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ABSTRACT

The primary objective of this study is to create a new dialogue and make a practical
contribution to the field of critical multicultural education. The significance of this study
lies in attempting to propose four diverse and equitable support factors: a) Living; b)
Learning; c) School Activities; and d) Community Life (hereafter, LLSC). LLSC
incorporates psychological, philosophical and practical ideas drawing from a wide range
of scholarly work and on the International Classification of Function’s notion of body
functions/structures, activities/participation, environmental factors, and personal
factors/health condition /function stated by the World Health Organization.

The theoretical framework of this study is derived from perspectives of diversity
and difference developed in critical areas: pragmatism, Marxism and Freudian
psychoanalysis classified within structuralism, multiculturalism, postmodernism, post-
colonialism and feminism. This theoretical framework allows me to ask questions
differently from traditional inquiry. Instead of asking questions such as what is an
“equal” and “fair” educational system, the questions I pose are: How have minority social
groups been constructed? What types of micro and macro conditions are affecting the
minority child's performance at school?

Two different methodologies are applied in this research. The first type of
methodology is a critical textual analysis. This involves collecting a large number of texts
describing critical multiculturalism in philosophical and socio-political works. The
literature data was gathered from Dewey, Foucault, and other critical multicultural
thinkers. Moreover, data is included from government papers, Japan’s national
curriculum, school textbooks and so on. The second methodology describes practical data
from teachers, minority children and their parents, majority children, and school
administrators. I formulated LLSC surveys and conducted interviews with study subjects
from 2011-2013. Surveys were conducted in the United States, Netherlands, South Korea
and Guam, as well as Japan. The established symbols are different for each object of
research, for instance; minority parents, teachers, majority children, and minority
children's surveys.

This study concludes by pointing out that there is a lack of practical methodologies
applied in the field of multicultural education. It is essential to develop methodologies
regarding how to teach and take care of minorities in the classroom, how to conduct
counseling with minority parents, how to encourage better understanding of different

cultures, and how to address problems between classmates of the majority group and the
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minority. The LLSC approach is a practical multicultural methodology for teaching and
learning about diversity and difference in school and society. Thus, educational policy
makers, school administrators, teachers, minority parents, and society in general need to
consider LLSC. This is vital in order to build a system for critical multicultural education
in Japan. The LLSC approach is a simple, practical way to understand the needs of
minority parents and school teachers. Moreover, it enables us to discover underlying

questions and pervasive issues related to multicultural education.
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Chapter One: Introduction to the study

1. Research backgrounds and the purpose of this study

Since its earliest conceptualization in the 1960s, multicultural education has been
developed in theories as well as in practice. Moreover, many concepts of multicultural
education have been developed in various education studies. Three so-called
multicultural, developed countries, Canada, Australia and the United States, were
known as ‘melting pots,” because of their history of assimilating various cultures and
ethnic groups. In addition, in the European nations multiculturalism developed with
minority laborers and their families, especially those from African and Asian nations in
past centuries. Most Western, democratic and developed countries developed their own
multicultural education styles early. A variety of theories have influenced multicultural
education, such as mosaic and salad bowl. Recent theoretical multicultural education
developments have affected the concerns of critical perspectives and critical
multicultural education. However, there is a lack of progress in providing critical
multicultural education in schools and society.

In my pre-research I found that the earliest studies in multiculturalism and
multicultural education history were limited to religion, languages and race. This is
especially evident for African Americans and learning English as a second language in
developed countries. Padilla (2004) asserts that, “Multicultural education focused on the
intellectual assessment and school achievement of African immigrants and other ethnic
minority students from the 1970s” (p.127). This means a lot of past studies have focused
on race: African children of laborers how to learn the majority language. However, it is
also argued that multicultural studies tried to start to include democratic values and
beliefs, and also tried to foster cultural pluralism within culturally diverse societies and
an interdependent world (Bennett, 1995). Therefore, in order to make multicultural
education more inclusive of diversity, difference, and equity in a variety of practical and
useful ways, we need to make an actual time commitment to build multicultural
education in schools and society.

The roots of multiculturalism sprang from immigrants moving in large numbers
to other countries, usually for work. In addition to other issues of multiculturalism, in
the job market, jobs moved from industrial jobs to service jobs and these immigrant
workers, who often did not speak the language of their new country, had a difficult time
competing with locals. Often unemployed foreign worker parents could not act as role
models for their children, who had to grow up in a new society different from the

society their parents grew up in. In most Western European countries, high school



dropout rates of 2nd and 3rd generation immigrants are significantly higher than those
of natives. Unemployment for 2nd and 3rd generation immigrant workers is also usually
higher than average. Several political leaders in Western Europe, such as Angela Merkel
and Nicolas Sarkozy, have argued that the multicultural “experiment” in Western
Europe therefore has not worked out as planned.’ Looking back, we can learn from the
mistakes that were made, and implement measures that will guarantee a new
multicultural education that will be efficient. The most important point is that the future
requires a larger variety of concepts and theoretical frameworks in multicultural
education. Because society is getting more diverse and dissimilar, simplification cannot
be applied as in past decades. Numbers of minority children in Japan have increased
dramatically in the past two decades.” However, curriculum, teaching and learning
remains ethnocentrically focused, with scant attention paid to multiculturalism. This is a
contentious issue, recognized by educational scholars but largely ignored by politicians
and the media. How can diverse and equitable support for minority children be
implemented in education?

This study seeks to analyze minority children, their parents, and school teachers,
all of whom face different challenges in multicultural education. I propose these
challenges can be overcome with attention to multicultural education.” In the course of
my investigations, additional issues surrounding multicultural education in Japan were
raised, demanding further research. This study aims to critically analyze multicultural
education based on its human and socio-environmental factors through cross-cultural,
comparative case studies in order to find policy-relevant solutions to support minorities
in education. Therefore, this study proposes four diverse and equitable support factors:
a) Living (abr, L1); b) Learning (abr., L2); c) School Activities (abr., SA); and d)
Community Life (abr., CL ).4 Educational policy makers, school administrators, textbook
makers, teachers, parents and greater society need to consider LLSC. LLSC was derived
from the International Classification of Functioning, Disability and Health (abr., ICF)
and the International Classification of Functioning, Disability and Health for Children
and Youth (abr., ICF-CY), taking into account that the ICF and ICF-CY manuals focus

In today’s world there are still many issues surrounding multiculturalism, even in democratic Western society.
When people speak of multiculturalism as having “failed” it creates yet another dilemma in this field. Thus, my

concern for why we must view multiculturalism through critical ideas like skepticism, the need for a new dialogue,

and my desire to provide a practical contribution to the field of multicultural education with LLSC.

The definition of minority in this study is someone who has a different background, culture, language, ability level,
family structure, etc. than the majority of the society they are living in.

The scope of this research is focused primarily on minority children in school as subjects. However, other subjects

that are related to minority children in education, and/or through living and learning like parents, teachers and

classmates (mostly from the majority group) are also included.

Living, Learning, School Activities and Community Life are italicized and capitalized to reflect that they are

explicitly part of the acronym LLSC.



on mentally and physically challenged individuals, while the focus here is on
multiculturalism.’ Nevertheless, concepts of the ICF and ICF-CY model and the LLSC
plan are similar in their ideas of diversity, equity and difference. Moreover, I adopt John
Dewey, Michel Foucault, James Banks, and Christine Sleeter’s ideas to define
democracy, power, diversity, difference, and multiculturalism, examine how it is used,
and criticize various approaches. This study challenges notions of culture, current
methods of teaching minority children, culturally different curriculums, and instruction.
LLSC factors are based on diversity and an equitable critical multicultural education
founded on an understanding and acceptance of difference. With respect to the
foregoing, this study seeks to critically explore multicultural education in Japan for
teachers, minority families and minority children. The purpose of this study is to
analyze the LLSC, which is essential to provide Living, Learning, School Activities, and

Community Life for minority children in schools and society.

2. Theoretical framework of LLSC

The theoretical framework of this study builds on work from a wide range of scholars in
multicultural education as well as comparative and international education (Abdi and
Shultz, 2008; Appiah, 2006; Banks, 2001, 2006; Bennett, 1992; Burgess, 2007; Grant,
1997; Mason, 2007). Since 1990, the Japanese government has cautiously accepted
immigration as an official policy, in light of the aging society and significant labor
shortages. However, in general, Japanese society seems naive and ignorant of growing
signs of multiculturalism in their midst (Willis & Murphy-Shigematsu, 2008).

This study’s subject began in 2007 with discussions of inclusive and multicultural
issues with parents (minority and majority groups), teachers and other stakeholders, as
recently there has been growing interest in Japan. In particular, parents (minority group)
and teachers (elementary school teachers) in this study have shown strong enthusiasm
for multicultural support methodology practically applied. Among the many human and
environmental factors leading to the changes in modern society, intercultural factors are
having a profound impact on curriculum, teaching and learning.® But Japan is “behind
the times” in this regard (Ehara, 2010). In addition, the theoretical framework is derived
from perspectives of diversity and difference developed in critical areas: Pragmatism,
Marxism and Freudian psychoanalysis, classified within structuralism, multiculturalism,
postmodernism, post-colonialism and feminism, with women, minority racial groups,

working class members and their families, the disabled, and lesbian and gay people

> The principles of ICF and ICF-CY are further explored in Chapter Three.
6 analyze this further in Chapter Three.



shaping it with their experiences with power, prejudice, wealth, and discrimination in
school and society. Moreover, diversity and difference developed with normalization,
inclusive education, globalization and civilization after the civil rights and other social
movements. I describe that power struggles, gender and race issues, disabilities, cultural
difference and so on have been dealt with successfully using critical thinking in a
variety of fields such as the philosophical, educational, psychological and sociopolitical.
Thus, we have come to know the meaning of diversity, difference and equity and how it
developed with critical thinking within multicultural education. Here, 1 attempt to
introduce the thoughts of John Dewey, Michel Foucault, James Banks and Christine

Sleeter who are known very well for their works on difference and diversity.

3. An investigation of LLSC
For my theoretical framework, I have adopted John Dewey, Michel Foucault and other
critical multicultural thinkers’ thoughts (such as James Banks, Christine Sleeter, Peter
McLaren et al.) into my study as this thesis is attempting to regard philosophical and
educational thinking as a key feature of exploring situations using the LLSC as
theoretical background, which helps us understand diversity and difference for minority
children in school and society. Dewey’s theory is a view of democracy and human
beings with his main objects being centered on the child. His main concern is with
growth in nature and the experience of practical knowledge. Foucault’s skepticism and
existential phenomenology in critical thinking were key to developing ways of
investigating LLSC, especially in regards to asking the following questions: why is
critical multicultural education not progressing? How can we formulate more useful
critical multicultural thinking in school and society? Those interrogative sentences
became the focus of the research. Here, for better or worse, the unified analysis of
Dewey and Foucault’s thinking is put into the LLSC approach, beginning with the ICF.
In researching the conceptual framework of LLSC, I utilized the World Health
Organization’s (WHO) International Classification of Function (ICF) dealing with body
functions/structures, activities/participation, environmental factors, and personal
factors/health condition/functioning (WHO, 2009).7 The four fundamental factors of

multicultural education (LLSC) were derived from the ICF, taking into account that the

" In short, WHO established the ICIDH in 1980. The ICF (2001) and ICF-CY (2007) were revised to not only be used
for health related subjects but also for education including curriculum, rights, living, inclusion, diversity and equity.
The ICF model consists of body functions/ structures, activities/participation, environmental factors, personal
factors/health condition/functioning. In this research, ICF and LLSC are one way of understanding and
communicating between two comparative groups with diversity and equity. (You can check more ICF related research
such as models and a checklist at www.who.int/classification/icf/en). These explanations are further discussed in
Chapter Three.



ICF focuses on mentally and physically challenged individuals while the focus here is
on multiculturalism for education reform. Nevertheless, the concepts of ICF and LLSC
are similar in their ideas of diversity, difference and equity. Therefore, I propose the
inclusion of exceptional children, including those of minority ethnic groups, has long
been championed by special education and multicultural education scholars alike, such
as in research and advocacy against bullying, discrimination, different educational
systems, exclusion from social and educational needs, and many invisible barriers in the
educational system.8 There is a need to further discuss, consider and examine methods
for multicultural education from a critical perspective. The differences and similarities
between ICF and LLSC are discussed at length below.

Firstly, I analyzed LLSC factors in practical case studies in my preliminary
research. Since 2007 1 have been discussing my LLSC concept (including the ICF
concept) with school teachers, professors and education administrators. In many related
ICF studies, it has been verified as an educational practical support methodology in
school systems, and is the reason the Japanese government adopted ICF-CY ideas into
their national curriculum. Also in my pre-research results, I argue that both ICF and
LLSC categories are helpful to consider some important factors concerning
multicultural education and inclusive education, as many school teachers still say things
such as, because they do not have enough information and knowledge about these issues,
it is difficult to deal with minority children. For example, some teachers have said, “I
could very often hear their views of teaching minority children who don’t speak the
majority language,” “I cannot understand their languages,” “What should I do for them,
it is especially difficult to teach to minority students in social studies class because I am
afraid to say something bad about their countries,” “I cannot understand their culture”
and so on. By using the revised ICF ideas in this concept of LLSC, many school
teachers found it easier to share and exchange information not only with parents and
minority children, but also with their fellow teachers and those whose research has been
discussed in many research activities, especially in special needs education today.
However, multicultural education studies have been duplicated in today’s research
world. In my pre-research study, I discovered that multicultural education research also
has a distinct lack of practical research methodologies, and as a result, many school
teachers are confused as to how to teach multicultural ideas in their classroom. Thus,
LLSC ideas are validated by practical teaching methods and learning methods such as

the ICF model. To discuss the effect of practical factors on multicultural education, it

8 1 will describe this further in Chapter Three, but it is one of the reasons why I propose the variety of meanings for the
definition of difference in the study. Which means this study asserts difference to mean not only different cultures, but
includes many other meanings.



was necessary to subdivide the factors in sub categories.

Secondly, the concepts of ICF and LLSC are similar in their ideas about diversity,
difference and equity.” This has been evaluated and incorporated by many thinkers in
their works. For example, “Achieving equality of educational opportunity, knowledge
and understanding about differences, develops competencies in multiple ways of
perceiving, evaluating, believing, and doing and reduces prejudice and discrimination”
(Bennett, 1995, p.14). Sleeter and Grant have argued for “Main streaming an inclusive
education with exceptional children who have mental and physical differences, when
teaching the exceptional and the culturally different” (2003, p.39). According to Sleeter
and Grant (1987), much of the existing literature addresses only limited aspects of
multicultural education. Therefore, they have developed a taxonomy by which to define
the term, examine how it is used, and criticize various approaches’ shortcomings and
insights. They have especially addressed several categories such as: teaching the
culturally different, human relations, single group studies, multicultural education (that
is multicultural and social reconstructionist by goal), language/bilingual, culture, social
stratification, gender, social class, handicap, history, policy/legal issues, instructional
modals, curriculum, instruction, teaching guides and project descriptions. In addition,
the concepts of ICF and LLSC are similar in their ideas about the theoretical. They both
enable analysis of three “-isms” (based on why we need the diversity, difference and
equity spectrum in theoretical perspectives in pluralism, humanism and
multiculturalism); promote a social organization in which diversity of racial, religious,
ethnic or cultural groups is tolerated; and propose a philosophical dualism.

Pluralism  incorporates Dewey’s  pragmatism, post-modernism, and
post—structura\lism.10 The Cambridge Dictionary of Philosophy (1999) defines it as
follows: “Pluralism is a philosophical perspective on the world that emphasizes
diversity rather than homogeneity, multiplicity rather than unity, difference rather than
sameness.” ' Lynch (1986) asserts the pluralism with rationality, discourse, and
freedom in democratic cultural thinking. According to Lynch (1986), “Pluralism, it is
from this nexus of relationships that education in such a society has to draw and on

which it has to build in determining its aim, forms of knowledge, structures and

° These three key concepts (diversity, difference and equity) were discovered after I examined the theoretical
frameworks of Dewey, Foucault, and many other critical multicultural thinkers.

' 0n dualism: “The mind-body problem is the question of how the mind is attached to the body. The materialist
answer is that because the mind is the body, or perhaps, because of dead bodies, the body ticking over in ways yet
to be specified in the glorious future of neuropsychology, each person’s mind is necessarily embodied. In contrast,
the dualist answer, as its name suggests, is that each person’s mind is at least not identical with his body, so these
are two different things. Plato and Descartes are probably the two acknowledged philosophical masters who were
most explicitly dualists.” from Guttenplan, S. et al. (1994). A Companion to the Philosophy of Mind. Cambridge:
Blackwell. p.265.

"' Audi, R. et al. (1999). The Cambridge Dictionary of Philosophy Second Edition. NY: Cambridge University Press, p.714.
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procedure, also, pluralism, to replace current cultural and social tendencies to political
secession, ethnic segmentation, cultural alienation and social intolerance.”'* The point
of Lynch’s literature was centered on arguments that multicultural education for all is
essential in a pluralist democracy as a preparation for that discourse which is an
indispensable support for continued diversity and difference in a society with human
dignity and rights for all.

Humanist theorists, such as Dewey, Plato, Froebel, Pestalozzi and others argue
the nature of truth, human dignity, and people’s needs. Humanism in education can be
seen especially in Dewey’s views of “How we think?” and “School for what?” I
examine human conditions (humanism and human education) and natural conditions
(naturalism and nature education) in relation to the diversity, difference and equity
spectrum. What is the human condition and natural conditions? According to the
Cambridge Dictionary of Philosophy (1999), humanism is defined as follows: “A set of
presuppositions that assigns to human beings a special position in the scheme of things
and not just a school of thought or a collection of specific beliefs or doctrines.
Humanism is rather a general perspective from which the world is viewed.”"?

In general education, humanism must be concerned with human beings, human
dignity, normalization and individualism. These principles are comprehensive and deal
with human relations. Also, humanist thinkers argue that everybody should learn and
receive equal opportunities in school. In particular, Grant and Sleeter (2007) argue for
concepts of human relations for a health curriculum for all students.' Ways in which
humanism may be incorporated in multicultural education are: the add-and-stir
approach (in which the teacher adds on famous people, heroes, holidays and
celebrations to study in lessons about differences and similarities); ethnic studies;
women’s studies; single-group studies (concepts are taught in depth from the
perspective of one marginalized group, be it an ethnic or racial group, women, people
with disabilities, gays, or others); transformative multicultural (transformative academic
knowledge challenges some of the key assumptions that mainstream scholars make
about the nature of knowledge); social action; social reconstructionist; or antiracist.
(This curriculum is also organized around diversity of viewpoints and experiences, but
through a leans of social justice and action). Regarding Grant and Sleeter’s research,
humanism and naturalism are the search for wisdom, truth and knowledge regarding the

universe or human kind. In practicality, I research more about teachers who have many

lzLynch, J. (1986). Multicultural Education Principle and Practice. London: Routledge & Kegan Paul, p.16.

13 Audi, R. et al. (1999). The Cambridge Dictionary of Philosophy Second Edition. NY: Cambridge University Press, p.396.

14 Grant, C. and Sleeter, C. (2007). Doing Multicultural Education for Achievement and Equity. NY: Routledge,
pp-178-180.



questions about the nature and humanism of children in their school in LLSC thinking
in the study.

The discipline of multiculturalism is a wide and varied field, with many
contributions from critical educational, sociopolitical and philosophical fields, artists
and other thinkers having made contributions to the definitions and meanings of
multiculturalism throughout its history. The term multiculturalism is used similarly with
inter-culturalism and/or cross-culturalism. In fact, this is discussed and debated in great
detail in the media, at conferences on education, in books related to multiculturalism
and many thinkers have different views of them. Giroux (1994) asserts
“Multiculturalism has become a central discourse in the struggle over issues regarding
national identity, the construction of historical memory, the purpose of schooling and
the meaning of democracy, and challenging the narratives of national identity, culture,
and ethnicity as part of a pedagogical effort to provide dominant groups with the
knowledge and histories to examine, acknowledge, and unlearn their own privilege.”"
Giroux also asserts that pedagogy, school, curriculum and students are related
educational concepts in multiculturalism. Many researchers have written about the
minority group or ethnic groups (immigrants, women, gays and lesbians, etc.) in terms
of multiculturalism. I intend to take this further, and do an analysis of the principles,
interesting perspectives, and history of multiculturalism with some thinkers.

In this study, I critically analyze human relation factors and social environment
factors related to a critical perspective of multicultural educational material by using
social studies textbooks, surveys from teachers and majority children, and interviews
with parents, school administrators and others. Moreover, the LLSC factors are based on
diversity and an equitable critical multicultural education which means that the
knowledge is based on an understanding and acceptance of difference as follows. In
human factors, Living (L1) is based on personal factors such as the nationality of family
members, their specific minority culture, and family backgrounds. These tend to be
different from the majority culture. Generally speaking, minorities have a different
living style, which is expressed through eating different food, and how they like to live
(for instance in large groups opposed to a desire to live as single families). Learning
(L2) is based on majority language problems (including bilingual problems) and
academic skills. Many minority children can easily solve language problems in their
classroom such as communicating with friends and school teachers depending on how

much time they have to adapt. In socio-environmental factors, School Activities (SA) 1s

1> Giroux, H. (1994). Insurgent Multiculturalism and the Promise of Pedagogy, Multiculturalism: a critical reader
edited by Goldberg, D. Oxford: Blackwell, p.3.



based on relationships with classmates and teachers, it is also based on the school
environment such as the school system and the role of the teacher in the classroom,
including majority curriculum problems and pedagogy issues. Moreover, SA is related
to the information that is exchanged between minority parents and school teachers
during counseling time. Community Life (CL) is based on the connection between a
minority child and his or her family within social communities. CL is based on the
exchanges of culture and customs between the minority and majority group with the
purpose to understand each other. Therefore, educational policy makers, school
administrators, teachers, minority parents, as well as the entire society need to consider
LLSC to build a system for critical multicultural education and it is very important to
build a good understanding between minority families and the Japanese. In this study,
using LLSC we notice it is easy to understand the needs of multicultural education for
minority children. Moreover, it was easy to discover underlying questions and pervasive
issues related to multicultural education. While this study offers a framework for more

diverse and equitable support for minority children, further questions were raised.

4. Research methodologies

Two different methodologies were applied in this research. The first type of
methodology was a critical textual analysis of LLSC. This involved collecting a large
number of texts describing critical multiculturalism in philosophical issues and
socio-practical issues. The literature data was gathered from John Dewey, Michel
Foucault, and other critical multicultural thinkers and practical data (documents) that
included government papers (e.g. the national curriculum), newspapers, and so on. For
the government papers, I adopted them from regular national publications, research data
(educational statistics results), and the national curriculum and textbooks. For
newspapers, I utilized newspapers in English, Japanese and Korean published on-line
and found as a result of internet searches.

The second type of research methodology was to derive first-hand data that is
classified by three methods: interviews, surveys, and on-site research. The main subjects
of my research were minority children (elementary school students) who had different
backgrounds than their majority group peers, and the people in their immediate
environment: minority parents/family, teachers, and others related to their schools. In
the interviews I conducted, I asked about the four principles of LLSC and various
personal information. The subjects of my research (minority children and their families)
have different backgrounds and every family has a variety of features so it was difficult

to make lists of personal information, and one of the reasons I conducted interviews

9



rather than used a questionnaire. I spoke directly with minority families and students
who have resided abroad for more than 4 years. These conversations took place in
informal and/or formal settings. The interviews started in Tokyo and Utsunomiya in
Japan but ended up in a much wider range than one nation. Because minority families
have a lot of diversity and difference in their backgrounds, we need the national system
to also recognize these differences in any critical analysis of LLSC research. I also
formulated and conducted LLSC surveys with teachers and majority group members as
well. The research reported here is part of a larger study based on survey data gathered
in 2011-2013. Surveys were given to Japanese teachers, focusing on teacher’s
perspectives on the four multicultural education factors; what they find interesting and
their knowledge and understanding about multicultural education. Surveys were also
conducted in countries such as South Korea and Japan. Furthermore, I visited
elementary schools in Guam, the United States and the Netherlands in 2012.'° The
three elementary schools are all well established and actively pursue diversity,
difference and equity in education. I hoped to explore how much progressive
multicultural education embracing LLSC ideas there is in so-called democratic,
developed countries (where there is a long multicultural educational history), compared
to East Asian nations. Therefore, the study methodologies are based on knowledge of
critical multicultural educational concepts such as diversity, difference and equity in
theoretical multicultural truth, and I discover how teachers, researchers, and national

policymakers think of minority groups and their lives, especially in LLSC fields.

' These three schools are in addition to other elementary and international schools I toured formally and informally
in Korea and Japan from 2011-2013. The reason I chose these three elementary schools to be included in this
research was because I thought they exemplified the diversity, difference and equity spectrum in their schools. For
example, their commitment to inclusive education (toridashi classrooms (special classroom) do not exist in their
schools), their special programs for minority parents, and individualized educational programs for children. The
detailed reasons that I chose these three schools are in Chapter Four.
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Chapter Two: Theoretical aspects of LLSC"

1. The purpose of this chapter

The purpose of this chapter is to outline the terms and principles of multicultural
education which are based on: diversity and difference child-centered education,
skepticism, democracy, and transformation based on the works of John Dewey, Michel
Foucault, James Banks and Christine Sleeter. Critical theories have developed from
Marxism and Freudian psychoanalysis, classified within the structuralism,
multiculturalism, postmodernism, post-colonialism and feminist movements, in regard
to prejudice and discrimination in education and society against women, minority racial
groups, cheap laborers and their families, people with disabilities, and lesbians and gays.
In those movements, and critical thinking from about 1960, we can see obvious
symptoms of a social phenomenon not present in the centuries before. This is possibly
in part due to the new concepts of generational diversity and difference. As most
democratic, developed countries developed their own educational and philosophical
styles with generational diversity and difference earlier than the 1960s, they need to
understand it. Therefore, multicultural education was influenced by a variety of theories
such as mosaic, salad bowl and others. Recent theoretical multicultural educational
developments in such fields as post-structuralism and postmodernism have affected the
concerns of critical perspectives and critical multicultural education.

Yet, there has not been much progress. For instance, several political leaders in
Western Europe, such as Germany’s Angela Merkel, Britain’s David Cameron, and
France’s Nicolas Sarkozy, have argued that the multicultural experiment in Western
Europe has not worked out as planned.'® Moreover, the Australian government passed
the “Racial Hatred Act” making it a crime to disparage people on the basis of race or
national origin, but police almost never use it.'° Moreover, according to many
observers, “A crucial factor in the original 1978 ruling may have been the amicus brief
filed by Harvard University. America’s oldest and most prestigious academic institution

emphasized that its ‘holistic’ admissions process allowed for the creation of a racially

7 This chapter is an analysis of four critical thinkers (and other scholars to provide a better understanding of their
work). It includes quotations from their arguments in different ways. One of the methods uses their quotations
without a formal writing style. Moreover, the quotations are used only to describe results, my analysis follows the
quotations.

'8 Daily Mail Reporter (2011). Nicolas Sarkozy joins David Cameron and Angela Merkel view.
http://www.dailymail.co.uk/news/article-1355961/Nicolas-Sarkozy-joins-David-Cameron-Angela-Merkel-view-m
ulticulturalism-failed.html#ixzz2HRxluesY. (as of 11 Feb., 2011).

