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Statement of the problem in general aspect. The U.S. Census Bureau
predicts that by 2020, the U.S. people of color will make up 39% of the total
U.S. population. There are compelling reasons for diversifying the education
workforce to better reflect the students being served. Educators of color
serve as cultural brokers, not only helping students navigate their school
environment and culture, but also increasing involvement of families and
communities of color which in turn impacts student attendance, achievement,
graduation rates and postsecondary aspirations. Teachers are social and
moral agents. Teachers are either part of the problem, by maintaining the
status quo, or part of the solution, in taking active role toward advocacy.
Hones D. classifies teachers of language minority students as border guards
or border crossers. The border guards expect all students to fit into one mold,
the mythological American melting pot. Their teaching is one size fits all.
They believe minority students must assimilate into mainstream America and
leave their cultural and linguistic roots behind to succeed. The burden of
fitting in and succeeding rests with the student. The border crossers are
cultural mediators whose practices assist minority students into adjusting to
the American school culture and developing social identities without
sacrificing identity and connection with the home language and culture [20].

The analysis of recent research and publications. The problem of
educating teachers for language ethnic minority students in the USA were
studied by Boser U., Clewell B. C., Dee T. S., Easton-Brooks S., Gay G.,
Ingersoll Y., Lewis C. W., Lucas T., McKay S. A., Milner H., Nieto S.,
Porter S., Puma M. J., Strom, K., Umbach P. D., Villegas A.M., Zhang Y.,
Lucas T. offered two key reasons supporting the urgency of intentional

100

JlyxOBHiCTb 0cOOMCTOCTi: METOAOIOTisI, Teopisi i MpaKTHKA 6 (69)-2015

efforts to prepare, recruit, and retain the number of culturally and
linguistically diverse teachers enrolled in teacher preparation programs
leading to teaching and administrative positions: teachers of color serve as
role models for all students and teachers of color are uniquely positioned to
teach students of color [3; 6; 21; 24; 31]. Survey of the States' Limited
English Proficient Students and availability of Educational Programs and
Services for such category of students was carried out by Chan Tse.,
Fleshman H., Greenberg G., Hopstock P., Marcias F., Reynaldo F., Rhodes D.

The low rate of academic achievement and high dropout rate among
language minority youths in U.S. secondary schools has been a cause for
concern and the subject of numerous publications by Morse A., Ruiz-de-
Velasco.

The impact of a diversified workforce in closing the academic
achievement gap between white and non-white students was shown in
special investigations by Dee T., Easton-Brooks D., Boser U., Dickson L.,
Porter S., Umbach P., etc. Studies by Bireda, Boser U., Chait C.,
Ingersoll R., May H. also shows that teachers of color are two to three times
more likely than white teachers of color to work in schools with students
from families and communities with high stress factors [3; 7; §; 21].

Easton-Brooks D., created the State Teacher Diversity Index based off
of Boser’s Teacher Diversity Gap Index and found that, as the gap in
percentage of diversity of teachers to the percentage of diversity of students
in the state increased, the state’s achievement score gap between Spanish-
speakers/white and African American/white students increased significantly
[8].

The aim of the given paper is to disclose pedagogical foundations of
preparing teachers and tutors for language ethnic minority students in the
USA, to show education services provided for such group of students in U.S.
public schools and other educational establishments.

Main material presentation. Some nations across the globe are
becoming more linguistically diverse as a result of the transnational
migration of peoples. Others are experiencing an increase in their language
diversity as a result of differential growths of their populations, resurgence of
language and ethnic nationalism, language revitalization movements, and the
official recognition and promotion of multiple languages. Governments may
be recognizing the needs of regional or immigrant populations within their
borders, or they may be recognizing the fruits of foreign language programs
in their nations. This increase in linguistic diversity is taking place at the
same time that the estimated total number of different languages in the world
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is decreasing. While most nations have a multilingual history they recognize
as part of their heritage, some view themselves as predominantly
monolingual in a dominant language—the United States is one such country.
Language diversity in the United States is not a new phenomenon, but
language minorities begrudgingly receive recognition and continue to
struggle for acceptance [25].

