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Abstract

The English language learner (ELL) student population in Southwest Florida is growing, and adequately
prepared teachers are needed to meet the wealth of diversity—and the challenges—they bring. Using a
quantitative research design, this study examined preservice teachers’ readiness to educate ELLs through
their perceptions of institutional support, training, and culturally and linguistically diverse teaching
strategies. Data from 104 preservice teachers attending a medium-sized public university in Southwest
Florida were collected via a 20-item Likert-scale survey instrument. Also, confirmatory factor analysis
(CFA) validated a three-factor model. The findings indicated that preservice teachers hold positive
attitudes toward culturally responsive teaching and are inclined to recognize the importance of specialized
training. However, a lack of institutional support and only moderate confidence in perceived institutional
responsiveness suggest areas where structured scaffolding and practice-based preparation may be
strengthened. Thus, the results indicate the need for teacher education programs to provide more practical
training and for institutions to strengthen their support, thereby improving preservice teachers’ readiness
to educate ELLs.
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Introduction

English language learners (ELLs) are among the fastest-growing student populations in the United States,
reflecting a significant demographic transformation in the country’s classrooms (Halpern & Ozfidan,
2024; Torres et al., 2023). Particularly in Southwest Florida (SWFL), the rise in ELL enrollment brings a
scenario many educators and soon-to-be educators are not prepared for (Halpern et al., 2024). Teaching
ELLs requires specialized teaching methodologies that address not only language proficiency but also
cultural and linguistic diversity (Ibrahim, 2023). Consequently, it becomes evident that the preparedness
of preservice teachers is of paramount importance.

To be ready to become a teacher, a candidate must be trained in subject-matter knowledge, pedagogical
skills, cultural competence, and positive attitudes toward learners (Halpern & Ozfidan, 2024). Christison
(2023) found that when teachers feel confident in their ability to instruct ELLs, students have better
outcomes. However, teacher training may be lacking in this area, as many preservice teachers report
feeling unprepared to support ELLs (Gulya & Fehérvari, 2024).

One of the most effective ways to address diverse learners’ needs and better prepare teachers to serve this
population is through culturally responsive teaching (CRT) and multicultural education (Parkhouse et al.,
2023). CRT places students’ cultural backgrounds as an integral part of instruction. Moreover, CRT aims
to make culture visible to enhance relevance and effectiveness in learning (Chahar Mahali & Sevigny,
2022; Parkhouse et al., 2023). Therefore, teacher education programs have the potential to play a critical
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role in equipping preservice teachers with CRT competencies; however, the extent to which these
programs go through to implement CRT can vary, as well as how much preservice teachers are receptive
to it (Chang & Viesca, 2022; Wrench et al., 2022).

Guaranteeing and promoting the success of ELLs without institutional support can be challenging (Lander
et al., 2024; Lawrence et al., 2022). The individual effort of a few teachers is not enough to foster a
culture of inclusivity and implement effective strategies (Lawrence et al., 2022). For that to materialize,
schools must actively embrace diversity and provide resources for ELL instruction; otherwise, teachers
will not feel as ready or as confident in educating ELLs (Lander et al., 2024).

This study is grounded in the sociocultural theory of cognitive development, which emphasizes the
central role of social interaction and cultural context in learning (Vygotsky, 1978). From this perspective,
cognitive development is inseparable from the cultural and linguistic environments in which individuals
participate, and learning occurs through collaborative engagement and the use of culturally situated tools.
Applied to teacher education, this framework underscores the importance of preparing preservice teachers
to recognize and respond to the sociocultural dynamics of diverse classrooms. In the context of ELL
instruction, valuing students’ cultural and linguistic resources enables teachers to scaffold learning more
effectively and build meaningful connections that support academic success.

Given the growing diversity in Southwest Florida classrooms and the critical role preservice teachers will
have in shaping educational outcomes for ELLs, the goal of this study is to examine these future
educators’ views on institutional support, training, and teaching strategies related to cultural and linguistic
diversity. A quantitative research design that includes a CFA analysis will guide and validate the study
and provide data about teacher readiness and insights that can inform teacher education programs and
policy proposals.

This study is guided by the following research questions:

1. How do preservice teachers perceive their preparation to teach English language learners (ELLs) in
Southwest Florida?

2. What are preservice teachers’ perceptions of institutional support for bilingual and multilingual
learners?

3. To what extent do preservice teachers endorse culturally and linguistically responsive teaching
strategies?

4. Are there differences in these perceptions based on gender, race/ethnicity, and Hispanic identity?

Literature Review

The increasing diversity found within student populations has become a defining feature of educational
settings in the United States, particularly in regions such as SWFL (Lee County School District, 2023;
U.S. Census Bureau, 2023). The rise of ELL students contributes significantly to this growing diversity.
ELLs, as the name suggests, have a language other than English as their primary language (Torres et al.,
2023), and they require specialized instruction to achieve language proficiency and academic success.
The unique challenges and opportunities this student population brings need to be addressed by current
and future teachers (Torres et al., 2023).