® Another Korean attacked in Australia, Yonhap decries gov’t, police response.
http://www.rjkoehler.com/2012/11/27/another-korean-attacked-in-australia-yonhap-decries-govt-police-response/
(as of 27 Nov., 2012).
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diversified student body while avoiding any ‘quota system,” in fact, Justice Lewis
Powell’s majority opinion cited Harvard’s approach as exemplary, suggesting it
demonstrated that well-intentioned and determined university administrators could
achieve ethnic diversity without using quotas.”*

In the above examples, there still exist problems with diversity, equity, equality,
and freedom issues in the sociopolitical, educational, and other arenas. Moreover, there
continue to be many mentions of critical theory between philosophers and theorists. For
instance Peter (1989) mentions, “Critical theory is less useful because I think that in the
present conjuncture the critique of capitalism serves to obscure the understanding of
new forms of domination which have emerged during this century” (p.1). However, I
propose that power struggles and freedom, based along lines of gender, race, disability,
cultural differences, and so on, have developed within critical theory in a variety of
fields very successfully. Thus, we have to know what the meaning of the terms
(diversity, difference and equity) are and analyze how we can make critical thinking
more useful in critical theory. Furthermore, I propose that we need a more practical
approach to critical thinking in general. In this chapter, I approach the critical thinking
of John Dewey, Michel Foucault, James Banks and Christine Sleeter whose thoughts are
well known regarding difference and diversity (which is the theoretical background of
LLSC).

2. The two critical areas and LLSC
2.1 Critical theory

While equity, diversity and differences have been increasing throughout society, so too
has the desire for change and transformation, because of many crises continuing up
through today. For instance, the modern society crisis, coming after a period of
accommodation, occurs under various different economic, social, racial and political
conditions of power from those of structuralism. Epistemologically, I propose that
diversity, difference and ideas of equality developed in philosophical terms in past
decades, but that these have slowly moved into the sociological, political, educational
and other areas today. Moreover, I advocate the use of the words diversity, difference
and equity for all people in all places.

Critical thinking helps people understand the true meanings of diversity and
difference. Critical theory has developed from the work of many theorists such as:
Bubner (1988), Jenkins and Solomos (1988), Poster (1989), Young (1989), Nicholson

20 National review online (2013). Racial Quotas, Harvard, and the Legacy of Bakke.
http://www.nationalreview.com/articles/339778/racial-quotas-harvard-and-legacy-ibakkei-ron-unz. (as of 5 Feb., 2013).
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and Seidman (1994), Noddings (1995), Popkewitz and Fendler (1999), Elder (2004),
Drogan (2009), McLaren (2008), Jones (2012), and others, and also through several
institutions such as critical thinking organizations. In short, the critical theory and
concepts of today have developed many philosophical ideas through the work of many
theorists. I present a guideline of the development of critical theory in philosophical

history in Figure 1.

The Ancient and Medieval Modern Period~ 19th and 20" Centuries ~

Period

4 Classical Philosophy (B.C.-) N\

384, B.C., Aristotle’s Metaphysics Protestant Reformation

428, B.C., Plato’s Knowledge (1517) and
470, B.C., Socrates and the Sophists French Revolution (1789)

354, Augustine’s Christian Philosophy

1200-, Renaissance and humanity '®
1596, Descartes and 1632, Spinoza’s Rationalism

1712, Rousseau’s naturalism

1724, Kant’s Dogmatism and Skepticism

= Criticism Areas \

Pragmatism,

1746, Pestalozzi

o

1859, John Dewey’s Experience and Nature
1842, William James’s Truth
1818, Karl Marx’s Dialectical Materialism

World War | (1914)
1900, Nietzsche’s Humanism and Existentialism

and Il (1939)
1813, Soren Kierkegaard and 1859, Husserl’s Phenomenology
1920, Frankfurt School (Critical Theory , Horkheimer/ Fromm)
1960, Critical Pedagogy

1970/1980, Postmodernism and Poststructuralism

1990, Critical Multicultural Education

(Banks, Sleeter, Nieto, Gay and others)

Figure 1. Reviews of critical theory based on philosophical education
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Figure 1 shows how critical theory in history developed very simply, however
others may argue minor differences.’! For instance, some thinkers believe that critical
theory is lower than postmodernism and post-structuralism, and some thinkers believe
that critical theory developed earlier than the Modern Period. Also, Figure 1 shows the
criticism of my sources, the works of Dewey, Foucault, Banks and Sleeter. In addition, I
describe that the common assumption among so called criticized areas in pragmatism,
existentialism and critical theory included post-structuralism and postmodernism; such
as desired change and transformations in social political power. Because those kinds of
questions appear during dark social phenomenon like wartime, social unreasonableness,
discrimination and so on, they are inherently changing with time and new social trends.
Dewey and Tufts (1936) assert that, “A further line of development joined forces with
this growth of intelligence, to emphasize the problem of moral control, and to set the
individual with his standards over against the objective standards of society. This was
the rapidly growing consciousness of individual goods and interests. The commercial
life, with its possibilities of individual property, the rapid changes of political life, with
the rise of individuals to power and privilege, the increasing opportunities which a high
civilization brought men and women for personal enjoyment and gratification of rapidly
increasing wants, all tended to make the individual seek his own good, and to shift the
emphasis of life from the question” (p.107). Moreover, Nietzsche rejected the traditional
and commonly recognized systems of power. Foucault (1978) argues that, “This
transformation had considerable consequences. It would serve no purpose here to dwell
on the rupture that occurred then in the pattern of scientific discourse and on the manner
in which the twofold problematic of life and man disrupted and redistributed the order
of the classical episteme” (p.143).

Dewey (in his pragmatism), Marx, Nietzsche and Foucault all have their own
ideas, terms and so on regarding individual and social political principles. However,
they share a very clear message regarding the question of what our role is in social
movements and as human beings. Looking at philosophical education, we can see it
developed within social movements and from phenomenon such as religion, economic
structures, war, freedom, truth and so on. Therefore, we saw the knowledge
phenomenology (from Husserl) rising with change and transformation, as shown in
Figure 1. Although it began by developing critical thinking (in terms of history from the
1920s), critical theory has changed its emphases since its inception with the Frankfurt
School in Germany, 1920-1950 (Popkewitz and Fendler, 1999). In addition, according

! Created using: Audi Roberts (1995), The Cambridge Dictionary of Philosophy, Second Edition; Stumpf, S.E.
(1994), Philosophy History and Problem; Schulien, J. A. and Cousins, W. E. (1991) What Is Philosophy? and
Noddings, N. (1995), Philosophy of Education.
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to the Cambridge Dictionary of Philosophy, the Frankfurt school was a group of
philosophers, cultural critics, and social scientists associated with the Institute for Social
Research. Founded in Frankfurt, members included: Horkheimer, Adorno, Marcuse,
Fromm, Benjamin, and Habermas. According to Noddings (1995) some theorists
(Horkheimer, Gramsci, Foucault, and Habermas) are part of a project to “extend
universal freedom by criticizing the partial, limited forms of human autonomy, that is,
they are concerned with political freedom and dignity, and their focus is real,
historically situated human beings” (p.68). Moreover, Marshall (1999) asserts that,
“some accounts depend upon specifically Marxist concepts such as the mode of
production, or ideology, or they involve critiques of capitalism” (p.148). On the other
hand, the term “critical” is more widely used in a variety of areas such as psychology,
education, cultural issues, and it is especially present in topics such as self-direction,
self-discipline, self-monitoring, self-correction (more information can be found at
critical thinking organizations), and power of self-deception and self-presentation
(Popkewitz, Fendler, Foucault et al.,).22 Moreover, the following Figure shows one way
of developing critical thinking after theoretical information analysis in my design,

showing my understanding of critical terminology from my analysis of the literature.

Critical Thinking

|:> a) Communicate with |:>

different people

Solution/

Rethinking/

Issues/

Problems
Change

b) Express decisions to
society
¢) Assess knowledge

d) Discover inquiry

Figure 2. One way of developing critical thinking23

As you can see in Figure 2, I designed a process of developing critical thinking as
one of a sphere of skills of communication, expression, assessment, and discovery
between different objects and subjects; such as between individuals and social
organizations, each from different cultures, ways of thinking, races, genders, abilities,
status, power, languages and so on. In Figure 2, I present a critical thinking process and
address how we find solutions to issues and problems using this process in our

situations or circumstances. How should we interpret the meanings of the terms:

22 Read more http://www.courthousenews.com/2013/08/06/60015.htm (as of 10 Feb., 2013).
2 Based on Drogon’s figure in 2009.
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communication, expression, assessment and discovery in this process? Four standpoints
on the development of this way of critical thinking have been analyzed.

Firstly, I examine communicate with different people and expression of self-made
decisions to society as steps. I especially believe that communication and expression are
very important for understanding and development between different groups in all strata
of society. I argue that if we do not share and/or exchange our critical thinking with
each other, it is difficult to work to improve freedom and justice for all regardless of
diversity and differences in our society and schools. Communication and expression are
important ways of participating in society. Secondly, the assessment of knowledge and
information, and discovery and inquiry into matters has been examined. The assessment
of the meaning of developing critical thinking is similar to awareness and learning. The
knowledge and information is not only acquired by studying at school, but also socially
through media, books, the internet and so on. I propose that we need these kinds of
aggressive social interactions to develop critical thinking (as shown in Figure 2) in order
to help build a more successfully democratic society today. The meanings of
communication, expression, assessment, and discovery in the processing of critical
thinking are more easily defined by developing one definition of a critical thinking
method. As I mentioned earlier, the critical theorists accepted the freedom, justice, and
other different facets in which dominant groups exercise cultural hegemony over
subordinate groups (Noddings, 1995). All surrounding issues and problems are
insoluble without first defining the meanings of communication, expression, assessment
and discovery in the process of critical thinking. Because of this, I argue that practical,
specific, and special methods in critical thinking are necessary. In other words, simply

sitting down to study without specific goals and methods is not very effective.

2.2 Critical pedagogy

In critical theory, differences and similarities in critical thinking and critical pedagogy
have been clarified by Burbules and Berk (1999), Thousand et al. (1999), Miedema and
Wardekker (1999), Jones (2012), and others. For instance, Burbules and Berk (1999)
point out, “Critical thinking and critical pedagogy share some common concerns, they
both imagine a general population in society who are to some extent deficient in the
abilities or dispositions that would allow them to discern certain kinds of inaccuracies,
distortions, and even falsehoods” (p.46). They also argue that, “Critical pedagogy
crosses a threshold between teaching criticality and indoctrinating” (p.54). Meanwhile,
“Critical pedagogy begins with the neo-Marxian literature on critical theory and the

early critical theorist believed that Marxism had underemphasized the importance of
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cultural and media influences for the persistence of capitalism; that maintaining
conditions of ideological hegemony were important for the legitimacy and smooth
working of capitalist economic relations” (Burbules and Berk, 1999, p.50). Critical
pedagogy has been strongly influenced by the works of Paulo Freire, Giroux, Peter
McLaren, et al. According to Gustavo (1999), McLaren is one of the most influential
representatives of critical pedagogy in the world. McLaren has been interviewed by
Gustavo (1999), Mcguirk and others. Moreover, it is important to pay attention to three
of his works as seminal in the field.** McLaren (1988) hopes to change pedagogy
through his writing, for instance, “clearly, an important direction in which educational
rituals should proceed is in the creation of classroom conditions destined to spawn
liminal dimensions of learning in the form of either spontaneous or institutionalized
communities” (p.176). He also requires “action of pedagogy” with Sleeter in 1995.

For critical pedagogy to be seen as a new paradigm, it must be necessary,
scientific, and be able to be tested and evaluated. Furthermore, critical pedagogy is a
perspective that embraces difference and equity in education. According to Jones (2012),
“critical pedagogy mediates difference, critical pedagogy broadens the scope of
perspectives presented in the classroom....finally, critical pedagogy resolves power
differentials between paradigms” (p.62). The above paradigm is referring to meetings
and communication between teachers and students in our classrooms. According to
Freire (1970), “thus, the dialogical character of education as the practice of freedom
does not begin when the teachers-student meets with the students-teachers in a
pedagogical situation, but rather when the former first asks himself what he will
dialogue with the latter about. And preoccupation with the content of dialogue is really
preoccupation with the program content of education” (p.128). In order to effectively
communicate, not only educators and policy writers, but also teachers, should
understand what diversity, difference and equity in critical theory mean. I propose that if
this were achieved, it would make possible more powerful thinking skills, and increase

the capacity for free and just living and learning in school and society.

2.3 Critical inquiry and LLSC

So far I have been discussing the birth of critical theory, defining its terms, and
explaining its history through the works of several thinkers. I discovered that critical
theory includes many theoretical approaches such as those involving history, power,

language, freedom, liberal awareness, gender, gay and lesbian issues, and educational

# See more details: The Liminal Servant and the Roots of Critical Pedagogy, Multicultural Education (1988), Critical Pedagogy,
and the Politics of Difference (1995), and This Fist Called My Heart: Public Pedagogy in the Belly of the Beast (2008).
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opportunity in regards to pragmatism, social postmodernism, and post-structuralism. In
addition, I discovered that the main ideas of critical theory are based on individual
change and social conditions through skepticism. Now the big question becomes how to
make a practical change for individuals and social conditions in the critical multicultural
educational field. As I discussed previously, in the work of Drogon (2009), we see a
well-established process for identifying and thinking about issues, strongly related to
the notion of critical thinking. I also explored the meanings of communication,
expression, assessment and discovery in one process of critical thinking in order to
establish their definitions. However, I have noticed a need for more practical
methodology in critical theory. To advance the process and development of critical
theory, increased and improved scientific and philosophical discussion is needed as
LLSC.

According to the Cambridge Dictionary of Philosophy (1995), “This broader
definition of critical theory, however, leaves a gap between theory and practice and
places an extra burden on critics to justify their critical theories without appeal to such
notions as inevitable historical progress. This problem of critical theories is more
philosophical and concerned with questions of justification” (p.170). In those issues,
Poster (1989) asserts that, “I argue one important feature of poststructuralist theory, thus
far perhaps largely unexplored, rests with its ability to clarify a social order increasingly
characterized by electronically mediated language constellation™ (p.71). Bubner (1988)
also argues that, “For a theory whose declared aim was to overcome the traditional
separation between theory and practice, it was fatal to have a retreat in this way, at the
very moment when it was being applied, to the position of being a mere part of the
history of philosophy. Certainly, in view of the freedom from illusion and the integrity
with which the essays had been written, foolish claims to know better with hindsight
were ruled out: the theory should not, therefore, be compared, unfairly or even
maliciously, with its subsequent fate” (p.2). As you can see from three scholars (Audi
(1995), Poster (1989), and Bubner (1988)), critical theory leaves us with the question of
applying theoretical or practical methods. I pursue further discussion with the critical
thinker’s philosophical and psychological thoughts, norms, and values on critical
perspectives on their work and LLSC ideas. LLSC is grounded in the practical
methodology of diversity, differences and equity in critical multicultural education. For
instance, LLSC approaches minority group’s living, learning, school activities, and
community life whose factors are built by their practical issues, problems, hopes, and
views as learned by questionnaire and interviews. McLaren and Sleeter (1995) argue

that critical pedagogy and critical multicultural education are now used more in courses
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taught across the curriculum in schools. However, I contend there is not enough of a
well-formulated methodological basis in the school system today. As a next step, this
study explores more about Dewey, Foucault, Banks, and Sleeter. It examines their
critical and psychological theories as investigators and educators, and common topics
among them. Their historically investigated works are central to a practical
methodology such as LLSC.

3. Thoughts of John Dewey

John Dewey (1859-1952) was an American philosopher, theorist on education, and
psychologist, famous throughout the world. His thought, norms, philosophy and
educational concepts were used and tested by many educationalists and philosophers,
such as: J. Qi (2014), E. Boulding (1988), M. Dewey (1989), M. J. Adler (1990), J. E.
Tiles (1990), N. Saito (2006), T. S. Popkewitz (2008), L. A. Hickman and others (1998),
J. Rawls (1993), P. W. Jackson (1990), R. W. Sleeper (1986), T. M. Alexander (1987), E.
W. Eisner (1982), 1. Scheffler (1986), Kliebard (1986), J. A. Boydston (1981), H. S.
Broudly (1981), R.S. Peters (1977), D. Hawkins (1977), B. A. Wadsworth (1975), J.
Barnard and D. Burner (1975), P. M. Zeltner (1975), D. W. Marcell (1974), R. D.
Archambault (1974), W. Madden (1973), T. Dobzhansky (1973), R. B. Winn (1972), P.
Smith (1968), V. N. Kobayashi (1964), W. H. Kilpatrick and W. Van Til (1947), H. L.
Casewell (1946), and 1. King (1906). Dewey’s thought and his works not only
influenced educators before and after the World Wars, but also even now. For instance
in pedagogy, curriculum, teacher training, and most related educational systems,
Dewey’s influence is still very strong.

Most educators and teachers know the emphasis in Dewey’s thought on
experience and naturalism as he is known very well for his theories on experience and
naturalism in education. For instance, according to Peters (1977), “He had a passion for
unifying doctrines that, on the surface, seemed irreconcilable. Pragmatism, and
especially its emphasis on scientific method, together with categories of thought
extrapolated from biology, seemed to him the key to unification, it also seemed a natural
extension of his early experiences of problem solving” (p.102). One of Dewey’s main
themes is that the shape and structure of human experience and human action are
reflected in the very naturalism and experience they undergo (Bruner, Cauill and Ninio,
1977). Some educators and teachers are aware of the emphasis in Dewey’s thought on
educational change, democracy and freedom. Which means in Dewey’s thought, we
hear those words very often and quickly come to realize they are the norm. For example,

when he talks of the change which is coming into our education is shifting the center of
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gravity. Dewey (1915) says “It is a change, a revolution, not like that introduced by
Copernicus when the astronomical center shifted from the earth to the sun. In this case
the child becomes the sun about which the appliances of education revolve; he is the
center about which they are organized” (p.34). A few educators and teachers are aware
of the emphasis in Dewey’s thought on criticism. I contend that many educators think of
his child-centered education, experience theory, naturalism, freedom, and democracy
more than his criticism. I propose that Dewey is one of the critical thinkers who is

heavily influenced by skepticism in his works. For instance Quinton (1977) argues that:

For Dewey’s anti-intellectualism what is sought is rational and corrigibly fallible
belief, actively achieved, even made or constructed, and with the aid of
conceptual instruments of human design, by an intelligent but embodied
organism that is a natural part of the world it seeks to know, engaged on this
undertaking as a collaborating member of society of intelligent organisms of the

same kind (p.4).

Within Dewey’s theory, I explore his criticism and critical thinking in his psychological,
educational, and philosophical work which helped to open up diversity and differences
in the 1920s. I also analyze Dewey’s most important works regarding
principle/knowledge, information, and mind related diversity and differences from 1880
to 1940. Dewey’s separate studies in psychology, philosophy and educational thought
all shared some common ground. However, I will look at his thoughts on psychology,
education, and philosophy separately in this chapter. I will use the abbreviations for
texts cited in Table 1. The main analysis will be of Dewey’s 13 books (D-e, f, i, 1, m, n,
P, q S, t, W, Z, a2) and other reference books. As you can see in Table 1, the main
methodology is divided by year and title. I use the numbers D-a' to D-a* to refer to
Dewey’s books in my analysis. I outline the three themes of psychology, education and
philosophy in Dewey’s work over 35 years. The main analysis is simply interested in
discovering and understanding ideas related to the philosophical theory of LLSC ideas

in Dewey’s works.
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Table 1. Critical perspectives on J. Dewey’s Works®

Year Title No
1884 | The New Psychology D-a'
A. 1887 | Psychology D-b
Dewey’s 1888 | Leibniz’s New Essays Concerning the Human Understanding D-c
Psychology
1894 | The Ego as Cause D-d
(1880-1890) :
1896 | The Reflex Arc Concept in Psychology D-e
1900 | School and Society D-f
1902 | The Child and the Curriculum D-g
B 1905 | The Postulate of Immediate Empiricism D-h
Dewey’s 1909 | Moral Principles in Education D-i
Education 1910 | How We Think D-j
(1900-1910) D — - -
emocracy and Education: an introduction to the philosophy of
1916 . D-k
education
1919 | Reconstruction in Philosophy D-1
1922 | Human Nature and Conduct D-m
1925 | Experience and Nature D-n
1927 | The Public and its Problems D-o
The Quest for Certaint D-
1929 : ? P
My Pedagogic Creed D-q
1930 | Individualism Old and New D-r
C. , 1931 | Philosophy and Civilization D-s
Dewey’s
Philosophy 1932 | Ethics, second edition (with James Hayden Tufts) D-t
(1920-1940) 1934 | A Common Faith, Art as Experience D-u
1935 | Liberalism and Social Action D-v
Experience and Education D-w
1938
Logic: The Theory of Inquiry D-x
1939 | Freedom and Culture D-y
1946 | Problems of Men D-z
1949 | Knowing and the Known (with Arthur Bentley) D-a’

25 Table 1 based on an analysis of the thirteen Dewey books (D-e, f, i, 1, m, n, p, q, s, t, W, z, a2) I used for this study
and other reference books on his works. I used three classifications in my analysis (A, B, and C) to divide his 60

years of works.
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3.1 Dewey’s psychology
We can see in Table 1 Dewey’s own consciousness of psychological aspects based on his
philosophical knowledge in 1880 and 1890. Dewey’s The New Psychology (D-a) was
his first major published book, and Dewey had many articles published in journals
between 1880 and 1890 such as: The Journal of Speculative Philosophy (1882), Mind
(1886), Outline of a Critical Theory of Ethics (1891), and The Principles of Psychology
(1890). According to Tiles (1988), his views on the nature of inquiry and its products,
knowledge and truth (or warranted assertibility) arises from a natural history of
consciousness, which he began to develop in the mid-1890s (p.25). He published related
psychological work at this time: The New Psychology (D-a'), Psychology (D-b),
Leibniz’s New Essays Concerning the Human Understanding (D-c), The Ego as Cause
(D-d), and The Reflex Arc Concept in Psychology (D-e).

Dewey argues techniques for exploring sociological psychology, which means he
was interested in psychology which used the self in relation to objects. According to D-e,
“No matter how much it may prate of unity, it still leaves us with sensation or peripheral
stimulus; ideas, or central process (the equivalent of attention); and motor response, or
act, as three disconnected existences, having to be somehow adjusted to each other,
whether through the intervention of an extra experimental soul, or by mechanical push
and pull” (p.361). Also, in D-e, Dewey offered an alternative; a functionalist model of
behavior that characterized the organism as not just reactive but interactive with respect
to its environment. He also coined the phrase, “Reflex Arc,” which is “the most famous
contribution to psychological review during the first 50 years of its publication”
Hickman (2004, p.157). Hollis (1977) mentioned Dewey’s psychology (D-b) by saying
it employed a self-described real unity of human experience. Also that it marked idealist
belief of experience and nature. And lastly Tiles (1988) said of Dewey’s psychology
(D-b), “On its subjective side, consciousness is feeling; feeling is the aspect of
consciousness which is different in different minds and thus reflects consciousness as it

is realized in individuals™ (p.31).

3.2 Dewey’s education

At the end of 1890, Dewey moved to Chicago University as an elementary school
faculty member. At this time he also started to publish many educational research papers.
You can see in Table 1 Dewey’s own thoughts on school, curriculum, pedagogy and
education in his works as an educator in 1900 and 1910. He dealt with school in its
social aspects and suggested necessary readjustments; school in relation to the growth

of individual children, school as itself and as an institution in society, and pedagogical
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problems and curriculum. Especially, he wrote curriculum related to elementary school
and while much of it seems rather dated now, it illustrates his approach well (Peters,
1977, p.110). He published School and Society (D-f), The Child and the Curriculum
(D-g), The Postulate of Immediate Empiricism (D-h), Moral Principles in Education
(D-1), How We Think (D-j), Democracy and Education; and introduction to the
philosophy of education (D-k), and Reconstruction in Philosophy (D-1). Of special note
in D-f, “The difference that appears when occupations are made the articulating centers
of school life is not easy to describe in words; it is a difference in motive, of sprit and
atmosphere” (D-f, p.15). “Human nature being what it is, however, it tends to seek its
motivation in the agreeable rather than in the disagreeable, in direct pleasure rather than
in alternative pain. And so has come up the modern theory and practice of the
“interesting” in the false sense of that term” (D-f, p.207).

In D-j, Dewey’s exposition is on the nature of human thinking and he also
suggested better methods of thinking. For example, “On this view the fourth factor,
methods, is concerned with proving conditions so adapted to individual needs and
powers as to make for the permanent improvement of observation, suggestion and

investigation.” (p.25). He later states:

When discipline is conceived in intellectual terms (as the habitual power of
effective mental attack), it is identified with freedom in its true sense. For
freedom of mind means mental power capable of independent exercise,
emancipated from the leading strings of others, not mere unhindered external
operation. When spontaneity or naturalness is identified with more or less casual
discharge of transitory impulses, the tendency of the educator is to supply a

multitude of stimuli in order that spontaneous activity may be kept up (p.33).

Again, in D-l, “Equally significant was the assumption of the contrast theory that
individuals by their personal decisions expressing their personal wishes bring the state
into existence” (p.45). “In spite of the almost infinite numerical diversity of individuals,
there are only a limited number of species, kind of sorts. And the world is essentially a

world which falls into sport; it is pre-arranged into distinct classes” (p.59).

3.3 Dewey’s philosophy
For his important work on the war, Dewey lectured in China and Japan and then
published his famous paper, Experience and Nature (1925), which explained his main

philosophical theory. Referring again to Table 1, we see Dewey’s thoughts on
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democratic education. We can also see his views on basic theories of thinking,
knowledge and experimental logical education progressed between 1920 and 1940 and
he published several more books: Human Nature and Conduct (D-m), Experience and
Nature (D-n), The Public and its Problem (D-0), The Quest for Certainty (D-p), My
Pedagogic Creed (D-q), Individualism Old and New (D-r), Philosophy and Civilization
(D-s), Ethics, second edition (with James Hayden Tufts, D-t), A Common Faith, Art as
Experience (D-u), Liberalism and Social Action (D-v), Experience and Education (D-w),
Logic: The Theory of Inquiry (D-x), Freedom and Culture (D-y), Problems of Men
(D-z), and Knowing and the Known (with Arthur Bentley, D—az). Of special note is his
work in D-m, n, p, q, s, a.” In D-m, “We cannot change habit and thinking directly: that
notion is magic. But we can change it directly by modifying conditions, by an
intelligent selecting and weighting of the objects which engage attention and which
influence the fulfillment of desire” (p.20). “Diversity does not of itself imply conflict,
but it implies the possibility of conflict, and this possibility is realized in fact” (p.52).

In D-n, “Things that move are intrinsically different from things that exhibit
eternal regularity” (p.44). Also, “Change is honestly recognized as a genuine feature of
some things, but the point of the recognition is avoided by imputing alteration to
inherent deficiency of being over against complete being which never changes” (D-n,
p.44). “Reflect inquiry moves in each particular case from differences towards unity;
from indeterminate and ambiguous position to clear determination, from confusion and
disorder to system” (D-n, p.58). “Individualism in modern life has been understood in
diverse ways. To those retaining the classic tradition, it is a revolt of undisciplined
barbarians, reverting to the spontaneous petulant egotism of childhood; in another
version of this underlying idea, it is rebellion of unregenerate human nature against
divine authority, established among men for their salvation” (D-n, p.178).