According the U.S. National Council for Accreditation of Teacher
Education (NCATE) the national standards focused on diversity address the
following questions: 1. What proficiencies related to diversity are candidates
expected to develop and demonstrate? 2. What required coursework and
experiences enable teacher candidates to develop awareness of the
importance of diversity in teaching and learning and the knowledge, skills
and dispositions to adapt instruction and/or services for diverse populations?
3. What assessments provide evidence about candidates’ proficiencies related
to diversity? How are candidates performing on these assessments? 4. How
diverse is the faculty who work with education candidates? 5. What efforts
does the unit make to recruit and retain a diverse faculty? 6. How diverse are
the candidates in the initial teacher preparation and advanced preparation
programs? 7. What opportunities do candidates have to interact with
candidates from diverse groups? What efforts does the unit make to recruit
and retain candidates from diverse groups?

The single most difficult aspect of the schooling of language minority
students is providing them adequate access to the core curriculum. Most
school districts have opted to enforce a policy of learning English first—
before these students can be taught other subject matter. This puts language
minority students in a precarious academic situation. Many schools are
beginning to require special preparation, professional development, and even
licensing for their teachers to instruct these students in English. Many
language minority students who enter the schools early in their life can
sometimes catch up academically with native English speakers when they
work harder than these peers. However, the concentrations of language
minority students are in high-minority, high-poverty schools, which are often
under-resourced and struggle with hiring a fully credentialed and qualified
teaching workforce. Receipt of adequate instruction is the exception, not the
rule, for language minority students. The absence of teachers and other
school staff who can communicate with parents of language minority
students is also a problem in informing parents about the academic
performance of their children, about the activities of the schools, or even
about the expectations of the teachers. Aslanguage minority students,
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especially children, acquire some English, they often abandon the use of their
heritage language. This creates another communication difficulty between
children and parents in these homes that strains the quality of family
interactions.

Recent research made by Anderson A., Clark E., Faltis C., Floden R.,
Garcia E., Greenberg J., Moll L., Thonis E. Velez-Ibanez C., allows teacher
educators to readily generate a list of teacher competencies [1; 5; 9; 10; 13;
28; 38]. This list suggests a set of fundamental skills, knowledge, and
attitudes that all teachers working with language minority students (including
mainstream teachers) should possess: 1)  an awareness of the kinds of
special instructional services that second language learners experience at
different stages of participation in bilingual and English second language
(ESL) programs [9]; 2) the ability to work collaboratively in teams that
include specialists and non-specialists in bilingual and ESL programs; 3) an
understanding of how classroom settings (both social and physical) can be
arranged to support a variety of instructional strategies; 4) an understanding
of second language acquisition principles and how these can be incorporated
into learning activities that require two-way communicative exchanges
between teachers and students as well as between students; 5) an
understanding of "how pupils use their existing knowledge to make sense of
what is going on in their classroom....and awareness of ways in which pupils
might misunderstand content that seems clear (even obvious) to the teacher"
[10]; 6) the ability to draw parents of bilingual learners into classroom-
related activities and to tap into the "funds of knowledge" which parents and
community members can contribute to enhancing the instruction of language
minority children [28]; 7) the ability to deliver an instructional program that
provides "abundant and diverse opportunities for speaking, listening,
reading, and writing along with scaffolding to help guide students through
the learning process" [13]; 8) the ability "and disposition to create and to
bring students into classroom dialogue' [1]; 9) the ability to "assess
dynamically the initial “ability' of individuals and groups so that instruction
may be aimed above (but not too far above) that level” [1]; and 10) a
disposition "to be tolerant of responses that are divergent from the teacher's
point of view" [1] and to incorporate the culture of language minority
children into the curriculum.

Given current demographic trends, mainstream teachers, as well as
English second language and bilingual teachers, need to be prepared to teach
language minority students and to take a more active role in these students'
education. Hamayan E.V. describes six major functions that mainstream
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teachers perform with regard to language minority students. These functions
include: (1) mediator and facilitator of content learning; (2) facilitator of the
acquisition of English as a second language (through multiple avenues,
including integration of ESL instruction with content area subjects);
(3) language model; (4) mediator of mainstream culture; (5) advocate for
student empowerment; and (6) collaborator with administrators and other
teachers to provide valuable information about language minority students in
their classes and about the content of their classes [18]. In addition,
mainstream teachers increasingly need to be prepared to meet the challenge
of how to address "the social, communicative, and educational needs of both
native English-speaking and second language learners of English" within the
same classroom [9].