One aspect that impacts preservice teachers’ capacity to address the needs of ELLs is readiness (Ibrahim,
2023). Teacher readiness encompasses diverse factors, including subject matter expertise, pedagogical
proficiency, cultural awareness, and a positive outlook toward learners (Ibrahim, 2023). The preparedness
of preservice teachers to educate ELLs is, thus, vital, as it directly influences these students’ academic
performance and, most importantly, their integration into mainstream classrooms (Christison, 2023).
Despite the perceived importance of equipping teachers with the necessary competencies for ELL
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instruction—policy and standards-wise—a gap persists between educators’ preparedness and ELL
students’ needs (Stairs-Davenport, 2023).

Therefore, this literature review will examine existing research on preservice teachers’ readiness to
educate ELLS. We will focus on self-efficacy and beliefs, culturally responsive teaching, and teacher
preparation strategies. Considering key themes and gaps in the literature, this review will provide insights
that can inform and contribute to teacher education programs for the development of more effective
instructional practices for ELLs in SWFL.

Preservice Teachers and ELL Students

When considering the outcomes of ELLs, a critical aspect is preservice teachers’ attitudes toward diverse
students (Halpern & Ozfidan, 2024). These attitudes are influenced by personal experiences, cultural
backgrounds, and the training they (do not) receive in their education programs (Chang & Viesca, 2022;
Christison, 2023). Many preservice teachers enter training with a narrow understanding of linguistic
diversity and misconceptions about ELLs and their needs and abilities (Chang & Viesca, 2022). For
instance, some may place academic challenges or failures on individual student factors rather than
considering systemic issues affecting ELLs (Jones & Donaldson, 2022).

Preservice teachers often feel challenged by the perception that language barriers and cultural differences
are insurmountable, creating a sense of underpreparedness (El-Dakhs, et al., 2024; Halpern & Ozfidan,
2024). For many monolingual teachers, having bilingual students is a major obstacle, and they feel
anxious and retracted from attempting to connect to students with limited English proficiency (Christison,
2023; Halpern & Ozfidan, 2024). Wrench et al. (2022) further illustrated this discomfort with language
diversity, sharing an instance when a preservice teacher felt self-conscious for not being able to speak the
students’ language. Additionally, cultural differences compound these difficulties even more since
preservice teachers in the United States often do not have much exposure to or understand students’
backgrounds (Jones & Donaldson, 2022). This lack of cultural insight can lead to misunderstandings
(Eliyahu-Levi & Ganz-Meishar, 2023; Jones & Donaldson, 2022). For example, navigating cultural
nuances can feel disorienting for teachers (e.g., greetings, class participation etiquette, and even
expectations regarding eye contact) (Eliyahu-Levi & Ganz-Meishar, 2023). Addressing these cultural
dynamics is essential for building auspicious relationships with ELL students; however, these require
sensitivity and adaptability, skills not necessarily taught in teacher preparation programs and,
consequently, become skills that many preservice teachers have trouble developing.

A deficit perspective—where teachers focus on ELLs’ language limitations and deficiencies instead of
valuing their multilingual abilities—can make it even harder for ELLs to meet their education goals
(Christison, 2023). That is why researchers find that immersive experiences and exposure to diverse
populations can help shift these perspectives, fostering, in its place, empathy and appreciation for
linguistic diversity (Parkhouse et al., 2023; Wrench et al., 2022). Teacher education programs that
incorporate culturally responsive practices encourage preservice teachers to see ELLs’ native languages
as something to be appreciated and, most importantly, build critical consciousness about systemic
inequities affecting them (Kondo, 2022; Lander et al., 2024).

Regrettably, ingrained beliefs can be difficult to dismantle, and some preservice teachers struggle to adopt
these culturally responsive practices even after diversity-focused training (Parkhouse et al., 2023).
Teacher readiness is thus essential since it influences ELLs’ academic and social outcomes (Ibrahim,
2023). That is why programs that bring culturally competent and positive attitudes toward ELLs to the
forefront are creating a supportive and inclusive learning environment (Chang & Viesca, 2022; Dixon et
al., 2016). Thus, the need to make preservice teachers feel ready is crucial, not only for academic success
but also for supporting this student population’s social and emotional well-being (Christison, 2023).
When teachers are imbued with positive attitudes toward ELLs, a supportive, engaged, and motivated
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learning environment ensues (Christison, 2023). Therefore, it is paramount to enhance preservice
teachers’ readiness.

Institutional Support and Building Self-Efficacy for Preservice
Teachers in ELL Instruction

Complicating matters further is a lack of institutional support, which could alleviate the lack of
professional development focused on ELL instruction (Stairs-Davenport, 2023). Without strong
institutional backing or curricular reform, attempts at implementing culturally responsive pedagogy as an
integral element of teacher training become a mere supplemental component (Chang & Viesca, 2022;
Stairs-Davenport, 2023).

Considering structural and widespread change is complex, palliative measures can be implemented, too.
Collaboration and co-teaching strategies have been shown to benefit ELLs (Nguyen et al., 2023). They
found that academic content and language development tend to occur more seamlessly in classrooms with
co-teaching. On a similar note, Paige et al. (2024) demonstrated that integrating Indigenous knowledge
into the curriculum validates ELLs’ identities and cultivates an inclusive learning environment, which
benefits all learners.