In D-p, “Philosophers, therefore, set to work to mediate, to find some harmony
behind the apparent discord. Everybody knows that the trend of modern philosophy has
been to arrive at theories regarding the nature of knowledge — a procedure which
reverses the apparently more judicious method of the nature of the universe in which
knowledge occurs” (p.41). “As far as philosophy is concerned, the first direct and
immediate effect of this shift from knowing which makes a difference to knower but
none in the world, is the complete abandonment of what we may term the intellectualist
fallacy” (D-p, p.291). In D-q, “Education, therefore, must begin with a psychological
insight into the child’s capacities, interests, and habits. It must be controlled at every
point by reference to these same considerations. These powers, interests, and habits

must be continually interpreted, we must know what they mean. They must be
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translated into terms of their social equivalents into terms of what they are capable of in
the way of social service” (p.18).

In D-t, “A commonplace instance is the difference between natural liking for
some object of food, and the recognition forced upon us by experience that it is not
“good” for us, that it is not healthful...judgment of value is the name of the act which
searched for and takes into consideration these connections” (p.291). “The change
explains the fact that judgments of value are not mere registrations of previous attitudes
of favor and disfavor, liking and aversion, but have a reconstructive and transforming
effect upon them, by determining the objects that are worthy of esteem and
approbation” (p.292). “There is an equation in his own life and experience between
what he contributes to the group activity and experience and what he receives in return
in the way of stimulus and of enrichment of experience, he is morally equal. The
equality is one of value has on this account to be measured in terms of the intrinsic life
and growth of each individual, not by mechanical comparisons. Each individual is
incommensurable as an individual with every other, so that it is impossible to find an
external measure of equality” (pp.384-385).

In D-w, “It assigns equal rights to both factors in experience-objective and
internal condition” (p.38). He also states, “The trouble with traditional education was
not that educators took upon themselves the responsibility for providing an environment.
The trouble was that they did not consider the other factors in creating an experience;
namely, the powers and purposes of those taught...this lack of mutual adaptation made
the process of teaching and learning accidental” (pp.44-45). In D-s, “If knowing be a
change in a reality, then the more knowing reveals this change, the more transparent, the
more adequate, it is” (D-s, p.40). “What is the difference between the two views?
According to the first, perception is a stimulus, ready-made and complete. According to
the second, it operates to constitute a stimulus. According to the first, the object or given
stimulus merely sets a problem, a question, and the process of findings its appropriate
answer or response resides wholly with the organism. According to the second, the
stimulus or perceived object is a part of the process of determining the response; nay; in
its growing completeness, it is the determining of the response” (D-s, p.221).

In D-z and D-a°, “Democracy and education is not an easy road to take and follow.
On the contrary, it is, as far as its realization is concerned in the complex conditions of
the contemporary world, a supremely difficult one” (D-z, p.33). “Criticisms are the
means by which one is enabled to take, at least in imagination, a new point of view, and
thus to re-see, literally to review and revise, what fell within one’s earlier perspective”

(D-Z, p.207). “Change the kind of motor adjustment and the quality of the experience
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changes: diminish it and the quality relapses more and more into indefinite vagueness”
(D-z, p.224). In D-a°, Dewey and Bentley have critically analyzed several physiological
inquiries in transactional forms and known named concepts e.g., “Term,” “Fact,”

“Mind” and so on.

3.4 Dewey’s child-centered education and LLSC

Since 1970, more interest has been shown in Dewey’s work, as seen in the works of
Madden (1973), Marcell (1974), Archambault 1974), Alexander (1986), M. Dewey
(1989), and others. Also, Dewey’s work has been republished in the Yearbook of the
John Dewey Society (Century), The John Dewey Society Lectureship Series, Essays in
Philosophy, and so on, as Dewey’s works are being studied more and more. According
to Hickman (2004), Dewey’s ideas have enjoyed a remarkable resurgence of interest
among philosophers, historians, political scientists, educators, teachers and parents.
Here, my own thought leads me to believe that confusion can be avoided by using
limitations regarding each of the terms, theory and thought. I am not so concerned with
finding common ground in psychology, science, education, art, philosophy, and so on:
“Limitation does not thus describe any peculiar” (King, 1906, p.122). I do not doubt
critical perspectives on Dewey’s work which show it to be a most important source and
standard of insight regarding how to deal with diversity, difference, and individualism in
society. An important point in Dewey’s main theory is that it is “child-centered” and
based on diversity and difference. Without any ideas of diversity and difference in his
theory, perhaps we cannot judge that Dewey’s theoretical concepts are not engaged in
critical thinking to make better child-centered methods. Moreover, the critical
perspectives view of diversity and difference in Dewey’s work which explains and is
concerned with the concepts of critical experience and nature proposed in his works in
psychology, education, and philosophy so far. However, the most important thought to
be taken from his work is the difference in attitude towards individuals themselves; as
an “organism,” seen especially frequently in his psychology articles.

Dewey would also assert that with a lack of freedom, individuals lack in the
ability to reshape their preferences and lack a varied and flexible capacity of choice.
How can we critique a social and educational environment with decreasing power and
freedom? We hope for more cooperative discussion among critical theorists, with their
thoughts regarding freedom, equal opportunity, and also a better definition of diversity
and difference for children and for all of society. The idea of LLSC is based on Dewey’s
theories of: child-centered, with freedom, democracy and equal opportunity. Moreover,

LLSC pursues cooperation within different groups in society. From reviewing Dewey’s
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works on psychology, education and philosophy, it is easy to notice his main emphasis
is on diversity, difference, and equitable education within a child-centered theory. This
can be seen by his discussion of: the diversity of the individual (D-1), personal wishes
and personal expression (D-1), the individual in diverse ways (D-n), and difference in
motive (D-f). I propose that his achievements have had a huge impact on the field of
education after World War II. Moreover, his achievements have naturally resulted in
new paradigms becoming even stronger, such as LLSC. LLSC explains the basis of
Dewey’s thought (child-centered theory), and all educational theory applies this new

process in practical educational methodology.

4. Thoughts of Michel Foucault

Regarding knowledge and norms of history, power, language, freedom, liberal and
sexual roles of social postmodernism and post-structuralism, Michel Foucault
(1926-1984) is one of the most famous French philosophers and historians.?® He wrote
many monographs, collaborative works, lectures, and other books from 1954 until his
death in 1984. The main body of his works begins with Mental Illness and Psychology
from 1954. Main psychological concepts such as mental illness, madness, the self, death
and sexuality are discussed in this book. Without a doubt, it was not written in the
present time and is meaningful only for its psychological knowledge on human science.
For 15 years he worked as a lecturer and he left many jewels of literary works such as:
“Society Must Be Defended,” “On the Government of the Living,” “The Hermeneutics
of the Subject,” “The Government of Self,” “This is Not a Pipe,” and “Remarks on
Marx and Wrong—doing, Truth-telling: The function of avowal in justice.” Moreover,
there have been quite a number of readers of Michel Foucault since 1963, beginning
with Sollers’ Choix Critique: Logicus Solus. His works have been reviewed by many
theorists such as Sheridan (1980, 1985), Bouchard (1980), Dreyfus and others (1982),
Dreyfus and Rabinow (1982, 1997), Couzens (1986), Merquior (1986), Rajchman (1988,
1991), Eribon (1989), Poster (1989), Boyne (1990), Hurley (1888, 1990), Dollimore
(1991), Mahon (1992), Smart (1994), Hans (1995), Turner (1995), Barry and others
(1996), Marshall (1996), Cohen (1997), Flynn (1997), Ransom (1997), Larmour and

%0 What are the differences between social postmodernism and post-structuralism? For the purposes of this study, I
am using these two concepts as defined by L. Nicholson and S. Seidman in 1995. They describe social
postmodernism as “a resource for rethinking in a democratic social theory and politics.” Critical areas of
post-structuralism will be further discussed in the following pages. It could be explained using shorter words such
as human sciences. The most common point to keep in mind is rejection of self-sufficiency, leaning towards
skepticism. However, nowadays the two movements are closely related and post-structuralism, modernism, and
social postmodernism are a combined social phenomenon. L. Nicholson and S. Seidman (1995). Social
Postmodernism; Beyond Identities Politics. Cambridge University Press.
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others (1998), Marchetti and Salomoni (1999), Neubauser (1999), Carrette (1999, 2000),
Baker and Heyning (2004), Fendler (2010), Qi (2011) and others continuing up to the
present day. I contend that the above studies are the basis of the widely developed

understanding of Foucault’s work today. For instance, Poster (1989) argues:

The topics Foucault investigated exemplify a restructuring of historical priorities.
Insanity, language, medicine, punishment, sexuality — these have been marginal
topics for historians. By placing them at the center of the historical stage Foucault
reversed the fundamental theoretical assumptions of the discipline, a reversal that
derives its power not only from the strength of Foucault’s texts but also from a

large scale social transformation of the second half of the twentieth century
(p.70).

Dreyfus and Rabinow (1983) argue that Foucault objected to the characterization of a
typical structuralist in 1979. They say that, “Michel Foucault offers in our opinion,
elements of a coherent and powerful alternative means of understanding. His works, we
feel, represent the most important contemporary effort both to develop a method for the
study of human beings and to diagnose the current situation of our society.” In the
following sections, I analyze nine of Foucault’s books. Table 2 shows the main
methodology divided by year, title and symbols (F-a ~ F-k), and also the outline of
Foucault’s determination from other thinkers divided into psychology and philosophy. I
discuss Foucault’s works and the philosophical basis it provides for LLSC and other

educational issues.
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Table 2. Critical perspectives on M. Foucault’s Works?’

Year Title No
1954 Maladie mentale et personnalite (Mental Illness and Personality) F-a
1961 L’Histoire de la folie a I’dge classique (Madness and Civilization) F-b
1963 Naissance de la Clinique (The Birth of the Clinic ) F-c
1966 Les mots et les choses (The Order of Things) F-d
1969 L’Archéologie du savoir (Archaeology of Knowledge ) F-e
1971 L’ordre du discours (The Discourse on Language) F-f
1973 Ceci n’est pas une pipe (This is Not a Pipe ) F-g
1975 Surveiller et punir, naissance de la prison (Discipline and Punish) F-h
1976 La volonté de savoir (History of Sexuality, Volume 1) F-i
1984 L’usage des plaisirs (History of Sexuality, Volume 2) F-j
1984 Le souci de soi (History of Sexuality, Volume 3) F-k

Foucault’s literary works begin with F-a (refer to Table 2 for abbreviations). It
was focused on psychology and how it developed within the frameworks of Marxism
and existential phenomenology. From there he moved to F-b, and F-c, in which he
developed an approach to intellectual history, and his “archaeology” displaced the
humanism in our culture the most since Kant (for more on this, see the Cambridge
Dictionary of Philosophy). In this chapter, I do not discuss Kant, but Dreyfus and
Rabinow (1983) give a simple explanation, “Kant introduced the idea that man is that
unique being who is totally involved in nature, society and language and who at the
same time finds a firm foundation for all of these involvements in his meaning-giving,
organizing activity” (p.19). In F-a, Foucault first “found himself in the precarious
position of having achieved certification in an allegedly scientific discipline that he
viewed as not yet having attained the status of a science” (Mahon, 1992, p.19). Again,
according to Dreyfus (1987), “Foucault it seems avoids an objective social realism only
to fall into a subjective realism. He replaces a Marxist critique of the psychoanalytical
account of mental illness as a cover-up of socioeconomic contradiction with an account
of the constitution of mental illness as the last stage of a historical denial of the
experience of strangeness” (p.37).

F-b and F-c are analyses of historically situated systems of institutions and
discursive practices. The discursive practices are distinguished from the speech acts of
everyday life (p.26). In F-a and F-b, Foucault gave definitions of existentialist themes

and the authenticity of madness was defended against rationalists claims (Poster, 1989,

T I read the English translations, however Table 2 shows the year of publication of the original French version.
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p.53). Moreover, Mahon (1992) explains, “Mental illness, [...] is here being constituted
as an object for medical perception and science,” and also that, “Madness fails to
sabotage the movement of doubt, madness may linger and tempt. The truth of madness
became a crucial issue for the juridical jurisprudence” (p.41). Mahon later asserts that
F-b “begins with the confession that such a history is impossible” (p.55). Concerning
F-c, Hoskin (1990) asserts that it is a “text on the genesis of modern medicine and the
epistemological basis for the modern concerns with health, disease, life and death”
(p-34). Mahon (1992) says F-c, “revealed the embeddedness of clinical discourse in the
discourse of ethics, political, and economic” (p.106). In addition, Dreyfus (1987) asserts
that in F-c, “Foucault opposes all hermeneutics, which he calls exegesis or commentary,
as the mistaken attempt to liberate a deep truth covered up by everyday discourse”
(p-33).

Foucault reflected on the historical and philosophical significance of his
archaeological methods in F-e. Foucault’s genealogy admitted the standard economic,
social, and political causes but, in a non-standard way; it refused any unified
teleological explanatory scheme. Foucault’s genealogical studies emphasize the
essential connection between knowledge and power. Sheridan (1980) states, “By power,
Foucault does not mean ‘power,” in the sense of a unified state apparatus whose task it is
to ensure the subjection of the citizens of a particular society. Nor does he mean a
general system of domination exerted by one group over another, the effect of which
spreads to the whole society. Power should be understood as ‘the multiplicity of power
relations’ at work in a particular area” (p.183). Moreover, in F-e and F-f, Foucault
emphasized in particular his quasi-structuralist insistence during his work in the late
1960’s (Dreyfus and Rabinow, 1983; Hoy, 1986). In F-f, “Foucault treats the theme of
population at greater length than in several of his other books. In The Order of Things
the analysis of labor and its changing discursive organization in the Classical Age and in
our current Age of Man constitutes roughly one-third of the book, along with parallel
analyses of life and language” (Dreyfus and Rabinow, 1983, p.7). Goldstein (1994)
asserted that, “Sometimes historians can be heard asserting the utter incompatibility of
the two,” as in the American comment on the epistemic ruptures that Foucault
postulated in F-f. Also, Dumm (1996) states, “The question of space is also already a
question of power. Foucault presents two major arguments during this period that
anticipate his more explicit study of power in his later work™ (p.36). Marshall (1996)
argues, “Foucault is rejecting explicitly that which he refers to broadly, as the
phenomenological approach” (p.30). In F-g and F-e he writes of the power/knowledge

dialectic or set of conditions that permit and legitimate certain particular claims to truth
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(Marshall, 1996, p.93).

In F-h and F-i, Foucault showed how persons constitute criminals as objects of
disciplinary knowledge. Foucault thus “rejected the holism essential to idealism, and
opposes the traditional philosophical goal of constructing a total theory that can explain
the entire social reality” (Hoy, 1986, p.5). Moreover, in F-h, Foucault talks about
schools but indirectly. He was however, a master of the interview and it is there that you
can find some of his more explicit comments on schools (Marshall, 1996). In the series
of F-i, F-j, and F-k, Foucault sketched a project for seeing how through modern
biological and psychological sciences of sexuality, individuals are controlled by their
own knowledge as self-scrutinizing and self-forming subjects. In F-j, the final writings
make explicit the ethical project that in fact informs all of Foucault’s work. In F-k,

according to Dreyfus and Rabinow (1983):

Foucault challenges the hermeneutic belief in deep meaning by tracing the
emergence of sexual confession and relating it to practices of social domination.
He shows the significance of confessional practices such as psychotherapy or
medical procedures as revealed by the enormous growth of interest in the psyche

in all realms of life (p.25).

Furthermore, Dreyfus (1987) added that the result of Foucault’s last series is an
“analysis of the dangerous tendency of modern norms to expand to cover all aspects of
behavior. Because modern norms are supposedly grounded in science, like science they
take every anomaly, every attempt to evade them, as occasions for further intervention
and normalization” (p.36).

From F-a to F-k, we see many different points in Foucault’s work. According to
Poster (1989), “In the first working was the ship of fools on which the insane are visibly
and drastically excluded from society.” F-f “was the episteme of correspondence,
through which words and things have an intrinsic relation that today is difficult even to
imagine.” In F-h, “The torture system of punishment with cruel public dismemberment
of Robert-Francois Damiens the regicide, it analyzed a phenomenon that appears
strange, discomforting, unfamiliar, vaguely threatening to the modern sensibility” (p.91).
I showed some interpretations of Foucault’s work from several literary works. Also, I
attempted to explore further how Foucault’s work has presented his perspectives on

diversity and difference using his main themes of power, freedom, and liberal norms.
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4.1 Foucault’s psychology: mental and sexuality struggle

Today’s general psychological perspectives developed through the study of socialization,
cognitiveness, language, and morality. The above fundamental factors and theories very
strongly influenced Freud, Erikson, Piaget, Maslow, Skinner, Bandura as well as other
educators and psychologists known for their remarkable contributions to the field. The
main question regarding Foucault is, how did he think of the psychological implications
of his work as one of the post-structuralists? And what kind of different critique does his
theory offer as one of the latest psycho-philosophers as compared with the above
psychological theorists? In this section, I attempt to analyze Foucault’s thoughts on
psychology with several works, and examine his different considerations of mental
illness, madness, and sexuality. Looking at F-a, F-c, F-i, F-j and F-k, Foucault’s first and
last works were concerning psychological issues, I also argue that the last work was a
more developed and advanced psychological work.

In F-a, Foucault defined mental illness and madness such that, “If mental illness
is defined with the same conceptual methods as organic illness, if psychological
symptoms are isolated and assembled like physiological symptoms. Between these two
forms of pathology, therefore, there is no real unity, but only, and by means of these two
postulates, an abstract parallelism. And the problem of human unity of psychosomatic
totality remains entirely open” (p.6).”® He goes on to explain: Mental illness is not only
a loss of consciousness, the slumbering of this or that function, the obnubilation of this
or that faculty.... (p.17). The illness is not an essence contra natural, it is nature itself,
but in an inverted process; the natural history of the illness has merely to flow back
against the current of the natural history of the healthy organism (p.19). The illness
uncovers and stresses forms of behaviors that are normally integrated. Regression,
therefore, must be taken as only one of the descriptive aspects of mental illness (p.26).
The illness then proceeds like a vicious circle (p.41). Illness may be perceived with an
objectivity that places the ill consciousness at a maximum distance (p.47). The
proceeding analysis has fixed the coordinates by which psychologies can situate the
pathological fact (p.60). It was about this time that madness ceased to be regarded as an
overall phenomenon affecting, through the imagination and delusion, both body and
soul. In the new world of the asylum, in that world of a punishing morality, madness
became a fact concerning essentially the human soul, its guilty, and its freedom; it was
now inscribed within the dimension of interiority; and by that fact, for the first time in

the modern world, madness was to receive psychological status, structure, and

¥ In this section, Foucault’s works are included without quotation marks at times as I have adopted them into my
analysis of Foucault’s thought as it relates to LLSC ideas related to diversity, difference and equity.
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signification (p.72). As a result, a psychology of madness cannot be but derisory, and
yet it touches on the essential (p.74). The very notion of mental illness is the expression
of an attempt doomed from the outset. What is called mental illness is simply alienated
madness, alienated in the psychology that it has itself made possible (p.76). Mental
illness is situated in evolution as a disturbance of the latter’s course; through its
repressive aspect, it reveals infantile behaviors or archaic forms of the personality (p.80).
To sum up, it might be said that the psychological dimensions of mental illness cannot,
without recourse to sophistry, be regarded as autonomous. To be sure, mental illness
may be situated in relation to human genesis, in relation to individual, psychological
history, in relation to the forms of existence. But, if one is to avoid resorting to such
mythical explanations as the evolution of psychology, one must not regard these various
aspects of mental illness as ontological forms (p.84).

F-c is a classic story about madness and civilization and illustrates Foucault’s
thoughts about the structure of space, language, and death. The idea of a transparent,
undivided domain, exposed from top to bottom to a gaze armed nonetheless with its
privileges and qualifications, dissipated its own difficulties in the powers accorded to
liberty: in liberty, disease was to formulate of itself an unchanging truth, offered,
undisturbed, to the doctor’s gaze; and society, medically investigated, instructed, and
supervised, would, by that very fact, free itself from disease (p.51). For reasons that are
bound up with the history of modern man, the clinic was to remain, in the opinion of
most thinkers, more closely related to the themes of light and liberty which, in fact, had
evaded it than to the discursive structure in which, in fact, it originated. It is often
thought that the clinic originated in that free garden where, by common consent, doctor
and patient met, where observation took place, innocent of theories, by the unaided
brightness of the gaze, where, from master to disciple, experience was transmitted
beneath the level of words. And to the advantage of a historical view that relates the
fecundity of the clinic to a scientific, political, and economic liberalism, one forgets that
for years it was the ideological theme that prevented the organization of clinical
medicine (p.52). For this (identified with the whole of medical experience), it had to be
armed with new powers, detached from the language on the basis of which it had been
offered as a lesson, and freed for the movement of discovery (p.62). Medicine as an
uncertain kind of knowledge is an old theme to which the eighteenth century was
especially sensitive. It was to be found, reinforced by recent history, in the traditional
opposition between the art of medicine and the knowledge of inert things. An
uncertainty that was a sign of complexity concerning the object and of imperfection

concerning science: no objective foundation was given to the conjectural character of
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medicine outside the relation between that extreme scantiness and that excessive
richness (p.97). The formation of clinical medicine is merely one of the more visible
witnesses to these changes in the fundamental structures of experience; it is obvious that
these changes go well beyond what might be made out from a cursory reading of
positivism. But when one carries out a vertical investigation of this positivism, one sees
the emergence of a whole series of figures hidden by it, but also indispensable to its
birth that will be released later, and, paradoxically, used against it. In particular, that
with which phenomenology was to oppose it so tenaciously was already present in its
underlying structure: the original powers of the perceived and its correlation with
language in the original forms of experience, the organization of objectivity on the basis
of sign values, the secretly linguistic structure of the datum, the constitutive character of
corporal spatiality, the importance of finitude in the relation of man with the truth, and
in the foundation of this relation, all this was involved in the genesis of positivism
(p-199).

F-i is the first volume in the History of Sexuality, which was Foucault’s last work.
In it, Foucault discusses sexuality in Western history in regards to power. It is said that
no society has been more prudish; never have the agencies of power taken such care to
feign ignorance of the thing they prohibited, as if they were determined to have nothing
to do with it. But it is the opposite that has become apparent, at least after a general
review of the fact: never have there existed more centers of power; never more attention
manifested and verbalized; never more circular contacts and linkages; never more sites
where the intensity of pleasures and the persistency of the power catch hold, only to
spread elsewhere (p.49). I sometimes spoke, as though I were dealing with equivalent
notions, of repression, and sometimes of law, of prohibition or censorship. Through
stubbornness of neglect, 1 failed to consider everything that can distinguish their
theoretical implications. And I grant that one might justifiably say to me: by constantly
referring to positive technologies of power, you are playing a double game where you
hope to win on all counts; you confuse your adversaries by appearing to take the weaker
position, and discussing repression alone, you would have us believe, wrongly that you
have rid yourself of the problem of law; and yet you keep the essential practical
consequence of the principle of power-as-law, namely the fact that there is no escaping
from power, that it is always already present, constituting that very thing which one
attempts to counter it with. As to the ideas of a power-repression, you have retained its
most fragile theoretical element, and this in order to criticize it; you have retained the
most sterilizing political consequence of the idea of power-as-law, but only in order to

preserve it for your own use (p.82). Power is everywhere; not because it embraces
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everything, but because it from everywhere (p.93).

I consider that F-j and F-k, his last works where he discusses the history of
sexuality, were among the more difficult and complicated works on the topic in the last
couple of decades. Poster (1989) says because it is in the field of human sciences, F-j
and F-k “might appear to those who have enjoyed Foucault’s previous work to be an
exercise in paraphraxis, a string of banal summaries of well-known texts, a succession
of unimaginative readings of the classics by someone who is not very well versed in the
field” (p.89). According to Foucault, “I wanted first to dwell on that quite recent and
banal notion of sexuality, to stand detached from it, bracketing its familiarity, in order to
analyze the theoretical and practical context with which it has been associated” and “I
had to break with a conception that was rather common. Sexuality was conceived of as
a constant. It is three axes that constitute it; the formation of sciences that refer to it; the
systems of power that regulate its practice; the forms within which individuals are able,
are obliged, to recognize themselves as subjects of this sexuality” (pp.3-4).

The main topics of F-j were: the field of practices that were singled out for special
attention in the regimen; household management; the courting of young men; and other
moral problems of pleasure. In F-j Foucault used the terms “difference” and “moral”
very often, resulting in a different way of thinking. “Did mine actually result in a
different way of thinking? Perhaps at most they made it possible to go back through
what I was already thinking, to think it differently, and to see what I had done from a
new vantage point and in a clearer light. Sure of having traveled far, one finds that one
is looking down on oneself from above. The journey rejuvenates things, and ages the
relationship with oneself. I seem to have gained a better perspective on the way I
worked gropingly, and by means of different or successive fragments on this project,
whose goal is a history of truth” (p.11). In short, for an action to be moral, it must not be
reducible to an act or a series of acts conforming to a rule, a law, or a value. Of course
all moral action involves a relationship with the self. The latter is not simply
“self-awareness” but “self-information” as an “ethical subject,” a process in which the
individual delimits that part of himself that will form the object of his moral practice,
defines his position relative to the precept he will follow, and decides on a certain mode
of being that will serve as his moral goal.

In F-k, Foucault argues several points such as, “One is still far from an experience
of sexual pleasure where the latter will be associated with evil, where behavior will
have to submit to the universal form of law, and where the deciphering of desire will be
a necessary condition for acceding to a purified existence. Yet one can already see how

the question of evil begins to work upon the ancient theme of force, how the questions
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of law begin to modify the theme of art and Techne, and how the question of the truth
and the principle of the self-knowledge evolve within the ascetic practice. But we need
first to try to discover in what context and for what reasons the cultivation of the
self-developed in this way, precisely in the form that we have just considered” (p.68).
Also, “Now, in these modifications of preexisting themes one can see the development
of an art of existence dominated by self-preoccupation. This art of the self no longer
focuses so much on the excesses that one can indulge in and that need to be mastered in
order to exercise one’s domination over others. It gives increasing emphasis to the
frailty of the individual faces with manifold ills that sexual activity can give rise to. It
also underscores the need to subject that activity to a universal form which one is bound,

a form grounded in both nature and reason and valid for all human beings” (p.238).

