merely as a technical limitation. 

Multicultural teaching competence was defined as perceived self-efficacy in addressing 

diversity-related instructional demands. Exposure to diversity was operationalized through a 

composite index constructed for this study, capturing participation in relevant coursework, 

involvement in diversity-oriented workshops, and the frequency of meaningful interethnic 

interactions; all indicators were standardized prior to aggregation. 

Multivariate regression analyses were additionally conducted to examine whether observed 

group differences remained associated with key outcomes after accounting for selected 

demographic variables. The aim of the design was to identify theoretically meaningful patterns of 

association among these constructs rather than to make causal claims. 
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Instruments 

 

Four instruments were administered via Qualtrics. The Teachers' Multicultural Attitudes 

Scale (TMAS) was used in the Turkish adaptation developed and validated by Yazıcı et al. (2009), 

who demonstrated its reliability and construct validity for use in Turkish teacher education settings. 

The Multicultural Teaching Competence Scale was adapted and refined through earlier pilot 

applications in Turkish faculties of education and reflects the principles of culturally responsive 

pedagogy. The resistance-to-multiculturalism subscale emerged as a distinct factor within the 

exploratory factor analysis of the TMAS items and is therefore interpreted as an exploratory rather 

than independently validated measure; consistent with the study's theoretical position, its 

differential psychometric performance across ethnic groups is treated as substantively informative. 

A demographic and diversity-exposure questionnaire collected information on participants' 

sociocultural, linguistic, and educational backgrounds. The Marlowe-Crowne Social Desirability 

Scale (short form) was additionally administered to assess the potential influence of socially 

desirable responding, which is particularly relevant in a politically sensitive research context where 

participants may be reluctant to express attitudes that diverge from socially acceptable norms. 

The exposure-to-diversity index was constructed using three indicators: (a) participation in 

diversity-related coursework, (b) attendance at workshops or training focused on multicultural or 

refugee education, and (c) frequency of meaningful interethnic interactions in academic or social 

contexts. Each component was standardized before aggregation to ensure equal weighting. The 

composite index demonstrated acceptable internal consistency (α = .78). Sensitivity analyses using 

each component separately produced the same directional patterns as the composite score, 

indicating that the index was robust to alternative specifications. 

 

Psychometric Procedures 

 

An Exploratory Factor Analysis (EFA) using Principal Axis Factoring with Varimax 

rotation was conducted to examine the latent structure of the combined item pool. This analytic 

strategy was consistent with the study's exploratory aims and with the novelty of examining 

multicultural attitudes, resistance, and teaching competence simultaneously among Turkish, 

Kurdish, and Syrian pre-service teachers. Sampling adequacy was confirmed by a Kaiser-Meyer-

Olkin value of .912, and Bartlett's Test of Sphericity indicated that the data were appropriate for 

factor analysis (p < .001). 

The EFA yielded a three-factor solution comprising multicultural sensitivity, resistance to 

multiculturalism, and multicultural teaching competence, accounting for 66.66% of the total 

variance. Item loadings ranged from .394 to .853, and internal consistency reliability across the 

scales was high, with Cronbach's alpha values ranging from .84 to .91. A subsequent confirmatory 

factor analysis (CFA) using the WLSMV estimator was conducted to assess the structural validity 

of this three-factor solution. As theoretically anticipated, the CFA indices indicated that a single 

unified factor structure does not hold equivalently across an ethnically heterogeneous sample (CFI 

= .583, RMSEA = .118), a finding consistent with the study's theoretical position that majority and 

minoritized groups interpret diversity-related constructs through structurally different 

sociopolitical lenses. Multi-group CFA was further conducted to formally test measurement 

invariance across ethnic groups; neither metric nor scalar invariance was established (metric: 

Δχ²(34) = 345.44, p < .001; scalar: Δχ²(34) = 120.55, p < .001). Rather than constituting a 

methodological limitation, this pattern of non-invariance provides empirical support for the core 
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theoretical argument that ethnocultural positioning shapes the meanings participants attach to 

multicultural attitude items. Accordingly, all subsequent group comparisons are interpreted at the 

level of observed composite scores rather than as latent mean differences. 

 

Procedures and Ethical Considerations 

 

Data collection was conducted online through Qualtrics. Participation was voluntary, 

anonymous, and uncompensated. Because ethnicity and migration background are politically 

sensitive topics in Turkey, relevant questions were optional. Ethical approval was granted by the 

institutional ethics committee of Eötvös Loránd University, Budapest, Hungary (Approval No. 

2024/433; validity: October 15, 2024 – December 30, 2026; renewed under No. 2025/507; validity: 

January 6, 2026 – June 30, 2026). Informed consent was obtained electronically, and participants 

were informed of their right to withdraw at any time without penalty. 

