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MAIN AREAS OF THE IMPLEMENTATION OF MULTICULTURALISM
IN PROFESSIONAL EDUCATOR TRAINING IN THE USA

The purpose of the research. The article raises the problem of professional preparation of future educators in
the United States and Canada for work in a multicultural educational environment. Research methodology is based on
the use of comparative and analytical methods while studying the works of American and Canadian scholars dealing with
issues of ethnocultural diversity of the educational environment of modern educational institutions and attempts to re-
solve them from the standpoint of a tolerant attitude in working with multiethnic and multicultural students. Scientific
novelty lies in the analysis of conceptual and empirical studies of American and Canadian authors, which until now have
not been highlighted in the Ukrainian press. Conclusions. The research shows that teacher training programs at US
colleges and universities, the curriculums and the policies of educational institutions have been revised to focus on the
diversity of the ethnic composition of students and teachers, and that they reflect the main requirements to the goals and
objectives of multicultural education.
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Baxoe IeaH CmenaHoeu4, dokmop nedazoeiyHux HayK, doueHm, 3agidysay kaghedpu iHO3EMHOI ¢hinonoaii ma
nepeknady MixpeeioHanbHoi AkadeMii yripaeniHHs nepcoHanom

OcHOBHI HanpsAAMK peani3auii MynbTUKYNbTypaniaMmy y npodyeciiHin nigrotoBui Buknagadis y CLUA

MeTa po6oTu — gocnignTn npodecinHy nigrotoBky manbyTHix Buntenis y CLUA ta KaHagi ons poboTn B 6ara-
TOKYNbTYPHOMY OCBiTHBOMY cepefoBuLLi. MeToaonoris 4OCHigAXeHHS IPYHTYETLCA Ha 3aCTOCYBaHHI KOMMapaTUBHOIO Ta
aHaniTM4HOro MeToAiB Y AOCNIMKEHHI NpaLb aMepPUKaHCbKMX Ta KaHAACbKMX BYEHMX, MPUCBAYEHNX NMUTAHHSM €THOKYIb-
TYPHOro po3MaiTTa HaB4anbHOro cepefoBMLLa Cy4aCHMX HaBYanbHMX 3aKnafiB Ta crnpob iX BUPILIEHHS 3 TOYKU 30pYy
TONEepPaHTHOro CTaBneHHA 00 poboTu 3 GaraToHauUioOHaNnbHUMK Ta MyNbTUKYNbTYPHUMUK CTyaeHTamyu. HaykoBa HOBU3Ha
nonsirae B aHanisi KOHLUeNTyanbHNX Ta eMNipU4HNX SOCTiAXEHb aMePUKaHCbKNX Ta KaHafACbKMX aBTopiB, siki Aoci He Bynu
BWUCBITNEHI B YKpaiHCbKi npeci. BucHOBKW. B pesynbTaTti AoCnigXeHHs nokasaHo, Wo nporpaMu niaBULLEHHS KBanidi-
Kauil BUNTENIB ameprKaHCbKNX KONeaxXiB Ta YHiBepCUTETIB, HaBYarnbHi NnaHn Ta nomniTMka HaBYyanbHUX 3aknafiB 3asHa-
10Tb 3MiH 3 METOK 30CEPEOKEHHS YBaru Ha pPi3HOMaHITTi eTHIYHOro cknagy CTyAEHTIB Ta BUMTENIB, @ TakoX Bigobpaxa-
I0Tb OCHOBHI BUMOTV A0 Linew Ta 3aBgaHb 6aratokynbTypHOI OCBITH.

KniouoBi cnoBa: kynbTypa; MynbTUKYNbTYpHWUIA; GaraToeTHIYHWIA; HABKOMULLHE CepedoBULLE; HaBYanbHWUWN
nnaH; oceita.

Baxoe NUeaH CmenaHosu4, dokmop rnedazozauyeckux Hayk, doueHm, 3asedyowjuli kagheOpol UHOCMpPaHHOU
urnonoeuu u nepesoda MexpeauoHanbHol AkadeMuu yrpaeneHus nepcoHanom

OcHOBHble HanpaBreHusi peanu3auMm MynbTUKYNbTypanuama B npodeccuoHanbHOM NOAroToBKe npe-
nopasartenen B CLUA