4.2 Foucault’s philosophy: power and knowledge struggle

Foucault’s thoughts, which are critically concerned with the power and knowledge
struggle, has implications, significance, and fundamentally factors into most fields and
in the lives of all human beings. What kind of power is he concerned with? Dealing
with: economic, political, technical, professional/expert, cognitive, gender, physical,
racial, majority, language, culture, religion, etc. What is the meaning of power in
Foucault’s work? In this section I discuss that very question (Foucault’s thoughts on
power and knowledge in his work). I also attempt to analyze Foucault’s philosophical
thought using several works, and examine his different considerations of the stages of
power and knowledge in F-d, F-e, F-g, and F-h. Foucault’s discussion on power is based
on the philosophical questions of truth, power, and subjectivity. According to Dreyfus
and Rabinow (1982), “Foucault’s account of power is not intended as a theory. That is,
it is not meant as a context-free, ahistorical, objective description. Nor does it apply as a
generalization to all of history. Rather, Foucault is proposing what he calls an analytics
of power, which he opposes to theory” (p.184). Foucault’s most important work
(according to the New York Times Review of Books), F-d, should be judged as an
important contribution to the history and philosophy of science. In it, Foucault
explained his thinking on difference and knowledge. After being analyzed according to
a given unit and the relations of equality or inequality, the like is analyzed according to
its evident identity and differences: Differences that can be thought in the order of
inferences (p.54). Changes in the conditions of life of living beings seem here, as in
certain forms of evolutionism, to be the necessary cause of the appearance of new
species... Consequently, a principle of modification must be defined within the living,

being, enabling it to take on a new character when a natural revolution occurs (p.153).
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In fact, among all the mutations that have affected the knowledge of things and their
order, the knowledge of identities, differences, characters, equivalences, words — in
short, in the midst of all the episodes of that profound history of the same only one, that
which began a century and a half ago and is now perhaps drawing to a close, has made
it possible for the figure of man to appear (p.386).

In F-e, Foucault gives us the message: You have applied to it a principle of
simultaneity. Perhaps, is essentially historical, that it was made up not of available
elements, but of real, successive events, that it cannot be analyzed outside the time in
which it occurred (p.200). If in this analysis archaeology suspends the theme of
expression and reflexion, if it refuses to see in discourse the surface of the symbolic
projection of events or processes that are situated elsewhere, it is not in order to
rediscover a casual sequence that might be described point by point, and which would
make it possible to relate a discovery and an event, or a concept and a social structure
(p-164). The appearance and disappearance of positivities, the play of substitutions to
which they give rise, do not constitute a homogeneous process that takes place
everywhere in the same way. We must not imagine that rupture is a sort of great drift
that carries with it all discursive formations at once: rupture is not an undifferentiated
interval even a momentary one between two manifest phases; it is not a kind of lapses
without duration that separates two periods, and which deploys two heterogeneous
stages on either side of a split; it is always a discontinuity specified by a number of
distinct transformations, between two particular positivities. The analysis of
archaeological breaks sets out, therefore, to establish, between so many different
changes, analogies and differences, hierarchies, complementarities, coincidences, and
shifts: in short, to describe the dispersion of the discontinuities themselves (p.175).

In F-e and F-g he mentions that, “Once constituted, a science does not take up,
with all the interconnections that are proper to it, everything that formed the discursive
practice in which it appeared: nor does it dissipate — in order to condemn it to the
prehistory of error, prejudice, or imagination — the knowledge that surrounds it. Morbid
anatomy did not reduce to the norms of scientificity the positivity of clinical medicine.
Knowledge is not an epistemological site that disappears in the science that supersedes
it. Science is localized in a field of knowledge and plays a role in it” (p.184). F-g is a
short and clear message to the individual in a society. Foucault wrote in his symbolic
representation of a pipe: You see me so clearly that it that would be ridiculous for me to
arrange myself so as to write: This is a pipe. To be sure, words would draw me less
adequately than I represent myself (p.25). This is a pipe, from painting to image, from

image to text, from text to voice, a sort of imaginary pointer indicates, shows, fixes,
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locates, imposes a system of references, tries to stabilize a unique space (p.30). Two by
two the voices mingle to say a third element is not a pipe. Bound together by the frame
of the painting enclosing them, the text and the lower pipe enter into complicity: The
designating power of words and the illustrative power of drawing denounce the higher
pipe, and refuse the abstract apparition the right to call itself a pipe, because its
unanchored existence renders it mute and invisible. Bound together by their reciprocal
similitude, the two pipes contest the written statement’s right to call itself a pipe, for it is
composed of signs with no resemblance to the thing they designate. Bound together by
the fact that they each come from elsewhere, that one is a discourse capable of
conveying truth while the other is like the ghost of a thing the pipe in the painting is not
a pipe (pp.48-49).

In F-h Foucault showed the development of discipline, prison, and political
systems using cases from Western history and also showed the power, truth, and
differences in their history. The body is also directly involved in a political field; power
relations have an immediate hole upon it; they invest it, mark it, train it, torture it, force
it to carry out tasks, to perform ceremonies, to emit signs. This political investment of
the body is bound up, in accordance with complex reciprocal relations, with its
economic use, it is largely as a force of production that the body is invested with
relations of power and domination; but, on the other hand, its constitution as labor
power is possible only if it is caught up in a system of subjection; the body becomes a
useful force only if it is both a productive body and a subjected body (p.26). The
difference is to be found in the procedure of access to the individual, the way in which
the punishing power gets control over him, the instruments that it uses in order to
achieve this transformation; it is in the technology of the penalty, not in its theoretical
foundation; in the relation that it establishes with the body and with the soul, and not in

the way that it is inserted within the legal system (p.127).

4.3 Foucault’s skepticism and LLSC

I have been discussing Foucault’s work and also analyzing his general ideas in the fields
of psychology using philosophical reviews from other literary works. Many theorists
have determined the following several points about his work. Stein (1994) says, “His
alternations between an icily cold, critical eye and shows of passion, between disdain
for our old, self-deceptive liberal humanism and attachment to it — that fits the unsettled
world in which we write history today” (p.15). Most people could understand his
general terms of social philosophical thought through power, freedom, and history in his
work. Dumm (1996) presents Foucault’s work in terms of his discussions of space,
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“Foucault begins by arguing quite simply that the conditions of space as we live it have
not yet been adequately investigated in the contemporary area. Those spaces that failed
to exhibit a certain openness, a certain ability to allow for contradictory juxtapositioning,
will fail as well to provide a renewal of immigration without which no sense of freedom
can thrive. In other words, the conditions of freedom themselves are spatial” (p.38).
Dreyfus and Rabinow (1982) point out Foucault’s focus on power, “That is to say,
power relations are rooted deep in the social nexus, not reconstituted “above” society as
a supple monetary structure whose radical effacement one could perhaps dream of”
(p-222). Moreover, they give an analysis of power with six points: the system of
differentiations, the type of objectives, the means of bringing power relations into being,
the forms of institutionalization, the degrees of rationalization, and the relations of
power and the relations of strategy (for more see pp.223-224). Sheridan (1980) also
analyzes Foucault’s power and presents Foucault’s four principles concerning sex and
power: rule of immanence, rule of continuous variations, rule of double conditioning,
and rule of the tactical polyvalence of discourse (pp.185-186).

Could the whole of Foucault’s work be summarized in one word? An eternal,
universal, general, fixed, un-controvertible, un-questionable, and so called ‘normal’
thinking and common sense are not normally thought of in regards to his work. But
structured thinking is settled in our individual minds and in society. The biggest
question we are faced with is how do we not force structured thinking onto children,
keeping in mind differences along racial, gender, socio-economic, religious,
consciousness, etc. lines. How do we develop difference and diversity in the field of
education? I mentioned earlier the term of critical theory, we have also been discussing
Foucault’s work as a critical thinker. Taken together, this means we could take it upon
ourselves to remember the “soul” of crucial terms such as change, power in education,
and diversity and difference in school. Popkewitz and Brennan (1998) argue that it is
important to use critical space within the education arena. Foucault well-presented
forms of criticism in his work. For instance, “I can’t help but dream about the kind of
criticism that would not try to judge, but to bring an oeuvre, a book, a sentence, an idea
to life; it would light fires, watch the grass grow, listen to the wind, and catch the
sea-foam in the breeze and scatter it ...criticism that hands down sentences puts me to
sleep: I’d like a criticism of scintillating leaps of imagination, it would not be sovereign
dressed in red. It would bear the lightning of possible storms” (from a late interview, see
more in “The Masked Philosopher” in Kritman). Many theorists have incorporated
some of Foucault’s concepts into their own works; restructuring of social and political

theory in education (Popkewitz and Brennan and others), truth (Simola, Heikkinen and
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Silvonen), power (Gore and Blacker), female and sexual education (Orner and Wagener),
as well as Baker, Heyning, Lang, Marsha, Ball, and Qi, to name a few.

The last point of this section is: how can we use and/or progress further with
Foucault’s philosophy (skepticism) in the educational field? I propose most theorists
have been attempting to adopt Foucault’s thoughts on challenges, power, and truth in the
educational field over the last few decades. However, curriculum makers, school
institutions, teachers, school management and others are not sufficiently concerned with
textbooks, curriculum, teachers training courses, school systems, and so on (my
research and data on these materials follow in the next chapter). The most important
problem for the school paradigm today is the lack of educational philosophy that
includes awareness of difference and diversity in the educational system. Even today,
the educational philosophy exists for the government, not children. Around the time of
World Wars I and II, the school system was formed too much by political ideology, rigid
systems, and developed according to government preferences. For instance, training was
based on government ideas and this was reflected in textbooks, school timetables,
curriculum, and even in the way teachers should speak. In fact, the government still
researches and chooses all textbooks, curriculum, and classes, and change very often
only comes from new government ideas (so-called educational reform) and new
political power. As Foucault’s said (from F-f), “Every education system is a political
means of maintaining or modifying the appropriateness of discourse with the knowledge
and power they bring with them” (p.46). I mentioned the lack of an educational
philosophy as a problem, but one of the reasons there is no educational philosophy is
because we need a national philosophy. According to Popkewitz and Brennan (1998),
“The historical significance of the philosophy of consciousness, it is important to note
here, recast and constituted a particular doctrine of the Enlightenment. It was a radical
nineteenth-century philosophical strategy that placed people directly into the knowledge
about social change, challenging the reigning notions of theology and the chances of
birth as the arbiters of progress. Further, it gave continuing attention to the groups
(actors) included and excluded through social practices, an important element of
contemporary politics in which certain groups have been categorically excluded” (p.7).

Critical educational theory today is increasing at the same time as is so-called
critical thinking, multicultural education (including international education), especially
after periods of economic development in Western democratic countries. It is an attempt
at reforming their mono-cultural, ideological, powerful educational systems and also a
move towards ideas of difference, diversity, equity, and individuality in their

educational system. Additionally, teacher training includes courses on critical thinking
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at college. However, those systems are still progressing and need more political support
for normalization. Going back to Foucault’s work, Foucault’s work contains our
question and also our answer. We should know and understand educational phenomenon
with Foucault’s philosophy in mind. Here, Simola and others (1998) discuss educational
approaches starting from Foucault’s educational point: “Foucault’s ideas to education
research using some of these aspects, for example, by examining educational systems as
promoters of knowledge subordinated to games of power or scrutinizing how schooling
produces the modern individuals or analyzing school as a disciplining and punishing
institution, a crypto-prison. Without denying possibilities of these kinds of approaches,
however, we would like to emphasize another kind of usage of Foucault’s works namely,
the interaction is the central and most fruitful angle of his work™ (p.70). The critical
perspectives with which we can view the diversity and difference in Foucault’s work
(skepticism), are explained by the concepts of critical power, language and knowledge,
which were proposed in psychological, philosophical and educational approaches. I
believe that without his skepticism it would have been impossible to build the LLSC
ideas of a critical-thinking, multicultural education. The discussion points were based in
theoretical subjects, and the definitions and knowledge of practical support

methodology were explained using meta-methodological devices in LLSC.

5. Thoughts of James Banks

James Banks (1941-) is an educator who has been called the “Father of multicultural
education.” He seeks to implement multicultural ideas, terms, and critical practical
methods in curriculum, teacher training, school reform, and policies in order to develop
multicultural education, not only in the United States, but also the world. According to
the University of Washington’s webpage, Banks was the first African American
professor in the College of Education at the University of Washington, Seattle and is
also the founding director of UW’s Center for Multicultural Education. Furthermore, in
2004, Banks was awarded the American Educational Research Association’s first Social
Justice in Education Award for his career of research advancing social justice through
education research.”” Noel (2012) mentions that, “While he writes on virtually all areas
related to multicultural education, much of Banks’ work focuses on teaching strategies
and curriculum development for multicultural education and for social studies” (p.183).
Many multicultural education researchers have been strongly influenced by Banks’
work since 1990. For example works by: Sleeter (1992), Bennett (1995), Willis (1997),
Wardle (1998), Gallavan (1998), Hoffman (1998), Davidman and Davidman (1998),

%" See the homepage of http://faculty.washington.edu/jbanks/ (as of 20 April, 2011).
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Oshkosh (1999), Milligan (1999), Parks (1999), Nieto (2000), Campbell (2000), Gorski
(1999 and 2010), Bhargava and others (2004), Olmedo (2004), Baptiste and others
(2004), Baptiste and Sanchez (2004), Saito (2006), Pang (2006), Seo (2010, 2012 and
2013), Cho (2012), and others rely on Banks’ research. Many readers have recognized
Banks’ vast knowledge and work on the discipline in areas such as: model school staff,
teacher, student, and curriculum-related multicultural educational materials over the past
few decades in books and articles. For instance, according to Campbell (2000),
“Multicultural education strategies were developed to assist teachers trying to solve the
diverse problems imposed on their classrooms by rapidly changing and, at times,
crisis-filled society. Banks, one of the leaders in the field of multicultural education,
offers the definition of the term, he helped document multicultural education as a
discipline” (p.33). Bennett (1995) notes, “An ethnic group is a group of people within a
larger society that is socially distinguished or set apart, by others and/or by itself,
primarily on the basis of racial and/or cultural characteristics, such as religion, language,
and tradition and Banks is a noted authority on ethnic studies” (p.41). Nieto (2000)
mentions that, “We need to understand the history of American Indian education in the
United States to understand the legacy of resentment and suspicion with which Native
people often view U.S. schooling” (p.129). And Gallavan (1998), Banks, Sleeter, and
others have asserted that most teachers lack a clear definition or understanding of what
multicultural education is.*

Banks describes three components he seeks to change in multicultural education:
racism, curriculum and citizenship, especially in the United States. In regards to

curriculum, Banks (1993) approaches multicultural curriculum reform in four levels:

a) Level 1: The Contributions Approach — focuses on heroes, holidays, and
discrete cultural elements.

b) Level 2: The Additive Approach — content, concepts, themes, and perspectives
are added to the curriculum without changing its structure.

c) Level 3: The Transformation Approach — the structure of the curriculum is
changed to enable students to view concepts, issues, events, and themes from
the perspective of diverse ethnic and cultural groups.

d) Level 4: The Social Action Approach — students make decisions on important

social issues and take actions to help solve them (p.25).

Concerning citizenship, Banks advocates teaching social studies for decision-making

30 . - oo .
I mention this in more detail with data from Korean and Japanese teachers in Chapter Four.
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and citizen action, curriculum transformation, equitable pedagogy, democratic racial
attitudes, and cultural democracy in order to develop citizenship education. According
to Banks (1997), “Citizens in a democratic, pluralistic society must interact and engage
in public discourse with people from diverse racial, ethnic, gender, and social-class
groups. Civic, moral, and just communities in which people from many different groups
can engage in public talk must be created within pluralistic free societies. To create
effective democratic communities within a pluralistic nation-state, it is also essential for
a superordinate group identity to be developed to which all groups can identify and have
loyalty” (p.88). Furthermore, Banks suggests “The Stages of Ethnicity: A typology” for

citizenship education. The detailed contents are as follows:

a) Stage 1: Ethnic Psychological Capacity — The individual internalizes the
negative societal beliefs about his or her ethnic group.

b) Stage 2: Ethnic Encapsulation — The individual is ethnocentric and practices
ethnic separatism.

c) Stage 3: Ethnic Identity Clarification — The individual accepts self and has
clarified attitudes towards his or her own ethnic group.

d) Stage 4: Bi-ethnicity — The individual has the attitudes, skills, and commitment
needed to participate both within his or her own ethnic group and within
another ethnic culture.

e) Stage 5: Multi-ethnicity and Reflective Nationalism — The individual has
reflective ethnic and national identifications and the skills, attitudes, and
commitment needed to function within a range of ethnic and cultural groups
within his or her nation.

f) Stage 6: Globalism and Global Competency — The individual has reflective and
positive ethnic, national and global identifications and the knowledge, skills

and commitment needed to function within cultures throughout his or her nation
and the world (p.109).

We have been discussing Banks’ main research issues and his multicultural
education ideas on race, curriculum and citizenship. As you can see in Table 3, I have
summarized Banks’ many books and articles from only 1984 to 2007. I examine the
diversity, difference and critical perspectives on Banks’ works (Table 3 shows five

books and three articles).
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Table 3. Critical perspectives on J. Banks’ works®'

_Year  Tie  No|
Black Youths in Predominantly White Suburbs:

1984 An Exploratory Study of Their Attitudes and Self-Concept B-A
1986  Multicultural Education and Its Critics: Britain and the United States B-B-1
1989  Multicultural Education: Issues and Perspectives B-B-2
1994  An Introduction to Multicultural Education B-B-3
2003  Educating Global Citizens in a Diverse World B-A-2
2004  Teaching for Social Justice, Diversity, and Citizenship in a Global World B-A-3
2004  Handbook of Research on Multicultural Education B-B-4
2007  Educating Citizens in a Multicultural Society B-B-5

5.1 Banks’ diversity and democracy
To begin with, I analyze Banks’ works in his articles B-A-1 to B-A-3 which provide his
basic research. Banks’ work is based on four concepts of diversity (racial, ethnic,
cultural, and language) in citizenship education. In these three articles, Banks argues
that a diverse and democratic society has an active, educated citizenry. He also suggests
three cultural identifications and practical research data. Firstly, in B-A-1, Banks
analyzed Black children’s attitudes and self-concepts. It helps us to better understand
the social and psychological characteristics in the individual and the socio-political
system which racial understanding, knowledge, information, and so on are all a part of.
Banks suggests relationships within the socio-cultural environment with practical data
interpreted through the racial problem in United States. For instance, Banks found that,
“As attitudinal assimilation increased, these children became increasingly more positive
toward their schools and neighborhoods and more positive toward Whites but less
positive toward Blacks and ethnocentrism and physical self-concept are positively
related when pro-blackness is measured with Ethno Ban. And, experiences of Black
females in predominantly White suburban communities may be slightly more difficult
than those of Black males” (p.16).

In B-A-2 and B-A-3, Banks argues the importance of diversity in citizenship
education. For instance he states, “A delicate balance of diversity and unity should be an
essential goal of democratic nation-states and of teaching and learning in a democratic

society” and also, “Citizens in a diverse democratic society should be able to maintain

3! First B: Banks, second B: Book, and A: Article or paper.
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attachments to their cultural communities as well as participate effectively in the shared
national culture. The attainment of the balance that is needed between diversity and
unity is an ongoing process and ideal that is never fully attained.”** In B-A-3, Banks
also argues for social justice, diversity and citizenship in a global society, and he asserts
the importance of cultural identification for a diverse society. Banks argued that for the
development of citizenship education, he suggested teachers become aware of the
different cultures and different identities (racial, religious, and ethnic) of all their
students. He also argued that we must nurture, support, and affirm the identities of
students from marginalized cultural, ethnic, and language groups if we expect them to
endorse national values, became cosmopolitan, and work to make their local
communities, the nation, and the world more just and humane.

B-B-1 is an older Banks’ book in which he addresses the definition, history,
problems, and critics of multicultural education in the United State and the United
Kingdom. This book quite clearly explains why we need multicultural education and
how to develop multicultural education in school. In B-B-1, Banks firstly defines
critical multicultural education as: “Multicultural education is an inclusive concept used
to describe a wide variety of school practices” and “Multicultural education can help
students to become more aware of the inconsistencies between democratic ideals and
societal practices in Western societies, to develop a commitment to reflective and
humane social change, and to acquire the skills needed to become efficacious in
promoting social reform” (pp.225-227). He suggests that, “Multicultural theorists need
to think seriously about the radical argument which states that multicultural education is
a palliative to contain ethnic rage and that it does not deal seriously with the structural
inequalities in society and with important concepts such as racism, class, structural
inequality and capitalism” (p.226).

With B-B-2 and B-B-3, Banks released his first edited book with McGee, Grant
and Sleeter. Some of the ideas are similar in part with the ideas in B-B-1, such as his
goals, definition, issues and concepts of multicultural education. However, he furthers
his argument for more reform in socio-political approaches in B-B-2. As I mentioned
earlier in my discussion of B-B-1, Banks asserts an inclusive concept used to describe a
wide variety of school practices as one of the definitions of multicultural education.
However, he changes several concepts such as transformation, help, difference,
development, and implicit norms and values. What is the meaning of the reform
movement in B-B-2? Banks suggests that social class, educational equality, and

religious diversity are especially important, while Grant and Sleeter argue that reform
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should include considerations of race, class, gender, and exceptionality. According to
Gorski (2010), B-B-2 is one of the most recommended books in the field of
multicultural education in the United States.

From B-B-3, “When curriculum transformation occurs, students and teachers
make paradigm shifts and view the American and world experience from the
perspectives of different racial, ethnic, cultural and gender groups” (p.25). In addition,
“Major goals of a transformative curriculum that fosters multicultural literacy should be
to help students to know, to care, and to act in ways that will develop and foster a
democratic and just society in which all groups experience cultural democracy and
cultural empowerment” (p.27). Moreover, in B-B-3, what is the meaning of school
reform? Banks suggests that “To help our future citizens become effective and
productive citizens in the next century, our schools must be restructured. By
restructuring, [ mean a fundamental examination of the goals, values, and purpose of
schools and a reconstruction of them. When restructuring occurs, the total system is
recognized as the problem and is the target of reform. Incremental and piecemeal
changes are viewed as insufficient as a reform strategy” (p.37). Moreover, Banks
describes the benchmarks of multicultural education, summarizing and highlighting the
major concepts involved.

In B-B-4, Banks divided his discussion into three points: citizenship education in
regards diversity and epistemological issues; citizenship education and multicultural
education and teachers; and democracy and citizenship education. As I mentioned
earlier, Banks has analyzed citizenship in the last couple of decades and he hopes to
reconstruct citizenship education. He also compares developing citizenship education
with multicultural society in B-B-5. In B-B-6 Banks suggested the concept of Unum
which means authenticity and legitimacy within a democratic, pluralistic society only
when the diverse racial, ethnic, cultural, social-class, and gender groups within
nation-state are participating fully in its construction and reconstruction and are helping

to determine its aims, goals, and values (p.5).

5.2 Banks’ transformation and LLSC

In spite of using very few of his works, Banks’ inventions such as curriculum
transformation, and approaches to multicultural education, teaching approaches and
conceptual works have contributed greatly to my idea of LLSC. Recently, many thinkers
have participated in further developing Banks’ works. For instance, Powers (2002) and
Saito (2011) analyzed Banks’ work on postmodernism and multicultural education.

According to Powers (2002), “If Banks has not in fact fully embraced Post-modernism
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one could easily be led to think that he has. Banks clearly immersed himself in the
writings of theorists who identify themselves as postmodernist, especially
postmodernist feminists, and he began to mention them prominently in his own work in
the early 1990s” (p.211). However, Powers later argues that, “Banks cited the work of
sociologists of knowledge, not postmodernists, as having been most important in ideas
about the social construction of categories” (p.214). Moreover, “Further evidence that
multicultural education is decisively shaped by a political and moral logic, and not
primarily by an epistemological or other theoretical preoccupation, is to be found in the
relation between multiculturalism and the paradigm of modern social science” (p.218).
This means that multiculturalism stresses its moral and political contents, focuses only
its intellectual history, and misses what is most important. Saito also does research on
the definitions, ideas, and terms used in multicultural education by different thinkers. In
this chapter I have examined three of Banks’ perspectives on critical multicultural
education works. Banks argued that the terms of multicultural education and school
reforms (such as with curriculum and teachers) need to change. In addition, Gorski
(2010) argues that in order to make sense of the variations in definitions and, more
importantly, the ways in which these variations are operationalized, scholars such as
Banks, Grant, Sleeter, and McLaren have constructed typologies of approaches to
multicultural education.

In B-B-3, Banks argues that we must learn how to transform the problems related
to ethnic diversity into opportunities and strengths, and also that an important goal of
multicultural education is to help students with useful methodologies. As Banks would
say, LLSC is one useful and transformative way of thinking in critical multicultural
education. The infusion of ideas in LLSC and the application of its transformative
teaching and learning are found in the Appendixes in this study. By design, LLSC

reflects Banks’ freedom, democracy, power and transformation.

6. Thoughts of Christine Sleeter

Christine Sleeter’s research focuses on anti-racist multicultural education and teacher
education, and currently she is developing a critical family history. She has published
over 100 articles in journals and edited books; her work has also been translated into
Spanish, Korean, French, and Portuguese.”> Many teachers and educators have been
influenced by Sleeter’s work, such as: Kincheloe and Benette (1995), Steinberg (1997),
Willis (1997), Gallavan (1998), Milligan (1999), Nieto (2000), Campbell (2000),
Appelbaum (2002), Gorski (2001, 2009, 2010 and so on), Duarte and Reed (2004),

33 .-
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Goodwin (1994), Bhargava and others (2004), Olmedo (2004), Pang (2006), Seo (2012
and 2013), and others. Moreover, many researchers reference Sleeter’s writings in their
books and/or articles; for instance, Nieto (2000) finds that, “They found that women and
people of color had much more limited roles than did White males” (p.100). Nieto also
collaborated on critical pedagogy with Sleeter. Duarte and Reed (2004) adopted ideas
about teaching in the urban classroom from Sleeter’s and Gay’s works. They argue that,
“Teachers cannot be expected to be culturally responsive in the classroom, however, if
they are not adequately prepared with the necessary knowledge, skills and dispositions”
(p-26). Goodwin (2004) argues that educators of color play an important role in the
works of Sleeter and Cochran-Smith. Many researchers have adopted Sleeter’s thinking
regarding white teachers and teachers of other racial backgrounds, and teaching in the
light of difference and equity as a social movement. For instance, Appelbaum references
Sleeter’s work in cultural/organizational approaches. According to Appelbaum (2002),
“Sleeter describes the human relations approach as aiming toward sensitivity training
and teaching that ‘we are all the same because we are all different.”” And, “Advocates
talk about the power of love, unity, and harmony, and of the need for individuals to try
to change the attitudes and behaviors of other individuals who thwart harmonious
interaction” (p.11).

