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Abstract 

Turkey exposed to several mass immigration movements due to its location, is not a “transit country” anymore 
for immigrants, but a “target country”. Since the day that the migration flows have started, Turkey developed 
various policies regarding the education of immigrant children. And by the year 2016, these children have begun 
to be included in the Turkish education system. Research findings reveal that immigrant children face the 
number of challenges in their education life. These problems include communication and discrimination 
problems arising out of language and cultural differences. Many countries exposed to mass immigration 
movements in the world often use multicultural education approaches to solve the educational issues of 
newcomers. Therefore, comprehensive literature research is needed and that this research will be useful to see 
the subject as a whole. The findings of the study revealed that the three basic approaches to teacher education 
could be defined in six stages, each of which consists of two phases. The educators of teachers and policymakers 
can examine these approaches and evaluate the strengths and weaknesses of each of them based on their 
philosophical stances about multiculturalism. 
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1. Introduction 

Along with the developments in industrialization, globalization and information technologies, the characteristics 
of the geographies in which the countries are located brought paradigm shifts in many of the structures in which 
education also took place (Ministry of National Education (MoNE), 2017). The geographical position of Turkey 
is still one of the most important elements that determine its social structure. Today’s society is primarily 
influenced by the migration movements of the 19th and 20th centuries (GIGM, 2015). Turkey exposed to several 
mass migration movements due to its location, is not a “transit country” anymore for migrants but a “target 
country” (GIGM, 2017).  

According to United Nations High Commissioner for Refugees (UNHCR, 2017) statistics, the number of 
registered refugees in Turkey including Iraqis, Afghans, Iranian, Somalian and others—apart from Syrian 
refugees—was 306,791 by March 2017. Children who are 18 or below constitute approximately 35% of this 
number, which is 99,025 individuals; and 74,977 of these are school-age children (Manap-Kırmızıgul, 2017). By 
the date of 20 December 2018, the number of Syrian refugees living in Turkey almost  3,618,624 (Association 
for Refugees, 2018). Children who are 0–18 years old constitute 1,723,473 of this number, and among these 
1,138,192 of them are school-age children. According to the given data, Turkey has been hosting 1,213,169 
school-age registered refugee children who are under temporary protection. Since the day that the migration 
flows have started various policies have been developed in Turkey regarding the education of these children.  
By the year 2016, these children have started to be included in the Turkish education system (MoNE, 2016).  

However, the research studies conducted in the field reveal that these children who are included in the education 
system face a number of problems during their education. These problems include communication and 
discrimination problems stem from language and cultural differences (Erdem, Kaya, & Yılmaz, 2017; Levent & 
Cayak, 2017; Mercan-Uzun & Butun, 2016; Saglam & Ilksen-Kanbur, 2017), unwillingness of public school 
teachers to have refugee students in their classrooms (Erdem et al., 2017; Levent & Cayak, 2017; Mercan-Uzun 
& Butun, 2016), discriminative attitude and behavior that can be displayed by Turkish students and teachers 
(Istanbul Bilgi University, Child Studies Unit, 2015; HRW, 2015), communication problems among students, 
language problems, and problems that arise from cultural differences and differences between value judgements 
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(Erdem et al., 2017).). Besides, the data on the attendance of children who are under temporary protection to 
school demonstrates that the attendance rates decrease with an increase in the education levels. The schooling 
rates of students who receive education in official schools and temporary education centers have occurred as; 
preschool 39.02%, primary school 87.80%, secondary school 50.74% and high school education 22.40% 
(MoNE74, 2018). Among the primary reasons for early school dropout are economic problems, and other 
problems such as early marriages, language and cultural differences among students. Besides, uncertainty about 
the future, rejection of Turkish parents for teachers and school administrators to let foreign students in schools, 
discriminative attitudes, and behaviors confronted in schools (Tastan & Celik, 2017) play important roles on 
school dropout. Furthermore, teachers are frequently disturbed by the existence of Syrian children in their 
classrooms, display negative behaviors, and do not act proactively to include these children into in-class 
activities (Tastan & Celik, 2017). Some teachers and administrators stated that teachers who are not trained to 
work with children from different cultures do not consider themselves competent and think that they are not 
capable of making a positive contribution to the development of these children (Mercan-Uzun & Butun, 2016), 
and therefore require vocational development and support training to work with Syrian children (Kardes & 
Akman, 2018; Ozer, Komsuoglu, & Atesok, 2016).   