Llenb paboTbl — uccnegoBatb npodheccnoHanbHy NOAroToBky Oyaywimx yuntenen B CLUA w KaHage ans pa-
60Tbl B NonMKynbTypHOM obpasoBaTensHOM cpefe. MeTtogonorusa nccnegoBaHnss OCHOBaHa Ha NMPUMEHEHUW CpaBHU-
TENbHOrO N aHanNMTNYECKOro METOAOB B U3y4eHM paboT aMeprKaHCKMX Y KaHaACKUX YYeHbIX, NOCBALLEHHbIX BONpocam
3THOKYNbTYPHOro pa3Hoobpa3sns obpasoBaTenbHOW cpefbl COBPEMEHHbIX Y4eOHbIX 3aBeAeHU 1 MOMNbITOK UX PELLeHNs C
TOYKM 3PEHMSA TONEePaHTHOrO OTHOLLEHNSI K paboTe C MHOrOHaLMOHAaNbHBIMM U MYNbTUKYNbTYPHBIMK CTyAeHTamun. Hayu-
HasA HOBM3HA 3aKM0YaeTCsl B aHanmse KoHUenTyanbHbIX U 3MNUPUYECKUX UCCNEA0BaHNIA aMePUKaHCKUX U KaHa[CKuX
aBTOpPOB, A0 CUX MOpP He ObInKn OCBelLLeHbl B YKpanHcKol npecce. BbiBoabl. B pedynbTate nccnefoBaHus nokasaHo, YTo
nporpaMMbl MOBbILIEHWS KBanudyKauum yuuTenen aMepuKaHCKUX KonneaxXen n yHMBepcmMTeToB, y4yebHble nnaHbl 1 no-
nnTVKa y4ebHbIX 3aBedeHNIN U3MEHSIIOTCS C LieNbo COCPeAOTOYEHNS BHUMAHWS Ha MHOroobpasnm 3THUYECKOro cocTasa
CTYAEHTOB M yunTenen, a Takke oTpaXKaloT OCHOBHbIe TpeboBaHUS K Liensam 1 3agadam MHOrOKynbTypHOWN o6pasoBaHus.

KntoueBble cnoBa: KynbTypa; MHOIOKYNbTYPHbIA; MHOrOHaLMOHanNbHbIA; obpasoBaTensHasa cpepa; CLUA; Ka-
Hafa; y4ebHasa nporpaMmma; obpasoBaHue.

Problem statement. The state of culture and society is determined by the structural and content fea-
tures of the education system. In other words, every nation has the educational system that corresponds to
the state of its culture and society, to the needs of its self-preservation and development. Therefore, it is im-
portant to address the social and political conditions that influenced the formation and development of multi-
cultural education in the United States.

The objective of the article is to analyze the scientific works of American and Canadian scientists
published in the 1990s and 2000s, which contain the results of conceptual and empirical studies that have
not been disclosed to the present day in the Ukrainian press.
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Analysis of papers with theoretical frameworks. Analysis of literature on multicultural education al-
lows to single out a significant number of studies devoted to teacher training. Efforts aimed at making teach-
er education multicultural, and, consequently, responsive to requirements of the multicultural environment of
an educational institution and society as a whole, through government policy, reforming educational pro-
grams, selecting students and teachers, various organizational changes in the work of higher education es-
tablishments, are reflected in works of a number of American and Canadian scholars [1; 5]. As analysis of
literature showed, the beginning of the XXI century can be considered the most successful and, at the same
time, the most difficult period for the multicultural teacher training [7; 14; 15].

On the one hand, it was time of hope, a period of increased attention to issues of ethnocultural diver-
sity of the learning environment [2]. For example, during his election campaign, George Bush said that “no
student should be left unattended,” emphasizing the responsibility of the American education system for in-
creasing the achievement of each student [7].

Let us note another positive moment; despite the fact that North American national professional or-
ganizations did not address problems of multicultural education until the 1970s, all major national organiza-
tions involved in the accreditation of teacher training programs, licensing and issuance of professional ad-
vancement certificates, had at the time clear requirements for the competence of a teacher to work with
multiethnic and multicultural students [19].

According to a study by D. Gollnick, published in 1995 with the title "National and State Initiatives for
Multicultural Education”, by 1993, 16 out of the 17 national curriculum standards in the USA approved by the
National Council for the Accreditation of Teacher Education (NCATE) contained multicultural principles, and
in 40 states, bilingual education and compulsory study of the culture of ethnic groups were introduced into
middle school curriculums and teacher training programs [11].

Research by G. Ladson-Billings and K. Zeichner [17] also confirms that almost throughout the coun-
try, teacher training programs at colleges and universities, curriculums and policies of educational institutions
by the early 1990s were reviewed for attention to the diversity of the ethnic composition of students and
teachers and reflected the main requirements of the goals and objectives of multicultural education.