We have been discussing Sleeter’s main research issues and her ideas on
multicultural education in the pedagogy, focused with different people of color and so
on. In the following section, I examine Sleeter’s researches and contributions to the
literatures. I will give an analysis of diversity, difference, and critical perspectives on
Sleeter’s works. Table 4 summarizes six books and seven articles of Sleeter’s (out of
many) from 1987 to 2012.
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Table 4. Critical perspectives on C. Sleeter’s works™

Year Title No
1987  An Analysis of Multicultural Education in the United States (with Grant) S-A-1
1995 Multicultural Education and Critical Pedagogy (with McLaren) S-B-1
Multicultural Education as Social Activism S-B-2
19% Multicultural Education as a Social Movement S-A-2
2001 Education and the Standard Movement: A Reform from the Field S-A-3
2003 Reform and Control: An Analysis of SB 2042 S-A-4
2004  Scaffolding Conscientization through Inquiry in Teacher Education S-A-5
Doing Multicultural Education for Achievement and Equity S-B-3
2007 Diversifying the Teaching Force S-A-6
2009 Making Choices for Multicultural Education: Five Approaches to Race, Class and Gender S-B-4
Professional Development for Culturally Responsive and Relationship-Based Pedagogy S-B-5
2ot The Academic and Social Value of Ethnic Studies S-A-7
2012 Creating Solidarity Across Diverse Communities (with Soriano) S-B-6

6.1 Sleeter’s diversity, difference and equity in education
In S-A-1, Sleeter and Grant analyze American multicultural education by goal,
language/bilingual, culture, social stratification, gender, social class, handicap, history,
policy/legal issues, instructional models, curriculum, instruction, teaching guides,
projects and descriptions across 89 articles and 38 books. They also research teaching
on cultural difference, human relations, single group studies, and multicultural
education. According to them, “Multicultural education is becoming an accepted and
articulated concept among teacher educators and teachers, in part because of the
increased attendance of students of color in our school” and also, “whether it will be
necessary for critics or scholars to undertake a comparable review and analysis of
multicultural education ten or fifteen years into the future will depend largely upon the
extent to which the field enjoys both excellent scholarship and financial support”
(p.439).%

In S-A-2, one of the main points is that multicultural education has become

disassociated in many schools from its roots social movement. She argues that

M= Sleeter, B = Book, and A = Article or paper.
I will discuss more about this article in the next chapter.
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“Multicultural education is viewed as a set of teaching techniques when it is regarded as
a set of curricular and instructional strategies to add to one’s classroom repertoire,
particularly to use with culturally diverse students” (p.240). Social movements need the
process of change, power differences, use professional literature as a tool, and
conference for mobilization. The social movement comparison contains metaphors
which can be useful suggestions for teachers, such as teacher’s recognition, teacher’s
learning, communities, and cooperative groups. Sleeter argues that, one need not come
from a farm working or union background, however, to connect multicultural education
with social activism. One need mainly connect oneself with local struggles for power
and voice, and learn to form ally relationships with others.

In S-A-3, Bohn and Sleeter argue how standards affect multicultural education,
and how we developed multicultural classrooms and textbooks. They examine studies
documenting a marked decline in teacher and administrator concern regarding
multicultural education. Particularly, they found some problems in standards imposed at
schools and within textbooks. For instance, “The schools have at their disposal for
standardizing the curriculum that only seems to bring with them new problems. ...
Education needs to be about developing powers of thinking. ... Textbooks can offer
students only limited pieces of predigested knowledge, to be learned as if they were
immutable facts” (p.157). The important part of this study is they showed that, “teachers
must be given time to examine their own multicultural knowledge base and to become
aware of the way they read behavior through their own cultural filtering” (p.158). They
also asserted that, “For multicultural education and its vision of real equity for all
Americans to survive within the current standards movement, those who care are going
to need to adopt that strategy now” (p.159).

In S-A-4, Sleeter argues that, “Despite a surface appearance of being
multicultural, the History-Social Science Framework and Standards for California
Public Schools is organized in a way that strongly prioritized experiences and
perspectives of traditional white, mostly male Americans, and that obscures historic and
contemporary processes of United States and European colonialism, and
institutionalized racism,” (p.21). Sleeter attempts to detach young people from their
racial and ethnic cultural moorings. In S-A-4, Sleeter promotes anti-intellectualism, and
teacher’s programs for diversity, justice, and human learning. She also argues that,
“School reform supports an ideology of individual responsibility that ignores other
structural and contextual issues. It is the responsibility of individual teachers and
individual schools to raise students achievement within funding systems, teacher

recruitment and preparation systems, tracking systems and systems of home school
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relations that already exist” (p.28).

In S-A-5 and S-A-6, Sleeter addresses the experiences and philosophical thinking
of Freire, Torres and Laughlin. Also this article argues that, “As teacher educators, these
authors have wrestled with using multicultural critical pedagogy to prepare such
students both to teach culturally and linguistically diverse students well, and to use
multicultural critical pedagogy” (S-A-5, p.81). Their findings include: “If we do not do
so, it is unlikely that many students will come up with any critical framework at all”
(S-A-6, p.92). This means that teachers and educators recognize cultural diversity,
cultural power, and cultural difference. In S-A-6, Sleeter and Thao assert that the
demographic gap is not a permanent natural condition, but rather a social creation that

has historical roots, and that it can be changed. The main research points are:

a) Race does not determine teacher equality. However, race, ethnicity, and
language shape the nature of experiences teachers bring to the classroom, as
well as insights they bring to the teaching profession at large.

b) Teachers and teacher candidates of color struggle due to lack of adequate
support.

¢) It is understandable that teacher education programs in predominantly white
institutions need to have different types of services available to support teacher

candidates of color without marginalizing them (pp.3-7).

S-A-7 is from the National Education Association Research Department for
ethnic studies and includes Sleeter’s writing based on ethnic studies curricular. It
analyzed published studies and provided a review of research based on ethnic studies

curricular in academia as well as society. She finds that:

The large body of research in higher education that examines the impact of
various diversity experiences particularly course-taking and interracial interaction
on democracy outcomes reports quite consistently that such courses have a
positive impact, particularly when they include cross-group interaction and
particularly on White students (p.19).

Sleeter argues that, “By being treated as intellectually capable, which many of these
projects emphasized, students began to acquire an academic identity that links to, rather
than conflicts with, their ethnic identity. By seeing the depth and richness of their own

American ethnic history and culture, some students who had questioned their identity
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began to affirm and claim an American identity” (p.15).

S-B-1, which Sleeter edited with McLaren, discusses multiculturalism, critical
pedagogy, and critical multicultural education in political issues, school, and pedagogy.
They analyze norms of multicultural education, critical pedagogy, and critical
multiculturalism. Also, they clearly mention the relationship between multicultural
education and critical pedagogy. For instance, “This is perhaps why the terms critical
pedagogy and multicultural education are now more frequently used in courses taught
across the curriculum. However, we wish to be clear that we do not consider either
critical pedagogy or multicultural education. Rather both refer to a particular
ethico-political attitude or ideological stance that one constructs in order to confront and
engage the world critically and challenge power relations” (p.7). Also, “Critical
pedagogy and multicultural education are complementary approaches that enable a
sustained criticism of the effects of global capitalism and its implication in the
production of race and gender injustices in schools and other institutional settings” (p.8).
Sleeter asserts that, “Multicultural teaching is not simply a list of strategies” (p.432). I
assert that multicultural teaching needs a basis in critical knowledge, difference, and
diversity in teachers’ backgrounds and it should be included in the required programs at
teacher training colleges.

S-B-2, the result of Sleeter’s solo effort, is divided into sections addressing gender,
race, curriculum, and social power and movements. Concerning gender, Sleeter talks of
her own personal process of grappling with white racism. She says, “Building bridges
requires learning to construct positive self-identities that break with, rather than embody,
social relations of oppression. As a white woman, this means leaning a positive
self-identity as an intelligent sexual being” (p.32). On race, Sleeter asserts that, “As
student populations become increasingly racially and culturally diverse and the teaching
force becomes increasingly Euro-American, interest in training teachers in multicultural
education is growing” (p.65). On curriculum, “I have suggested six themes that
differentiate dominant from minority discourses and that connect various minority
discourses with each other. These should give direction to curriculum construction”
(p.114). On social power and movements, “Social movements are based on an analysis
of vested interests in unequal relations of power. Movement activists assume that, while
to a limited degree people will do the right thing on moral grounds, people are more
likely to act in accordance with their vested interests” (p.241).

In S-B-3 and S-B-4, Sleeter and Grant discuss separately teachers, students and
the classroom for equity achievement. On teachers they state, “Teachers alone cannot

make up for unequally distributed educational resources such as inadequate school
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buildings and teaching resources, or life concerns such as hunger and disease due to
poverty, or insecure lives due to parental joblessness and unaffordable housing” (p.3).

In S-B-4, Sleeter and Grant establish their five approaches to race, class and
gender for making an educational community. It is divided into sections such as cultural
difference, human relations, multicultural education, and social reconstruction. In regard
to cultural difference, “Multicultural education means teaching exceptional or culturally
different students so that they can achieve in school and better meet the traditional
demands of American life” (p.39). On human relations, “It is trying to reduce prejudice
and stereotypes among the races, helping men and women to eliminate their gender
hang-ups, and helping all people to feel positive about themselves” (p.79). When
discussing multicultural education they distinguish between theory and ideology,
“Disaffected multicultural education advocates who have moved on to the approach we
will be presenting next have leveled another criticism: The multicultural education
approach directs too much attention to cultural issues and not enough to social structural
inequalities and the skills that students will need to challenge these” (p.189). On social
reconstruction, “Our choice results from our own study of society, our own interactions
with people, and our own convictions about which actions will go the farthest toward
improving society” (p.221).

S-B-5 is edited by Sleeter and includes chapters from researchers in which
they’ve analyzed social justice in the education of minority students, especially the
Maori group in New Zealand. This book also takes up the question of how teachers can
be supported in learning to work with culturally responsive pedagogy, given the cultural,
experiential, and social gaps between the majority teachers and minority students.
According to Sleeter, “The extent to which a well-conceptualized and culturally
grounded, theory-based program in culturally responsive pedagogy, supported by a
well-conceptualized professional development program, can shift teacher practices and
understanding” (pp.20-21). Sleeter conceptualizes well the minority students who face
problems in school and society.

S-B-6 is a book that grew out of the symposium at the 2009 annual meeting of the
American Educational Research Association, edited by Sleeter and Soriano. Sleeter
discusses diverse and equitable education in complex societies with the purpose to
explore what solidarity means in various national and cultural contexts. According to
Sleeter, “Solidarity in diverse and complex societies is commonly understood as a
process of collective identity formation around work on behalf of social justice” (p.202).
In S-B-6, the concept of solidarity was expressed as a tool for considering equity and

justice in various complex social and cultural contexts.
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6.2 Sleeter’s challenge and LLSC

Because the scope of this paper is limited, I have only been analyzing Sleeter’s work
from S-A-1 to S-B-6, out of her many works. Sleeter’s multicultural educational
thinking follows four main points: racial difference, cultural diversity, educational
reform, and social-political movements. Talking about her practical approaches
suggested with Grant in S-B-3, Saito (2010) adopts that, “Grant and Sleeter develop five
approaches as follows: teaching the exceptional and culturally different, human
relations, single group studies, multicultural education, and education that is
multicultural and social reconstruction” (p.21). Moreover, in Gorski’s (2010) research
on Sleeter, Grant and McLaren he finds that, “They have constructed typologies of
approaches to multicultural education, although their typologies differ in terminology,
they each offer an operational continuum ranging from a contributions approach that
celebrates diversity with slight curricular shifts while maintaining the hegemonic status
quo to a reconstructionist approach that demands the elimination of social and
educational inequities” (p.3).

I propose that Sleeter’s works are very useful for developing multicultural
education. For instance, she analyzes very practical things such as curriculum,
textbooks, the teacher’s role in the classroom, and social practical supporting
methodologies. That research helps many multicultural educators. Also, Sleeter’s
understanding of practical research has an impact in the actual world. She has been
active in work throughout New Zealand and abroad, and has cooperated with many
researchers around the world in countries such as India, Australia, South Korea and so
on. In Sleeter’s work, her main philosophical thinking is unchanging, but her works
vary in their focus over several themes. In order to enact the changes needed in society
and education today, we have to think about more practical and useful methodologies in
schools, like Sleeter describes in her works. LLSC is one such idea of useful and
practical educational methodology for critical multicultural education. LLSC consists of
four factors, including very practical points such as living and social life. As Sleeter and
McLaren say, critical multicultural education needs action. Thus, my point is that LLSC
is not just an expensive accessory in a show window, it must be the actual ring in our
hands.

7. Summary of the chapter
Specifically, this study’s main theoretical philosophy showed the contributions of
Foucault, Dewey, Banks, and Sleeter’s works in critical multicultural education theory

and therefore, is a new way of thinking about critical knowledge and multicultural

54



education based on diversity, equity, difference, freedom, justice, human rights,
democracy, nature, child-centered theory, skepticism, transformation education, and
challenges. According to Campbell (2000), “We need multicultural educational (also,
critical multicultural education) reform to improve the quality of school life for all of
our children” (p.32). I contend we also need reform of critical multicultural schooling,
curriculum, and teachers to acquire pluralistic democratic education for all children.

Critical multicultural education is one of the paradigms in the field of education.
Moreover, LLSC is also one of the new paradigms in useful and practical methodology
in critical multicultural education. Chapter Two showed how Dewey, Foucault, Banks,
and Sleeter’s thought helped document critical multicultural education as a concept,
idea, and a practical methodology. Moreover, in this chapter, I discussed critical
multicultural education in terms of several critical multicultural thinkers and how LLSC
relates with many of their works. My concern was that the major theoretical orientation
of critical multicultural education is based on critical areas, and the theoretical
framework of critical areas is developed from the works of Dewey, Foucault, Banks,
and Sleeter.

Firstly, my study of Dewey’s work was divided into the three main subjects of
psychology, education, and philosophy. As is mostly known, Dewey’s main theory was
a child-centered theory based on diversity and difference. The interested thing about
Dewey’s work is that he changed his thinking by World War II. As an example, I argue
we cannot judge that the details and theoretical concepts Dewey describes are not
engaged in critical thinking to making better child-centered methods. Moreover, the
critical perspectives view of diversity and difference in Dewey’s work was explained
and concerned with the concept of critical experience and nature proposed in
psychology, education and philosophy. However, the most important thought from his
work is the different attitude to be taken by individuals themselves. Dewey was deeply
influenced by that different viewpoint of children in the war.

Secondly, my study of Foucault’s works was divided into the two main concepts
of psychology and philosophy, and also included a short explanation of the education
field in the results. Many theorists have examined his work on social justice,
restructuring of social and political theory in education, truth, power, females and sexual
education, and post-structuralism. However, my study was concerned with the
psychological and educational examination as much as the philosophical areas. For
example, group power and individual power in the classroom/educational system,
bullying, discrimination, and other school and educational issues.

Thirdly, I examined two critical multicultural thinkers, Banks and Sleeter that
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draw inspiration from power, freedom, democracy, change, and transformation from
diversity, difference and equity in society. In Banks’ thought, he argues for several
perspectives on critical multicultural education such as the need for school
reform/curriculum transformation and teachers change. Within the many of his norms of
multicultural education, I selected two concepts; diversity and democracy. In his books,
Banks divided his argument into three points: citizenship education in diversity and
epistemological issues; citizenship education and multicultural education and teachers;
and democracy and citizenship education. As I mentioned, he has analyzed citizenship
the last couple of decades and Banks hopes to reconstruct citizenship education by
comparing and developing it within our multicultural society. As for Sleeter’s thought, I
analyzed her diversity, difference and equity education in this chapter. Sleeter’s thinking
on multicultural educational has four points: racial difference, cultural diversity,
education reform, and social-political movements. She suggested five practical
approaches with Grant: teaching the exceptional and culturally different, human
relations, single group studies, multicultural education, and education that is
multicultural and social reconstructionist. I proposed that Sleeter’s works are very
useful for developing multicultural education because she analyzes very practical things
such as curriculum, textbooks, the teacher’s role in the classroom, and social practical
supporting methodologies. That research has helped many multicultural educators.
Finally, in my examination of Dewey, Foucault, Banks, and Sleeter’s thoughts, I
acknowledge the need for practical educational methodology that is child-centered, and
is grounded in skepticism, diversity, difference, equity and power norms but which
requires further study. Many more questions have arisen and discussion both inside and
outside our educational system needs to take place. Those four thinkers provided the
basis for and supported how I built the LLSC system. What I found most interesting was
that despite the different time periods, social status, and backgrounds, I discovered
many similar conceptual points existed, such as their critical thinking of the
socio-political world, their understanding of the individual, and concepts like freedom,
knowledge, reform, diversity, and difference. I strongly believe that those concepts
produce human dignity and critical multicultural education. I continue further exploring

theoretical conceptual development as it concerns LLSC in the following chapter.
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Chapter Three: The perspectives on LLSC

1. The purpose of this chapter

As I explained in chapter two, LLSC contains theoretical aspects of critical ideas based
in skepticism, child-centered theory, transformation of education and democracy, power,
and change. We have discovered similar ideas in many scholars’ works such as the three
concepts of diversity, difference and equity. Those norms are analyzed in LLSC’s design
and an inquiry into the conceptual framework of LLSC is our next step. Chapter Three
examines the fundamental frameworks of LLSC based on the ICF and ICF-CY, both of
which are based on human rights, justice, normalization, and inclusive education. I
analyze the norms LLSC thinking is based on and their role in human and socio-
environmental factors. In order to promote LLSC ideas, people have founded
international organizations such as WHO and UNESCO. LLSC’s typical thinking
incorporates psychological, philosophical, and practical ideas. Moreover, it investigates
thinking that promotes a better balance between psychology, philosophy, and
educational methodology for both children in a school setting and in greater society. The
purpose of this chapter is to provide the theoretical orientation of LLSC in a conceptual
framework, develop its definitions and principles, and show proven practical case

studies.

2. Theoretical orientation of LLSC design

LLSC design developed through principles and critically examined theories of the
fundamental norms of human rights, justice, children’s rights, the normalization
movement, the Salamanca declaration, and the Warnock report.36 In spite of the
research appearing to not only be theoretical, but also practical, guidance is not given as
to how the theory may be internalized or how to use it to make decisions in social and
educational contexts. Most people tend to hold on to their prejudices and preconceived
notions of right and wrong, good and bad, black and white, man and woman and so on,
in non-changing, logical ways. Some examples have been shown in the previous
chapter. Furthermore, public education systems and society in general continue to lack

equality, support for diversity, and acknowledgement of differences.

®Lsc design is referenced by the ICF and ICF-CY models. Both models are applied in the special education and
welfare fields and I include the terms of their related knowledge in this chapter.
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Smith et al. (2008) point out, rather than serving the needs of certain groups of
students, such as those who are wealthy, those with certain academic potential, or those
of a certain gender, all children are owed equal treatment.”’ As I mentioned in Chapter
Two, while recent research does inquire about equity, diversity, and difference in
education and society, there lacks an established, impartial, independent practical
methodology protecting these values. Consequently, in this chapter the concepts of
understanding and knowledge of ICF and ICF-CY related notions such as human rights,
justice, the normalization movement, and inclusive education are examined.*®

The universal declaration of human rights is a milestone document in the history
of human rights, drafted by representatives with different legal and cultural backgrounds
from all regions of the world. The World Health Organization constitution references a
chronological list of international instruments concerned with human rights. Since the
civil rights movement in the United States in the 1950s, (before which racial minority
children were called separate but equal), schools changed to an equality-based school
system. This means that minority children, especially those of African heritage, but also
disabled children moved into the same classroom as other kids; previously, most
communities had separate schools for African American children and European
American children.” Theoretical principles alone do not suggest how to create social
change championing equity and diversity in education for the future. We need to find
and agree on new educational laws and policies promoting a social system in which
minority and disabled children receive educational service equally with other students.
In order to explain LLSC’s theoretical setting, I describe established concepts of
international organizations such as the World Health Organization and United Nations. I
also introduce its theoretical orientation and other educational theoretical concepts. The
main principles of ICF-CY and LLSC (human rights, justice, children’s rights, the
normalization movement, and inclusive education) are discussed in depth in this

chapter.*

7 Smith, T., Polloway, E., Patton, J. and Downy, G. (2008). Teaching Students with Special Needs in Inclusive
Settings: Fifth Edition. MA: Pearson Education, Inc.

¥ These ICF norms such as human rights, justice, the normalization movement, and inclusive education
are from an analysis of ICF ideas in my study.

% Smith, T. Polloway, E. Patton, J. and Downy, G. (2008). Teaching Students with Special Needs in Inclusive Settings:
Fifth Edition. MA: Pearson Education, Inc.

0" The International Classification of Functioning, Disability and Health, known more commonly as ICF, is a
classification of health and health-related domains. As the functioning and disability of an individual occurs in a
context, ICF also includes a list of environmental factors. ICF is the WHO framework for measuring health and
disability at both individual and population levels. ICF was officially endorsed by all 191 WHO Member States in
the Fifty-fourth World Health Assembly on 22 May 2001(resolution WHA 54.21) as the international standard to
describe and measure health and disability. See more source at http://www.who.int/classifications/icf/en/ (as of 4
Sep., 2012).
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2.1 Human rights and justice

As I mentioned earlier, LLSC is based on two main factors (human and socio-
environmental). Firstly, human factors include human rights, social justice, freedom and
democracy, which are all important fundamental human rights. This chapter begins with
cases related to human factors in Japan and other societies. Human rights and justice are
as important to our mental and spiritual welfare as air, food and water are to our
physical survival. Moreover, in the 21% century any government’s primary political
responsibility should be to promote human rights and justice in school, law, and society.

According to the Encyclopedia of Human Rights: Second Edition:

The term ‘human rights’ comes somewhat late in the vocabulary of mankind; but,
throughout history, philosophy, law, and religion have been concerned with
establishing guidelines for the protection of the individual and the peaceful
coexistence of the species. One can only speculate as to when it was human
begins first envisaged certain rights and freedoms as belonging to all men and
women, equally and irrevocably, simply because they are members of the human
family (p.710).*!

Moreover, the United Nations (hereafter, UN) reported that, “The Universal Declaration
of Human Rights is a milestone document in the history of human rights. Drafted by
representatives with different legal and cultural backgrounds from all regions of the
world, the declaration was proclaimed by the United Nations General Assembly in Paris
in 1948” (for more, see the UN homepage).** The establishment of the World Health
Organization (hereafter, WHO), was another milestone in the history of human rights.
The first human rights movement began in Britain in the 18" century by the Anti-
Slavery Society, which joined the Red Cross movement as a catalyst for a diplomatic
conference in Geneva in 1864. The International Labour Organization’s (hereafter, ILO)
Right of Association Convention in 1921 was another initial international instrument
concerned with human rights. Also, between World War I and World War 11, “Minorities

treaties” which were concerned with minority rights and territories, led to the

41
42

Lawson, E. (1996). Encyclopedia of Human Rights: Second Edition. Washington: Taylor & Francis.

United Nations, General Assembly: Declaration on the Right and Responsibility of Individuals, Groups and
Organs of Society to Promote and Protect Universally Recognized Human Rights and Fundamental Freedoms
http://www.ohchr.org/EN/Pages/WelcomePage.aspx (as of 3 Oct., 2012), UN. (2004). Concluding observations of
the Committee on the Right of the Child: Japan. 2004/ 02/ 26. CRC /C/ 15/ ADD.231. (Concluding Observation/
Comments), Convention on the Right of the Child, United Nations (as of 13 Aug. 2011), UN. (2007). Wiessner. S.
United Nations Declaration on the Rights of Indigenous Peoples from http://untreaty.un.org (as of 24 June 2011),
and UN. (2013). General Assembly: Declaration on the right and responsibility of Individuals, Groups and
Organs of Society to Promote and Protect Universally Recognized Human Rights and Fundamental Freedom
from http:www.unhche.ch (as of 5 Sep., 2011).
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establishment of the Nazi Holocaust. Along with these developments in human rights
and justice, the beginning of what is now known as the UN was conceived at a
conference in San Francisco in 1945. The primary goal of this organization was
promoting and encouraging respect for human rights, international peace, justice and
freedom.* Meanwhile, the United States was one of many nations participating in
mutual cooperation to promote human rights and justice in the world. Mansur (2011)

asserts as follows:

In 1968, these movements came to a head when anti-war protests forced President
Lyndon Johnson to abandon seeking a second-term in the White House and when
civil rights protests turned violent following the murder of Martin Luther King, Jr.
In Europe, discontent with the existing political order erupted with a student

rebellion in the streets of Paris in May 1968.*

As a backdrop to all this, the “American Declaration of the Rights and Duties of Man”
was adopted in 1948. Text of the “Declaration of the Rights and Duties of Man” (OAS
Doc. OEA/Ser. L/V/I1.65, Doc. 5, pp.19-25) contains 28 articles, establishing: rights to
life, liberty and personal security; equality before the law; religious freedom and
worship; freedom of investigation; and protection of honor. In the preamble, “All men
are born free and equal, in dignity and in rights, and being endowed by nature with
reason and conscience, they should conduct themselves as brothers one to another”.*’
The civil rights movement, which sought to eliminate discrimination based on
racial differences, emerged as a significant social force in the 1950s. It culminated in
1960, with the dismantling of the system of school segregation on the basis of race.*®
The Civil Rights Act of 1964, which ended segregation in public places and banned
employment discrimination on the basis of race, color, religion, sex or national origin, is
considered one of the crowning legislative achievements of the civil rights movement.
Firstly proposed by President John F. Kennedy, it survived strong opposition from
southern members of Congress and was then signed into law by Kennedy’s successor,
Lyndon B. Johnson. In subsequent years, Congress expanded the act and also passed
additional legislation aimed at bringing equality to African Americans, such as the
Voting Rights Act of 1965.*” Civil rights were further developed by Martin Luther
King’s “I Have a Dream” speech in 1963. At this rally in Washington, 250,000 people

** This part adopted from Lawson, E. (1996). Encyclopedia of Human Rights: Second Edition. Washington: Taylor & Francis.

* Mansur, S. (2011). Delectable Lie: A liberal repudiation of multiculturalism. Brantford Ontario: Mantua Books, p.15.

* Lawson, E. (1996). Encyclopedia of Human Rights: Second Edition. Washington: Traylor & Francis, p.71.

4 Smith, T. Polloway, E. Patton, J. and Downy, G. (2008). Teaching Students with Special Needs in Inclusive Settings: Fifth Edition.
MA: Pearson Education, Inc., p.10.

47 See more at http://www.history.com/topics/civil-rights-act (as of 5 Feb., 2013).
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demonstrated in support of the pending civil rights legislation. Then in 1964, the Civil
Rights Bill was passed by the United States Congress.48

So far, I have been discussing concepts such as human rights and justice; now I
will further examine how knowledge and information about human rights have
developed at the global level and why those concepts are needed for an understanding of
LLSC’s design. These fundamental concepts need to be understood to develop practical
methodologies to use in schools and society, which I maintain as very important points
in this study. This is one of the reasons that so many scholars have written about these
fundamental concepts, not only in education, but also in society. For example, see:
Folsom, F. (1983); Kent, A. (1993); Reardon, B. (1995); Lawson, E. (1996); Hodgson,
D. (1998); Alfredsson, G. (2001); Pogge, W. (2002); Addo, M. (2006); Youngers, C. and
Rosin, E. (2005); Bell, D. and Coicaud, J. (2007); Pederson, M. (2008); Henkin, L.
(2009); Weissbrodt, D. (2009); Sabine, C. et al. (2010); Eboe-Osuji, C. (2010); Joseph,
S. and McBeth, A. (2010); Gatto, A. (2011); Helfer, L. and Austin, G. (2011); Madison,
W. (2011); and others.

International organizations such as the UN, WHO and UNESCO conduct research
and teach the public about human rights and justice.49 International issues bring a
global perspective to human rights and create even more diversity, difference, and
equity today. I argue that those standard and basic concepts are needed as acquired
knowledge for living and learning, and that if this is accomplished, they will increase
human rights at the same time. In addition, the mandate to provide the same opportunity
for all children has become a fundamental international law. This means the standard
ideas of human rights must be based on equitable rights. Because curriculum varies in
historical, political, cultural, and national contexts in the world however, the most
important thing is equity and knowledge of human rights. Most people have not learned
much about human rights and justice in school and society at all. Of course some
thinkers argue that morality is not to be taught in school. However, I propose that
learning about morals and ethics helps promote the development of critical knowledge
and context, and thereby is important for all youth. Some people may be concerned
about why we have to learn about human rights and justice; some people may simply

feel we don’t have to learn about them in a classroom. I argue that people have a variety

8 This paragraph summarizes Lawson, E. (1996). Encyclopedia of Human Rights: Second Edition. Washington:
Taylor & Francis, pp. 256-268 and pp.940-949.