These problems perceived as ‘daily problems’ for the time being. However, the average length of stay that 
refugees spend in host countries is 20 years in 2014, according to the various immigration cases analyzed in the 
international context. This duration is almost three times more than the length estimated for the early 1990s 
(Milner & Loescher, 2011). Moreover, the number of Syrian refugees who have Turkish citizenship is around 
79,820. The number of Syrians who has a residence permit was reported as 32,199 by the date of 25 January 
2019 (Association for Refugees, 2018). In the light of this information, it can be predicted that Syrian refugees 
will receive Turkish citizenship and residence permit ever-increasingly, and stay in Turkey for longer durations 
or for permanently this context, Turkey requires a comprehensive and long-term education reform which 
includes all cultural, ethnic and other disadvantaged groups in the system with a particular focus on children and 
will have significant impacts on social peace and welfare, besides the short-term urgent solution strategies 
towards all children with temporary protection status. The reform projects that have been implemented from past 
to present and the international experiences show that the most critical factor in reform efforts in education is the 
teacher (MoNE, 2017). Creation of consistent curriculums for schools and teacher training programs by means of 
a shared vision of teachers, educators and academic is one of the ways to make long-term and permanent 
changes for educating students who can overcome the growing problems. Preparation of a consistent teacher 
training program requires faculty members to determine a common goal and share collective responsibility and 
to have an opportunity to make an impact on policies and practices.Many countries exposed to mass immigration 
movements in the world often use multicultural education approaches to solve the educational problems of 
newcomers. The reason for this is that multicultural education is a reform approach that aims to solve such 
problems. It is possible to argue that studies on multicultural education conducted in Turkey date back to fifteen 
years ago. Although there has been a significant increase in the number of studies conducted on multicultural 
education, there are few studies related to multicultural teacher education during this period. Therefore, it is 
essential to focus on comprehensive literature research; therefore, this research will be useful to see the subject 
as a whole. 

This study aims to review previous studies focusing on “multicultural teacher education systematically”. For this 
purpose, the following questions are answered: 

1) What is multicultural education, and is there a difference between theory and practice? 

2) How has this difference been conceptualized, if any? 

3) Is there a difference between this conceptualization and the multicultural teacher education literature in recent 
years? 

2. Method 

This study aimed to investigate the previous studies related to ‘multicultural teacher education approaches’ 
considering their classifications, social objectives, designs, and teacher education objectives. Therefore, a 
systematic review research method (Millar, 2004) was used to review previous studies conducted focusing on 
multicultural teacher education approaches. Systematic rules and phases were followed for the critical evaluation 
of these studies and the analysis of all relevant studies. According to Millar (2004), these phases are a) 
determination of the objective, b) the selection of studies, which are consistent with the objective founded on 
particular criteria, and c) drawing inferences from the gathered information.  
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An electronic database search, using a variety of Internet search engines, was conducted in November-December 
2018: Educational Resources Information Centre (ERIC), SCOPUS, PsychINFO, EBSCOhost, and Google 
Scholar. The keywords “multicultural teacher education approaches” and  “multicultural education approaches” 
or “analysis, multicultural education” in English were searched. Based on the objective of the research, primarily 
107 studies (Appendix A) published between the years 2010 and 2018 were downloaded. The fact that the papers 
being directly related to “multicultural teacher education approaches” and “multicultural education approaches” 
was the significant criterion in the selection of documents for this study. 

3. Results 

3.1 What Is Multicultural Education and Is There a Difference Between Theory and Practice?  

Multicultural education is defined as a medium to eliminate the inequities that students face regarding race, ethnic 
origin, gender social class, language, sexual orientation, and abilities (Banks & Banks, 2005; Ukpokodu, 2008), 
and a general school reform which was designed to increase educational equity among culturally, ethnically, 
economically, etc. marginalized groups (Banks, 1993; Vavrus, 2002). The concept is considered as a superior 
discipline due to its content, concepts, principle, theory and paradigms which based on fields such as history, social 
sciences, and behavioral sciences and particularly on ethnic studies and women studies, and its design as a study 
field that integrates the given fields (Banks & Banks, 2001; Vavrus, 2002). 

Despite the fact that multicultural education is an educational approach which is designed with the purpose of 
eliminating existing inequities in the society, it may vary in terms of implementation due to the inclusion of 
knowledge on different cultures existed in the society in the standard curriculum of the dominant culture, and 
inclusion of festivals, celebrations (Banks, 2002), different materials, perspectives and pedagogical 
implementations (Cumming-McCann, 2003). Similarly, it may include a number of possibilities, such as bilingual 
education or mother tongue-based education (Nieto, 2017). However, such kinds of implementations are 
considered as partial and superficial (Irvine, 2003; Ladson-Billings, 1999; Villegas & Lucas, 2002; Zeichner & 
Hoeft, 1996) in comparison to a consistent and inclusive multicultural curriculum. The reason for this situation is 
the idea that an approach to education that does not have the purpose of changing the “power relations between 
majority and minority groups” cannot bring about equity and justice in the real sense (Solomon, 1996, p. 72).  