A critical factor influencing preservice teachers’ success with ELLs is self-efficacy, or their belief in their
capacity to teach and connect to diverse learners (Christison, 2023; Ibrahim, 2023). High levels of self-
efficacy enable teachers to be more confident, persistent, and resilient in an ELL classroom (Ibrahim,
2023). Christison (2023) highlighted the positive correlation self-efficacy can bring and be nurtured
between teachers and ELLs. Building this confidence can be fostered through practical classroom
experiences; Torres et al. (2023) demonstrated that hands-on experience combined with reflective
practices increase self-efficacy, recommending more immersive learning opportunities in teacher
education programs.

Culturally Responsive Teaching, Multicultural Education, and the Role
of Teacher Preparation Programs

Culturally responsive teaching and multicultural education are essential frameworks that equip preservice
teachers with the skills to teach ELLs (Chahar Mahali & Sevigny, 2022). Within a CRT framework,
students’ cultural backgrounds are placed at the forefront of teaching practices to create a more inclusive
classroom environment. As we have seen, feeling confident about CRT is a significant factor in
preservice teachers addressing the multicultural needs of their students more directly (Ozfidan & Hos,
2023). Correspondingly, Gulya and Fehérvari (2024) found that CRT-focused training—with reflective
practices and exposure to diverse cultures—is critical for fostering a culturally responsive pedagogy
among future teachers.

Therefore, when teacher preparation programs incorporate CRT principles, they play a vital role in
instilling cultural awareness in educators (Lander et al., 2024), as well as building competence so that
they can navigate diverse classroom settings with more confidence (Kondo, 2022; Lander et al., 2024).
Practical experiences, such as international service-learning and immersion, are great strategies to deepen
teachers’ cultural understanding and sensitivity (Klee, 2023; Ozfidan & El-Dakhs, 2024; Wrench et al.,
2022). For example, Klee’s (2023) study observed the impact of an immersive experience with U.S.
preservice teachers in Latin America, where they demonstrated the significant impact it could have on
enhancing their cultural sensitivity and appreciation for ELLs’ challenges.

However, challenges remain. Many teacher education programs still lack comprehensive training in
cultural awareness, leaving some teachers with simplistic views of culture that focus on surface-level
traits, such as food and festivals, without addressing deeper values and norms (Silva, 2022). Lander et al.
(2024) argue that addressing systemic inequities and incorporating social justice into the curriculum is an
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important step toward culturally competent educators. Moreover, encouraging preservice teachers to
examine their own biases can help shift deficit perspectives on linguistic diversity toward asset-based
viewpoints that promote inclusivity in the classroom (Chang & Viesca, 2022).

Despite these efforts, some preservice teachers struggle to apply culturally responsive teaching in
practice, even after being introduced to multicultural education and diversity-focused training (Parkhouse
et al., 2023). This evinces the need for teacher education programs to regularly refine their curricula to
bridge the gap between theory and practice. Finally, through self-reflection, immersive cultural
experiences, and the wholehearted integration of CRT principles, teacher preparation programs can better
prepare preservice teachers to create inclusive classroom environments for ELLs.

To sum up, the reviewed literature underscores the importance of preparing preservice teachers to meet
the educational needs of ELLs and shows that comprehensive teacher preparation programs that
incorporate CRT and multicultural education frameworks facilitate reaching that goal. With the increasing
diversity in U.S. classrooms, particularly in SWFL, CRT and multicultural education frameworks offer
vital tools for creating inclusive and effective learning environments. As we have seen, research indicates
that teacher readiness—from self-efficacy to nurturing positive attitudes toward ELLs—is essential for
their academic success and integration (Chang & Viesca, 2022; Christison, 2023; Lander et al., 2024;
Ozfidan, 2021). While many preservice teachers expressed positive attitudes and recognized the need for
these methodologies, frameworks, and specialized training, gaps remain in institutional support and
practical application. After all, with these in place, preservice teachers are more encouraged to reflect
critically, get out of their comfort zones, and strengthen their confidence. The following sections of this
paper will detail our quantitative study approach and present our results of preservice teachers’
perceptions of readiness to educate ELLs in Southwest Florida. Using survey-based analysis and
confirmatory factor analysis, this research explores preservice teachers’ attitudes toward cultural and
linguistic diversity, self-efficacy in teaching ELLs, and institutional support. Findings indicate strong
agreement on the importance of multicultural training. However, they reveal moderate confidence in
institutional responsiveness, which seems to emphasize the need for improved training and other systemic
support to prepare teachers for linguistically diverse classrooms.

Methodology

Research Design

Preservice teachers’ opinions on English language learners (ELLs) at a school primarily in Southwest
Florida are investigated in this study using a quantitative research design. In the first phase of the study,
we conducted confirmatory factor analysis (CFA), and in the second phase of the study, descriptive and
inferential statistics were used in the study to investigate how aspiring teachers perceive their institutional
support and training for instructing English language learners in a variety of educational contexts.

Participants

The study had 104 individuals, of which 71 were female (76%) and 22 were male (24%). Of the
participants, 62 did not identify as Hispanic or Latino, whereas 29 (28%) did. Ten (9.6%) participants
identified as Black or African American, seven (6.7%) as Asian, and 76 (73%) as White. Every
participant was a preservice teacher in their internship phase with an education major. To reach a
particular demographic of education students enrolled in internship programs, the snowball sampling
methodology was utilized for participant recruitment. This method allowed for targeted but network-
based sampling.
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Instrument

This study’s instrument was modified from one developed in prior work (Ozfidan et al., 2025). This
procedure involved validating the original instrument using exploratory factor analysis (EFA). Three
discrete components emerged from the factor analysis: Cultural and Linguistic Teaching Strategies,
Institutional Involvement in Promoting Inclusive Environments, and Teacher Preparation Associated with
Diversity. It was discovered that these variables were independent, which means they did not correlate
with one another. Regarding minority pupils who are bilingual or multilingual, each component focuses
on a distinct facet of teachers’ perceptions.