A brief social desirability check was included to ensure that responses were not 

substantially influenced by normative pressures surrounding cultural diversity. A short-form social 

desirability scale was administered in Turkish. Internal consistency was acceptable (α = .72), and 

correlations between social desirability and the main constructs were small (|r| < .12), indicating 

that socially desirable responding did not meaningfully distort the observed patterns. Because the 

scale was used solely as a procedural validity check rather than for substantive interpretation, full 

psychometric validation was not undertaken. 

To ensure data integrity, Qualtrics data-quality protections were fully activated, including 

ballot-box stuffing prevention, IP address restriction, browser cookie checks, and prevention of 

multiple submissions. The survey link required single-use authentication, and responses were 

screened for duplicate IP addresses, device fingerprints, and completion timestamps. No duplicate 

entries were detected, and all retained cases represented unique participants. 

 

Data Analysis 

 

Data analysis was conducted using SPSS 24.0 and R (lavaan package, version 0.6-21). 

Preliminary procedures included assessing missing data, identifying potential outliers, evaluating 

normality, and examining homogeneity of variance using Levene's test. Missing data were minimal 

(<2% across all variables) and were handled through listwise deletion for scale-level analyses. 

Inspection of missingness patterns revealed no systematic structure, and Little's MCAR test 

indicated that the data were missing completely at random (p > .05). Given the low proportion and 

random nature of missingness, listwise deletion was deemed appropriate. 

Exploratory factor analysis using Principal Axis Factoring with Varimax rotation was 

conducted to examine the latent structure of the item pool. Confirmatory factor analysis (CFA) was 

subsequently conducted using the WLSMV estimator in R to assess the structural validity of the 

three-factor solution. Multi-group CFA was then conducted to formally test measurement 

invariance across Turkish, Kurdish, and Syrian participants, sequentially evaluating configural, 

metric, and scalar invariance models. Model fit was evaluated using CFI, TLI, RMSEA, SRMR, 

and GFI, and model comparisons were assessed using chi-square difference tests (Δχ²). 

Group comparisons across ethnicity, age, field of study, religiosity, teacher generational 

status, financial situation, and cultural structure of educational settings were conducted using one-

way ANOVA and independent-samples t-tests where appropriate. Bonferroni-corrected post hoc 

comparisons were applied to all omnibus ANOVA results to control the familywise error rate and 
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identify statistically significant pairwise differences. Effect sizes were calculated as eta-squared 

(η²) following APA guidelines. 

Pearson correlation coefficients were computed to examine associations among 

multicultural attitudes, resistance to multiculturalism, multicultural teaching competence, and 

exposure to diversity. A simultaneous multiple regression analysis was conducted to examine the 

relative contributions of ethnicity, gender, and religiosity as predictors of resistance to 

multiculturalism, with ethnicity entered as a coded categorical predictor and standardized 

regression coefficients reported. 

As theoretically anticipated, multi-group CFA established neither metric nor scalar 

measurement invariance across groups. Consistent with this finding, all group comparisons are 

interpreted at the level of observed composite scores rather than as latent mean differences. No 

causal inferences are drawn from the cross-sectional design, and all findings are treated as 

descriptive and exploratory in nature. 

 

Methodological Contribution 

 

The methodological contribution of this study lies in its integration of three ethnoculturally 

distinct groups within a unified analytic framework, its transparent handling of linguistic and 

political constraints in participant recruitment, and its sequential application of exploratory and 

confirmatory psychometric procedures, including EFA, CFA, multi-group measurement invariance 

testing, Bonferroni-corrected group comparisons, and multiple regression analysis, an approach 

appropriate to an under-researched population. By situating psychometric exploration within a 

constitutionally mandated linguistic context and within a demographically complex region, the 

study offers a contextually grounded and methodologically transparent approach to examining 

multicultural attitudes in settings where ethnicity and migration carry significant sociopolitical 

implications. 

 

Results 

 

Exploratory Factor Structure and Reliability 

 

The exploratory factor analysis (EFA) conducted using Principal Axis Factoring with 

Varimax rotation yielded a stable and interpretable three-factor solution representing multicultural 

sensitivity, resistance to multiculturalism, and multicultural teaching competence. The item-factor 

relationships presented in Table 2 indicate a clear three-factor structure, with factor loadings 

ranging from .394 to .853 and no cross-loadings exceeding the suppression threshold. This solution 

accounted for 66.66% of the total variance, demonstrating that items contributed meaningfully to 

their respective constructs. Internal consistency reliability was strong across all scales (α = .84–

.91). These findings are consistent with previous multicultural attitude research in Turkey, where 

similarly structured factors emerge in teacher education contexts (Polat & Metin, 2012; Yazıcı et 

al., 2009). 

As theoretically anticipated, the subsequent confirmatory factor analysis (CFA) using the 

WLSMV estimator indicated that a single unified factor structure does not hold equivalently across 

an ethnically heterogeneous sample (CFI = .583, RMSEA = .118). Multi-group CFA further 

established neither metric nor scalar invariance across ethnic groups, providing empirical support 

for the theoretical argument that ethnocultural positioning shapes the meanings participants attach 
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to multicultural attitude items. Accordingly, all subsequent group comparisons are interpreted at 

the level of observed composite scores rather than as latent mean differences. 