3.2 How Has This Difference Been Conceptualised if Any? 

The leaders of the field who have been examining a number of studies on multicultural education, which has 
diverse implementations, have presented conceptual/theoretical approaches towards the meaning and 
implementation of multicultural education. These approaches are also known as phase approaches and include the 
most well-known approaches of McLaren (1994; 2003), Grant and Sleeter (1987; 2007), and Banks (2004; 2012) 
Jenks, Lee and Kanpol (2001) that base their opinions within the framework of McLaren’s (1994; 2003) theoretical 
framework on multiculturalism, define the concept of teacher training within three conceptual frameworks (Table 
1) as conservative, liberal and critical (Jenks et al., 2001; McLaren, 1994; 2003; Webster, 1997). 
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Table 1. Multicultural education and approaches to teacher education (Jenks ve ark., 2001) 

Mclaren (1994) Grant ve Sleeter (1987) Banks (1994) Objectives of Schools 

Conservative 
Multiculturalism  

Teaching exceptional 
and culturally different  

 Conservative multiculturalists ignore the importance of difference 
in favor of an ideology of cultural homogeneity. Schools 
assimilate students into the mainstream culture and its attending 
values, mores, and norms (Jenks ve ark., 2001). 

  Contributions  
Liberal 
Muliculturalism  

Human Relations  
 

Additive Attempts to promote acceptance of diversity through intergroup 
education based on the sharing of feelings and values—a liberal 
agenda based on the goal of culturally different students living 
together harmoniously (Grant & Sleeter, 1987; Jenks ve ark., 
2001). 

Critical 
Multiculturalism 

Single-group studies  With the goal of increasing the status of the group, single-group 
studies endorse education that develops a critical consciousness 
in students regarding the need for change for the identified group 
(Jenks ve ark., 2001). 

Cultural pluralism  Rather than being limited to the study of particular minority 
groups, the goal is to reduce prejudice by helping students adapt 
to as much diversity as possible and to learn the importance of 
power equity and social justice for all groups (Jenks ve ark., 
2001). 

 Transformation The curriculum teaches social action skills, promotes cultural 
pluralism and alternative lifestyles, and has students analyze 
oppression with the intent of eventually, if not immediately, 
taking action to work for a more democratic society (Jenks ve 
ark., 2001). 

Social reconstructionist Social Action 

 

3.3 Is There a Difference Between This Conceptualisation and the Multicultural Teacher Education Literature in 
Recent Years? 

3.3.1 Conservative Multicultural Education  

The traditional perspective in education is generally defined as “conservative multiculturalism”. The concept of 
conservative multiculturalism considers multiculturalism as an aspect that divides society and argues that the 
dominant culture and its values, traditions, and norms should be adopted (Grant & Ham, 2013). Conservatives are 
primarily concerned with the rapid transmission of culture based on the continuity of existing social order by 
regarding knowledge as constant (Banks, 1994; Banks & Banks, 2012). 

Nieto (1994; 2017) defines conservative multicultural education as “a situation in which school structures, policies, 
curricula, instructional materials, and even pedagogical strategies are primarily representative of the only 
dominant culture” (p. 250), and expresses the concept as monocultural education. According to Nieto, in this 
approach, teachers are proud of the fact that they are “color-blind”, that is, that they see no differences among their 
students, treating them all the same (Nieto, 1994; 2017). It is assumed that cultural differences have no vital role in 
success, and the commitment of all students to the same academic standards is considered as the basis (Jenks et al., 
2001). The first phase of conservative multicultural education is to prepare teachers to enable students to be 
assimilated in the education system based on the assumption that there are no cultural differences among students.  

The approach “teaching the exceptional and culturally different,” which takes the first place in the division of 
Sleeter and Grant (1987; 2007) is considered within the scope of conservative multiculturalism. In this approach, 
which includes disabled students besides the different students (Leistyna, 2002), the primary purpose of the 
curriculum is to fill the gaps in terms of basic knowledge, skills and values that constitute an impediment for 
working in a better paid job (Jenks et al., 2001), and to facilitate the learning of language of the dominant culture 
(Grant & Ham, 2013). The purpose of school is teaching the traditional mediums of instruction and bridging 
between different cultures and the dominant culture (Grant & Sleeter, 2007; Grant & Ham, 2013; Leistyna, 2002; 
Sleeter & Grant, 1987), and the social purpose of school is to facilitate the assimilation process of students into the 
dominant society (Grant & Ham, 2013). 

Gorski (2009), who assessed the multicultural educational implementations of teacher training in the USA through 
lecture programs, places the first phase of the five-phase approach which is the teaching of others in the 
conservative approach. This approach is characterized by the use of marginalizing language, presentation of the 
society as a homogenous structure, and assessment of education from a market-based or capitalist approach. 
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According to Gorski, marginalizing language defines an individual or a group apart from the normality sphere and 
leads to the maintenance of hegemony and adds negative value to identities and ideologies which are different 
from the hegemonic norm. 