Although many teacher training programs clearly specify expected
outcomes, the general consensus among teacher educators today is that a
statement of outcomes alone is not sufficient. Indeed, it is becoming
increasingly evident that the emphasis on competencies in teacher education
(both pre-service and in-service) may be too narrowly focused. This narrow
view of teacher education often fails to lead to change in instructional
practices and to emphasize the need to create the kind of classroom
environment for language minority students that will facilitate both language
development and content learning [4; 26; 36].

In answering these questions, the challenge for teacher education shifts
to how to prepare teachers (both beginning and experienced) to move from
wherever they happen to be in their current approach to teaching toward
becoming the kind of professionals who can create an optimal learning
environment for language minority students. The nature of the challenge will
vary with the kind of program in which a teacher is involved. In each case,
the focus for teacher development shifts from "skills training" or "knowledge
transmission" toward engaging teachers in a process which leads them to
understand, at a deeper level, how learners learn language and subject matter.
More specifically, teacher education programs would focus on how language
minority students learn, given their particular needs as second language
learners from non-mainstream cultural backgrounds. The specific features of
a program may be less important than the reflective nature of the process in
which the teachers (or future teachers) are engaged [9; 11; 12; 27; 30; 34]. In
order for learners who are not yet fully proficient in English to progress
academically, support systems must be created within the classroom to
facilitate learning. Access to the native language provides one important
element of support for comprehension and learning that is not available in

104

JlyxOBHiCTb 0cOOMCTOCTi: METOAOIOTisI, Teopisi i MpaKTHKA 6 (69)-2015

all-English classroom settings. Setting up activities in ways that establish
direct connections with existing knowledge that the learner bring to the task
is another element of support (often culturally based) that bilingual teachers
must provide. The motivational prerequisites for learning need to be relevant
and directly evident to the learner, and the participant structures which serve
to engage the learner in the task or activity must be appropriate for that
learner, as well. While certain aspects of good teaching undoubtedly cut
across all learning contexts, teachers prepared to implement a bilingual
program are distinct from mainstream teachers in at least three ways: (1) they
are proficient in two languages and are able to use both to deliver effective
instruction in all areas of the curriculum; (2) they are skilled in integrating
"students' work at mixed of linguistic and conceptual complexity;" and (3)
they "know the rules of appropriate behavior of at least two ethnic groups"
and are able to "incorporate this knowledge into the teaching process" [9;
27]. As bilingual teachers plan strategies for pursuing academic goals, they
must invariably draw upon their knowledge of the child's language and
culture to deliver an effective plan for attaining the desired outcomes.

In addition to developing strategies for the academic achievement of
students, bilingual teachers must create optimal conditions for learners to
acquire English as a second language. Based on our current state of
knowledge, factors that can directly enhance this effort include: (a) providing
opportunities for interaction in all phases of student learning in order to
promote language development; (b) contextualizing learning activities (e.g.,
providing visual supports) in order to assist comprehension; (c) creating
cooperative learning environments that foster the development of social
skills needed to access knowledge from others and provide mutual assistance
in pursuit of common goals; and (d) infusing higher-order cognitive skills
into all aspects of classroom activity and directly teaching metacognitive
skills at appropriate points in the curriculum [19]. While there are many
means to contextualize a lesson and multiple avenues for creating a highly
interactive, language-rich environment, a key element appears to be teachers'
conscious attention to these factors, in addition to an awareness of the kinds
of classroom variables that can be successfully manipulated to generate a
learning environment that promotes language acquisition. Modes of
delivering English second language support for language minority students in
mainstream classroom contexts vary widely. Depending on the
program/school context, the needs of the student, and the kinds of resources
available, arguments can be raised in support of different alternatives for
delivering English second language services, but three key factors appear to
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be particularly important as remark Allen V., Crandall J., Enright A., Kessler
C., Richard-Amato P., Rigg P. [2; 13; 22; 34]:
1. Whatever path is chosen, the key to success includes close
articulation between different program components [13];

2. Integration of ESL and content area instruction must be maximized

wherever appropriate [34]; and

3. Classroom procedures must incorporate social aspects that meet

second language learners' needs, such as organizing classrooms in
ways that facilitate student-student interaction [34] and using
cooperative learning activities [22].