 

Table 2 

Exploratory Factor Loadings for Multicultural Sensitivity, Resistance to Multiculturalism, and 

Multicultural Teaching Competence 

Item F1 F2 F3  

Factor 1: Multicultural Sensitivity and Attitude  

12. Multicultural awareness training helps me work 

effectively with diverse students 

.84    

15. Regardless of racial/ethnic make-up, all students 

should be aware of diversity 

.82    

11. In order to be an effective teacher, one needs cultural 

awareness 

.81    

9. As a pre-service teacher, I feel I can learn from 

culturally different students 

.77    

1. Teaching methods need to be adapted for culturally 

diverse student groups 

.61    

3. Teachers have the responsibility to be aware of 

students’ cultural backgrounds 

.61    

6. Teacher’s role needs to be redefined for students from 

diverse backgrounds 

.57    

Factor 2: Resistance to Multiculturalism  

14. Today’s curriculum gives undue importance to 

multiculturalism and diversity 

 .74   

2. Sometimes I think there is too much emphasis on 

multicultural training for teachers 

 .73   

13. Students should learn to communicate in Turkish only  .71   

10. Multicultural training for teachers is not necessary  .65   

16. Being multiculturally aware is not relevant for 

students I will teach 

 .65   

17. Teaching students about cultural diversity will only 

create conflict 

 .65   

8. As classrooms become more diverse, the teacher’s job 

becomes more rewarding 

 .47   

Factor 3: Multicultural Teaching Competence  

20. Courses gave me knowledge to locate and evaluate 

culturally diverse materials 

  .83  

19. Courses made me more aware of the need for cultural 

diversity in education 

  .83  
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Table 2 

Continued 

18. Courses gave me techniques for effectively teaching 

diverse children 

  .81  

4. It is not the teacher’s responsibility to encourage pride 

in one’s culture 

  .56  

Cronbach’s α .889 .883 .901  

% of Variance Explained 26.94% 20.56% 19.17%  

Note. N = 302. Extraction: Principal Axis Factoring; Rotation: Varimax. KMO = .912. Bartlett’s 

χ²(190) = 4953.94, p < .001. Total variance explained = 66.66%. Loadings < .30 suppressed. α = 

Cronbach’s alpha for each factor and total scale. 

 

Descriptive Statistics 

 

Descriptive analyses indicated generally favorable orientations toward multiculturalism 

across the overall sample, as summarized in Table 3. Multicultural attitudes were moderately high 

(M = 28.51, SD = 4.66), while multicultural teaching competence scores were more modest (M = 

13.28, SD = 5.96), mirroring a pattern widely documented in teacher education literature in Turkey 

and internationally: teacher candidates often endorse multicultural ideals more strongly than they 

feel pedagogically prepared to enact them (Dolapçı & Kavgacı, 2020; Gay, 2018; Gorski, 2016). 

Resistance to multiculturalism showed greater dispersion (M = 16.56, SD = 6.24), suggesting 

substantial ideological variability among participants. 

Group-level patterns followed a consistent sociocultural gradient: Syrian participants 

exhibited the highest multicultural attitudes, followed by Kurdish and then Turkish participants. A 

similar but narrower pattern was observed for multicultural teaching competence. Resistance 

scores formed the inverse pattern, with Turkish participants reporting the highest resistance, 

Syrians the lowest, and Kurdish participants situated between the two. 

These directional tendencies align with existing scholarship on minority experiences in 

Turkey. Research shows that individuals from marginalized ethnocultural backgrounds, such as 

Kurdish and Syrian communities, often develop heightened awareness of diversity due to their 

lived experiences navigating exclusion, identity negotiation, and unequal access to recognition 

within schooling and public life (Houston, 2008; Oran, 2021; Sakız et al, 2020). Studies also 

demonstrate that Syrian refugee youth and educators frequently draw on everyday intercultural 

interactions, which can foster more inclusive orientations (Damgacı & Aydın, 2013). Conversely, 

majority-group participants in teacher education programs tend to express less urgency for 

multicultural reform, reflecting the enduring influence of assimilationist schooling practices that 

prioritize national homogeneity (Kılınç et al., 2017; Yiğit & Tarman, 2016).While these patterns 

are theoretically and empirically coherent, they are interpreted as descriptive tendencies consistent 

with the study's theoretical position, as confirmed by the multi-group measurement invariance 

analyses. 
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Table 3 

Descriptive Statistics by Ethnic Group 

Construct Group N M SD 

Multicultural Sensitivity Turkish 101 26.90 3.23 

Kurdish 100 29.50 5.89 

Syrian 101 29.14 4.07 

Resistance to Multiculturalism Turkish 101 21.22 6.19 

Kurdish 100 15.78 4.74 

Syrian 101 12.66 4.35 

Multicultural Teaching Competence Turkish 101 17.21 4.63 

Kurdish 100 9.60 5.29 

Syrian 101 12.99 5.35 

Note: F (2,299). Bonferroni post hoc comparisons reported in Table 4. η² = eta-squared. Effect 

sizes for Resistance (η² = .32) and Competence (η² = .27) are large; Sensitivity shows a medium 

effect (η² = .06). Given the absence of measurement invariance, all comparisons are interpreted 

descriptively at the level of observed composite scores. 