In the context of integration of multicultural content into curriculums, Banks presented a four-phase approach 
consisted of the phases titled contributions, additive, transformation and social action (Banks, 1994; Banks & 
Banks, 2012). In this line, the contributions approach is assessed in the scope of the conservative approach by 
Gorski (2009). However, Jenks et al. (2001) indicated that the contributions approach includes both traditional and 
liberal components. Indeed, the contributions approach presented by Banks, and the tolerance approach presented 
by Nieto (1994; 2017) include both conservative and liberal elements. 

As is evident from its name, the contributions approach expresses inclusion of the contributions of the groups 
which are excluded from the dominant culture to a curriculum and maintaining the basic structure, objectives and 
main characteristics of the curriculum of the dominant culture without any alteration. This approach is 
characterized by the placement of female and male characters of ethnic culture and cultural pieces into a 
curriculum by employing criteria that are used in the placement of female and male characters of the dominant 
culture into a curriculum (Banks & Banks, 2012). However, due to the fact that different groups are regarded as an 
addition, students are not allowed to develop a global perspective towards ethnic and cultural groups. Furthermore, 
the contributions approach does not address issues such as oppression, unjust treatment, racism, or poverty. This 
approach which does not address the issues of inequities and discrimination as well remains limited to minority 
groups and reinforces the judgments and misconceptions (Banks, 1988). Conservatives who advocate this 
approach argue that minority groups are represented in instruction programs, and students are informed about other 
cultures (Jenks et al., 2001). 

Schools that are at a higher level in comparison to monocultural schools accept differences in the condition of 
altering them. However, because assimilation is still the ultimate goal, language and culture related differences are 
changed rapidly. This ideology also reflects on the physical environment, attitudes of the personnel, and the 
curriculum which students are exposed to (Nieto, 1994; 2017). 

The ideological roots of the conservative multiculturalism have their origins in the market logic. Therefore, in the 
conservative multiculturalism approach, the equity and excellence objectives are based on the participation of 
students into the free market competition, luck, the ability to survive among the best and an upward social 
movement (Jenks et al., 2001). 

In this context, the second phase-teacher training objective of the conservative multiculturalism approach is to 
prepare teachers to analyze cultures, values, lifestyles, and worldviews of different identity groups, and eventually 
to assimilate them into the education system. 

3.3.2 Liberal Multicultural Education 

The liberal multicultural approach considers all ethnic and racial groups naturally equal and intellectually “same” 
(McLaren, 1995; 2003). Liberal multiculturalism that originates from respecting cultural and ethnic differences 
also supports cultural sensitivity and celebrates cultural traditions in the context of curriculums and instruction 
(Banks & Banks, 2012). 

Liberal multiculturalism is based on the human relations approach have foreign, which recognizes cultural 
diversity and pluralism and accepts and celebrates differences (Grant & Sleeter, 2007). The social purpose of the 
human relations approach is to encourage unity, understanding, and acceptance within social structures. On the 
other hand, the purpose of the school is teaching the necessary skills, developing positive emotions among students, 
forming a positive self-identity and reducing stereotyped biases (Grant & Ham, 2013; Leistyna, 2002). In this 
approach, it is believed that the primary issue of multicultural education is an interpersonal rapport and 
improvement of emotions and communication in a classroom and school is aimed at “reducing biases” (Grant & 
Sleeter, 2007). Therefore, a curriculum should include basic academic courses, and also courses on individuals’ 
differences and similarities (Grant & Ham, 2013). The “human relations” approach developed by Grant and 
Sleeter, which is included in the liberal multicultural education approach, is compatible with the “additive 
approach” which was developed by Banks regarding the integration of multicultural content into curriculums 
(Jenks et al., 2001). The additive approach expresses the main structure of a curriculum, and the addition of ethic 
content, concepts, themes, and perspectives into a curriculum without altering any characteristics. This approach 
which requires a considerable amount of time, effort and education causes to the addition of an ethnic content into 
a curriculum without considering the objectives, goals, and nature of the particular curriculum (Banks, 2004). The 
use of ‘teaching the exceptional and culturally different approach’ in the scope of both human relations approach 
and teacher curriculums presents a supportive characteristic in terms of teachers’ adoption of a compensatory 
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perspective towards accepting languages spoken at home and the ones who learn a second language apart from the 
language spoken at home. Moreover, both approaches were designed to facilitate the process of transition for 
students in terms of the dominant language and culture (Grant & Ham, 2013). 

In the classification of Gorski (2009), liberal multicultural education is addressed in two phases as tolerance and 
teaching with multicultural sensitivity and teaching with multicultural competence. In the phase of tolerance and 
teaching with multicultural sensitivity; respecting diversity, sensitivity to cultures and self-reflection are 
emphasized; however, the educational inequities are not mentioned. Respecting diversity is included in an 
assimilationist pluralist approach (Gorski, 2009). In this approach, students have an opportunity to analyze their 
assumptions, biases, and values (both negative and positive), and the impact of these factors on interpersonal 
relations. In this way, the approach aims to enable students to develop a cultural understanding. The lectures are 
generally organized based on the identity aspect (race, gender, class, etc.), and students focus on their prejudices 
and biases. 