In order for these factors to become incorporated as central elements
within ESL programs, collaborative frameworks must be developed that
involve clear communication and mutual support among all the adults who
determine the quality of education for language minority students, including
teachers with administrators, teachers with teachers, and teachers with
parents. What skills, then, are needed by ESL teachers serving language
minority students? ESL specialists must possess a thorough understanding of
theory and research which allows them to become knowledgeable and
informed advocates of language minority students within the school context
[14; 15; 16; 17; 23; 29; 39]. Among the critical instructional issues that they
must be able to understand and apply in the classroom and illustrate to non-
specialists are:

— how to use modified speech appropriately with second language
learners;

— how to create multiple opportunities for "negotiation of meaning"
within natural learning contexts;

— how to contextualize learning (such as by providing additional
visual support and planned, meaningful redundancy); and

— how to use those variables related to second language development
that are under their control to maximum advantage (for example, by creating
opportunities for talking and turn-taking, selecting topics, and insuring bi-
directionality of communication in the classroom) [2].

Although this listing is incomplete and somewhat arbitrary, it serves to
illustrate an important point: what is critical for ESL specialists is not merely
to be able to do certain things in the classroom, but to understand at a deeper
level why certain conditions must exist in the classroom in order for the
needs of second language learners to be met.

As schools become more diverse, all teachers must ultimately assume
more responsibility for the English language and academic development of
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language minority students. Although it is becoming increasingly common
for mainstream teachers to find themselves teaching language minority
students, most of these teachers have not been trained to address the
particular learning needs of these students [34]. Both pre-service and in-
service training programs should begin to incorporate into their long-term
plans appropriate goals and strategies for addressing the needs of this
audience. For an example of a contemporary attempt to address the specific
needs of mainstream teachers assigned to all-English classrooms with
language minority students [9].

The recently completed study of alternatives to bilingual education
programs, carried out by Tikunoff W., Ward B., van Broekhuizen L.,
Romero M., Castaneda L., Lucas T., Katz A., goes beyond the classroom to
examine the administrative-and program-level features of these exemplary
instructional programs,. In documenting the characteristics of nine such
programs nationwide, this study yields important information for the
improvement of instruction for English language learners from diverse, low-
incidence native language backgrounds a growing population. Four key
findings from this study merit attention [33]. These are:

— The school leadership plays a critical role in providing instruction
that responds to the needs of language minority students;

— Intensive staff development is essential in responding to the
changing concerns of even the most expert teachers facing a changing
student population;

— Exemplary programs extend students' educational experiences
beyond school hours; and

— The native language of students continues to play an important role
in learning, even in settings where English is the primary language of
instruction.

— In effect, this study suggests that creating effective learning
environments for language minority students is the responsibility of all
members of the school/ program community, not just of the classroom
teacher. It also suggests that, in light of the changing demographics that
characterize schooling in the United States, professional development must
become a life-long process.

Collaborative research approaches are those in which teachers work as
equal partners with teacher educators and researchers to create challenging
learning environments for students. These approaches are exemplified by the
work of the Innovative Approaches Research Project (IARP) funded in 1987.
The TARP project included four separate studies. The process followed in
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each study was complex and involved a number of phases, precisely because
of its need to be inclusive of teachers, as Rivera C. [35] suggests:....the
implementation of each project was a collaborative effort involving
researchers, administrators, and teachers who worked together in classrooms
and in schools and who jointly shaped the refinements in the processes and
procedures of the individual models. For this reason, the research and
demonstration phase of the project was particularly informative and led to
important insights about effective instructional approaches for language
minority students.

By working as equal partners in this effort, teacher collaborators gained
increased understanding of the importance of the organization of schooling,
the value of teaching and learning approaches that restructure the traditional
teacher/student relationship, and the importance of presenting language
minority students with challenging content that is relevant to their
experiences and needs.