4 See more at UNESCO. (1994), Executive Board-.Question of the preparation of a declaration on the Rights of
future generations La Laguna: UNESCO, UNESCO. (1994). Executive Board-Hundred and Forty-Fifth Session
and UN. (1997). General Assembly: fifty-second session agenda item 112(b), human rights question: human rights
questions, including alternative approaches for improving the effective enjoyment of human rights and
fundamental freedoms. United Nations (as of May, 2011-2013).
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of opinions on this issue depending on their nationality. Some nations in Asia, for
example, still provide morality classes in their schools, while several other Asian
nations (who base their curriculum on that of Western developed countries) are not
providing them. Additionally, some nations hope to stop morality classes soon, and still
other nations hope to start morality classes in their schools, such as France. According

to Le Figaro magazine:

Minister of Education Luc Chatel reiterated Wednesday that he wants to establish
morality lessons in primary school. However, civic and moral education is already
a subject in its own right since 2008, as stated in primary school programs. But
this aspect of the reform is not addressed by teachers. So the four page long text

stresses the issue again.”

However, is the best way of establishing and increasing morality and human rights in
schools to teach it to students? Because in East-Asian, mono-cultural countries such as
Japan, South Korea and China in particular, they still have unchanged, traditional
morals classes in their public schools, in keeping with the original establishment of such
classes after World War II. I wonder whether so-called morality classes provide learning
of multiculturalism which is based on human rights, justice, humanism, diversity and
equity for children, or not. In this chapter, I do not argue whether or not morality classes
should cover multiculturalism, or whether morality class should continue, or be
established at all in any given country or not. Rather, the most significant focus of this
chapter is not about providing chances to learn human rights and justice in our society
and schools, but about what kind of theoretical framework ought to be employed, and
what kind of learning objectives are needed in an education system, in the curriculum of

a nation. Shor (1993) points out:

Politics is not one aspect of teaching or learning. All forms of education are
political, whether or not teachers and students acknowledge the politics in their
work. Politics is in the teacher-student relationship, whether authoritarian or
democratic....It is also in the method of choosing course content, whether it is a

negotiated curriculum in the classroom or one imposed unilaterally.”!

0 e Figaro (2011). “French Education Minister wants to bring back morality lessons” from

http://plus.lefigaro.fr/note/french-education-minister-wants-to-reintroduce- -lessons-in-primary-school-20110901-
538957 (as of 1 Sep., 2011).

! Shor, 1. (1993). Paulo Freire: A Critical Encounter. NY: Routledge, p.27.
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Discussions related to human rights and justice started by teachers in the classroom
(Clark; 1987, and Kelly; 2004). In this chapter, I propose that so-called human rights
and justice education avoid mono-cultural textbooks and approaches in the classroom.
We need a better critique of classical humanism. Let’s consider and note some of the
issues surrounding learning about human rights and justice with what kind of national
curriculum can be described with what kind of theoretical backgrounds or arguments.
For examples, let’s examine the main contents of classes with only mono-cultural
approaches, and styles of learning about traditional knowledge how our countries
developed in history. In addition, let’s examine some interesting traditional theorists.
Let’s acknowledge that morality classes are not always providing human rights and
justice education and so on.

Regarding human rights and justice, several scholars have discussed moral
education and whether we should learn about topics like them in classes or not. For
instance, Koto (2013) points out: “Moral education is not a desk theory: children should
learn from teachers and parents who abstain from huson (haughtiness, arrogance and
insolence) themselves in their daily lives. Moral education comes from the inside, not
the outside, first from the home.”* Agreeing with Koto’s analysis, I argue that learning
should be more practical and less theoretical. Global nations need more critical
humanism in morality class, in the curriculum, and in teaching methods and textbooks.
Clark argues: “Classical humanism, with its socially divisive pattern of an intellectual
schooling for the elite and a practical one for the masses, is no longer acceptable in an
age determined to promote greater social mobility and greater equality of opportunity
within its education system.”> Moreover, Kelly (2003) says: “It is important from the
outset to be clear about the kind of study we are involved in when we begin to explore

issues related to curriculum planning and development.”*

Education involves inquiry
and inquiry requires care, caution, and humility in the face of the enormity of the task.”
And yet schools and society neglect to provide the chance to critically study equity,
human rights and justice. We can debate about moral education in learning and
experiences, but thinkers and educators have to consider what kind of morals and ethics
we need, hope, and desire for students in school and society. In addition, we need more
practical models of how to present moral theoretical perspectives on human rights and
justice, to better protect human rights and justice in society and at school. Shestack

(1998) asserts two points of modern international human rights: “First, one’s own

2 Koto, M. (2013). Sotokarazukumitiganaidoutokukyouiku, Naigaikyouiku. Tokyo: Sisatuusinsa, pp.1-3. Translated
by JiYoung Seo in 2013.

3 Clark, J. (1987). Curriculum Renewal in School Foreign Language Learning. Oxford: Oxford University Press, p.10.

3* Kelly, A. (2003). The Curriculum: Theory and Practice, Fifth Edition. London: SAGE, p.17.

35 Purple, D. (1989). The Moral Spiritual Crisis in Education: A Curriculum for Justice and Compassion in
Education. NY: Bergin and Garvey Publisher.
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attitudes toward the subject of international human rights law are likely to remain
obscure unless one understands the philosophies that shape them, and second, if one
understands the law addressed, one is more amenable to the authority of the
international law of human rights.”56 Moreover, he also describes six modern human
rights theories based on nature rights: a) core rights; b) modern human rights based on
justice; c¢) reaction to injustice; d) dignity; e) equality of respect and concern; and f)
cultural relativism (versus universalism). I assert we must regard this gap of theory and
practice as it occurs with individuals and in society. The main concern here is the
paradox of what to do when protecting human rights and providing justice for
individuals comes into conflict protecting the human rights and maintaining justice for
all (in the socio-political arena). I examine this paradox of normalization and inclusive

education in the following pages.

2.2 Normalization movement

The normalization movement is pivotal to an understanding of LLSC. The idea of
normalization is that “in order to make equality in society, all children deserve an equal
school environment and lifestyle.” I posit that the norm of normalization is not only
useful for the disabled, as it is applied in health and rehabilitation; but is also useful for
considering the concepts of gender, power, freedom, justice, and human rights in
education. Wagner (1998) asserts that, “This scientific rationalization of human sexual
behavior was embodied by notions of normal male and female sexual impulses and
desires.”’ According to Niirje (1969), “The normalization principle underlies demands
for standards, facilities, and programs for the retarded as expressed by the Scandinavian
parent movement. The papers by Scandinavian contributors Bank-Mikkelsen and
Grunewald in this monograph provide specific descriptions of functioning programs
which incorporate normalization principles.”® Moreover, “To discuss human endeavors
to create wholesome programs, facilities, and life conditions for all human beings in
terms of one unifying principle might seem preposterous, especially when the mentally
retarded are involved, a group which is characterized by wide variations in age, degree
of handicap, complicating physical and emotional disorders, social backgrounds, and
educational and personality profiles.””® In an earlier work of Foucault’s (1979),

normalizing judgment is presented as follows:

% Shestack, J. (1998). The Philosophic Foundations of Human Rights, Human Rights Quarterly. 20 (2), pp.201-234.
37 Wagner, J. (1998). The Construction of the Body through Sex Education Discourse Practice from Foucault'’s
Challenge: Discourse, Knowledge, and Power in Education. NY: Teachers college, Columbia University, p.158.
Nirje, B. (1969). The Normalization principle and its human management implications. In Kugel, R. and
Wolfensberger, W. (Eds.), Changing Patterns in Residential Services for the Mentally Retarded. Washington,
s D.C. : President’s Committee on Mental Retardation, p.19.

Ibid.
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The juridico-anthropological functioning revealed in the whole history of modern
penalty did not originate in the superimposition of the human sciences on criminal
justice and in the requirements proper to this new rationality or to the humanism
that it appeared to bring with it; it originated in the disciplinary technique that
operated these new mechanisms of normalizing judgement... The normal is
established as a principle of coercion in teaching with the introduction of a
standardized education and the establishment of the ecoles normales (teacher’s
training colleges); it is established in the effort to organize a national medical
profession and a hospital system capable of operating general norms of health; it
is established in the standardization of industrial processes and products (pp.183-
184).

As Foucault says, “The normal is established as a principle of coercion in teaching with
the introduction of a standardized education.” My belief is that normalization should be
defined on critical inquiry. The important point when trying to understand the concept
of normalization is that it is necessary to control diversity, difference and equity in

education.

2.3 Inclusive education and the Warnock report®

Inclusive education and integration education are very similarly applied. First of all,
comparing the two concepts, integration began in the 1970s when students with
disabilities were mainstreamed, or integrated, into general education programs when
deemed appropriate. Inclusive education, on the other hand, began in the mid-1980s,
and places emphasis on students with disabilities being included in all school programs
and activities (Smith et al., 2008). The thinking changed from mainstreaming to
inclusive education. The Warnock report (1978), written by British philosopher
Warnock (1924), was the first to suggest a norm for special needs education. According
to the Warnock report (1.7), “Though the general concept of education may remain
constant, its interpretation will thus be widely different in the case of different children.
To understand the ways in which help can be given is to begin to meet their educational
needs. If we fail to do this, we are actually increasing and compounding their

disadvantages (p.6).”

% UNESCO (1994). Executive Board-Hundred and Forty-Fifth Session. UNESCO. (1994). The Salamanca Statement
and Framework for Action on special needs education. Ministry of Education and Science, Spain. Harmon, S.
(2005). The Significance of UNESCO’s Universal Declaration on the Human Rights Genome and Human Rights.
SCRIPT-ED. Wiessner. S. United Nations Declaration on the Rights of Indigenous Peoples from
http://untreaty.un.org (as of April, 2011-2013). The Warnock Report (1978). Report of the Committee of Enquiry
into the Education of Handicapped Children and Young People. London: Her Majesty’s Stationery office 1978.
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Warnock organized her report into three types of integration: a) locational
integration (empowerment of interchange), b) social integration (empowerment of
interrelationship), and c) functional integration (planning of individual educational
programs and change of pedagogy by personal function). In 1985, describing her three
concepts of integration, Warnock argues: “Humans would then be in the same boat,
with regard to experiments, as other animals. Usually, those who consider that humans
and other animals ought to share the same boat conclude from that other animals should
not be used, not that humans may be” (p.188). Furthermore, Frith (2001) says, “On a
broader level, the United Kingdom has traditionally refused to adopt a uniform
response to policies on assisted conception, except Warnock who set out a broad
framework for what is morally acceptable within society” (p.823). The Warnock report
strongly influenced and helped develop educational law in the United Kingdom in 1981

and it is held up as a fundamental concept for special needs education in the world.

3. Aspects of ICF /ICF-CY on LLSC

At the end of the 20* century, new paradigms progressed in the conceptualization of
disabilities and rehabilitation, based on normalization. The Warnock report integrated
human rights and justice, which meant a new paradigm for disability as the basis of its
research agenda. It also focused attention on the necessity for environmental
modifications to improve the lives of people with disabilities (The National Institute on
Disability and Rehabilitation Research, Whiteneck; 2004, Simeonsson; 2009).
According to Verbrugge and Jette (1994) and Simeonsson (2009), the fundamental
elements of the “new paradigm for disability” were: “a) a holistic view of the person, b)
a focus on function over impairment, and c) conceptualization of disability as a
disablement process defined by a person’s interaction with the environment over
time”.®" Thinking of this as regards LLSC and ICF-CY, LLSC combines critical
thinking and practical methodology to tackle typical problems faced by an individual
with intellectual and developmental disabilities by helping teachers recognize the
personal and environment factors in a child’s development. WHO’s establishment and

role is described here:

By its constitution of 1946, WHO was established as an autonomous permanent
intergovernmental organization dedicated to the premise that the enjoyment of the

highest attainable standard of health is one of the fundamental rights of every

®! Verbrugge, L. and Jette, M. (1994). The Disablement Process. Social Science & Medicine. 38, pp.1-14.
Simeonsson, R. (2009). ICF-CY: A Universal Tool for Documentation of Disability. Journal of Policy in
Intellectual Disabilities. 6 (2), p.70.
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human being without distinction as to race, religion, political belief, or economic

. .. )
or social condition.®

To understand the concept of LLSC, I draw from WHOQO’s ICF-CY manual, published in
2001 and 2007.° The ICF provides a taxonomy to document the nature and severity of
an individual’s functional limitation. The ICF-CY is pivotal to this study as I go on to
provide a conceptual framework, application and develop the LLSC from it. I examine
WHO’s development in the area of understanding and treating disability from the 1980s
to 2012. In disability and health areas, WHO established the ICIDH prior to ICF
(2001). 64 Simeonsson et al. (2003) assert that, ICIDH represented a significant

achievement at that time for several reasons:

a) It advanced a new approach, conceptualizing disability as the consequences of
underlying health conditions attributable to disease or injury.

b) It differentiated these consequences at three distinct planes of human
experience at the levels of body, person and society.

c) By differentiating these terms conceptually and semantically, the ICIDH
emphasized that disability was not un-dimensional but was manifested at
different levels of human functioning in the form of impairments, performance
limitations and the experience of disadvantage.

d) It provided a taxonomy in which numeric codes could be used to document the
elements unique to each of the three levels with applicability for clinical and

administrative pulrposes.65

However, researchers Simeonsson et al, Verbrugge and Jette re-examined the ICIDH
and pointed out its limitations in the 1990s (it was because of these limitations that
WHO established the ICF). For instance Simeonsson et al. (2000) argue, “The ICIDH

was not widely disseminated or adopted; criticism was directed toward the underlying

2 Lawson, E. (1996). Encyclopedia of Human Rights: Second Edition. Washington: Traylor & Francis, p.1619.

% You can check more ICF related research, at: www.who.int/classification/icf/en (as of 18 April, 2011),

WHO. (2009). The Who Family of International Classifications. Retrieved 7 Nov., 2012, from
http://www.who.int/classifications/en/ (as of 12 Dec., 2012) and WHO. (2001). International classification of
functioning, disability and health. Geneva: WHO library cataloguing-in-publication data (as of 3 May, 2012).
WHO. (2009). ICF application Ares. from http://www.who.int/classification (as of 1 June, 2012).

% The 1980 ICIDH was published by the WHO as a manual of classification relating to the consequences of disease.
It is constantly undergoing a process of review: an international effort coordinated by the WHO. A publicly
available draft Beta ICIDH-2 has recently been released (internet site http://www.who.ch/icidh), with the final
revised version scheduled for release in 1999, and see more information at http: // www.
Aitw.gov.au/WorkArea/Down loadAsset.aspx ?71d=644245547 (as of 8 Dec., 2014).

% Simeonsson, R and others (2003). Applying the International Classification of Functioning, Disability and Health
(ICF) to measure childhood disability. Disability and rehabilitation. 25 (11-12), p. 602.
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linear model, which posited a sequence from impairment to disability to handicap”
(p.41). Later, Simeonsson et al. (2003) also argued, “The ICIDH framework was seen as
too deterministic, failing to reflect the dynamic nature of functioning and disablement.
A further conceptual issue pertained to framing classification elements within the
perspective of pathology.”® Therefore, an important point was that the handicap was
too negative a term and concept in the ICIDH framework (it did not take into account
environmental factors, with most people thinking that the handicap was simply a
personal problem). Furthermore, “It lacks consistency with the changing paradigm of
disability. In the paradigm, disability was seen as a dynamic process in which the
environment played a significant role,” (Verbrugge and Jette, 1994) and “Concerns
about conceptual and taxonomic limitations of the ICIDH resulted in a decision by
WHO to revise it in keeping with changing conceptions of the complex phenomenon of
disability.” (Florian et al., 2006). A manual of the ICIDH was revised and published as
the ICF by WHO. Cieza et al. (2002) point out that, “The ICF is intended for use in
multiple sectors, including health, education, insurance, labour, health and disability
policy and statistics. The ICF will probably be used both in research and clinical
studies; it would be useful if specific domains of health-status measures could be
systematically linked to corresponding categories of the ICF.”®” As I mentioned
previously, the ICF thus provides a taxonomy to document the nature and severity of an
individual’s functional limitation. WHO describes in detail the aims of the ICF as

follows:

a) To establish a common language to improve communication across disciplines
(The ICF is not a profession-specific documentation system; it is rather the
starting point for a common language for all health disciplines) and sectors (In
addition to the health sector, the ICF can be used in many health related and
disability sectors including insurance, social security, employment, education
and other areas of social policy).

b) To provide a systematic coding scheme for health care information systems (The
ICF provides an alphanumeric coding scheme for function. They code in order
to simplify information in a systematic way and to process it faster. Coded
information makes it compatible to computer processing).

c) To provide a scientific basis for understanding health and health-related states,

outcomes and determinations.

 Simeonsson, R. et al., (2003). Applying the International Classification of Functioning, Disability and Health
(ICF) to measure childhood disability. Disability and Rehabilitation, 25 (11-12), pp. 602-610.
7 Cieza, A. et al., (2002). Linking Health-Status Measurements to the International Classification of Functioning,
Disability and Health. Journal of Rehabilitation Medicine, (34), pp.205-210.
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d) To enable data comparison across different countries, health care systems,
services and among health conditions (The ICF provides a universal definition
of disability. Disability is an umbrella term for impairment, activity limitations
and participation restrictions. It denotes the negative aspects of the interaction
between an individual and that individual’s contextual factors, environmental
and personal factors. Using the ICF as an international standard, comparison of
data across countries, health care systems and services will be enabled. The ICF

permits also the comparison among different health conditions).®®

Why do we need the ICF in health, rehabilitation, welfare, education, psychology,
counseling, and disabilities fields? The most important points of the ICF are to learn and
understand why the description of functioning and disability is important for identifying
the needs of persons and populations, and to realize that functioning may differ between
people with the same health condition and may be similar in people with different health
conditions. The description is important for identifying the health problems and needs

of individuals and populations with disabilities for the following reasons:

a) We need ICF to establish a common language to improve communication
across disciplines and sectors.

b) We need ICF-based information to evaluate interventions.

c) We need ICF as an international standard to record data on disability and
improve data comparability.”

According to Simeonsson et al. (2003), “The development of measures specific to the
ICF to assess disability in children should be guided by several considerations. A
primary consideration is an approach consistent within a framework of children’s rights.
Of equal importance is the translation of the bio-psychosocial model of disability in the
practices for children. The goal of the development of measures should be to capture
profiles of individual differences in children.”’® Moreover, Simeonsson et al. (2009)
assert, “The publication of the ICF reflected the paradigm change from a medical model
to a bio-psychosocial model. The ICF formalized the new paradigm of disablement, in
which disability is viewed as the product of person-environment interaction and

provided a multidimensional framework and taxonomy of four components of body

% WHO publication data and homepage from http://icf.ideaday.de/en/page39042.html (as of 25 May 2011).

% WHO homepage from http://icf.ideaday.de/en/page39042.html (as of 4 June 2011).

™ Simeonsson, R. et al., (2003). Applying the International Classification of Functioning, Disability and Health (ICF) to measure
childhood disability. Disability and Rehabilitation, 25 (11-12), p.606.
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functions, structures, activities/participation and environmental factors”.”!

Since WHO published ICF in 2001, many nations (including Germany, the United
States, the Netherlands, the United Kingdom, Iceland, Canada, Sweden, and Japan),
initiated government activities using the ICF. For example, the Japanese government
published the results of ICF research works in the standard national curriculum for
special needs education, within the commentary regarding special school support and
self-support activities in 2009.”> Furthermore, Mita et al. (2012) point out that “MEXT
amended the course of study for schools for special needs education in order to respond
to recent changes in social structure, progressions in the severity, multiplication and
diversity disabilities and to provide appropriate teaching and support for the education
needs of individual students with disabilities.””

I reflect on the precursor to incorporating ICF ideas in the standard curriculum.
This was a big change for Japanese educational researchers and teachers. Incorporating
ICF ideas into the standard curriculum established a fundamental new paradigm for
people with disabilities. At last, the Japanese government participated in improving the
quality of life for disabled individuals. Moreover, according to GakusyuSidouryou
(2009), “it is important to understand and recognize how to deal with issues related to
learning, living, teaching improvement, and establishing cooperation between
educational institutions for children with disabilities.” According to TokubetsuSien
GakkouKaisatsu, “ICF served as a reference to document conflicts within individual
educational programs, between official people such as teachers, and showed the
educational commitment to work towards understanding.” In Japan, the ICF applied to
individual educational programs, helped create documents that provided understanding
and examination in the field of childhood education, and among teachers. Also, the ICF
model could widely be applied as a support methodology.

In 2007, WHO published a new version of the ICF-CY and Simeonsson et al.,
(2009) note that the “ICF-CY offers a range of clinical, policy, and statistical
applications related to services and supports for persons with intellectual and
™ However, Florian (2006) asserts, “Although the ICF was

developed to provide universal coverage, it lacked content related to functional

developmental disabilities.

characteristics of the developing child, particularly for the first decade of life. WHO has
been developing a version of the ICF for Children and Youth (ICF-CY), with an

I Simeonsson, R. (2009). ICE-CY: A Universal Tool for Documentation of Disability. Journal of Policy and Practice in Intellectual
Disabilities, 6 (2). p.71.

2MEXT. (2009). Tokubetsusiengakkou Gakusidouyouryo, Ziritsukatudouhen. Tokyo: Kaibunto Publishing, pp.19-22.

3 Mita, T. et al., (2012). Comparatibility between Independent Activities in the Course of Study for Schools for
Needs Education and ICF Categories. Kawasaki Journal of Medical Welfare, 17 (2), p.88.

™ Simeonssion et al., (2009). ICE-CY: A Universal Tool for Documentation of Disability. Journal of Policy and
Practice in Intellectual Disabilities, 6 (2), p.71.
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expected publication date of 2006.””> Even more inquiry has helped to work towards
human equality based on individual factors and environmental factors. Florian et al.
(2006) point out:

Although classification systems are used to allocate available resources, develop
and deploy professional expertise, assign pupils to groups, and determine school
placement, they can also be used to a) shift the responsibility from one group of
professionals to a different group and b) relocate certain children from one setting
to another. The use of classification in the name of equity and fairness therefore

requires careful consideration.’®

The following researchers, amongst others, developed not only areas of disability,
rehabilitation and medicine through ICF and ICF-CY, but also found application for ICF
and ICF-CY in areas of education: Cieza et al. (2002), Sato (2003, 2005 and 2006),
Granlund (2004), Whiteneck et al. (2004), Bruyere et al. (2005), Shirosaki (2005),
Watanabe et al. (2005), Florian et al. (2006), Tanaka (2006), Imano (2006), Tsutsumi et
al. (2008), Huzii (2008), Tulinius (2008), Okamoto (2008), Tokunaga (2006, 2007,
2008), Watanabe (2008), Simeonsson (2009), Jelsma (2009), Ishikawa (2009), Ishimura
et al. (2009), Noguchi (2009), Kanagawa et al. (2009), Masahito (2010), Shumizu
(2010), Ootsuka and Ikemoto (2010), Okagawa (2010), Hollenweger (2003 and 2011),
Hisata (2011), Nakamura (2011), Takehiko, Fumiaki, and Mihoko (2012), Watanabe et
al. (2012), and Ogoe et al. (2010 and 2012).”

The researchers listed above focused their research studies on welfare,
individualized educational programs, classrooms, and analysis of ICF models in special
needs education. However, some research involving ICF moved to education as a whole,
and psychological areas not only in special education. Bruyere et al. (2005), Florian et
al. (2006), and Tulinius (2008), further developed a new ICF paradigm in designing new
educational programs related to policy, co-operation programs, pedagogy and teacher
development in elementary schools. For instance, Bruyere et al. (2005) review literature
on psychology, health, human services, and rehabilitation generally, from the three years
since the endorsement of the ICF. According to Bruyere et al. (2005), “Applications in a

wide variety of clinical and research settings are occurring, exploring how the ICF can

5 Florian et al., (2006). Cross-Cultural Perspectives on the Classification of Children with Disabilities: Part 1.

Issues in the Classification of Children with Disabilities. The Journal of Special Education, 40 (1), p.41.

Florian et al., (2006). Cross-Cultural Perspectives on the Classification of Children with Disabilities: Part 1.
Issues in the Classification of Children with Disabilities. The Journal of Special Education, 40 (1), p.39.

Several Japanese researchers have developed ICF and ICF-CY studies, which were incorporated by MEXT in
their teaching guide (http://www.mext.go.jp/b_menu/shingi/chukyo/chukyo3/032/siryo/06091306/002.htm (as of
2 May, 2011).
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be used to classify and measure the wide variety of behaviors and indices that fully
reflect the whole individual and his or her environment.”’® Florian et al. (2006)
researched that intention, as well as purposes and future directions for disability

classification in education. They argue:

These advances offer researchers and policy-makers the opportunity to examine
the relational nature of disability classification in any recalibration of statutory
categorical classification systems traditionally used in education that, a) do not
recognize the complexity of human difference, b) unnecessary stigmatize children

and do not always benefit the individuals who are classified (p.36).

The ICIDH, ICF, and ICF-CY all include in their theoretical backgrounds the
normalization movement, the Warnock report (including the Salamanca declaration),
and inclusive education. The most important thing to come from the growth and
application of the ICF and ICF-CY is that it has led to improvements in the nature of
children’s environment (school, teachers, parents, family, local policy and etc.). Even
ordinary ideas have started to be analyzed through the lens of ICF and ICF-CY, so we
have started to examine children’s behaviors and thinking more critically. For instance,
if a boy/girl has a problem in the classroom, we do not consider it only their problem;
we consider their teachers, classmates, siblings and parents’ words and behaviors as
they affect the child’s living and learning in school and at home. We also consider local
policies affecting the child, as well as the whole education system. Previously, the
approach was to attempt to change results, but with the ideas of the ICF and ICF-CY, we
look into discovering the fundamental reasons and impairments causing the problem.
We should recognize that every child has a different background, even though we
expect the same results from them. Furthermore, the ICF and ICF-CY can be used to
order complex information, to the benefit of all children. The ICF and ICF-CY were
revised to not only be used for health related subjects, but also in education — including
curriculum development, insuring educational rights, living, inclusion, and acceptance
of diversity and equity. The application of the ICF and ICF-CY is expanding rapidly
with reference to improving individual and environmental factors in the whole

educational field.