Positive moments of this period without doubt include the rich theoretical knowledge of the key is-
sues of multicultural education, including teacher training, accumulated by American and Canadian scholars,
compared with the 1970s-1980s, when theorists noted significant lack of works on these issues [3; 6;
21].The fact that the number of Americans of color among schoolteachers, students, and college teachers
increased is also indicative of progress during this period in the field of multicultural education.

The beginning of the XXI century can also be called the most difficult period for multicultural educa-
tion, as, along with active transformations in its favor, there were no less active obstacles characterized by
many scholars as threatening for policy of multiculturalism. For example, according to B. Gordon, in many
states, there was strong resistance to the program of affirmative action in the field of education aimed at in-
troducing bilingual education and eliminating racial discrimination in admitting high school graduates to col-
leges and universities [12].

According to another researcher, G. Toppo, in a number of states, an "original" way of assessing the
quality of work of teachers and of the school as a whole, which included obligatory testing students in all sub-
jects, was proposed. In this case, the test developers did not take into account unequal abilities of students
to acquire knowledge. This problem was widely discussed in the media. For example, the Washington Post
noted that the "Act on Elementary and Secondary Education”, renamed by George Bush in "No Child Left
behind Act", should have been called "No Child Left Untested Act" [22].

A number of multicultural scholars observed that only individual attempts were made to introduce the
multicultural component into the educational process throughout the country, but fundamental changes in the
field of educational policy did not take place [14; 17]. Teachers as a whole, as before, received monocultural
education, which brought to the fore universal pedagogical knowledge and excluded from training programs
such important questions as racial, class, gender, and cultural characteristics of students and the ability of
teachers to correctly rely on these differences in the educational process, considering them as advantages of
the learning environment.

Along with the noted difficulties of this period, many critics point out that common steps in the field of
reforming pedagogical education (for example, the inclusion of multicultural courses in teacher training pro-
grams) were "beautiful, but shallow, thus becoming more rhetorical than real" [23]. Several authors agree
that such courses were separate elements added to core curricula rather than an integral part of multicultural
curricula (ibid). In other words, the abolition of these courses would not have been reflected in curricula as a
whole. The negative aspects of this period also seem to include the fact that the government-funded leading
studies did not touch upon issues of preparation of teachers for work in a multicultural classroom, upon spe-
cific problems of urban schools that were in urgent need for teaching staff, as statistics confirmed that most
teachers left their work because of difficult conditions (low salaries, dangerous, often criminal conditions on
the premises of the school, etc.).

Another serious obstacle to the introduction of multicultural programs of teacher training was the
false assumption that multiculturalism is primarily a political movement directed against white Americans [8].
It is difficult to grasp the essence of pedagogical research and policy of changes in the field of multicultural
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teacher training without resorting to the broader context of pedagogical education, namely the demographic
composition of students and teachers, and to the key issues in reforming pedagogical education.

In the early 1990s, J. Banks introduced the term "demographic imperative" to draw attention to the
inequality that was deeply ingrained in the American educational system. According to J. Banks, demograph-
ic imperative includes statistical and other information according to three criteria: the diverse composition of
students, the homogeneous (in terms of ethnicity) composition of teachers, and the "demographic division"
(pronounced discrepancies in educational opportunities, resources, and achievements among students that
differ in racial, cultural, and socio-economic characteristics) [3].

As H. Hodkinson points out, according to the data from the 2001-2002 census, the proportion of non-
white students in the country as a whole was 40%, but this figure ranged from 7 to 68% depending on the
state. In his report, H. Hodkinson emphasizes that the increase of the US population is uneven in terms of
ethnicity: in the next 20 years, it is expected that 60% of the population will be Latin American (40%) and
Asian (20%); in the state of California, for example, more than half of the inhabitants are of Mexican origin.
No other country in the world is marked by such an influx of immigrants as the United States. It is anticipated
that by 2035, the number of students of color in the country will reach 57% [23].

The ethnic composition of teachers in the United States is just the opposite due to the fact that the
number of white teachers in the country is the majority (86%) compared to the number of teachers of color
(14%) (National Center for Education Statistics, 2002). These figures, in the opinion of many scholars, are
due to the fact that the number of students of color, who attend colleges of pedagogy is lower just as before
(the findings are striking because of their discrepancy, since white students constitute from 80 to 93%)
(American Association of Colleges for Teacher Education, 1999).