The human relations approach provides the skills of tolerance and sensitivity to differences through analyzing the 
first phase of the liberal multicultural education that includes tolerance, teaching with cultural sensitivity and 
additive approaches and their teacher training objectives in terms of biased attitudes and behaviors.  

The teaching with the multicultural competence phase of Gorski (2009) and the tolerance phase of Nieto (1994; 
2017) are consistent with each other. In this sense, the inclusion of these phases in the second stage of liberal 
multicultural education would be appropriate. The multicultural competence phase in teacher training puts 
multicultural competences in the center and aims at providing “cultural competence” by teaching culturally 
sensitive learning and teaching strategies, however, the phase overlooks educational inequities. 

On the other hand, in the “acceptance” phase of Nieto (1994; 2017), the value of differences is neither 
acknowledged nor underestimated. At this level, a perspective and movement towards multicultural education are 
observed. Various school politics and implementations alter as an indication of this movement, and assimilation is 
no longer considered as an objective.  to enable teachers focusing on the concept of diversity seminars on diverse 
subjects such as learning styles, unbiased evaluation techniques, and bilingual education are provided. Liberal 
multicultural education requires to adapt instruction styles, learning strategies, and communication between school 
and parents to curriculums (Grant, 1994). 

In this approach, equity and excellence are achieved in education through acceptance, tolerance, and 
understanding. Just like the conservative approach, the liberal approach assumes that laws and political decisions 
will bring about equity and excellence within the dominant culture and free market economy (Jenks et al., 2001). 
Despite the fact that the intention of this approach is humanist and utilitarian, it still masks controversies and 
conflicts in society by ignoring identity-related problems revolving around issues such as race, ethnic origin, and 
class (Jenks et al., 2001). The teacher training objective of the given phase of the liberal multicultural education is 
equipping prospective teachers with the knowledge, implementation skills and pedagogical strategies that are 
necessary for implementing multicultural curriculums (Gorski, 2009). 

3.3.3 Critical Multicultural Education 

Critical multiculturalism focuses on the issues of culture, race, socioeconomic class and gender, and emphasizes 
transforming structural and social relations. In this approach, cultures are not considered as compatible with each 
other due to conflicts of interest (McLaren, 1994; 2003). It is argued that intercultural harmony can be achieved 
only through a commitment to social justice (Gay, 2000; Nieto & Bode, 2008). On the one hand, critical 
approaches search for justice by focusing on the relationship between equity and excellence; and on the other hand, 
by focusing on race, ethnic origin, and class divisions. The approach accepts that leaving these components to the 
free market competition and upward social movement process will not bring about justice (Jenks et al., 2001). 
Critical multiculturalists question the existing socio-political order due to their belief in the presence of significant 
social inequities and injustices, and accordingly, analyze the historical and political contexts of curriculums. 
According to critical multiculturalists, societies do not fulfill their responsibility of providing equal opportunities 
for everyone (Gamage, 2008). Therefore, critical multiculturalists argue that the purpose of education is 
development and democratic emancipation, and schools, curriculums, and instruction are mediums for producing 
democratic citizens (Gamage, 2008). The acceptance that cultural pedagogy which is expressed with schools and 
television shows, movies, video games, popular music, etc. does not engage in unbiased and ideologically 
immaculate activities is at the center of the critical theory (Gamage, 2008; Kincheloe & Steinberg, 2002). In the 
critical approach, justice is pursued by focusing on the relationship between equity and excellence, and on the 
other hand, on race, ethnic structure, and socioeconomic group structures. It is believed that leaving these 
problems to free market competition processes and only to upward social movement would be a failure in terms of 
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realizing justice (Jenks et al., 2001). Critical multicultural education provides a pedagogic framework that puts, 
ideas, experiences and social norms, that certain groups benefit from at the expense of others, in the center of 
educational studies to criticize and object, which is strengthening and transformative for students (Gérin-Lajoie, 
2008; Ghosh, 2002; Kincheloe & Steinberg, 2002; May & Sleeter, 2010; Solomon, 1996). 

The present study addresses the “single group studies” and  “multicultural education,” and “multicultural social 
justice” approaches of Sleeter and Grant within critical multiculturalism. Single group studies focus on a particular 
group and aim to explain why this group is exposed to discrimination (Sleeter & Grant, 1987; 2007). The 
objectives of these studies and ethic research programs include; (a) content integration that presents ideas and 
concepts by providing examples on members of different groups or information about different groups (b) efforts 
of a group member to gain economic, social and political power. These strategies concentrate on the knowledge 
production process towards the questions of why perspectives of a certain group are excluded, what are the reasons 
for inequity, and how traditional education maintains inequity (Ali & Ancis, 2005). Single group studies approve 
an education towards developing a critical awareness of the need for change in the group, in order to increase the 
status of the particular group (Jenks et al., 2001). The social purpose of this approach is to recognize the groups 
that students who are excluded from the dominant culture belong to and to teach them their roots through critical 
questioning in a way to support structural equity. The purpose of the school is to teach the skills which are 
necessary for a group to reach their objectives through history and culture. A curriculum includes appropriate 
learning experiences and activities that will enable students to learn about the constitutions of their group to society, 
challenges that groups should overcome, and the issues that they currently confront (Grant & Ham, 2013). 