 

Group Differences (Exploratory ANOVA) 

 

One-way ANOVAs revealed statistically significant omnibus group differences across all 

three constructs (all Fs(2, 299), all ps < .001). Effect sizes for Resistance to Multiculturalism (η² = 

.32) and Multicultural Teaching Competence (η² = .27) were large, while Multicultural Sensitivity 

showed a medium effect (η² = .06). Given the absence of measurement invariance, these effect 

sizes are interpreted cautiously as descriptive patterns at the level of observed composite scores 

rather than as evidence of latent mean differences across groups. Bonferroni-corrected post hoc 

comparisons indicated that Turkish participants scored significantly lower on multicultural 

sensitivity than both Kurdish and Syrian participants, and significantly higher on resistance than 

both minority groups. Kurdish and Syrian participants did not differ significantly on sensitivity (p 

= .285) or competence (p = .104) after Bonferroni correction, though Kurdish participants showed 

significantly higher resistance than Syrian participants (p = .001). Full descriptive statistics, F-

values, and pairwise comparisons are reported in Tables 4 and 5. 

When interpreted within Turkey's sociopolitical context, the observed effect sizes, 

particularly for resistance (η² = .32), suggest a pattern of substantive magnitude that warrants 

theoretical attention. One plausible interpretation, consistent with both critical multiculturalism 

(Gorski, 2016; Sleeter, 2018) and social identity theory (Tajfel & Turner, 1986), is that the 

divergence between majority and minoritized positionalities within a centralized assimilationist 

educational system produces not merely attitudinal variation but structurally embedded differences 

in how diversity is experienced and conceptualized. However, given the exploratory nature of the 

resistance subscale and the absence of measurement invariance, this interpretation should be 

understood as theoretically informed and empirically suggestive rather than conclusive. 
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Table 4  

Bonferroni-Corrected Post Hoc Comparisons for Scale Scores by Ethnic Group 

Comparison Mean 

Diff. 

SE df t p Bonf Sig. 

Multicultural Sensitivity 

Turkish – Kurdish −3.469 0.646 285 −5.368 < .001 *** 

Turkish – Syrian −2.396 0.628 285 −3.818 < .001 *** 

Kurdish – Syrian 1.072 0.640 285 1.676 .285 ns 

Resistance to Multiculturalism 

Turkish – Kurdish 5.678 0.750 285 7.570 < .001 *** 

Turkish – Syrian 8.337 0.729 285 11.440 < .001 *** 

Kurdish – Syrian 2.659 0.743 285 3.579 .001 ** 

Multicultural Teaching Competence 

Turkish – Kurdish 4.878 0.534 285 9.141 < .001 *** 

Turkish – Syrian 3.757 0.518 285 7.247 < .001 *** 

Kurdish – Syrian −1.121 0.529 285 −2.121 .104 ns 

Note: Bonf = Bonferroni-adjusted p-value. Positive mean differences indicate higher scores in the 

first group. Kurdish–Syrian differences on Sensitivity (p = .285) and Competence (p = .104) were 

not significant after Bonferroni correction. ns = not significant. ** p < .01. *** p < .001. 

 

Diversity-Related Experiences Across Groups 

 

Chi-square analyses demonstrated significant variation in diversity-related experiences. 

Syrian participants reported the highest frequency of meaningful interethnic interactions, followed 

by Kurdish and then Turkish participants. Similar patterns emerged for participation in workshops 

and coursework related to diversity. These findings parallel extensive research indicating that direct 

exposure to diversity fosters more favorable multicultural attitudes and reduces prejudice (Allport, 

1954; Pettigrew & Tropp, 2006; see Turkish applications in Arslan-Cansever et al., 2022). In the 

Turkish context specifically, studies have shown that teachers and teacher candidates with more 

frequent contact with Syrian students or ethnolinguistically diverse environments tend to express 

more inclusive attitudes (Dolapçı & Kavgacı, 2020). Descriptive group differences in attitudes, 

teaching competence, and resistance to multiculturalism are summarized in Tables 4 and 5. 