Discussion. Demographic data are indicative not only of a numerical discrepancy between the ethnic
composition of students and teachers, but also of a noticeable difference in their biographies. In other words,
most teachers, as it was mentioned above, are white Anglo-Americans, have a middle-class social status,
therefore, since childhood, they grew up under quite favorable conditions that allowed them to obtain a good
education in their native language, usually in English.

On the other hand, most students are from low-income, non-white families, for whom English is not
their native language, and are familiar with life difficulties from childhood. Many teachers are not familiar with
the culture and ethno psychological peculiarities of their students, so any difficulties are considered by the
teacher as the student's reluctance or inability to study a particular subject. As G. Gay rightly observes, it is
very difficult for teachers and students to find common ground because they come from different worlds with
their own laws, environment, values, views on the existing order, therefore it is difficult for a teacher to be an
example for students, a person they can trust with their experiences and receive in response some wise ad-
vice [10]. Researchers A. Goodwin and A. Villegas & T. Lucas draw attention to different social and ethnic
origin of teachers and students, emphasize that a teacher, who has received monocultural training cannot
function as “an agent of culture” helping a student to overcome difficulties of adapting to school because of
differences in the requirements of the family education and of the school environment [23].

According to many researchers, the most common mistake of teachers is incorrect perception of
ethnic differences of students in the classroom, that is, attitude toward this fact like toward an obstacle to be
overcome. The results of observation of the work of teachers in a number of schools have shown that a
teacher either ignores an ethnic minority, or tries to assimilate it into the majority, running into additional diffi-
culties, as some students of color resent to their likeness their assimilation into the white majority in the
classroom. Moreover, white teachers in advance label students of color as ‘unable to study’ and have low
educational expectations of them [10].

J. Banks believes that the next aspect of "demographic imperative" refers to the inadequacy of edu-
cational opportunities, achievements, living conditions, and learning of students differing in racial, cultural,
and socioeconomic characteristics. Detailed analysis of these discrepancies and the reasons for their occur-
rence is presented in the work by A. Villegas & T. Lucas, who, in their turn, relied widely on data of educa-
tional statistics and the results of their own long-term research [23]. They note that, among the developed
countries of the world, the highest percentage of children living in poverty is noted in the United States, the
number of low-income children of color being much higher than the number of low-income white children (42
and 16% respectively). The level of educational achievements of students of color in mathematics and read-
ing, according to the National Assessment of Educational Progress (NAEP), is noticeably lower than the lev-
el of the respective abilities of their white peers. Scientists conclude that “the incredible gap in the achieve-
ment of white students and students of color, as well as a noticeable difference in the numbers of high
school graduates (more than half of the students of color do not finish school) are indicative of the inability of
the existing educational system to teach children of US citizens of color at schools” [18].

The conditions in which children study are characterized by no less pronounced discrepancies. For
example, the provision of schools with the necessary equipment, furniture, educational literature, sports
equipment, computers, differs at urban, suburban, and rural schools [9; 17]. In this regard, in the state of Cal-
ifornia, in 2000, the Union of Civic Initiatives filed a lawsuit on behalf of 18 schools that accused the authori-
ties of lack of proper conditions at schools for work and study. In this suit, it was emphasized that all students
regardless of race (96.4% of the students of these schools were of color) had the full right to receive from the
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State all the necessary conditions for adequate education — from the premises of a school specially equipped
for the safe stay of children in it during the day, equipped with training equipment and materials, to specially
trained staff responsible for each child.

J. Banks concluded that “demographic imperative” is, first and foremost, awareness of the fact that
overcoming the great gap between the requirements of the learning environment and the life experiences of
students from different racial, cultural, and social groups dictates the urgent need for introducing changes in
teacher training. Certainly, this will not solve all the problems of the American educational system, but the
need for specialists of a new type has reached its limit; today's teachers cannot cope with their main purpose
— to give quality education to each child, and so, thereby, the authority of the national school is undermined”

[3].

In 1972, the first Commission on Multicultural Education under the American Association of Colleges
for Teacher Education (AACTE) was established. It resolved that: 1) cultural diversity is a valuable source; 2)
multicultural education preserves and enriches this source, and not only teaches a tolerant attitude; 3) cul-
tural pluralism should be present in all aspects of teacher training programs [4].