The advocates of the second critical approach presented by Grant and Sleeter, “multicultural education” use the 
expression of multicultural education to define human rights, social justice, equal opportunity, cultural diversity, 
and equal power distribution methods for marginalized groups (Ali & Ancis, 2005; Grant & Sleeter, 2007). The 
social purpose of this approach is to help students to learn about their roots through intellectual reasoning and 
critical questioning in a way to support their pluralist perspective with structural equality, cultural pluralism, and 
cultural recognition. The objectives of the school include the acceptance of power equity between groups, equality 
of opportunity, cultural pluralism, and alternative lifestyles. A curriculum should be organized around the 
contributions and perspectives of multiple groups, to teach critical thinking for the analysis of similarities and 
differences. Curriculum activates designed in a way to support students for the subjects which academically 
challenge them and for the use of multiple languages (Grant & Ham, 2013). It integrates knowledge on various 
groups into the curriculum, and in this way, enables the continuous teaching of all subjects from a multicultural 
perspective (Ali & Ancis, 2005; Grant & Sleeter, 2007). Also, this approach aims to alter school culture and 
organization to enable students to represent and enhance their groups. The “multicultural social justice” approach 
of Grant and Sleeter is expressed as the most visionary and critical approach which follows the multicultural 
education phase. In multicultural social justice education, the issues related to race, social class, gender, and 
disability are addressed more directly in comparison to other approaches. The purpose of this approach is to 
prepare the citizens of the future, particularly colored, poor, women and disabled individuals, to take action to 
serve the interest of all human groups in a better way. The approach is based on the re-structuring idea that aims to 
restructure the society for more equality in terms of race, class, gender, and disability, and also questions the power 
relations and ethics in the global economy (Grant & Sleeter, 2010). Despite the fact that this approach and the 
multicultural education approach are very similar concerning their curriculum and instruction, there are 
differences due to the fact that the four practices are intrinsic to multicultural social justice education (Grant & 
Sleeter, 2010). First of all, democracy is actively implemented in schools (Banks, 2007; Parker, 2003). Secondly, 
students learn about how to analyze institutional inequality in their own living conditions. Thirdly, students learn 
about participating in social actions to change unjust social processes. Finally, they might collaborate to extend 
their common interest spheres formed between marginalized groups. Therefore it is important as it can provide 
energy against oppression and strengthen the fight against unjust social processes.  

In his study, Gorski (2009) mentions two important phases. These are “teaching in sociopolitical context” that has 
become critical in the context of multiculturalism and “teaching as resistance and counter-hegemonic practice.” 
Teaching in the sociopolitical context is characterized by the critical analysis of education policies and practices at 
an institutional level, addressing this analysis within a wide sociopolitical context and contribution of critical 
theories. This approach emphasizes the analysis of the impacts of sociocultural and sociopolitical variables on race, 
ethnic origin, gender and social class, and the impacts of tendencies of schools’ structures, policies, and practices 
concerning the maintenance of discrimination and inequity on students and educators. Furthermore, the attention is 
drawn to the parallelism between educational inequalities and social inequalities. The significant difference 
between the “teaching as resistance and counter-hegemonic practice” and “teaching in sociopolitical context” is 
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preparing teachers for resistance, and their determination to make their students for strength. Moreover, this 
approach aims to enable teachers and prospective teachers to imagine themselves as a change agent within and 
outside schools and to nurture this spirit in their students; and brings forward the issue of reconstruction of the 
society as the key project of multicultural education. 

When the concept of multiculturalism is considered as the basis, the “transformation” and “social action” phases of 
Banks’ (1994; 2012) and the respect” and “affirmation, solidarity and critique” phases of Nieto (1994; 2017) 
becomes more critical. The transformation approach of Banks is different than contributions and additive methods 
in principle. In the transformation approach, there is a need for a change in the structure of the curriculum due to 
the fact that perspectives and experiences of ethnic, racial and other minority groups will be included in the 
curriculum. The transformation approach alters the underlying assumptions of the curriculum and proposes reform 
to enable students to consider concepts, subjects, themes, and problems from different ethnic perspectives and 
viewpoints. First of all, the transformation approach is critical because it teaches students to analyze the 
knowledge that underlies cultural assumptions and its relation between different cultures and the dominant culture. 
It encourages democracy through equity and justice education. In this way, it enables students to comprehend 
concepts from different perspectives (Banks, 1994; 1988; 2012). On the other hand, the social action approach 
requires students to take action to fight injustice and inequity through community-based curriculums, instead of 
analyzing problems through a restructured curriculum in the transformation phase. By means of this curriculum, 
students carry out research/action projects and learn about the methods to start a change (Banks, 1994; 1988; 
2012). 