Although these experiential variables were not subjected to invariance testing, they offer 

important contextual insight into the differential sociocultural environments that appear to shape 

participants' orientations toward diversity. 
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Associations Among Key Constructs 

 

Correlation analyses revealed theoretically coherent relationships among the three central 

constructs. Multicultural attitudes were positively associated with multicultural teaching 

competence (r = .41, p < .001), reinforcing the finding that inclusive dispositions are linked with 

greater perceived ability to engage pedagogically with diversity. This association is consistent with 

the broader literature on multicultural teacher preparation, which highlights attitudes as a 

foundational predictor of competence development (Gay, 2018; Santoro, 2007). Resistance to 

multiculturalism was negatively associated with both multicultural attitudes (r = −.34, p < .001) 

and multicultural teaching competence (r = −.29, p < .001) , a pattern echoed in studies 

documenting the inverse relationship between ideological resistance and inclusive pedagogical 

dispositions (Gorski, 2016; Polat & Metin, 2012). The full correlation matrix for all key constructs 

is presented in Table 5. 

A simultaneous multiple regression analysis examined the relative contributions of 

ethnicity, gender, and religiosity as predictors of resistance to multiculturalism. The overall model 

was significant (R² = .369, F = 55.48, p < .001), with ethnicity emerging as the dominant predictor 

(β = −.586, p < .001), followed by gender (β = .209, p < .001) and religiosity (β = .131, p = .006). 

Together, these variables accounted for 36.9% of the variance in resistance scores, with ethnicity 

alone driving the majority of explained variance. 

Collectively, these findings depict an internally coherent attitudinal structure in which 

openness toward diversity and perceived pedagogical competence reinforce one another, while 

resistance to multiculturalism reflects an opposing orientation. These associations provide a 

theoretically grounded understanding of how multicultural perceptions operate among pre-service 

teachers in a linguistically and ethnoculturally complex region of Turkey. 

 

Table 5 

Correlations Among Key Constructs 

Variable 1 2 3 4 

1. Multicultural Attitudes —    

2. Resistance to Multiculturalism −.34*** —   

3. Multicultural Teaching Competence .41*** −.29*** —  

4. Exposure to Diversity Index .27*** −.18** .22*** — 

 

Discussion  

 

The findings of this study advance empirical understanding of how multicultural attitudes 

are shaped among pre-service teachers in a region marked by linguistic diversity, historical 

marginalization, and recent large-scale migration. Three theoretical contributions warrant explicit 

statement. First, the findings confirm Sleeter's (2018) central claim that ethnocultural positioning, 

rather than individual disposition, is the primary determinant of orientations toward cultural 

pluralism: across all analyses, ethnicity consistently outweighed gender, religiosity, and exposure 

to diversity as a predictor of multicultural attitudes and resistance. Second, the findings extend 

Gay's (2018) culturally responsive pedagogy framework by demonstrating that the attitude-

competence gap documented in majority-group teacher education research is not uniform across 
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ethnic groups, as minority pre-service teachers display distinct attitudinal profiles that existing 

frameworks have not adequately theorized. Third, the findings challenge the assumption, implicit 

in much of the Turkish teacher education literature, that pre-service teachers constitute a 

homogeneous cohort whose multicultural orientations can be meaningfully examined without 

disaggregating by ethnicity (Alanay & Aydın, 2016; Polat & Metin, 2012). The non-invariance 

findings further confirm that this assumption carries psychometric consequences: treating 

ethnically heterogeneous groups as a unified measurement population produces construct 

interpretations that obscure structurally embedded differences in meaning. 

The consistently higher multicultural sensitivity among Kurdish and Syrian participants 

compared with Turkish participants is consistent with patterns documented in prior research on 

minority identity formation. Studies of Kurdish citizens show that prolonged exposure to cultural 

suppression, assimilation pressures, and restricted linguistic recognition can heighten awareness of 

diversity and sharpen perceptions of social inequity (Oran, 2021; Yeğen, 2007). Similarly, research 

on Syrian refugees highlights that forced migration, multilingual adaptation, and everyday 

encounters across difference can foster more flexible and empathetic orientations toward diversity 

(Damgacı & Aydın, 2013; Sakız et al. , 2020). Within this framework, the current findings align 

with the broader literature suggesting that marginalized or displaced groups often develop stronger 

multicultural dispositions relative to members of dominant social groups (Santoro, 2007). 

Conversely, Turkish-origin participants' comparatively lower multicultural attitudes and 

higher resistance scores are consistent with scholarship on the reproduction of national identity in 

Turkish schools. Several studies argue that the centralization of curriculum, emphasis on uniform 

citizenship, and limited mother-tongue recognition contribute to the normalization of 

assimilationist perspectives among majority-group students (Kılınç et al., 2017; Yiğit & Tarman, 

2016). These institutional arrangements do not necessarily generate overt rejection of diversity but 

tend to cultivate what Houston (2008) describes as "silent assimilationism," meaning a default 

alignment with dominant narratives rather than active engagement with pluralism. This silent 

assimilationist stance is not incidental but structurally embedded: the Ministry of National 

Education (MoNE), through its centralized control over schooling and curricula, plays a key role 

in transmitting dominant political and cultural values, shaping students' orientations toward a 

unified national identity (Kaplan, 2006). In this context, education functions as a mechanism 

through which homogeneous categories of citizenship are produced and internalized, often limiting 

space for pluralistic engagement. This structural context helps explain why Turkish participants, 

though not expressing explicitly negative attitudes, displayed weaker multicultural orientations 

than their Kurdish and Syrian peers. From a social identity theory perspective (Tajfel & Turner, 

1986), this pattern may additionally reflect motivated protection of positive group distinctiveness: 

diversity frameworks that foreground minority recognition may be experienced by majority-group 

members as a symbolic challenge to established group boundaries, producing resistance that is 

identity-protective rather than purely ideological. 