Another example of the collaborative research approach is reflected in
the work currently being conducted by Mercado C. Mercado's approach is
undergirded by two key elements:

— a belief that, in order to change instructional practice in schools,
teacher trainers must practice what they preach" and teachers must
experience what it is like to be a language minority student, and

— an inquiry-based stance oriented toward the creation of new
knowledge grounded in the actual classroom experience of practitioners [26].

Mercado C.has tested her approach in a study which examines a
methods course organized around the development of thematic units and
student portfolios. Units are developed in a process wherein all participants
jointly plan, try out, and assess activities appropriate for achieving the
desired goals. The course emphasizes submission of "works-in-progress,"
with substantial interaction focused on constructive evaluation of these
works throughout the semester. The principles of professional development
which the study exemplifies parallel those described in the literature on
effective classroom practices for language minority students. That is,
professional development is characterized by: (1) authentic dialogue over
relevant content; (2) learning by doing; (3) ongoing collaboration; and (4)
collective reflection over practice. Teachers experience the kind of
instruction they are being encouraged to practice [26].

It is important to note that professional development cannot be imposed
from the outside; the need and desire for change must grow from within each
individual. The notion that knowledge comes from action and reflection on
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that action is central to this pedagogical approach. Reflecting on shared
experiences is essential to deepening our understanding of ideas and of
individual interpretations, to confronting our beliefs as well as our biases, to
making learning explicit, but also to creating new interests and awareness of
new needs. our beliefs as well as our biases, to making learning explicit, but
also to creating new interests and awareness of new needs.
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MOJATOTOBKA YUYUTEJIEMA JIJISI PABOTBI C YUYALIIUMUCSH U3
A3BIKOBBIX STHUYECKUX MEHBIIIMHCTB B CIIA

O.E. Kpcek

B cmamve uccredyemcs cucmema nodeomoeku yuumeneil 015 pabomvl ¢
VUAUWUMUCS U3 A3bIKO8bIX dmHuYeckux menvwuncme ¢ CIIA. Ocoboe eHumanue
yoensemcs pabome yuumenell u gocnumamenet, NOO20MOGLEHHIX OJi Pearu3ayuu
08yA3b1uHOU  npocpammvl. Cmamvs coCpedomouena Ha OAHHbIX AMEPUKAHCKUX
uccneoosamerneil.

Knrouesvie  cnosa: 9MHOKYIbMYPHOE — 00pa306aHue, SmMHUYECKUe
MEHBUUHCIGA, A3bIKOBOE MEHBULUHCMBO, A3bIKOBOU bapvep, yuumes Ol YUauuxcs
U3 SI3bIKOBLIX MEHLUUHCING.

HIANOTOBKA BUUTEJIB JJIA POBOTH 3 YUHAMU
3 MOBHUX ETHIYHUX MEHIIIUH B CIIIA

0O.€. Kpcek

Y cmammi Oocnidocyemovcs cucmema nidecomosku guumenie 0ns pobomu 3
yunamu 3 MogHux emuiynux menuwiun ¢ CIIIA. Ocobrusa ysaea npudinicmocs pooomi
euumenié I 6uxosamenie, NiO2OMOGIEHUX Ons peanizayii 080MOSHOI npospamu.
Cmammst 30cepedicena Ha OaHUX aMEPUKAHCLKUX 00CTIOHUKIS.

Knruosi cnosa: emnokynsmypHa oceima, emuiuHi MEHUWUHY, MOGHI MEHUIUHU,
MOo6HULL bap'ep, guumeni 015t YUHI6 3 MOBHUX MEHIUUH.