The report of the Commission on Multicultural Education began with the main goal and objectives of
teacher training: “We are confident that our teachers are able to bring educational equality into schools; to
this end, it is necessary to set for teacher training programs a goal - to provide students of pedagogical col-
leges with the skills necessary to work with multicultural composition of students, so that no child in the
classroom is left without the attention of the teacher. This goal sets new tasks, namely, whether teachers of
pedagogical colleges are able to work in a new way, whether the former methods of working with students
are suited to solve new tasks, whether they need to be modernized taking into account the goals and objec-
tives of multicultural education...” [4].

In 1976, the National Council for the Accreditation of Teacher Education (NCATE) included multicul-
tural education in its standards, stressing that every teacher training educational institution, to receive ac-
creditation, should include multicultural education in all programs until 1981. As analysis of literature showed,
since this period, the attention of scientists and critics was directed to the policy of pedagogical education as
well as to the state of the theory and practice of teacher training, taking into account the goals and objectives
of multicultural education.

We have analyzed leading studies on the gradual introduction of multicultural education into teacher
training, which were published in the 1990-2000s in central editions on education, such as Review of Re-
search in Education (RRE), Review of Educational Research (RER), and in the collective monograph "Guide
to Research on Pedagogical Education”. Summarizing the results of the analysis, we would like to empha-
size that the authors repeatedly point out to lack of empirical studies on the problem of teacher training. For
example, S. Grant & W. Secada emphasize that theoretical developments should be "translated into the lan-
guage of school practice" [13, 405].

G. Ladson-Billings notes increased interest of scientists in issues of multicultural education, but the
practical utility of their works, according to the author, leaves much to be desired. The author also concludes
that "multicultural teacher training plays the role of mediator between the theory and the practice of multicul-
tural education and, thus, the quality of research on this issue will determine the future fate of multicultural
education” [17]. In a 1999 overview, G. Landson-Billings concludes that the problem of cultural diversity nev-
er became central to teacher training; just as before, its solution is complementary to existing programs,
while fundamental paradigmatic changes are needed. The author proposes the development of new teacher
training programs based on the main principles of the critical theory of race [17].

K. Zeichner and K. Hoeft particularly emphasize lack of research on the problem of the interrelation
between structural components of programs and the practice of teacher training; between cultural knowledge
and the cross-cultural competence of a teacher; between pedagogical experience of a teacher and changes
of personal and professional nature.

L. Weiner focuses his review on the problem of preparing a teacher for an urban school, which has a
number of specific features, namely “a diverse students' composition, a complex bureaucratic system, con-
stant funding gap, and unitary ideas of intelligence and achievements.” The scientist systematized works
published in the 1960s-1990s according to the following criteria: skills and relations necessary to work with
the category of students who, since childhood, are deprived of favorable conditions for life and study (disad-
vantaged children); specific changes in teacher training to arm teachers with these skills; the influence of the
structure of urban schools on the work of a teacher and the activities of students; emphasis in pedagogical
preparation on the features of the environment of an urban school, so that a teacher can give high-quality
education to all children and does not want to leave his/her work.

K. Sleeter summarized studies published in the 1970s-1990s on the preparation of a teacher for
working with students belonging to social groups that have historically experienced discrimination (children of
immigrants, indigenous Americans, and other representatives of the non-white population of the country)
[21]. Based on the results of her research, K. Sleeter concludes that most works are scholastic in nature, that
is, they are separated from real life and practice. In addition, a serious shortcoming of teacher training pro-
grams, according to the author, is the predominant presence of representatives of the white race in them,
that is, ignoring the cultural experience of students of color.
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In general, the authors of the works we have reviewed note a rich theoretical basis on the problem of
multicultural teacher training, but the effectiveness of most theoretical foundations is not empirically con-
firmed, therefore, the question of fundamental changes in teacher training programs is still open. The useful-
ness of these analytical reviews lies in the fact that they focused on specific aspects of multicultural teacher
training, which were not previously mentioned in the general goals and objectives of multicultural education.

Let us consider how this problem is studied by Ukrainian scientists. Analysis of works on reforming
pedagogical education in Ukraine, taking into account the goals and objectives of multicultural education,
confirmed that scientists are conducting active research in this area due to the contradiction between the real
need of society for teachers of a new type and lack of attention of higher and secondary vocational education
to preparing teachers for work at a multicultural educational institution [2; 15; 16; 24].

Researchers emphasize that, in the process of organization of teaching and educational work with
students, their preparation for work in a multicultural educational environment is not singled out as a special
purpose. The results of experiments show that students' desires to show their positive attitudes toward rep-
resentatives of other cultures often do not find any adequate expression due to stereotypes formed, inability
to construct dialogical forms of communication, to analyze a situation, to identify a problem, and to propose
solutions to it.