The coexistence of high multicultural awareness and elevated resistance among Turkish 

participants merits closer analysis. Rather than indicating inconsistency, this pattern may reflect 

what Carlucci (2022) terms "performative pluralism," meaning the endorsement of diversity at a 

normative level without a corresponding commitment to structural change. Alternatively, it may 

signal an institutionally shaped concern that recognizing ethnic plurality could undermine national 

cohesion, a tension historically embedded in Turkish political discourse (Dashyan & Kudelin, 

2020; Yeğen, 2007 ). Both interpretations point to a common structural foundation: a centrally 

regulated curriculum shaped by MoNE, which functions to transmit dominant political values and 
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construct a unified model of citizenship (Kaplan, 2006). Within this framework, diversity is 

formally acknowledged but subordinated to the imperative of national unity, limiting its 

development as a substantive pedagogical and political resource (Üstel, 2004). 

The finding that Syrian participants reported the highest frequency of meaningful 

interethnic interactions further reinforces established theoretical pathways linking intergroup 

contact and reduced prejudice (Allport, 1954; Pettigrew & Tropp, 2006). Turkish studies echo this 

relationship: teachers and teacher candidates who engage more frequently with ethnically diverse 

students tend to exhibit more inclusive beliefs (Arslan-Cansever et al., 2022; Dolapçı & Kavgacı, 

2020). Accordingly, the attitudinal gradients observed here appear to reflect differential 

sociocultural exposure rather than inherent group-specific traits. 

At the same time, the descriptive strength of multicultural attitudes across the full sample, 

despite restrictive public discourse, raises important interpretive questions. Turkish media and 

political narratives often portray refugees and minority groups through securitized or deficit-

oriented frames, which research shows can shape intergroup attitudes (Carlucci, 2022). Yet many 

teacher candidates in this study reported positive orientations toward diversity. One plausible 

explanation, supported by studies on practicum experiences, is that direct interpersonal engagement 

with diverse students can counteract stereotype-based narratives (Arslan-Cansever et al., 2022). 

However, this effect is uneven: participants who had limited exposure to diversity or who studied 

in relatively homogeneous environments reported higher resistance scores, echoing findings from 

both Turkish and international contexts demonstrating that multicultural commitment remains 

largely performative unless anchored in direct experience (Banks, 2008; Santoro, 2007). 

Explanations invoking media influence, generational depoliticization, or neoliberal tolerance 

discourse, while theoretically informed, are not directly examined within the present dataset and 

should therefore be treated as interpretive considerations rather than empirically substantiated 

claims (Fairclough, 2008; Shadish et al., 2002). 

A further contribution of this study lies in the observed disconnect between multicultural 

attitudes and multicultural teaching competence. As in earlier research in Turkey (Özdemir et al., 

2018; Polat & Metin, 2012), participants expressed positive attitudes toward diversity but 

demonstrated considerably less confidence in their ability to engage pedagogically with culturally 

diverse learners. This pattern highlights an enduring challenge within Turkish teacher education: 

although multicultural ideals are increasingly endorsed, structured opportunities to develop 

diversity-responsive teaching competencies remain limited. This mismatch aligns with 

international literature emphasizing that attitudes alone are insufficient, as competence requires 

targeted coursework, reflective practice, and supervised field experiences (Gay, 2018; Gorski, 

2016). 

The patterns identified in this study carry implications that extend well beyond Turkey. In 

national contexts where teacher education systems serve ethnically heterogeneous student 

populations while remaining institutionally aligned with majority- group norms, including 

Germany, Australia, and the United States, the assumption that pre-service teachers constitute a 

homogeneous attitudinal cohort is equally problematic. The non-invariance findings reported here 

suggest that psychometric instruments developed and validated within majority-group contexts 

may systematically misrepresent the multicultural orientations of minority teacher candidates, 

regardless of national setting. Similarly, the resistance patterns documented among majority-group 

participants parallel findings from diverse national contexts in which dominant group members 

exhibit lower multicultural commitment when diversity frameworks are perceived as threatening 

to established cultural norms (Banks, 2008; Gorski, 2016). These parallels suggest that the 

structural mechanisms identified here, namely institutional alignment with majority-norms, 
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identity-protective resistance, and the attitude-competence gap, are not uniquely Turkish 

phenomena but reflect broader patterns in the relationship between ethnocultural positioning and 

multicultural teacher education. 