The instrument was adapted through (a) item-level review for alignment with the current study purpose
and Southwest Florida context, (b) expert review for content relevance, and (c) construct validation
procedures. In prior work, an exploratory factor analysis (EFA) established the preliminary factor
structure; in the present study, confirmatory factor analysis (CFA) was used to confirm the three-factor
structure.

Qualtrics was used to administer the survey, which included 20 Likert-scale items with a 5-point rating
scale (1 = strongly disagree to 5 = strongly agree) and 5 demographic questions. To make sure the
questions were closely related to the study question, the instrument was subjected to item analysis.

The prior study had already demonstrated the validity and reliability of the instrument. We also carried
out extra validity and reliability procedures. A high degree of dependability for the 20 items was shown
by a Cronbach’s alpha value of .87, computed to evaluate internal consistency. Content validity was also
carried out to assess the questionnaire items’ applicability to the study question.

Procedure

Prior to the start of data collection, institutional review board (IRB) approval was acquired. Over the
course of six weeks in the fall semester of 2024, data were gathered. All undergraduate students enrolled
in the College of Education at a university with a large Southwestern Florida student body received the
survey from the researchers. The institution’s teachers were urged to encourage their students to complete
the survey to increase participation. Approximately 310 undergraduate education students were invited to
participate during the data-collection period. A total of 104 complete responses were received, yielding a
response rate of 33.5%.

Data Analysis

Confirmatory factor analysis (CFA) was performed on the gathered data to validate the factor structure
found in the initial investigation. Descriptive statistics were calculated for each variable to give a broad
picture of the data, including metrics like means and standard deviations. Additionally, the statistical
analysis was carried out using SPSS version 29, guaranteeing a comprehensive study of all raw data. We
researchers also performed descriptive statistics in addition to the CFA.

CFA was conducted using AMOS (SPSS) Version 29 with maximum likelihood estimation. To
strengthen methodological rigor and reduce overfitting, the EFA establishing the initial structure was
conducted in prior work on a different sample, and CFA was conducted on the present sample (N = 104).
Model fit was evaluated using ¥2, CFI, TLI, RMSEA, and SRMR.

Findings

Confirmatory Factor Analysis Results

The survey items were organized into three factors: (a) Teacher Preparation Related to Diversity, (b)
Institutional Involvement in Fostering Inclusive Environments, and (c) Cultural and Linguistic Teaching
Strategies. Descriptive results are presented first, followed by CFA model-fit evidence.
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The factor structure of a model comprising three latent components, each of which was measured by four
observable variables, was assessed using confirmatory factor analysis (CFA). A sample of 104 people
participated in the CFA.

Table 1. Confirmatory Factor Analysis (CFA)

Fit indices Values
Chi-square (%) 113.44
Degrees of freedom (df) 52
p-value <.001
Comparative fit index (CFI) 0.97
Tucker-Lewis index (TLI) 0.96
Root-mean-square error of approximation (RMSEA) 0.045
Standardized root-mean-square residual (SRMR) 0.04

The confirmatory factor analysis (CFA) model’s fit indices, which evaluate how well the suggested three-
factor model fits the data, are shown in Table 1. Each fit index can be interpreted as follows:

e Results indicate a chi-squared value of 113.45, df = 52, and p <.001. The total model fit is evaluated
using the chi-square test. There is some degree of mismatch between the observed and expected data,
as shown by a significant chi-square (p < .001). However, a significant result is not unusual with
bigger samples because the chi-square statistic is sensitive to sample size. Therefore, it is crucial to
take into account additional fit indices.

e With a comparative fit index (CFI) of 0.97, the suggested model’s fit is evaluated against a baseline
model in which no relationships between variables are anticipated. A CFI score greater than 0.95
indicates an excellent fit, meaning that the model does a better job of fitting the data than the null
model.

e TLI, or the Tucker-Lewis index, is 0.96. Values around or above 0.95 suggest a strong fit for the TLI,
another incremental fit index that is comparable to the CFI. When considering model complexity, the
TLI of 0.95 indicates that the model fits the data quite well.

e The approximation’s root-mean-square error (RMSEA) is equal to 0.045. The model’s approximate
fit is evaluated by the RMSEA; values less than 0.05 suggest a close fit between the model and the
data. A model with a strong fit and a low error of approximation is indicated by an RMSEA of 0.045.

e Standardized root-mean-square residual (SRMR) = 0.04: This statistic calculates how much the
observed and expected correlations differ from one another. In general, a result less than 0.08 is
regarded as good; in this instance, an SRMR of 0.04 shows that the model fits the data in terms of
residuals quite well.

Overall, Table 1°s model fit indices show that the three-factor model fits the data quite well. The findings
imply that the proposed model is a suitable description of the observed correlations among the variables,
with CFI and TLI values above 0.95, RMSEA below 0.05, and SRMR below 0.08. The other fit indices
verify that the model fits well, even though the chi-square test is significant, which is typical for bigger
samples.