The effectiveness of multicultural training students depends on the coherence of the goals and ob-
jectives of vocational training and multicultural education, the clarity and consistency of the requirements
facing a future teacher. Ukrainian scientists consider the following components of pedagogical education to
be important in the context of a multicultural society:

- knowledge by a teacher of the objectives, main ideas, and concepts of multicultural education; -
cultural, ethnohistorical, and ethno-psychological knowledge allowing to realize the diversity of the modern
world and the specifics of cultural manifestations at the level of personality, group, society, to ensure under-
standing the importance of cultural pluralism for an individual and society; - the ability to single out or to in-
corporate into the content of general education ideas reflecting the cultural diversity of the world, of a coun-
try, of an ethnic group; - the ability to organize the pedagogical process as a dialogue of bearers of different
cultures in time and space.

Let us note the general points that are clearly traceable in the requirements for the professionalism
of Ukrainian, American and Canadian teachers necessary for work at a multicultural educational institution.
Scientists in the United States and Canada unanimously emphasize that the multicultural literacy of a teach-
er starts, first of all, with his/her knowledge of the culture of his/her people (ethnic group) and with clear un-
derstanding his/her cultural identity; otherwise, the teacher will not be able to act as a mediator in culture and
to teach students to comprehend the values that a culture holds. The authors of the concepts of multicultural
education are also convinced that a teacher must be able to help his/her students in identifying their cultural
identities, but at the same time remember that each student may be an intersection of several cultures,
hence being a bearer of several identities.

Researchers from both countries give importance to a teacher’'s knowledge of the specifics of the
culture of the behavior of their students or of the ethno-psychological characteristics of the students, since
they affect the educational style of a child and, therefore, require the teacher to choose appropriate methods
and techniques of teaching. In other words, a future teacher must learn one of the main pedagogical princi-
ples of work in a multicultural classroom, formulated in the American pedagogy by S. Nieto as follows: "equal
is not the same” (i.e., equal approach does not mean the same approach) [20], which means:

- taking into account (rather than ignoring) differences between students (ethnic, language, gender,
social, religious, cultural) in terms of comparison rather than superiority of some over others;

- awareness of the fact that these differences affect methods of acquisition of knowledge by students
requires from a teacher the ability to adapt his/her strategy of the educational process to individual cultural
styles of students;

- the ability to use cultural characteristics of students as their advantages, not disadvantages.

Researchers of both countries also include in the necessary skills of a teacher his/her ability to criti-
cally evaluate any information, to analyze his/her own cultural stereotypes, to timely rid them of them, pre-
venting formation of biases; to remember that incorrect stereotypes affect his/her learning expectations of
students.

According to scientists, an important condition for the success of a teacher's work is his/her ability to
properly involve parents of their students in the educational process, to use such forms and techniques,
which will intensify the educational activities of parents and raise their sense of responsibility for the educa-
tion of their children.

Scientists also unanimously emphasize that the ability to create and maintain a tolerant atmosphere
in the classroom is an integral part of a teacher's professionalism.

In the approaches of American and Canadian scholars to this issue, the professional pedagogical
orientation of students' training recedes into the background, putting forward as a primary task formation in
students of active civic positions, of the need for participation in managerial, political, and social processes at
different levels (of the educational institution, the city, the district, the state) and becoming an agent of social
and political transformations in society. We believe that this desire to educate the younger generation as ac-
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tive members of their lives and society with a sense of responsibility for the fate of the country, for its socio-
economic prosperity, able to, rather than being passive recipients of the current situation, influence, if neces-
sary, the circumstances for themselves, independently making decisions in case of choice, originates from
such historical preconditions of multicultural education in the United States as socio-political movements for
human rights and freedoms, the feminist movement, and the fight of ethnic minorities for the preservation of
their own cultural traditions.

If we compare the stages of the formation and development of multicultural education in the United
States and Canada, then we will notice that active filling of the content of education with material of ethnic
and cultural nature dates from the 1960s-1970s. As a result, American and Canadian educations were of
interethnic and intercultural nature, considering problems of teaching and education in a narrow context, that
is, in conjunction with only ethnic and cultural issues. But, as the practice of North American schools has
shown, the study of these peculiarities of peoples is a necessary, but insufficient step in changing the work of
the school so that it meets the needs of all students, as the causes of conflicts lie not only in ethnic and cul-
tural differences. Education becomes multicultural if it considers learning problems in a wider context, mov-
ing beyond solving purely pedagogical tasks, namely, in conjunction with social, economic, political, reli-
gious, language, and gender differences of members of society.