An important limitation concerns the cultural sensitivity of the TMAS instrument. Although 

the Turkish adaptation by Yazıcı et al. (2009) demonstrates strong psychometric properties within 

majority-group samples, the scale was not originally designed to detect ethnically embedded 

meanings among Kurdish or Syrian participants. Evidence from minority education research 

suggests that individuals with histories of marginalization interpret items about comfort or 

acceptance differently, because such constructs are tied to persistent identity negotiation and 

structural exclusion (Sakız et al., 2020). More granular methods, such as differential item 

functioning analysis or qualitative cognitive interviewing, are needed to fully capture ethnic nuance 

at the item level. The measurement invariance analyses conducted in this study provide direct 

empirical support for this concern, confirming that scale items are interpreted differently across 

ethnocultural positions. 

As the principal researcher is a Turkish scholar embedded within the national teacher 

education system, positionality warrants explicit reflection. While this positioning facilitated 

institutional access and cultural fluency, it may have shaped interpretive tendencies, particularly in 

relation to minoritized voices from Kurdish and Syrian backgrounds. Efforts were made to ground 

interpretations in participants' own response patterns and in established scholarship on minority 

experiences in Turkey rather than in assumptions derived from majority-group perspectives. Future 

research would benefit from collaborative designs incorporating Kurdish and Syrian co-researchers 

to further strengthen interpretive validity. 

Finally, demographic variables such as gender and religion did not significantly predict 

multicultural attitudes, diverging from earlier research that identified them as meaningful indicators 

(Özdemir & Güven, 2019). This discrepancy may signal shifting generational sensibilities in which 

ethnicity, migration, and cultural recognition overshadow traditional identity markers. 

Alternatively, it may reflect the distinctive sociopolitical environment of Southeastern Anatolia, 

where diversity is embedded in daily life more visibly than in other regions of Turkey. 

Overall, the findings call for a reconceptualization of multicultural teacher education in 

Turkey. Rather than assuming a universal training trajectory, programs must address how historical 

inequalities, ethnic identities, and migration experiences shape teacher candidates' engagement 

with diversity. Building a genuinely responsive system will require not only curricular inclusion of 

multicultural competencies but also institutional recognition of the lived realities, linguistic 

repertoires, and sociopolitical histories that pre-service teachers carry into the classroom. 

 

Implications for Policy and Teacher Education 

 

The findings point to several implications for teacher education policy in Turkey and for 

comparable national contexts where teacher education systems serve ethnically heterogeneous 

populations. 

• Structured practice-based learning: The persistent gap between positive 

multicultural attitudes and lower perceived teaching competence highlights the 

need for supervised practicums in ethnically and linguistically diverse 

classrooms. Without structured opportunities to translate dispositions into 

pedagogical skill, multicultural commitment is likely to remain declarative 

rather than practical. 
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• Dedicated multicultural coursework: Incorporating coursework on 

multicultural and culturally responsive pedagogy would provide teacher 

candidates with the conceptual tools necessary to engage critically with 

diversity. Current teacher education curricula in Turkey do not systematically 

address ethnic inequality or minority cultural histories, leaving candidates 

underprepared for the classrooms they will enter. 

• Targeted support for minority pre-service teachers: Programs should adopt 

support structures that recognize the distinct experiences of Kurdish and Syrian 

teacher candidates. The lived experiences of minority pre-service teachers 

constitute an important and largely underutilized resource for developing 

inclusive school cultures, and their exclusion from program design perpetuates 

the very homogeneity that multicultural education seeks to address. 

• Movement beyond liberal multiculturalism: The findings support a shift from 

liberal multiculturalism, which reduces diversity to cultural celebration and 

performative tolerance, toward critical multiculturalism, which requires 

engagement with power, inequality, and institutional structures (Gorski, 2016; 

Sleeter, 2018). National curricula may formally acknowledge cultural 

difference while simultaneously incorporating it into frameworks that sustain 

existing power relations (Apple, 2004). Within the Turkish context, where 

education is centrally regulated by MoNE, this points to the need for curriculum 

revisions that recognize minority cultural histories and institutional 

mechanisms that enable minority pre-service teachers to contribute 

meaningfully to program design (Kaplan, 2006). 

• Critical scrutiny of psychometric instruments: The non-invariance findings 

carry a direct methodological implication for teacher education research 

internationally. Instruments developed and validated within majority-group 

contexts should not be assumed to function equivalently when administered to 

ethnically heterogeneous samples. Researchers working in diverse national 

settings, including Germany, Australia, and the United States, should routinely 

conduct measurement invariance testing as a substantive analytical step rather 

than a procedural formality. 

 

Future Research 

 

Several methodological directions emerge directly from the study's limitations. The 

resistance-to-multiculturalism subscale identified through exploratory factor analysis requires 

independent validation, incorporating convergent and discriminant validity evidence and 

differential item functioning diagnostics to examine whether specific items function differently 

across ethnic groups. Bayesian approximate invariance testing and moderated nonlinear factor 

analysis would allow researchers to examine item-level variation across ethnocultural groups with 

greater precision than standard multi-group confirmatory factor analysis permits. Additionally, 

mixed-methods designs combining quantitative attitude measures with classroom observations and 

in-depth interviews would illuminate how pre-service teachers translate multicultural dispositions 

into actual pedagogical practice, a question the present cross-sectional design cannot address. 