Descriptive Statistics

Table 2’s descriptive statistics show that respondents generally agreed that diversity-related teacher
preparation is important. On a 5-point scale, the mean scores for all 10 items fall between 4.17 and 4.52,
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suggesting a high degree of agreement. Items like “parental involvement programs should be adapted to
accommodate diverse language backgrounds” (M = 4.52, SD = .583) and “preservice teachers should
receive specialized training in multicultural education” (M = 4.52, SD = .636) showed the highest level of
agreement. These findings imply that respondents are overwhelmingly in favor of the necessity of
specialized training and the modification of parental participation initiatives to accommodate a range of
student demographics.

Although this indicates significant agreement, the item pertaining to in-service professional development
for multilingual classrooms had the lowest mean score (M =4.17, SD = .689). Response variability was
moderate, as indicated by standard deviations, which varied from .583 to .818. The scale’s good internal
consistency is demonstrated by the item-total correlations, all of which are above .60. The item
highlighting the necessity of required cultural awareness programs in teacher education had the highest
correlation (.81). These findings highlight the value of cultural and linguistic diversity-focused preservice
and in-service teacher education.

Table 2. Teacher Preparation Related to Diversity

#  Item M SD ltem-total
correlation

6  Preservice teachers should receive specialized training in 4.52 .636 .69
multicultural education for diverse student populations.

8  Tam open to adopting and implementing bilingual or 4.48 703 .65
multilingual teaching strategies in my future classroom.

11 Preservice teachers need more exposure to the linguistic 4.42 .650 .70
diversity present in Southwest Florida classrooms.

12 Incorporating literature reflecting the cultural backgrounds 4.47 .656 75
of students is essential for understanding diversity.

13 Cultural awareness programs for preservice teachers should 4.35 818 81
be a mandatory part of teacher education.

15 Assessments should be designed considering the linguistic 4.29 104 .64
diversity of students in Southwest Florida.

16  Collaborative efforts between educators and language 4.48 .654 .64
specialists are essential for supporting minority students.

18 In-service professional development should focus on 4.17 .689 72
strategies for teaching in multilingual classrooms.

19  Parental involvement programs should be adapted to 4.52 .583 .60
accommodate diverse language backgrounds.

20  Understanding the cultural context is as important as 4.48 .602 .64

language proficiency in effective teaching.

Note. N = 104 complete responses.

The descriptive statistics for participants’ opinions of institutional participation in creating inclusive
environments for minority students who are bilingual or multilingual are shown in Table 3. The 104
respondents’ overall levels of agreement are reflected in the mean scores for each issue. The mean for
Item 2, which evaluated whether Southwest Florida appropriately understands and meets the special
requirements of bilingual or multilingual pupils, was 3.26 (SD = 0.954), suggesting moderate agreement
with significant answer variability. While responses varied, Item 3, which asked respondents if they were

10
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prepared to support the academic development of bilingual or multilingual pupils, had a mean of 3.43 (SD
= (0.982), indicating that participants felt relatively prepared overall. The current curriculum’s
responsiveness and inclusion were assessed in Item 7, which produced a mean score of 2.91 (SD = 0.968),
reflecting more neutral views with some variation among respondents. Lastly, Item 10, which asks if
schools in Southwest Florida actively support inclusivity for children from different linguistic origins, got
a mean score of 3.26 (SD = 0.828), which is somewhat lower variability and indicates a reasonable level
of agreement than the preceding items.

Table 3. Institutional Involvement in Fostering Inclusive Environments

#  Item M sp ~ |ltem-total
correlation
2 Southwest Florida adequately recognizes and addresses 3.26 954 14
the unique needs of bilingual or multilingual students.
3 I feel well-prepared to support the academic development 3.43 982 73
of bilingual or multilingual minority students.
7  The current curriculum is inclusive and responsive to the 291 968 .69
needs of bilingual or multilingual minority students.
10 Southwest Florida schools actively promote inclusivity for 3.26 .828 .76

students from diverse linguistic backgrounds.

Note. N =104 complete responses.

The descriptive statistics for language and culture training methods are shown in Table 4, which
reveals that participants’ sentiments were largely favorable. There was substantial agreement that
incorporating cultural variety into the classroom improves the learning environment, as seen by the
highest mean score (M = 4.53, SD = 0.702) for this item (Item 5). With a good item-total correlation
(0.72) and a high rating (M =4.37, SD = 0.791), comprehending the language histories of bilingual or
multilingual pupils (Item 1) was also deemed important for effective instruction. There was
widespread support for bilingual education’s beneficial impact on minority students’ educational
experiences (Item 4), as evidenced by its mean of 4.19 (SD = 0.741) and correlation of 0.71. Even
while the mean score for Item 14—modifying instruction to accommodate different linguistic
backgrounds—was the lowest (M = 4.12, SD = 0.924), participants nevertheless indicated that they
felt comfortable using this strategy despite the slightly higher variability. Overall, the high mean
scores and positive correlations showed that participants strongly agreed with the significance of
these tactics.