Methods of the work of the Ukrainian school on the incorporation of the ethnic and cultural compo-
nents into the educational process correspond to the contributory and additive approaches developed by J.
Banks [3]. It is to be recalled that these approaches do not involve radical changes in the structure and goals
of the main program; ethnic material serves as an addition to the existing content. However, as the author of
the concept emphasizes, these approaches are necessary successive stages of transformation of educa-
tional programs, considering the goals and objectives of multicultural education.

Conclusions. Analyzing the main factors that slow down the spread of multiculturalism in the US ed-
ucation system, scientists point out that institutional racism remains a serious obstacle. It is to be recalled
that, in contrast to individual racism, which involves only personal prejudice against representatives of other
cultures, institutional racism has the power to provide with or deprive a person of certain rights and opportu-
nities in various fields through the activities of social institutions. According to researchers, resistance to insti-
tutional racism is impossible without appropriate legislative changes. In further work on the content of cur-
ricula, Ukrainian experts can derive benefit from becoming familiar with the transformational approach and
the approach of "social action" proposed by J. Banks, since they will help to carry out further transition from
simple filling the content of programs with ethnic material to more complex transformations from the perspec-
tive of multicultural education.
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®ECTUBAIIbHUWA PYX AK YNHHUK IHTEMPALLIT
TA 3BEPEXEHHA HAUIOHAJIBHOIO
KYJNIbTYPHOIO NIAHAOWA®TY

MeToro aocnigXeHHs1 € PO3KPUTU 3HAYEHHS Ta 0COGNUBOCTI (PONbKNOPHO-PECTUBANBHOMO PyXy B Mpoueci
OpMyBaHHS Cy4acHOro KynbTypHOro npoctopy YkpaiHu. Metomonoria aocnimkeHHsa nobygosaHa 3 ypaxyBaHHAM
HeobXiAHOCTI BUKOPUCTaHHSA MDKAUCLMNNIHAPHOIO MiAX0AY, WO NOEAHYE MOXIUMBOCTI MMCTELTBO3HABCTBA, KyNbTyponorii
Ta iHWKUX rymaHiTapHux Hayk. HaykoBOoK HOBM3HOM CTaTTi 6aunTbCs OGI'PYHTYBAHHS HEPO3PMBHOIO B3aEMO3B'A3KY
decTmBanbHOroO pyxy B YkpaiHi i3 3aranbHOCBITOBUMY KyNbTYypOTBOPYMMM MNpoLecamMy Ta BU3HAYEHHA ecTmBanio
POnNbKNopy, CYTTEBUM YMHHWKOM perioHanbHoi camoigeHTudikaLii i, ogHoYacHO, HamBaXXNMBILLMM 3acOOOM MKy b-
TYPHOI iHTerpauii HauioHanbHOro KynbTypHoro naHawadgTty. BucHoBKU. Po3BUTOK hecTuBanbHOro pyxy B YkpaiHi Hepo-
3pUBHO MOB’A3@HWUI i3 3aranbHOCBITOBUMU KyNbTYpPOTBOPUYMMW MpoLiecaMu, B KOHTEKCTI SKUX decTmBani SK COUIOKYMb-
TYPHUIN (DEHOMEH i3 KOXHUM pOKOM HabyBalTb nowmpeHHsa. Cepea 3axopfiB, MOKMMKAHUX MO3UTUBHO BMIIMHYTU Ha
npouec 3axucty, 36epexeHHst i nowupeHHs 06’eKkTiB HemaTepianbHOi KynbTypHOI CnafwuHK, 30Kpema, OrbKriopy
ocobnuee 3Ha4YeHHs HagaeTbcsa ectuBanaMm onbknopy. Baxnusa dyHkuUis decTnBanio donbKIopy, Wo noxoauTb 3
MNOro Npupoaun, ue 34iNCHEeHHS NeBHOI COLOKYNbTYPHOI poBOTK SK YMHHMKA camoigeHTudikauii i perioHanbHOi camobyT-
HOCTi €THOCY, SIK HaaKTMBHILLIOro 3aco0y MidKKYNbTYPHOI iHTEerpauii Ta CMHeprii HauioHanbHOro KyrnbTypPHOro NpocTopy.