4. Application of the human and socio-environmental factors on LLSC

Human and socio-environmental factors examined in the WHO Library Cataloguing in

8 Bruyere, S. et al., (2005). The International Classification of Functioning, Disability, and Health: Contemporary
Literature Overview. Rehabilitation Psychology. 50 (2), p.15.
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Publication Data (hereafter, LCPD) in 2001, were defined as follows:

Environmental factors make up the physical, social and attitudinal environment in
which people live and conduct their lives; also, environmental factors include the
physical world and its features, the human-made physical world, other people in
different relationships and roles: attitudes and values, social systems and services,

. . 7
and policies, rules and laws. o

According to the LCPD, “The effects that environmental factors have on the lives of
people with health conditions are varied and complex, and it is hoped that further
research will lead to better understanding of this interaction and possibly, show the
usefulness of a second qualifier for these factors” (p.171). The definition of personal
factors in the LCPD is explained as follows: “Personal factors are contextual factors that
relate to the individual such as age, gender, social status, life experiences and so on,
which are not currently classified in ICF but which users may incorporate in their
applications of the classification” (p.214). Many thinkers are concerned with the
definitions of personal factors and environmental factors in their research. For instance,
Whiteneck et al. (2004) assert:

The context factors (personal and environmental factors) in which a person with
the condition finds her/himself such as cultural factors can play a critical
moderating role with respect to influencing the exact pattern of ... interactions.
Cultural traditions, language differences and physical barriers can thus shape both
society’s concept of disability within the context and the perception of personal

outcomes such as life satisfaction.>

Moreover, Stineman (2001) and Simeonsson et al. (2003) argue that: “[in] perspective
of the person’s interaction with the environment, the emphasis of this model is to
document the individual’s potential for meaningful physical and mental activity.”®’
Human and socio-environmental factors are discussed and examined widely in literature

about growth and development, in fields such as psychology, education, and socio-

" WHO called them, personal and environmental factors. However, I called the human factors and socio-
environmental factors in this study, p.64.

80 Whiteneck, G. et al., (2004). Environmental factors and their role in participation and life satisfaction after Spinal
Cord Injury. Arch Phys Med Rehabil. 85, p.1794.
Stineman, M. (2001). Defining the population, treatment and outcome of interest: Reconciling the rules of biology
with meaningfulness. American Journal of Physical Medicine & Rehabilitation. 80, pp.147-159. And Simeonsson,
R. et al., (2003). Applying the International Classification of Functioning, Disability and Health (ICF) to measure
childhood disability. Disability and Rehabilitation. 25 (11-12), p.605.
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politics by the following researchers (not inclusive): Andre et al. (1988), Brownson et al.
(2000, 2001), King et al. (2000), Smith et al. (2002), Duncan and Mummery (2004),
Timperio (2006), and Haerens et al. (2007).%

In health and medical areas, King et al. (2000) analyze personal and
environmental factors associated with inactivity, American Indian ethnicity, aging, lack
of education, lack of energy, and lack of hills in one’s neighborhood.*> West and
Shanafelt (2007) examine a model of personal and environmental factors that contribute
to physician professionalism. Personal factors include distress/well-being, individual
characteristics, and interpersonal qualities. Environmental factors include institutional,
formal and informal curricular, and practice characteristics. Promotion of
professionalism requires effort directed at each of these elements.® Furthermore,
Brownson et al. (2001) examine descriptive patterns in perceived environmental and
policy determinants of physical activity and associations between these factors and
behavior, arguing that, “An array of environmental and policy determinants, particularly
those related to the physical environment, are associated with physical activity and
should be taken into account in the design of interventions.”®

In the educational field, Timperio et al. (2006) researched personal, family, social
and environmental correlates of active commuting to school because active commuting
to school may be an important opportunity for children to accumulate adequate physical
activity for improved cardiovascular risk factors, enhanced bone health, and psycho-
social well-being. This particular study suggests, “For children, creating child-friendly
communities and providing skills to safely negotiate the environment may be important.
Environmental correlates of active transport in children and adults may differ and
warrant further investigation.”®® Psychology too discusses personal and environmental
factors. Smith et al. (2002) state, “Personality can be defined as the distinctive and
characteristic patterns of thought, emotion, and behavior that make up an individual’s
personal style of interacting with the physical and social environment” (p.454). Freud
defined, researched and compared the human mind to an iceberg as an analyzing
methodology of personality in areas of psychoanalysis.

In the preceding section we have been examining personal and socio-

821CF and ICE-CY are widely adopted in many fields, and for this thesis were divided into two groups:
health/medical and education with the latter more important for this study.

8 King, A. (2000). Personal and Environmental Factors Associated with Physical Inactivity Among Different Racial-
Ethnic Groups of U.S. Middle-Aged and Older-Aged Women. Health Psychology. 19 (4), p.354.

8 West, C. and Shannafelt, T. (2007). The Influence of Personal and Environmental factors on Professionalism in
Medical Education. BMC Medical Education. 7 (29).

8 Brownson, R. (2001). Environmental and Policy Determinants of Physical Activity in the United States. American
Journal of Public Health. 91 (12), p.1995.

8 Timperio, A. (2006). Personal, Family, Social and Environmental Correlates of Active Commuting to School.
American Journal of Preventive Medicine, 30 (1), p.45.
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environmental factors. Despite increasing interest in these concepts in a variety of fields
(not only in the ICF and ICF-CY from WHO, but also in psychology, health,
rehabilitation, medicine and education), they are not widely considered in educational
programs aimed at promoting critical communication between children and society.
Furthermore, behavior, communication and expression are considered human factors
while socio-environmental factors are things such as the local government, social media
(including TV and the internet), textbooks, parents, sisters and brothers, neighbors,
teachers, classmates, and so on. The significant point here is that in order to make a
successful society in the future, we ought to understand these notions of human and
socio-environmental factors and the significance of their influence. For instance, in spite
of efforts to improve established policy, social, and educational systems, without
recognition of the individual child’s thoughts, values, beliefs, economics, social status,
nationality, family, health, educational level, hobbies, interests, and personal history,
their progress in society will be limited. In other words, despite taking into account the
human factors in society, and providing economic, cultural and educational support for
minority groups, without socio-political change (such as reducing discrimination and
privilege, reducing media showing prejudice and power on TV or in the newspaper),
citizens’ consciousness will remain unchanged. To improve human and socio-
environmental factors, we should focus on how to harmonize these two factors in
society.

In this study, the primary factors are based on the ICF model. Personal factors and
environmental factors however, are based on the healthcare field, especially in regards
to people who need rehabilitation as well as disabled children/people.®” There is a need
to further discuss, consider and examine these two factors from a critical perspective in
the context of L1, L2, SA, and CL.*® Furthermore, | propose that there is much to be
gained from examining personal decisions in living and learning, such as an individual’s
preferences in respect to such things as lifestyle, housing, food, clothing, hobbies and so
on. What kind of living and learning is achieved depends on an individual’s hopes,
wishes and desires. Of course some items are limited by socio-environmental factors
however, it is much more difficult to make personal choices regarding SA and CL:

society, law, culture, school systems (including teachers, textbooks and classmates),

87 The ICF model (common language for functioning, disability and health) has several factors and forms, such as
environmental, personal, health condition, activities, body function and participation. I have rethought these in
order to adopt the LLSC for minority children's education. I adopted two factors (personal and environmental)
from the ICF's practical manual and from that, proposed L1, L2, SA, and CL in this study. L1 and L2 are human
factors and SA and CL are socio-environment factors in LLSC ideas (because we cannot personally choose SA and
CL). In other words, we cannot organize the school system or our communities by ourselves.

8 ICF was originally developed for special needs education, so the differently organized LLSC was developed
specifically for multicultural education for minority children.
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manners, rules, and other people’s consciousness. Thus, the most important concepts of
this study are how individual decisions and social decisions work in the LLSC.
Understanding this helps with establishing an understanding of children’s LLSC, which
means how much children understand and influence their human and socio-
environmental elements. In the following pages, I show an essential set of clear norms
for LLSC and define their roles.

5. Five principles of LLSC

LLSC is based on a philo-psycho concept, meaning it incorporates norms of psychology
and philosophy with practical ideas for application. In other words, LLSC balances
psychological and philosophical theory and combines it with educational methodology
for children/students in school and society. In the following section, I provide a
conceptual framework, an application for using LLSC, and development of LLSC

definitions and principles. The five basic principles of LLSC are as follows:

a) LLSC is based on critical thinking.

b) LLSC is for children and it is based on child-centered education.

¢) LLSC consists of human and socio-environmental factors.

d) LLSC will contribute to promoting future multicultural education in school.
e) LLSC aims to promote mutual reflection, understanding, and enable

multicultural stimulating dialogue among different strata of society.™

5.1 LLSC’s theoretical perspectives: critical thinking

LLSC takes its philosophical framework from a study of post-structuralism via Michel
Foucault, critical thinking from Paulo Freire and Peter McLaren, and critical
multiculturalism from other education thinkers. As I examined in Chapter Two, LLSC is
based on post-structuralism and critical thinking. In order to better understand the
relation between post-structuralism and critical thinking to LLSC, I provide several
reasons why LLSC is based on post-structuralism and critical thinking in this paragraph
again (especially when considering that many approach multicultural education today
through skepticism). Post-structuralism, especially as presented by Foucault, suggests
fundamental human mutation in our living, culture and society. In addition, Foucault

examines form, arrangements, characteristics, and proportions in individuals and society.

% The above five principles (A to E) were organized by theoretical and conceptual backgrounds of LLSC. A and B
were based on theories from Dewey, Foucault, Banks and Sleeter from ICF ideas and figures from WHO. D and E
were focused on practicality and specifically developed for this study. Those five principles are very important
points of this study.
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Skepticism in post-structuralism, that doubting of attitudes, brings up many questions
about knowledge in the educational field, especially regarding difference, equity, and
diversity in the field of education. Of course, there are some thinkers who have
criticized post-structuralism. For instance, “Postmodernist and post-structuralist
theorizing tend to ignore the perils of global capitalism and the misery it is creating for
so many people throughout the world.”® However, post-structuralism allows analysis
of educational and social problems today through multiple themes and multiple research
methods. The skeptic’s research pursuit is to disclose underlying differences, and issues
of equity and diversity in school and society. In 1999, Fishman interviewed McLaren, in
a document titled “Challenges and Hopes: Multiculturalism as Revolutionary Praxis” in

which McLaren argues about freedom and critical pedagogy as follows:

I certainly recognize that freedom is not altogether ‘free.” All concepts of freedom
whether constructed by myself, or others (Marxists, feminists, environmentalists,
and many other committed intellectuals and social movements) are constrained by
the knotted pathways of the psyche, where the machineries of desire (whether
they are structured like a language or not I will leave to the Lacanians to answer)
wrestle with socially imposed standards and established criteria...Critical
pedagogy and revolutionary multiculturalism recognize the violence that shadows
the modern subject and it does not try to create a calculable, uniform or

transparent subject of revolutionary idealism, purged of its inner contradictions.”’

Since the ideas of LLSC originated from skepticism, post-structuralism and critical
thinking, it brings us to the ultimate question: why do we see a lot of thunderclouds
ahead in the area of human rights and justice for minority children in school and
society? I began to realize we need a new practical program for understanding between
and among minority individuals and the majority group (or society) in the classroom.
What kind of useful methodology can we focus on in our classrooms? How can we
understand the differences that make up minorities: their different ways of thinking,
identities, language, beliefs, religions, behaviors, political views or other opinions, race,
color, national or social origin, property ownership or lack of, nationality, birth or other
status, and culture including food, lifestyle, housing, fashions, manners, rules and also
differences regarding gender and sexual orientation? In point of fact, many more

differences exist in our classrooms and society than just those listed above.

%0 Fischman, G. (1999). Challenges & hopes: multiculturalism as revolutionary praxis. Multicultural Education, 6 (4),
pp-32-33.

N Fischman, G (1999). Challenges & hopes: multiculturalism as revolutionary praxis. Multicultural Education, 6 (4),
pp.33-34.
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Dealing with these differences requires different pedagogy, curriculum and
textbooks. Consequently, I believe most differences in thinking should be defined by
post-structuralism and critical thinking in school and society. In other words, we ought
to seek to define difference while at the same time considering human rights, justice,
freedom, and democracy. LLSC determines the significance of human rights, justice,
freedom, and democracy; they are the fundamental and ultimate ideals championed by
the concept of LLSC in this study.

5.2 LLSC’s approach: child-centered education

Children’s lives, learning, activities, and communities develop based on whether their
lives, learning, activities, and communities are centered on them, or centered on their
parents, teachers, school organizers, or others. Why does LLSC center on children in
this study? Child-centered education develops extracurricular lessons, values, beliefs,
the child’s own interests and the child’s capacities to question and find solutions; it
thereby aids in providing a well-rounded education and increasing children’s
experiences, typically. It was developed by the American philosophical educationalist J.
Dewey in the 19" Century. (Although some thinkers have pointed out that previously,
similar concepts were developed by Rousseau (1712-1778) in his work Emile published
in 1762. Influenced by Kant (1724-1804), it was based on the story of his daughter
while thinking about democracy, social revolution, and nature theory in the educational
field.) Dewey proposes an education based on learning by experience, with learners
developing their capacities by themselves in democratic society. Boon (2009) asserts,
“For Dewey, humans are parts of nature and society.” Dewey uses a living organism as a
metaphor to describe society and stresses each individual’s participation and function in
this living organism. Because the self is socially built, he believes that “democracy is
the best way to live and that school should be based on democracy so that individuals
can become more effective members of democratic society” (pp.11-12).%?

Teachers are access learners in their efforts and how they develop their own
capacities. According to Clark’s (1987) research, progressivism emphasizes
methodology and the need for principles to govern the teaching and learning process.
Clark asserts, “Learners are seen as active participants shaping their own learning, with
the teacher cast in the role of guide or facilitator. Progressivism lays out great stress on
the need for learning by doing, rather than by being taught.” That, in essence, is the

theory of child-centered education. Dewey turns away from lessons centered on the

2 Boon, L. (2009). Towards a Useful Synthesis of Deweyan Pragmatism and Music Education. Vision of Research in Music
Education, 14.
% Clark, J. (1987). Curriculum Renewal in School Foreign Language Learning. Oxford: Oxford University Press, p.53.
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subject, teacher-centered, focused on cultural inheritance and hegemony, mono-cultural
in its thinking, non-democratic or that supports traditional power structures. LLSC
pursues this kind of child-centered education, critical pedagogy, critical
multiculturalism, and multi-ethnic and democratic educational system in this study.
LLSC makes the spontaneous environment a factor for children who display their own
behaviors and self-expression in school and society. Once again, why is LLSC’s inquiry
child-centered? Due to many schools not appealing to collaborative curriculum,
teaching, textbooks, and school systems, along with local (and larger) government
bodies in control of the curriculum, textbooks, and school systems. The educational
philosophy at each school reflects a national (nation-centered, if you will) way of
thinking. More than half of all educators still hope to impart their own traditional
national hegemony ideals in the classroom. There are no reasons to expect any changes
in Japanese schools.” On these issues, Dewey (1910) made the cynical remarks that,
the other school estimates highly the value of the logical, but conceives the natural
tendency of individuals to be averse, or at least indifferent, to logical achievement.
Arnowitz (1993) examines Dewey and Freire within Freire’s radical democratic

humanism and points out:

Since American education has been thoroughly integrated into the middle-class
cultural ideal that holds out the promise of individual mobility to those who
acquiesce to the curriculum, engaged intellectuals like Dewey and Freire remain
‘relevant’ to the extent that they can be portrayed within the dominant paradigms

of the social sciences upon which educational theory rests (p.10).”

As Dewey says, students make their own thoughts better through experience and nature.
LLSC explores the interplay between individuals, human factors, society, and socio-
environmental factors. LLSC is centered on children in education; the teachers, school
materials, curriculum and so on are devices, cooperation tools, in schools. LLSC will
contribute to building future-oriented, child-centered, multicultural schools and a
society in which organic cooperation occurs among children, minority families, schools,

local government, and local citizens as a new paradigm.

5.3 LLSC’s framework: human and socio-environmental factors
The roots of LLSC trace back to the fields of philosophy and psychology and it was

% Based on the results of my 2012 research, discussed in the next chapter.
9 Arnowitz, S. (1993). Paulo Freire s Radical Democratic Humanism, Paulo Freire. NY: Routledge, p.10.
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also adopted from a model of the ICF and ICF-CY developed by WHO in 2001. We
must critically ask why LLSC pursues human factors and socio-environmental factors in
this study? In particular, the beginning of scientific psychology states that “difference”
such as different people, different introspections about simple sensory experience, as
well as structuralism, functionalism, and behaviorism all play important roles in the
early development of the 20" century, especially in World War I and World War I1.
However, psychological approaches have proliferated in many other areas such as
clinical psychology, health, rehabilitation, and diverse educational settings. Further,

personality psychology and social psychology have two different perspectives:

Personality psychologists study the thought, emotions, and behavior that define
an individual’s personal style of interacting with the world. They are interested in
differences between individuals, and they also attempt to synthesize all the
psychological processes into an integrated account of the total person. Social
psychologists are interested in how people perceive and interpret their social
world and how their beliefs, emotions, and behaviors are influenced by the real or
imagined presence of others. They are also concerned with the behavior of groups

and with social relationships between and among people.96

Furthermore, cultural psychology is concerned with how culture, its traditions, religion,
and language affect individual lives in society. The difference between human factors
and socio-environmental factors is very important to this study. I will give a brief
description of some of the subfields of LLSC. Human factors divide into two sub-
categories: the initial L’s of LLSC, Living and Learning. Socio-environmental factors
also divide into two sub-categories: the SC of LLSC, School Activities and Community
Life. As I mentioned previously in this study, two primary factors, the human and the
socio-environmental, are based on the ICF. However, the ICF focuses on health, people
who need rehabilitation and disabled children/people while the LLSC has been
developed to apply in an educational context. I will further discuss and examine L1, L2,
SA, and CL from a critical perspective on the following pages. I provide some examples
of LLSC lists, detailing their roles and aims. What follows are brief examples of LLSC
items listed from case studies (from Korean children, the case study used in this

chapter):

6 Arnowitz, S. (1993). Paulo Freires Radical Democratic Humanism, Paulo Freire. NY: Routledge, p.10.
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Human factors:

Living (L1):
a) Food, buildings and towns
b) Lifestyle
¢) Culture and society
d) Languages and identities
Learning (L2):
a) Teaching and learning the majority language,
b) Knowledge exchange/sharing
¢) Educational instruments
d) Bilingualism
e) Korean or other languages
f)  Human relationships (friends and teachers)

Socio-environmental factors:
School Activities (SA)

a)
b)
c)
d)
e)
f)

g
h)

Educational instruments
Bullying, violence and discrimination

Classrooms

Supporting methods for learning
Relationships

Teacher’s roles

Language

Different but together

Community Life (CL)

a)
b)

9

5.4 LLSC’s future multicultural education in the school

This study is intended for anybody who works with children on-site, in either private or
public classrooms, centers for education, welfare, health or rehabilitation clinics, and to
generate understanding about diversity, difference and equity in schools and society.

One of reasons that I selected the LLSC as the best tool to implement and make

Laws and social system for foreigners
Social support for foreigners

Other support for foreigners
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assessments, is that it provides a multicultural education which supports a liberal
mindset, human rights, justice, and differences amongst individuals, and therefore it is
the best way to promote and develop practical knowledge, values, and principles in
society. In this study, it is not applicable to only debate practicality and theoretical
research studies; it is important to suggest what might actually work well in the real-
world setting, such as LLSC. Why isn’t practical methodology required? Much
literature already discusses the development and importance of practical methodologies
such as: Dewey (1925 and on), Geary (1963), Boon (2009), Jorgensen (2004), Baker
(2003), Krugly-Smolska (1999), Fenwick (2001), NACCE (National Advisory
Committee on Creative and Cultural Education, 1999), Sleeter (1996, 2003 and 2007).
Also, many educators have already suggested practical methodologies and programs
specifically for critical multicultural education. Recently, more and more researchers
have been trying to balance theory and practice. For instance, NACCE’s (1999) report,
“All our future: creativity, culture and education” consists of four parts: a) facing the
future, b) a new balance, c) beyond the school, and d) national strategy. In my analysis,
this report was intended for a wide audience, including parents, teachers, school
governors, other organizations and business and union leaders who recognize the need
for new approaches to prepare young people for the changing nature of work.

Dewey’s pragmatism, as well as the work of critical thinkers, suggests practical
ideas for LLSC. Various thinkers advocate for development based on democratic
experiences, discussion about what is theoretical and practical, and how to nurture both
individual and socio-environmental factors in order to foster critical democratic schools
and society. It is difficult to apply every theory to society because it greatly depends on
the social and national situation of that society. Without any understanding of the
practical background behind a society, culture, policy or educational system, sometimes
a theory becomes a useless thing. As Bank and Sleeter proposed, critical multicultural
education should be applied in a useful, meaningful way in actual society. Additionally,
I suggest again that the process of academic armchair thinking is no longer needed in

critical multicultural education.

5.5 LLSC’s application: stimulating dialogue in the society

Without assessment (communication), people are faced with the problem of how to
build relationships with other persons and groups in society. Likewise, in the thinking
behind LLSC, a very important point is that it allows assessment of different
understandings, such as between children, teachers, parents, societies, and communities

(which all have different views and understandings). As Sasse (1978) explains:
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Through communication people begin and end relationships. They learn to like
each other, to reach some understanding of others and to influence one another.
Communication helps you learn about yourself and how others see you. It is the
way you learn to understand others as persons and help others understand you as a

person.”’

LLSC needs communication, as multicultural education needs communication between
minority and majority groups. In general, communication can be divided by two types
of language: received and accepted language, and expressive language. Received and
accepted language refers to how much we understand and accept other people’s thinking
and emotions, and expressive language refers to how much we explain, argue, and
express our own thinking and emotions to people. Communication is undoubtedly an
important part of our lives, it forms a bridge between people in a group and in society. It
encompasses expression through speech, language, gestures, behaviors, facial
expressions, tone, and reflects an individual’s thoughts, emotions, and other conditions.
In particular, a shared language is an important factor for communication. As Smith et al.
(2003) explain, language is our primary means of communicating though. Moreover, it
is universal; every human society has a language, and every human being of normal
intelligence acquires his or her native language and uses it effortlessly. *°
Philosophically speaking, Foucault (1994) mentions language in The Order of Things,

asserting “Language becomes object,” in the following respect:

The ontological transition provided by the verb to be between speaking and
thinking is removed; whereupon language acquires a being proper to itself. And it
is this being that contains the laws that govern it. The classical order of language
has now drawn to a close. It has lost its transparency and its major function in the

domain of knowledge. ..language was a form of knowing and knowing.”

I see Foucault’s view of language as through the development and use of
communication devices amongst individuals and society; the development of such
devices happens simultaneously with knowledge itself. LLSC helps when one is faced
with problems, undue influence, or other issues amongst persons, groups and society as

a communication methodology. In regards to diversity and different communication

7 Sasse, C. R. (1978). Person to Person. Poria: Bennett Company, p.137.
%8 Smith et al., (2003), Introduction to Psychology. NY: Thomson Learning Academic Resource Center.
" Foucault, M. (1994). The Order of Things. NY: Vintage Books Edition, p.295.
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methods (be it person to person, person to group or person to society), an emphasis is
placed on emotions, expression and diversity of thinking in communication. A variety of
subcultures that are distinguished by such aspects as gender, social class, ethnicity,
disability/ability, all bring different communication skills to understand and to know as
well. As an example, reaction and response to emotions or manners are expressed
differently within each group. In order to understand difference and diversity, and
communication (person to person, person to group and person to society), I introduce
two case studies. These two case studies provide valuable insights into the different
experiences and backgrounds of a minority group in Japan, in particular a student
studying abroad, and a minority child. These case studies reveal how useful LLSC
communication can be within diverse groups, for meetings in a classroom setting, and
for all members of society. Many people have misunderstandings because of different
human rights and privilege (or lack thereof) of minority groups, based on things such as
disability, gender and culture, which means they are confused about the privilege and
human rights of a group and/or a nation. My concern is that this kind of situation results
because of a lack of mutual reflection and communication/dialogue among different
groups/societies. In order to make a critical mutual multicultural education it needs
communication and understanding of that communication.

Children do not intrinsically have any rapport with other children from different
groups. In order to make a multicultural curriculum, the teachers and staff should have
training that integrates LLSC ideas. For instance, what generally happens in a situation
is that the students’ and teachers’ reactions are based in fear, ignorance of the individual,
stereotypes, prejudice, racism, and stubbornness, and this is ignored in the curriculum
and by the school system. This is especially true in so-called multicultural education in
East Asia, where there is still a lot of influence on emphasizing similarities rather than
differences. Likewise, there is little to no attempt to create harmony between races,
nationalities, religions, income levels, genders, or families that fall outside of the
“norm” (such as single parent children). LLSC grapples with multicultural problems in
an active methodology; such as communication between a minority group and the
majority. In the following pages, I argue that educational policy writers, textbook
authors, school administrators, teachers, minority parents and in fact, all members of
society, need to work together to create a multicultural educational system. The detailed

definitions of LLSC are as follows.

6. Categorization of LLSC

I have been discussing several new concepts in this chapter; specifically, how LLSC
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intersects with environmental and human factors, which are based on theoretical
orientations of the ICF. The ICF “mainstreams” the experience of disability and
recognizes it as a universal human experience. By including contextual factors, in which
environmental factors are listed, the ICF allows for recording the impact of the
environment on a person’s functioning (WHO, 2009). Four of these contextual factors
from the ICF will be denominated as L1, L2, SA and CL in this chapter. Because the
primary factors from the ICF are based on patients who need rehabilitation and disabled
children and people, there is a need to further discuss, consider, and examine them from
a critical perspective for multicultural education. The four fundamental factors of LLSC
are Living, Learning, School Activities and Community Life. The following is a detailed
explanation of using LLSC for minority children in school and society. In this study,

there are four kinds of differences defined for minority children.'”

a) Different backgrounds:
Based on nationality, race, color, culture, religion, and/or language

b) Different families:
Father or mother is gay or lesbian, a family member is disabled or has a mental
illness, single-parent household, living with grandfather or grandmother,
adopted family, alcoholic or drug-addicted parents and family violence

c) Different schools:
International school, home school, special education school (for disability,
autism, and/or speech, mental, and physical disorders)

d) Different status:

Based on income level and socio-economic status

To discuss the effect of these factors on critical multicultural education, it was necessary
to subdivide the four fundamental factors. I propose these sub-categories of LLSC are
clearly helpful to consider some important factors on multicultural education in several

case studies. What follows is a detailed explanation of LLSC.

6.1 Living: identity and difference
Living (L) is based on personal factors such as the nationality of family members, their
specific minority culture, and family backgrounds. These tend to be different from the

majority culture. Generally speaking, minorities have a different living style, which is

19 As you can see from the definitions of difference in the list below, there are several different meanings of
“difference” in this study, not only that of a different culture. This variety of meanings of difference is influenced
by Sleeter and Grant’s work from 2009 (S-B-5).
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expressed through eating different food, and how they like to live (for instance in large
groups opposed to a desire to live with single families). L1 includes the parts of identity
such as, self-expression, self-determination, and problems of living in a foreign nation
for minority families.'”! Regarding this factor, I asked participants the following: basic
socio-demographic information, any problems they had encountered, and any support
they had received. Following a concept is the related fundamental idea of L1.'" The
concept of ethnic identity and difference is a related, fundamental idea of L1 and is
based on research of ethnic identity in this study. Ethnic identity is meaningful only in
situations in which two or more ethnic groups are in contact. Thus, in L1 I will analyze
psychological concepts concerning behavior and communication of children with
different backgrounds. For this research, interviews and questionnaires with minority

children, parents, majority children and school teachers will be used.

6.2 Learning: language issues and learning

We learn about the world mainly from the people in our lives: parents, teachers, and
others, and from various external sources: books, the media, culture (Gillis, 1978).103
Learning (L2) is based on majority language problems (including bilingual problems)
and academic skills. In other words, L2 relates to learning. For instance, learning the
new cultures’ manners, rules and so on. Thus I believe that learning from diversity and
difference is a distinctly minority group mechanism. From my research, I have learned
that minority children can easily solve language problems in their classroom, such as
communicating with friends and school teachers, depending on how much time they
have to adapt. However, other minority children have problems not only with speaking
but also with writing, in particular with writing Japanese or English characters. The
following two related concepts are fundamental to thinking about L.2.