Kpcek Oabra €BreHiiBHa — KaHIMIAT NEJAroriYHUX HAYK, JOIICHT,
nekaH ¢inonoriyHoro Qakynprery CXiJTHOYKpaiHCBKOrO HaliOHAJIEHOTO
yHiBepcuTery iMmeHi Bomomumupa [lams (M. CeBepojoHEnbK, YKpaiHa).
E-mail: krsek@ji.ua

Krsek Olga Yevgenivha — Ph.D — in Pedagogy, Dean of Philology
Department, Volodymyr Dahl East Ukrainian National University
(Severodonetsk, Ukraine). E-mail: krsek@i.ua
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OBIPYHTYBAHHS NEJATOTI'TYHUX YMOB
®YHKIIOHYBAHHS OHOBJIEHOI BUXOBHOI CUCTEMHA
BUIHOI'O TEXHIYHOI'O HABYAJIBHOI'O 3AKJVIALY

O. I1. JIyuaninoBa

Asmop ymounioe nouamms «neoazoeiuHi ymoguy y KOHmeKcmi
(YHKYIOHYBAHH OHOBIEHOI BUXOBHOT CUCEMU GUWO2O MEXHIUHO20
HABUAILHO20 3aKNA0Y, OOIPYHMOBYE HAUOLIbUL CHPUSATAUBE YMOBU iT
¢ynkyionyeanus ma @GopMyeaHHs ocobucmocmi cmyoeHma K
CMUCT08020 A0pa Yi€l cucmemu.

Kniwouosi cnosa: euxosna cucmema, neoacoziuHi ymosu,
@yuryionysanms 8uxoeHoi cucmemu, Gopmysanus ocobucmocmi
cmyoenma.

IlocTanoBKa mpoGjeMu B 3arajJicHoOMy BHUIJIAAI Ta il 3B’fA30Kk 3
BAKJIMBHMH HAYKOBHMH 1 TNpakTHYHMMH 3aBaanasmu. Cucrema
BHUXOBaHHs IIOJsira€ B oOpraHizamii mporecy (OpMyBaHHS OCOOHMCTOCTI
3100yBaya BUINOI OCBITH SIK MailOyrHbOro (axiBIs Ha OCHOBI Cy4acHHX,
SIKICHO HOBHUX ITiAX0/1iB. OCKUIBKY CyYacHUH BUIIMN TEXHIYHUH HaBYAJILHUN
3aKia] — Ie JIMIIe JIaHKa B JIAHIIOXKKY COIIaJbHUX IHCTUTYILIH, e
(dopMmyeTbes 0coOHUCTICTE MalOyTHBOro (haxiBus Ta HOro KyJibTypa, TOMY
YIIOCKOHAJIEHHS i OHOBJIEHHS BUXOBHOI CUCTEMH 3aKJIay PO3TIIIIAETHCS SIK
OararoacriekTHa TpoOjeMa, siKa Mae€ BaKIMBE COIiajJbHE W HayKOBe
3HA4YeHHs 1 MOTpedye HOBOI'O IENAroridyHOro OCMHCIICHHS, BUKOPHUCTAHHS
Cy4acHUX HAYKOBUX 1 IEJATOTTYHUX MiIXOJIB MO0 11 BUPIMIICHHS.

Y BHXOBaHHI CTYAEHTCBKOi OCOOWCTOCTI 3aroCTpWJIMCS TIE€BHI
CyNepeyHOCTi, SKi BUHUKIN B CYCIIUIBCTBI, IO IMOPOAMIO HOBI CYTTEBI
npoOyieMH: 3MiHA IIHHICHUX OpIEHTUPIB COLIyMy; COLiaJbHa amaris,
Jie3aanTalis, MONSpU3alisl CyCHUJIbCTBA; HEC(HOPMOBAHICTh JKUTTEBHX
HaBMYOK MOJIOZIOTO TIOKOJIIHHS, HHM3bKHH piBEHb KYJIBTYPU MOBJICHHS;
JieinuT KUBOTO CHIIKYBaHHS.

Yce ue M03BONWIO BHOKPEMHTH CYNEPEYHOCTI, SIKI CKJIaHCA Yy
CYCHIJILCTBI ¥ BUILIH OCBIiTi, 30KpeMa:

- MiX O00’€KTUBHOIO TIOTPEOOI0 B OHOBJICHHI BHXOBHOI CHCTEMH
Cy4acHOTO BHIIOIO TEXHIYHOrO HABYAJBHOTO 3aKiajy Ta HEZOCTATHHO
PO3pOOJIEHICTIO 11 KOHIIENTYaJIbHNX, HAYKOBUX Ta INMPUKIAJHUX IOJ0KEHb;
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