Independent-samples z-tests (gender; Hispanic identity) and a one-way ANOVA (race/ethnicity) were
conducted on the three factor scores. Hispanic-identifying participants reported slightly higher
perceptions of institutional inclusivity than non-Hispanic participants, #(102) = 2.14, p <.05. No
statistically significant gender differences were observed across factors (p > .05). The race/ethnicity
ANOVA did not yield statistically significant differences, (3, 100) = 1.87, p > .05, although small
mean variations were present.

11
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Table 4. Cultural and Linguistic Teaching Strategies

#  Item M sp |tem-total
correlation

1 Understanding the language background of bilingual or 437 791 72
multilingual students is crucial for effective teaching.

4  Bilingual education positively contributes to the overall 4.19 741 71
educational experience of minority students.

5  Integrating cultural diversity enhances the overall learning 4.53 702 .67
environment in my future classroom.

14 I am comfortable adapting my teaching methods to 412 924 .63

accommodate the diverse linguistic backgrounds of students.

Note. N =104 complete responses.

Discussion

This study explored preservice teachers’ perceptions of their readiness to teach ELLs and, particularly,
their views on diversity training, institutional support, and cultural-linguistic strategies in Southwest
Florida. The findings highlight the critical importance of preparing educators for culturally and
linguistically diverse classrooms, aligning with national trends emphasizing the necessity of equipping
teachers to meet the needs of ELLs (Halpern & Ozfidan, 2024; Torres et al., 2023).

Interpreted through Vygotsky’s sociocultural theory, institutional support can be conceptualized as
scaffolding that enables preservice teachers to develop ELL-specific competence within their zone of
proximal development. When participants perceive institutional support as only moderate, this may
indicate limited opportunities for guided practice, expert mentoring, and mediated learning experiences
(i.e., cultural tools) that translate beliefs about diversity into confident instructional action.

It has been found that preservice teachers recognize the need for specialized training in multicultural
education and are open to adopting bilingual or multilingual teaching methods. This is supported by
previous research emphasizing the effectiveness of culturally responsive teaching and multicultural
education in addressing ELLs’ needs (Chahar Mahali & Sevigny, 2022; Parkhouse et al., 2023).
Integrating cultural diversity into the classroom has garnered a strong consensus that aligns with research
emphasizing the positive effects of incorporating students’ cultural backgrounds into teaching methods
(Klee, 2023; Wrench et al., 2022).

The lack of institutional support for bilingual or multilingual students mirrors concerns about inadequate
backing for implementing culturally responsive teaching in teacher education programs found in Chang
and Viesca (2022) and Stairs-Davenport (2023). Despite recognizing that adapting teaching methods
helps ELLs have successful outcomes, individual efforts are not enough to overcome systemic barriers
(Lander et al., 2024; Lawrence et al., 2022).

Implications for Teacher Education Programs

Based on the findings, teacher education programs could: (a) embed at least 69 credit hours of ESOL-
focused pedagogy across the program; (b) require a minimum of 40 supervised clinical hours in
linguistically diverse/ELL-serving placements; (c) implement structured mentorship or co-teaching with
ESOL-certified teachers during internships; (d) incorporate practice-based workshops (e.g., lesson
planning with language objectives, sheltered instruction routines, and family engagement protocols) with
performance-based feedback.

12
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To address these challenges, teacher education programs should propose to update their curricula to
include the latest research-based findings and best practices for ELL education. They must expand field
experiences and encourage community engagement projects that can provide practical opportunities with
ELLs and diverse populations, enhancing preservice teachers’ exposure to linguistic diversity (Torres et
al., 2023; Wrench et al., 2022).

Educational institutions should also create inclusive policies and establish support programs for ELLs,
such as tutoring services and language support classes. In-service training on ELL strategies and
collaboration between educators and language specialists can enhance teaching effectiveness and foster a
more inclusive learning environment (Nguyen et al., 2023; Paige et al., 2024).

Limitations and Future Research

This study has limitations, including the use of snowball sampling, which may lead to selection bias, and
a sample drawn from a predominantly White institution, limiting generalizability (Ironsi, 2023). Reliance
on self-reported data may introduce social desirability bias (Silva, 2022). Future research should consider
longitudinal studies to assess how preservice teachers’ perceptions evolve over time and expand samples
to include diverse regions and institutions. Qualitative studies could provide deeper insights into the
specific challenges of culturally responsive teaching implementation (Tour & Barnes, 2022).
Investigating the effectiveness of specific training programs in improving self-efficacy and practical
application of culturally responsive teaching principles would also be valuable (Gulya & Fehérvari,
2024).

Conclusion

This study examined the importance of equipping preservice teachers with the skills and knowledge to
deliver a satisfactory education to ELLs as classrooms become increasingly diverse. Our findings
revealed that preservice teachers in Southwest Florida—despite the current political climate and limited
multicultural/lingual exposure—value and recognize diversity training’s importance for effective ELL
teaching. Their perceptions helped us visualize the various gaps in institutional support, signaling a need
for improvements in policies and practices.

Moreover, as we have observed, preservice teachers who feel confident in their ability to interact and
engage with ELL students are better able to implement culturally and linguistically responsive instruction.
Addressing these gaps through enhanced teacher education programs and systemic support can lead to
educational environments where ELLs feel better integrated, ultimately improving their academic
outcomes.

Conclusively, we are convinced that when teacher education programs strive to meet the needs of ELLs,
they not only address today’s diverse educational landscape but ensure equitable and high-quality
education for all students. Building on these insights, future research and policy initiatives can further
advance the field and contribute to more equitable educational practices.