KntoyoBi cnoBa: dectnBanbHUin pyx; pectmBanb OONbKIOPY; KyMbTYPHUI NPOCTIP; KyNbTYPHUA nanawadT;
cbonbKnop.

Slkoenee AnekcaHOp Bukmopoeu4, O0KmMop Kyrbmyposoauu, doyeHm, npogecop kaghedpbi UcKyccmeoseo-
yeckol aKcriepmu3bl HayuoHansHOU akademuu pyKogodswux kKadpos Kybmypbl U UCKYCCMe

®decTUBanbLHOE ABUMXEHUE Kak hakTop MHTerpaLmMm u coxXxpaHeHUsl HaLMOHanbLHOro KyfbTYpHOro naHa-
wadpta

Llenbo nccnepoBaHusa SBMSETCS PacKpbiTb 3HAYEHNE M 0COBEHHOCTU (POMBKIOPHO-(ECTUBANBHOIO ABUXEe-
HUSA B mpouecce hOpMMPOBaHMSA COBPEMEHHOIO KyMnbTypHOro npocTtpaHcTBa YkpauHel. MeTogonorusa nccnefoBaHus
nocTpoeHa C y4eToM HeobxoAMMOCTM MCMONb30BaHWA MEXOUCLMMINHAPHOIO MoAxo4a, CoYeTarowero BO3MOXHOCTU
WCKYCCTBOBEAEHWS, KynbTyponornm n Apyrux rymaHutapHelx Hayk. Hay4yHo HOBMU3HOW cTaTby BMAWUTCA 0BoCHOBaHWe
HepaspbIBHOWM B3auMOCBA3M heCcTMBanbHOro ABUXEHNSA B YKpanHe ¢ 06LLeM1poBbIMK KyNbTypOTBOPYECKME NpoLieccamm
1 onpegeneHvsa dectnBans gonbknopa, CyLeCcTBeHHbIM (DakTOPOM perMoHanbHOW caMmonaeHTUdmKaumMmn 1, ogqHoOBpe-
MEHHO, Ba)KHEMLLUUM CPeACTBOM MEXKYNbTYPHON MHTErpauun HauMoHamnbHOro KynbTypHOro naHawadrta. BeiBogbl.
PasBuTne hectmBanbHOro ABMXEHWS B YKpauHe HepaspbiBHO CBA3aH C 06LLEMUPOBBIMU KyNbTypOTBOPYECKME npoLec-
camu, B KOHTEKCTEe KOTOpbIX (pecTnBany Kak COLMOKYNbTYPHbIN (DEHOMEH C KaXAbiM roAom npuobpeTaroT Bce Gonbluee
pacnpoctpaHeHue. Cpean Mep, Npy3BaHHbIX OKa3aTb MOMOXWTENbHOE BWSHWE Ha MPOLECC 3alluTbl, COXPaHEHUs |
pacnpocTpaHeHusi 06bLEeKTOB HemaTepuanbHOro KynbTypHOrO Hacneawsl, B YacTHOCTM, donbknopa ocoboe 3HaveHue
npuaaetca dectuBanam donbknopa. BaxHas dyHkuma dectuBana donbknopa, NpoucxoauT OT ero npupogel, 310
OCYLLECTBIIEHME COLMOKYNbTYPHON paboThl kak hakTopa camongeHTudmKaumm n CoxpaHeHs pernoHanbHoOn camobbIT-
HOCTM €THOCa M aKTUBHOrO CPeACcTBa MEXKYNbTYPHOW MHTErpaLum u CUHEPTUM HaLUMOHAmNbHOrO KynbTYPHOro NpoCTpaH-
cTBa.

KntoueBble cnoBa: hectnBanbHoe apwkeHne; hecTrBanb QONbKIopa; KynbTypHOe NPOCTPaHCTBO; KynbTyp-
HbIM NaxgwadT; donbknop.
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Festival movement as an integration factor and preserve the national cultural landscape

The purpose of the article is to reveal the meaning and characteristics of the folk-festival movement in the
process of forming the modern cultural space of Ukraine. The methodology is based on an interdisciplinary approach,
combining the possibilities of art history, cultural studies and other humanities. The scientific novelty of the article
seems to be the rationale for the inextricable relationship of the festival movement in Ukraine with global cultural pro-
cesses and the definition of the festival of folklore, a significant factor in regional identity and, at the same time, the most
important means of intercultural integration of the national cultural landscape. Conclusions. The development of the
festival movement in Ukraine is inextricably linked with the global cultural-creating processes, in the context of which
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