Two broader theoretical directions also warrant attention. Longitudinal research following 

Kurdish and Syrian pre-service teachers from initial training through early professional practice 

would provide insight into how structural experiences of marginalization shape pedagogical 
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identity across career stages. Furthermore, the social identity theory perspective introduced in this 

study to explain majority-group resistance has not been directly tested in Turkish teacher education 

contexts. Future studies should design conditions that allow the identity-protective mechanisms 

proposed by Tajfel and Turner (1986) to be examined empirically alongside critical 

multiculturalism frameworks. 

 

Limitations 

 

This study has several limitations that should be considered when interpreting the findings. 

First, the multi-group confirmatory factor analysis established neither metric nor scalar invariance 

across Turkish, Kurdish, and Syrian participants, indicating that observed group differences reflect 

composite score comparisons rather than latent mean differences. As argued throughout this study, 

this pattern is theoretically anticipated rather than incidental: shared Turkish-medium 

administration and certified Turkish proficiency ensure basic linguistic accessibility but do not 

guarantee construct equivalence, as cultural and experiential differences shape how items are 

interpreted across ethnocultural groups. All cross-group differences are therefore treated as 

descriptive patterns at the level of observed composite scores. Future research should employ 

Bayesian approximate invariance testing or moderated nonlinear factor analysis alongside 

differential item functioning diagnostics to examine potential item-level variation across 

ethnocultural groups in larger and more diverse samples. 

Second, the sampling strategy limits external validity. The study relied on non-probability, 

purposive snowball sampling with fixed quotas of approximately 100 participants per group, 

implemented in a single demographically distinctive region. This design was necessary because 

ethnicity and migration background are not recorded in institutional databases and because Kurdish 

and Syrian teacher candidates are structurally difficult to reach through conventional probability-

based methods. However, it constrains statistical generalizability and may introduce selection bias 

or institutional clustering that could not be fully controlled. The findings should therefore be 

understood as analytically rather than nationally generalizable. 

Third, the scope of instruments and analyses was necessarily bounded. The resistance-to-

multiculturalism subscale, which emerged as a distinct factor within the exploratory factor analysis 

and demonstrated acceptable internal consistency, requires further validation including convergent 

and discriminant evidence and item-level diagnostics. The exposure-to-diversity index was treated 

as a reflective composite with satisfactory reliability, but more detailed examination of its 

dimensionality would be valuable. The study also did not include a full set of potentially relevant 

background variables, such as detailed socioeconomic indicators, urban or rural background, 

program track, or political orientation, partly to avoid overburdening participants in a politically 

sensitive context. More extensive multivariate modeling beyond the regression analyses conducted 

here could further clarify the stability of the observed effects. 

Finally, all data were based on self-report, and social desirability bias cannot be entirely 

ruled out given the normative status of tolerance in public discourse. The anonymous online format 

and the absence of institutional identifiers were intended to reduce pressure toward socially 

desirable responding, but some inflation of reported openness to diversity remains possible. A 

mixed-methods design incorporating classroom observations, qualitative interviews, and measures 

explicitly designed to detect socially desirable response patterns would provide a stronger basis for 

future confirmatory work. 
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Conclusion  

 

This study set out to examine what Turkish teacher education research has largely avoided: 

whether ethnicity shapes multicultural attitudes, resistance, and perceived teaching competence 

among pre-service teachers from Turkish, Kurdish, and Syrian backgrounds. The findings are 

consistent and theoretically coherent across all analyses. Ethnic positionality is the dominant 

predictor of all three constructs, outweighing gender, religiosity, and diversity exposure. Kurdish 

and Syrian candidates, whose identities have been structurally marginalized within Turkey's 

centralized educational system, consistently demonstrated more favorable orientations toward 

diversity than their Turkish-majority peers, whose higher resistance scores reflect patterns of 

institutional socialization rather than individual prejudice. 

The measurement non-invariance identified across groups is not a weakness of this study;. 

iIt is among its most important findings. That Turkish, Kurdish, and Syrian teacher candidates 

interpret diversity-related constructs differently is precisely what critical multiculturalism and 

social identity theory predict, and precisely what majority-group-normed instruments are not 

designed to detect. Future research that ignores this asymmetry will continue to produce incomplete 

portraits of multicultural readiness in ethnically heterogeneous teacher education contexts. 

Teacher education systems in Turkey, and in comparable national contexts, cannot build 

genuinely inclusive schools by training teachers as if their ethnocultural positionalities do not 

matter. This study offers an empirical starting point for building teacher education approaches that 

take ethnocultural positionality seriously rather than assuming it away. 
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