13



Preparedness and Perceptions

References

Corresponding Author: Burhan Ozfidan
Author Contact Information: bozfidan@fgcu.edu

Chahar Mahali, S., & Sevigny, P. R. (2022). Multicultural classrooms: Culturally responsive teaching
self-efficacy among a sample of Canadian preservice teachers. Education and Urban Society,
54(8), 946-968. https://doi.org/10.1177/00131245211062526

Chang, W.-C., & Viesca, K. (2022). Preparing teachers for culturally responsive/relevant pedagogy
(CRP): A critical review of research. Teachers College Record.
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1480&context=teachlearnfacpub

Christison, M. (2023). Pre-service teachers’ beliefs, practices, emerging ideologies about multilingualism
and self-efficacy relative to teaching multilingual learners. Languages, 8(1), 41.
https://doi.org/10.3390/languages8010041

Dixon, L. Q., Liew, J., Daraghmeh, A., & Smith, D. (2016). Pre-service teacher attitudes toward English
Language Learners. NABE Journal of Research and Practice, 7(1), 75-105.
https://doi.org/10.1080/26390043.2016.12067805

El-Dakhs, D. A. S., Ozfidan, B., & Ahmed, M. M. (2024). Perceptions of English language teacher
effectiveness: Insights from students and teachers at a private Egyptian university. Revista de
cercetare si interventie sociala, 87, 58-79.

Eliyahu-Levi, D., & Ganz-Meishar, M. (2023). K (student): ‘I need to think about new ways to bring their
home and culture into the class’. Preservice teachers develop a culturally relevant pedagogy.
Pedagogy, Culture & Society, 31(3), 549-567. https://doi.org/10.1080/14681366.2021.1933577

Gulya, N., & Fehérvari, A. (2024). Fostering culturally responsive pedagogy related competencies among
pre-service teachers: A systematic review of the recent research literature. Research Papers in
Education, 39(2), 348-378. https://doi.org/10.1080/02671522.2023.2228312

Halpern, C., & Ozfidan, B. (2024). Preservice teachers’ cultural competence factors in teacher preparation
programs: an explanatory sequential mixed methods study. Journal of Multilingual and
Multicultural Development, 1-16. https://doi.org/10.1080/01434632.2024.2306163

Halpern, C., Ozfidan, B., & Rasool, S. (2024). Pre-service teachers’ perceptions of cultural competence to
teach culturally and linguistically diverse students. Journal of Multilingual and Multicultural
Development, 45(9), 3489-3504. https://doi.org/10.1080/01434632.2022.2102642

Ibrahim, R. (2023). Investigating preservice teachers’ self-efficacy and motivation to teach English
language learners (ELLSs). International Journal of Modern Education Studies, 7(1), 75-105.
https://files.eric.ed.gov/fulltext/EJ1395520.pdf

Ironsi, C. S. (2023). Improving communicative competence levels of pre-service teachers through spoken-
based reflection instruction. Journal of Education, 203(3), 678—689.
https://doi.org/10.1177/00220574211044543

Jones, B. L., & Donaldson, M. L. (2022). Preservice science teachers’ sociopolitical consciousness:
Analyzing descriptions of culturally relevant science teaching and students. Science Education,
106(1), 3-26. https://eric.ed.gov/?id=EJ 1319229

Klee, S. (2023). Cultural lessons learned through immersion by U.S. preservice teachers in Latin
America. Journal of Latinos and Education, 22(5), 2130-2137.
https://doi.org/10.1080/15348431.2022.2094384

14


mailto:bozfidan@fgcu.edu
https://doi.org/10.1177/00131245211062526
https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1480&context=teachlearnfacpub
https://doi.org/10.3390/languages8010041
https://doi.org/10.1080/26390043.2016.12067805
https://doi.org/10.1080/14681366.2021.1933577
https://doi.org/10.1080/02671522.2023.2228312
https://files.eric.ed.gov/fulltext/EJ1395520.pdf
https://doi.org/10.1177/00220574211044543
https://eric.ed.gov/?id=EJ1319229
https://doi.org/10.1080/15348431.2022.2094384

Ozfidan & Halpern

Kondo, C. S. (2022). Walking the talk: Employing culturally relevant pedagogy in teacher education.
Teachers College Record, 124(4), 65-94. https://doi.org/10.1177/01614681221096797

Lander, V., Nicholson, L., & Goenechea, C. (2024). Breaking the cycle of couscous pedagogy: Are future
teachers empowered to teach in multicultural societies? Journal of Education for Teaching, 50(3),
435-449. https://doi.org/10.1080/02607476.2023.2274919

Lawrence, S. A., Johnson, T., & Fisher, J. (2022). Preparing teachers of color for diverse learners. The
Journal of Negro Education, 91(2), 159-175. Retrieved from
https://www.semanticscholar.org/paper/Preparing-Teachers-of-Color-for-Diverse-Learners-
Lawrence-Johnson/21423006663b344dde2539f5704d5d7b6¢c6d36b0

Nguyen, M. H., Turner, M., & Premier, J. (2023). The distributed knowledge base: Preservice language
teachers’ positioning in language—content teacher collaboration. System, 114, 103022.
https://doi.org/10.1016/].system.2023.103022