In Nieto’s (1994; 2017) classification, the “respect” phase follows the affirmation phase. This phase includes 
respecting differences and esteem for diversity. When the differences are respected, respect has become the basis 
of all activities that occur in a school. The employees of a school, teachers and other personnel, also show a 
diversity just as students. Major changes can be realized in the curriculum, and bilingual education can be included 
in curriculums (Nieto, 1994; 2017). In the “affirmation, solidarity and critique” phase, which follows the respect 
phase, the main assumption is based on the understanding that culture is not constant or unalterable, and therefore 
it is reproachable. The multicultural education at this level is associated with equity and social justice. Students 
start to understand the universality of power, oppression, prejudice, and privilege, to see the connection between 
themselves and others, and to develop a global understanding of social movements. 

Accordingly, it is possible to place the approaches within the scope of multicultural education in Sleeter and 
Grant’s (1987; 2007) single group studies and multicultural education, Banks’s (1994; 2012) transformation, 
Gorski’s (2009) teaching in sociopolitical context and Nieto’s (1994; 2017) respect approach in the first phases of 
critical multicultural approaches. The main purpose of teacher training objective of this phase is to equip them with 
skills to improve their students’ social action skills by engaging in a critical examination of the systemic influences 
of power, oppression, dominance, inequity, and injustice on schooling, from their practice to institutional and 
federal education policy.  

The phases; Grant and Sleeter’s (1987; 2007) multicultural social justice, Gorski’s (2009) teaching as resistance 
and counter-hegemonic practice, Nieto’s affirmation, solidarity, and critique phases and Banks’s social action 
phases constitute the second phase of critical multiculturalism. Critical theories are concerned with the role of 
institutions such as schools in the prevalence of economic, social and political inequity, and they acknowledge that 
these inequities and exploitation is not only economical, but also arise from gender, race, nationality, social class 
structures and discrimination against disabled individuals, apart from (Hooks,1994; Mthethwa-Sommers, 2014). 
The teacher training objective of this phase is to equip teachers with the creating research/action projects skill that 
will help them to enable their students to take action and fight against injustice and inequity through 
community-based curriculums. 

As a result the present study re-organized the approaches to teacher training and teacher training objectives of 
these approaches within the framework of  McLaren’s (1994; 2003) conceptual framework by considering the 
main features of the approaches presented by Grant and Sleeter (1987; 2007), Nieto (1994; 2017), Banks (2004; 
2012) and Gorski (2009) (Table 2). 
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Table 2. Multicultural education and approaches to teacher education 

Mclaren Grant & Sleeter Banks Gorski Nieto Teacher training Objectives 

Conservative 
Multiculturalism 

   Monocultural 
Education 

To prepare teachers to “enable 
students to be assimilated into an 
education system based on the 
assumption that there is no cultural 
difference among them” 

Teaching 
exceptional and 
culturally 
different 

 Teaching the “other”  To prepare teachers to “enable 
students to be assimilated into the 
education system by analyzing 
cultures, values, lifestyles, and 
worldviews of different identity 
groups” (Gorski, 2009). 

  Contributions  Tolerance   
Liberal 
Muliculturalism 

Human Relations  
 

Additive  Teaching with 
Cultural Sensitivity 
and Tolerance  
 

 To equip teachers with the skills to 
be tolerant towards differences and 
sensitive to diversity by analyzing 
biased attitudes and behaviors 
(Gorski, 2009) 

Multicultural 
Education 
 

 Teaching with 
Multicultural 
Competence  

Acceptance  To provide teachers with the 
knowledge and practical skills 
necessary to implement multicultural 
curriculum and pedagogical 
strategies and enabling them to meet 
the diverse learning needs of 
students. 

Critical 
Multiculturalism 

Single group 
studies 

Transformation Teaching in 
Sociopolitical 
Context  

Respect  To equip teachers with skills to 
improve social action skills of 
students by critically analyzing 
personal, professional and 
institutional practices, and 
systematic impacts of power, 
oppression, domination, inequities, 
and injustice, and educational 
policies on education.  

Multicultural 
Social Justice  

Social Action Teaching as 
Resistance and 
Counter-Hegemonic 
Practice 

Affirmation, 
solidarity, and 
critique  

The teacher training objective of this 
phase is teaching the skill of creating 
and implementing 
research/action-based projects to 
enable students to take action and 
fight with injustice and inequities 
through 
community-based-curriculums.  