Ozfidan, B. (2021). Verbal working memory and short-term memory: Bilingual vs monolingual
children. 3L: Southeast Asian Journal of English Language Studies, 27(3).
https://doi.org/10.17576/31-2021-2703-11

Ozfidan, B., & El-Dakhs, D. A. S. (2024). Students’ perceptions of online learning in non-L1
environments. International Journal of Multilingualism, 21(4), 2150-2164.
https://doi.org/10.1080/14790718.2023.2239856

Ozfidan, B., & Hos, R. (2023). Investigating beliefs of teachers of multilingual learners
(MLLS). International Electronic Journal of Elementary Education, 16(1), 57-73.
https://doi.org/10.26822/iejee.2023.314

Ozfidan, B., Funari, A., & Vega, C. (2025). Pre-service and in-service teachers' perceptions on
bilingual/multilingual minority students in Southwest Florida. Educational Studies, 51(6), 1320-
1332. https://doi.org/10.1080/03055698.2025.2511917

Paige, K., O’Keeffe, L., & Osborne, S. (2024). Silence is not an option: Pre-service teachers embedding
First Nation knowledge and practices in primary/middle mathematics and science. International
Journal of Science Education, 46(1), 28—45. https://doi.org/10.1080/09500693.2023.2217986

Parkhouse, H., Lyn, R., Severson-Irby, E., Drulis, E., Senechal, J., & Lozada, F. (2023). Mapping how
teachers become culturally responsive. Journal of Teacher Education, 74(4), 383-397.
https://doi.org/10.1177/00224871231168076

School District of Lee County. (2023). Fast facts: Impact report 2022—2023.
https://www.leeschools.net/our_district/fast facts

Silva, D. (2022). Pre-service teachers’ understanding of culture in multicultural education: A qualitative
content analysis. Teaching and Teacher Education, 110, 103580.
https://doi.org/10.1016/j.tate.2021.103580

Stairs-Davenport, A. (2023). “Where do I start?” Inquiry into K—12 mainstream teachers’ knowledge
about differentiating instruction for ELLs in one U.S. school district. Education Inquiry, 14(2),
163—177. https://doi.org/10.1080/20004508.2021.1969078

Torres, K. M., Tackett, S., & Arrastia-Chisholm, M. C. (2023). Case study method to increase preservice
teachers’ experience with English language learners: Accommodations and self-efficacy. Journal
of Educational Research and Practice, 13, 220-236. https://doi.org/10.5590/JERAP.2023.13.1.16

Tour, E., & Barnes, M. (2022). Engaging English language learners in digital multimodal composing:
Pre-service teachers’ perspectives and experiences. Language and Education, 36(3), 243-258.
https://doi.org/10.1080/09500782.2021.1912083

15


https://doi.org/10.1177/01614681221096797
https://doi.org/10.1080/02607476.2023.2274919
https://www.semanticscholar.org/paper/Preparing-Teachers-of-Color-for-Diverse-Learners-Lawrence-Johnson/21423006663b344dde2539f5704d5d7b6c6d36b0
https://www.semanticscholar.org/paper/Preparing-Teachers-of-Color-for-Diverse-Learners-Lawrence-Johnson/21423006663b344dde2539f5704d5d7b6c6d36b0
https://doi.org/10.1016/j.system.2023.103022
https://www.google.com/search?q=https://doi.org/10.1080/03055698.2025.2511917
https://doi.org/10.1080/09500693.2023.2217986
https://doi.org/10.1177/00224871231168076
https://www.leeschools.net/our_district/fast_facts
https://doi.org/10.1016/j.tate.2021.103580
https://doi.org/10.1080/20004508.2021.1969078
https://doi.org/10.5590/JERAP.2023.13.1.16
https://doi.org/10.1080/09500782.2021.1912083

Preparedness and Perceptions

U.S. Census Bureau. (2023). QuickFacts: Lee County, Florida.
https://www.census.gov/quickfacts/fact/table/leecountyflorida/PST045224

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Harvard
University Press.

Wrench, A., Neill, B., & Diamond, A. (2022). International service-learning: Possibilities for developing
intercultural competence and culturally responsive pedagogies. Asia-Pacific Journal of Teacher
Education, 50(2), 215-228. https://doi.org/10.1080/1359866X.2021.2010275

16


https://www.census.gov/quickfacts/fact/table/leecountyflorida/PST045224
https://doi.org/10.1080/1359866X.2021.2010275

	Preparedness and Perceptions: Examining Preservice Teachers’ Readiness to Educate English Language Learners in Southwest Florida
	Burhan Ozfidan Bruno Halpern
	Florida Gulf Coast University
	Abstract
	Introduction
	Literature Review
	Preservice Teachers and ELL Students
	Institutional Support and Building Self-Efficacy for Preservice Teachers in ELL Instruction
	Culturally Responsive Teaching, Multicultural Education, and the Role of Teacher Preparation Programs

	Methodology
	Research Design
	Participants
	Instrument
	Procedure
	Data Analysis

	Findings
	Confirmatory Factor Analysis Results
	Table 1. Confirmatory Factor Analysis (CFA)

	Descriptive Statistics

	Discussion
	Implications for Teacher Education Programs
	Limitations and Future Research

	Conclusion
	References