 

4. Discussion 

Data of the study, which are intended to see the whole, reveals the socio-political context of multicultural 
education and teacher education in the United States and how it is defined. The studies, in particular the study of 
Gorski (2009), conducted in the field reveal that all of the liberal and critical approaches starting from the 
conservative multicultural education and the in-between tones are used in teacher education today, even in the 
mother country of multicultural education, and that there is no collective voice in this field.  

The social conditions of each country are different from each other. However, multicultural education refers to 
more than just one set of teaching strategies or teaching programs; it is also seen as an arena (Sleeter, 2018) for 
the power of defining the objectives and processes of education in a diverse and unequal world. In this sense, it 
is almost the same in every country today. The determinant factor in this field is the cultural, social, political, and 
economic philosophies of the countries. The cultural politics history of Western societies is closely related to the 
development of their societies as a nation-state. These societies have especially assumed a central responsibility 
in the process of establishing a centralized state by defining a community or a tribe living in a particular region 
as a specific culture. They, as members of a defined society (nation) living on the same land, have helped the 
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“imaginary societies,” as expressed by Benedict Anderson, form a nation that is shaped jointly by common 
identity and history and that shares a common culture (Bennett, 2001, p. 27). Just as it is all over the world, 
naturally the process was the same in Turkey as well, and the known facts have not been officially stated. For 
this reason, it is seen in Turkey that very few studies, for which research results are shared with the public, about 
the distribution of various groups are conducted by some private survey companies. According to the data of the 
survey conducted with mother tongue control in 2011, the distribution of ethnic identities of adults (18 years old 
and over) in Turkey has been determined to be local identities with 78.1 percent Turkish, 13.4 percent Kurdish, 
1.5 percent “Laz” and “Turkmen” and other groups with 0.31 percent (Konda, 2011). According to this 
distribution, there were rarely a few students from different cultures in the classes of teachers, and they could not 
perceive that those students came from different cultures. Because they were being prepared to “ensure the 
assimilation of such students in the education system, based on the assumption that there was no cultural 
difference between the students.” An essential part of these children could not survive in the education system 
for a long time. Today, the schools and teachers encountered such a large group for the first time, and they don’t 
know what to do, how to educate these children; they don’t understand them and cannot speak their languages. 
This is a major problem now not only for the teachers and schools, but also for the education system and, even, 
for all systems and society. In such contexts, multicultural education is generally considered as a way of 
improving the conditions and assimilation of new immigrants (Aguado-Odina et al., 2017; Sleeter, 2018) and as 
a way to create “tolerance” between immigrants and native students. According to the results of this study, the 
objective of teacher education of the second phase of conservative multicultural education is to examine the 
cultures, values, lifestyles, and worldviews of various identity groups and to prepare the teachers in order to 
assimilate those various identity groups in the education system (Gorski, 2009). This may be considered as an 
option; however, it may mean creating new and bigger problems rather than a solution when we look at the 
experiences of the Kurdish community in Turkey and the communities in the world.  

In this study, it is seen, through the examination of biased attitudes and behaviors and prejudices in particular, 
that the teacher education objectives of liberal multicultural education approach are to provide teachers with the 
ability to tolerate differences and be sensitive to diversity (Gorski, 2009) and to provide them with the 
knowledge and practical skills necessary to implement the multicultural education program and pedagogical 
strategies and to ensure that students meet various learning needs. The liberal approach that can be defined as 
more humane compared to conservative multicultural education requires a new philosophical view and the 
reconceptualization of multicultural education, as in other approaches. Such an approach towards teaching is 
very different from assuming that a contextually unbiased general pedagogy and curriculum is suitable for all 
students. Many educators of teachers and policymakers may consider such approach and conceptualization 
sufficient and suitable.  

It is recommended that the necessity of social change and teacher education can be organized in line with these 
objectives by taking social justice as the foundation in both phases of critical multicultural education. It is seen in 
literature in recent years that the emphasis on “social justice” as a theme in the teacher education concept has 
increased. According to Cochran-Smith, Gleeson, and Mitchell (2010), some critics (i.e., Crowe, 2008; 
MacDonald, 1998; Will, 2006) reject the idea of “teacher education for social justice” because they see it as 
progressive and political targets at the cost of traditional academic learning objectives. On the contrary, many 
supporters (i.e., 2006; Michelli & Keizer, 2005; Oakes & Lipton, 1999) argue that providing all students with 
intellectually complex learning opportunities is a central part of teacher education for social justice 
(Cochran-Smith et al., 2010).  

The educators of teachers and policymakers will evaluate the strengths and weaknesses of each of them based on 
their own philosophical stances about multiculturalism while examining the approaches mentioned above. 
Ideally, it can be asserted that a fairer and more democratic society can be achieved by the realization of the 
teacher education objective of the final stages, by moving the students towards a critical philosophical 
framework and through a fair and democratic education.  
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