One of this study’s concerns is language and bilingualism, for example as in
learning a new language. Clark (1987) argues, “The learning of any foreign or
community language plays an important role in enabling children to grow beyond the
ethnocentric limitations of their own linguistic and cultural group, towards a better
appreciation of the multilingual, multicultural nature of the society and of the world in

59104

which they live. Also, Tchudi and Mitchell point out, “Language learning is a

process of wondering and exploring, of discovering the conventions of language in

101 11 includes psychological aspects such as identity, self-expression, self-esteem, etc., The psychological elements
are very important standard knowledge for L1. Its analysis (via Foucault’s work) can be found in Chapter Two.

102 . . . [ . . . . .
Detailed information is listed at the end of this chapter and questionnaires can be found in the appendices.

19 Gillis, C. (1978). The Community as Classroom, Integrating School and Community Through Language Arts. NH:
Heinemann Educational Books.

1% Clark, J. (1987). Curriculum Renewal in School Foreign Language Learning. Oxford: Oxford University Press, p.115.
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society so that people can use language fully for their own purpose.”'® In L2, I
research learning languages, learning the majority group’s culture, rules, manners, laws
and so on. In particular, I analyze issues of majority language learning with minority

children, parents, majority children and school teachers and organizers.

6.3 School Activities: curriculum, textbooks and teachers

School Activities (SA) is based on relationships with classmates and teachers. It is also
based on the school environment such as the school system, the role of the teacher in the
classroom, majority curriculum problems, and pedagogy issues. Moreover, SA is related
to the information that is exchanged between minority parents and school teachers
during counseling time. The following three concepts are related to SA’s main ideas:
curriculum, textbooks and teachers.

According to Kelly (2003) curriculum for education in a democratic society, its
problematic nature, along with that of its moral base, begins to evaporate or at least to
become less complex.106 “In the movements of post-structuralism, post-modernism and
critical pedagogy (which are major features of the current curriculum of diversity and
difference today), and which it was suggested earlier can be seen as a culmination of the
several strands of thinking we are attempting to identify, it is worth noting their
significance for the knowledge debate of those major intellectual advances which the
last century has seen.”'”” In order to make a curriculum that recognizes diversity and
difference in our schools, firstly, curriculum should promote an equality of power itself.
In regards to textbooks and teachers, Terra and Bromley argue that, “Textbooks remain
one of the most widely used and influential classroom resources around the world.”'*®
In order to develop social studies they should focus on multiple voices and multiple
perspectives. In SA, 1 analyze school curriculum, textbooks, teacher’s positions on
multicultural education and their guide books, communication between minority
children and their parents, the educational philosophy of the school leader, relationships
between minority children, and relationships between majority children and minority
children. These were determined by formal/informal studies, interviews and
questionnaires in 2011-2013.

6.4 Community Life: role of majority and minority

Community Life (CL) is based on the connection between a minority child and his or her

195 Tchudi, S and Mitchell, D. (1988), Exploring in the Teaching of Secondary English. NY: Dodd, Mead, p.47.

196 Relly, A. (2003). The Curriculum: Theory and Practice, Fifth Edition. London: SAGE.

107 Kelly, A. (2003). The Curriculum: Theory and Practice, Fifth Edition. London: SAGE, p.29.

1% Terra, L. and Bromley, P. (2012). The globalization of Multicultural Education in Social Science Textbooks:
cross-national Analysis, 1950-2010, Multicultural Perspectives,14 (3), p.141.
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family within social communities. Ideally, CL embraces differences (such as culture,
language, customs, etc.) amongst the minority and majority group with the purpose to
understand each other in order to make a more pluralistic society. CL is a resource filled
with strategies for minority children to provide better harmony between the individual
and society in diversity, equity and difference. CL must conduct, investigate, and
provide equitable opportunities, diverse consciousness and different myths. According
to Gillis (1992), “Community can begin with an exploration of the student’s existing
expectations, stereotypes, prejudices, fears about or biases toward that subject.”lo9 The
primary question of CL is: How can ethnic minority children easily communicate within
majority society? Furthermore, how does it create or encourage attitudes of diversity
and equity, and from where? As I mentioned previously, most of our attitudes about
everything in our community are learned. This means we are not born with prejudice,
discrimination, ignorance, fear or hate. Many researchers have also figured out that
children do not inherently have any of the above-mentioned thinking. I am not
advocating for, or judging about, any ethical views that humans are born good or not in
this study. However, we should recognize that the need for understanding among
different people in society have brought us the factor of CL; it is a means of creating
understanding between minority groups and the majority group. In the next section I
describe three issues that make a stronger argument for understanding CL in this study.
Also, the following example shows how important CL is in our society and in critical
multicultural education.

On March 11, 2011, a strong earthquake hit the Tohoku area. When this occurred,
minority families and the majority group had to cooperate and exchange information.
Could minority people get sufficient access to information from the Japanese
government? Without an information exchange between minority families and the
majority group, there will never be a critical perspective for multicultural education in
Japan. CL could also make a stronger, more diverse, multicultural society by sharing
different cultures, identities, languages and ideas with Japanese people. Thus, in CL, I
research communication between minority and majority groups using interviews,

newspapers, and questionnaires with children, parents and school teachers.

7. A critical analysis of LLSC in N town, South Korea
This research investigates an important question in the field of critical multicultural
education: how do children think about difference, diversity and equity in their school

and society? This question is analyzed using my own LLSC methodology, which is

109 Gillis, C. (1992). The Community as Classroom. NH: Heinman Educational Books, p.11.
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based on four multicultural education factors, and established to support diversity and
equity. The purpose of this section is to analyze short essays written by children using
the LLSC methodology, i.e., living, learning, school activities and community life
related to their local socio-political system, in order to determine the state of
multicultural education in a school in N town, South Korean. The children were handed
a series of questions designed to elicit their thoughts on multicultural education issues
(one for each of the four factors of LLSC), and asked to write a short essay. Using the
LLSC method, their answers were analyzed. The participants were elementary school
children. They were 12 years old and didn’t have much cross-cultural experience. The
151 short essays were gathered in May, 2012. The reason that the children did not have
much cross-cultural experience is due to the unique geography and economics of N
town (which is also what made it a good candidate for research).'’® N town is one of
the islands in the south of South Korea. The population of N town is 50,242 people and
its main income comes from agriculture, fisheries and its tourist industry (from N town
local homepage, 2011).""" Mainly due to its aging population, N town has a chronic
lack of labor. Other reasons for a lack of labor are a lower birth rate and an increase in
international marriages (recently, women seeking a spouse avoid blue collar men who
work in agriculture and the fishing industry). Many young workers leave N town for
higher paid jobs on the mainland. Because of an increasing number of foreigners in N
town, the local government established a center for multicultural families in 2009. The
main activities in this center are teaching Korean, translation support, and support for

children (N town newspaper, 2009)."'"

According to the N town newspaper (February
21, 2012), N town has 633 foreigners who need multicultural support and there are
more than 100 minority children. Additionally, May 18 has been announced as
Multicultural Day in N town. The short essays were distributed to children in six classes
by their teachers. Prior to distributing the surveys, I had asked the teachers to introduce
the concept of multicultural education to the children. The children were approximately
12 years old, and they all attended the same school. The short essays were completed
during the social studies class time of the school. The title of the short essay was

Hamkesengakheyo (which translates as “Let’s think about it, together” in Korean). The

' N town is a small island in South Korea that demands the need for critical multicultural education curriculum and
policy for international marriage immigration. However, many immigrants are assimilated into South Korean
culture. N town’s local government has established many critical multicultural political systems, such as Germany
town (they believe those policies are critical for multiculturalism). Secondly, in my previous research (interviews
with teachers and children who live in N town), N town’s children were interested in and knew their town’s
policy well. However, they believe that they do not have many chances to interact with children of different
minority groups. My hope was that when I gave them some suggestions of the issue of Hamke sengakheyo in
their classroom, it would help their critical thinking about multicultural education (For more see Appendix 5).

111 N local Government website from http://www.n.go.kr (as of 2 Mar., 2012).

112 See more at N newspaper from http://www.n.tv.news/articleview.html?idxno=13807 and N news from
http://n.in/news/article (as of 5 Mar., 2012).
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four terms of LLSC were expressed in short essay questions about minority immigrant

Barry, who is a foreigner living in N town, and will be staying long term.

Living (L1)

Question:

What should Barry
and Koreans do so
that they can live
well together?

Living (L1)

a: Food
b: Buildings

c: Lifestyle
d: Culture
e: Language
f: Identities

g: Others

Learning (L2)

Question:

What should we do to
improve Barry’s
Korean language and
academic skills?

Learning (L2):

a: Teaching and

learning the language
b: Knowledge exchange
c: Support materials
d: Educational
instruments
e: Bilingual
f: Korean or other
languages
g: Human relationships

h: Others

Table 5. Essay questions and LLSC sub-categories''

School Activities (SA)

Question:

How would you resolve
these problems between you
and Barry in class:
relationship troubles,
counseling time, and school
curriculum?

.

School Activities (SA)

a: Educational instruments

b: Bullying and discrimination

c: Related classrooms

d: Supporting methods for
learning

e: Relationships

f: Teachers roles

g: Language

h: Different but together

i: Others

7.1 Findings of LLSC analysis in N town
Living (L1) was sub-classified into nine sub-categories: (D Food (L1-a), @ Buildings
(L1-b), @ Lifestyle (L1-c), @ Culture and Society (Korea/minority groups) (L1-d), ®
Language (L1-e), ©® Identities (L1-f) and (D Others (L1-g). The highest number of
responses to Question 1 were L1-g (others), followed by L1-e (language), and L1-b

3

Community Life (CL)

Question:

How can minorities
communicate better within
society, including
communication with the
local government?

Community Life (CL)

a: To make laws and social
system for foreigners

b: Social support for foreigners

c: What Koreans should do to
support foreigners

d: What foreigners should do for
themselves

e: Others

(buildings). In L1-g, I found that the short essays given by the children can be

summarized in the following quotes: “we should know the difference between Koreans

1

13 .
See source more at appendix 5.
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and Barry ... we have to know and find out what matches well between Koreans and
Barry ... we have to ask the Korean government for help for minority living ... use a
translation machine for better communication ... should hire somebody to help
foreigners feel at home in Korea ... provide foreigner specific goods (e.g. English
language keyboards)” and so on. Answers for L1-e contain: “using both languages ...
use multi-languages in society ... let’s practice Korean ... use multi-language signs in
society ... let’s make a diverse society which uses many signs” and so on. Answers for
L1-b included: “build a town for foreigners ... in the market, we should use both
languages ... what about a supermarket for foreigners ... make restaurants,
supermarkets, and other places for foreigners ... make a support town for foreigners”
and so on. Quotes that reflect answers from other sub-categories: “we should know
about our differences ... play and help him ... try to get hot food ... if you have
problems, you can move to N town, we have many foreigners in our town” and so on.

In the results for Living (L1), many N children indicated the categories Buildings
(L1-b) and Language (L1-e) as a way to support minority groups living in South Korea.
Buildings seem to be regarded as ‘a shared place’ and/or ‘a special living town’ for
minority groups. For example in answers such as, “build foreigner towns, supermarkets,
and restaurants,” and “make places for sharing and exchange.” In Language (L1-e),
children indicated the need for multi-language use (62%) over using only Korean (23%).
The other answer in this category was use English or Dutch (15%). Many N town
children wrote about minority living-related issues with language (especially Korean).
The children indicated that it would be better not to only use Korean, but to use Korean
and the language of the minority child.

Learning (L2) consists of the following eight sub-classifications: (DTeaching and
learning the Korean language (L2-a), @Knowledge Exchange/Sharing (L2-b),
(@Support Materials/Center (L2-c), @WEducational Instruments (L2-d), ®Bilingualism
(L2-e), ®Korean and other minority languages (English etc.), (L2-f), (DHuman
Relationships/Friends and Teachers (L2-g), ®Others (L2-h). The highest numbers of
responses for L2 were in L2-f and L2-c. Sub-classification of L2-f included responses
such as: “let’s learn Korean ... we can teach Korean to Barry ... it is not easy to learn
Korean and you learn by repeating very often ... do not use Korean and use English
only ... teach Korean to him.” L2-c included: “make textbooks for Barry ... how about
reading many Korean books? ... make a guidebook for Barry’s learning ... you can use
the internet ... we need books which include multicultural subjects in the school ... they
need translated electronic books for him.” Other sub-categories included these
comments: “let’s teach each other our language ... I will teach you Korean ... school

teachers should learn minority languages ... the government should establish free
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Korean schools for them ... Koreans will be willing to teach Korean and will be very
friendly towards them” and so on. Most of the results in L2 focused on “how to support
minority children in learning of Korean” such as using electronic books, a personal
teacher, a center for language, and other technology. The N town children wrote that
learning Korean is an important factor for L2 and that it is important to get help and
support from school teachers and Korean friends. They also wrote about three types of
school in L2 for minority children, such as a Korean school, a Korean academic school
and an international school. The Korean school included a special classroom and after
school classes. The meaning of the Korean academic school is a school for Korean
learning. According to the short essays, the N town children were concerned that
minority children have the ability to choose schools by themselves, and they do not like
to see minority children at a disadvantage compared with themselves.

School Activities (SA) was sub-classified for analysis in the following nine sub-
classifications: (DEducational Instruments (SA-a), @Bullying, Violence and
Discrimination (SA-b), ®Related Classrooms (SA-c), @Supporting Methods for SA
(SA-d), ®Relationships, Relations with teachers or friends (SA-e), ®Teacher’s Role
(SA-f), @DLanguage (SA-g), ®Different but Together (SA-h) and @Others (SA-i). The
highest numbers of responses in SA were SA-e and SA-b. The research shows that for
SA-e, responses included: “let’s make friends in the class ... make a soccer team to get
more friends ... let’s help Barry who has problems in our classroom ... how about
telling your friends what you want ... we should listen to their voices ... you are human,
you can make a lot of friends if you want ... sometimes we need jokes to improve
relationships ... I want to make friends with you ... just play with friends and learn
Korean ... say hi to friends and talk first.” For SA-b, the research results included: “no
discrimination in our classroom ... no violence, you should know the class rules ...
people who look different, do not think different ... no bullying ... no bullying and try
to become friends ... not only minority children are bullied and it happens all the time
and everywhere ... do not bully just because of different looks” and so on. In addition,
other responses (SA-a and SA-d) included: “build an international school and first Barry
goes to the Korean school and next goes to international school ... Barry should come
to Korean school first ... Barry should go to international school first ... the school is
not important and friends are more important ... the school has to make a multicultural
class for them ... they can choose their school themselves ... how about making a
multi-language classroom in public school.” Responses to the topic of SA-d included:
“how about counseling with us ... invite a Dutch teacher to his classroom ... the school
needs international school laws ... a translator is needed in the classroom.” SA focuses

on relationships with friends, bullying, and support methods for minority children in the
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classroom. Children used the terms ‘difference’ and ‘variety’ in their answers. Children
wrote that friends are more important than teachers. They responded with answers such
as, “you can learn the Korean language from Korean friends ... how about asking
friends if you do not understand something in your class ... try to play with friends
first.”

Community Life (CL) was analyzed using five sub-classifications: (D Policy,
Laws and Social System (CL-a), @ Support for CL, (CL-b), ® Korean’s Role (Koreans
should ~, CL-c), @ Foreigner’s Role (Foreigners should ~ CL-d), and ® Others (CL-¢).
The highest response-rate was to the CL sub-classifications CL-b, CL-d, CL-a, and CL-
c. The research data of CL-b includes: “explain Korean laws and rules to foreigners
very kindly ... use the local government and centers for foreigners ... teach Korean
laws to foreigners ... we have to make more multicultural policies for the future ...
build towns and establish more social centers for them ... should make a Korean law
guide for them ... make an internet game to teach about Korean society ... make a
social living center for them ... make a building for foreigners in Korea ... make a
volunteering system to teach Korean rules” and so on. The research data for CL-d
includes: “foreigners should understand Korean society before moving to Korea ... try
to know and understand the different culture in Korea ... you should know at least what
is illegal ... research about Korean society before moving to Korea ... Barry should try
to learn the rules from your neighbors” and so on. The research data of CL-c includes:
“Korean society is not only made of Koreans anymore ... we have to try to help them
... Koreans should understand mistakes made by foreigners, because foreigners are used
to different laws ... Koreans should know the Korean laws as well ... Koreans make
problems in other nations too ... we have to listen to their voices ... when I grow up, I
want to change the laws for minority people, because it is too difficult to change them
now ... the laws are for everybody, not only for Koreans ... we need laws for the
minority family we need laws for minority families” and so on. In CL, 30.5% of
children wrote that support is needed for minority children in Korean society. The
biggest problem, according to them, is mono-cultural laws and the Korean mono-
cultural social system. According to one of the answers of the N town children, “Korean
society is not only made up of Koreans anymore” (which is supported by immigration
research: in 2010, there were 118,000 foreigners in Korea, or 2.3% of the population). N
town children wrote that laws, traditional Korean culture, social systems and other items

related to community life need to be changed and they hope it will change.
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7.2 LLSC and Korean sociopolitical system

Critical local multicultural ideas develop in a sociopolitical context and children
develop and build up their identities and personal beliefs in a social context. Generally
speaking, families and schools educate and discipline children by introducing them to
mainstream social norms, beliefs, and regulations. In my findings from the LLSC based
questionnaire, the ideas of the N town children on multicultural education are a mirror
image of Korean educational policies and of local social policies.

What kind of social policies exist in Korea and what are those of the local N town
government? Starting with local policies, according to newspapers (Joins Newspaper,
2012; N town newspaper, 2012; the N town local government website, 2012), in 2000,
due to an increase in minority immigrants (263 foreign women were married to Korean
men in N town, 1.27% of the population, in 2011) and the N local government
established a multicultural center in 2009. The main multicultural policies of N town are
learning the Korean language, inclusion, support for work and education and family
counseling. The N town local government has specific multicultural policies that other
cities and towns do not have, such as an MOU (Memorandum of Understanding)
program with the N town police so they take care not to single out minority children.
Moreover, there is a 50% discount for minorities when applying for a driving license,
and there is support for DamunhuaGajung ChinjungNadll, so that low-income minority
women from Vietnam, China, the Philippines and Japan (belonging to the Tongilkyo
religion) can return home to visit their families. 14 Moreover, the N town local
government established a German town (for Koreans who have lived in Germany as
nurses or mine workers from 1966 to 1997), an American town (particularly for
Koreans who have lived in the United States) several years ago and more recently, a
Japanese town was also established. This policy has helped to increase N town’s
population. Moreover, these towns have become successful sightseeing destinations for
N town so far.

Korea has become a strong information technology (IT) country.'”® IT is not only
used in industry, but also in Korea’s educational system. Korea received a prize for its
IT use in education from UNESCO in 2007.'"® According to the Korean public

newspaper Chosun (January 9, 2007), Korean ministry of education won a prize for an

4 Cha, Y. (2012). Ibangineu Himang N Damunhwa gazung ziwon center from Chosun newspaper (2007). Kyoikubu
12il UNESCO Kyoikujungbohwasangsusang article from
http://news.chosun.com/ site/data/html_dir/2007/01/09/2007010900180.html(as of 13 March, 2012).
3 Korean ministry of education from http://www.moe.go.kr/newsearch/search.jsp (as of 3 April, 2012).

16" Chosun newspaper (2007). Kyoikubu 12il UNESCO Kyoikujungbohwasangsusang article from
http://news.chosun.com/site/data/html_dir/2007/01/09/2007010900180.html(as of 1 Sep., 2012) and UNESCO.
(2010). World data on education: 7™ edition, 2010/11 —republic Korea- from http://www.ibe.unesco.org/ (as of 4
May, 2012).
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e-learning service project and cyber learning program for elementary and middle school

students to use at home.'"”

By 2015, Korea hopes that schools will not use paper in the
classroom; meaning that digital textbooks will be used in all schools in all subjects at all
levels. Hwang, Yang and Kim (2010) mention in the UNESCO Institute for Information
Technologies in Education: “National policy intervention should focus on reducing and
diminishing disparities among gender, religion, and economic status to improve and
achieve sustainable equity in the education sectors through mobilization of public
resources and establishment of public-private partnership. Though accessibility is one of
the key issues in policy, especially for developing countries, the development of the
social and cultural environment and soft-skill human resources such as digital literacy
should also be considered” (p.142).'"®

N town children developed in their individual and N social context, meaning that
N town children’s thinking and behavior has been affected by local culture, their
relationships with people, society, national laws, and media. The LLSC results show
what N town children are thinking concerning issues of multicultural education
nowadays in N town. “People are impacted by many social forces as they interact with
others in the process of forming themselves as individuals and multicultural education
can help students as well as teachers to identify those social forces that affect their
personal development” (Schultz, 2000, p.71). Children should develop in a multicultural
society which is based on diversity and equity. The diversity and equity should not only
be present in society but also in schools and families. In order for multicultural
education in N town to develop successfully, they need to understand what diversity and
equity are in their local society and school. There are important questions to be
addressed, such as the role of minority immigrant Barry and the N town children. For
instance, how can minority children be supported in their society and classroom?
Looking at the LLSC questionnaire’s results, unique and specific answers came from
the children (the human factor) in N town, which had been influenced by local socio-
political choices (the socio-environmental factors). The children’s hopes are the result of
the diversity and equity they see in their society and schools. The children know
themselves that they want to build their own diverse and equitable multicultural society.
Do you have think about difference, diversity and equity? If you answered no, you
should consider your society, because your thinking is influenced by your school,
society and nation. I hope these results bring some conceptual clarity to critical

multicultural education in the future.

7" Chosun newspaper (2012). Kyoikubu 12il UNESCO Kyoikujungbohwasangsusang article from
http://news.chosun.com/site/data/html_dir/2007/01/09/2007010900180.html (as of 4 May, 2012).

'8 Hwang, Y. et al. (2012). E-learning in the republic of Korea UNESCO Institute for Information Technologies in
Education, ISBN 978-5-905175-01-5, Russian Federation.
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8. LLSC design and questions of identity

In this section, I provide another interesting case study, this time conducted with a
minority child whose life in Japan is examined. It is easy to compare how different the
environmental factors and human factors are on the LLSC form. The subject of the
interview is a minority child who lives in Utsunomiya, Japan. In order to talk with him,
I visited his school and participated in his school festival in December 2011, which his
mother had invited me to. I hoped to conduct a casual interview with him, because he
was a quite shy boy. I interviewed the boy at school, in a classroom during the festival.
His family consists of a Korean mother, a Japanese father and a disabled older brother;
the older brother exhibits signs of severe autism spectrum and development disorder,
and goes to a special middle school in Utsunomiya, Japan. The family is a result of an
international marriage, so the boy interviewed has two different cultural backgrounds.
However, most food, their housing style and most things in their life adhere to Japanese
cultural norms. Moreover, the Korean mother takes responsibility for most of the
childcare, as well as making lunch boxes for the boy’s father and doing all housework.
The father is an architect and spends most of his time outside, even during weekends.
The interview used a form in the style of LLSC listing aspects of Living, Learning,
School Activities and Community Life. The boy’s mother helped in Korean with some
responses during the interview. The interview situation, at the school festival, made it so
we did not have enough time for understanding and assessing input, so we talked more
on the telephone together later.

Living (L1): Ohshima’s daily life is spent at school, cram school and home.'" He
likes his father more than his mother because his mother is so busy with his older
brother, making spending time together difficult. Although his father is busy, sometimes
they go on trips together. This time together on trips is the best time for the boy. His
older brother has serious autism syndrome disor

der, and he cannot control his will or behavior. Often, the older brother breaks the
computer, TV, his school equipment and so on; also, it is difficult to go to restaurants
because the older brother has difficulty staying seated. His brother is also rude to others,
and this makes the boy very angry. He likes to go out to eat meat at restaurants, but it is
not very often that he does. His mother prepares many dishes for him. They want to
move to a new place that his father and co-worker will design and build soon. Those
were the big issues in their household at the time of the interview.

Learning (L2): His main language is Japanese and he does not know Korean.

Sometimes his mother lets him go to South Korea, but he does not go alone. He does

9 Names have been changed.
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not know much about Korea and is not so interested in South Korea. He wants to be
Japanese. He is learning karate after school. He participates in big karate contests every
year. Ohshima displays quite independent attitudes compared to other children, which
means he can do almost anything by himself, and he does not want help from others.

School Activities (SA): He speaks Japanese very well with no problems at all. His
academic scores are not so great and most academic skills are learned from a special
program in a cram school. The boy’s parents have not directly helped him develop his
academic skills. He has a few friends, but sometimes has troubles with his friends. His
friends want to use his money to play at a game center. His mother worries about this,
and does not give him much money. His mother wants to be a member of the parent-
teacher association in his school, but this does not seem to be going well. Nevertheless,
she participates in many school program meetings. She hopes her son could get into a
better middle school and high school and says he should study harder. According to his
mother, there are “Not so many problems between his teacher and I because his father is
Japanese, and he can also help. [My son] has a Japanese name, and was born in Japan.
There are not so many differences between my son and Japanese children.” She also
added that the biggest problem is with parents who “Don’t speak Japanese” or when
“Both are foreigners.”

Community Life (CL): His mother participates in community activities such as
meetings for disabled children, meetings for their siblings, etc. Ohshima participated in
the sibling program for a while even though he was not so interested. The sibling
program has many activities to encourage empathy and understand feelings between the
siblings who have a disabled brother or sister and his/her mother or father. Also, every
December his elementary school has international exchange events. His mother
organizes some part of the program for children. In fact, most Japanese parents
passively participate, whereas his mother is heavily involved; he is not so happy with
that.

The above LLSC interview makes it easy to draw up support plans, by revealing
in detail what kind of problems interviewees have, not only for minority children and
their families but also for school teachers, organizers, policy makers and others.
Consequently, you can consider support methods such as, what we should do for them,
how to address their needs, what kind of concerns they had in LLSC, etc. I believe that
by using this method it is easy to understand the minority family environment, their
thinking, desires and needs. Moreover, we have to consider what the best support
method is for minority children/students. Most minority children have trouble choosing
an educational institution, dealing with different educational views and systems, and

trouble with relationships with friends, school teachers and others. Using the LLSC
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methodology, I am able to clarify and discuss some of the identity issues concerning
“who am I?” In Ohshima’s case, I examined his needs, support methodology, and
problems in living, learning, school and society as a minority child. Most researchers
examine language, particularly the majority language. However, language does not
cover all this family’s issues. This means that even if they are proficient in the majority
language, minorities can still experience a lot of problems related to identity, living, and
culture that come to light in the LLSC framework. When I reflected on the interview
with him and his mother, I was concerned that the boy’s problems were not so much
social and language related, but rather psychological, and priority should be given in
providing the boy with psychological support such as help with understanding his
identity, and developing his self-esteem and pride in himself. Although there will
continue to be many problems regarding person to person, person to group, and person
to society communication, I discovered that to improve social relationships, we need
communication with understanding. However, the question that remains is how well can
we identify a communication need, or how well can we come to an understanding
between dissimilar individuals or groups in our schools and society? LLSC allows one
to reflect on difference, in distinguishing one’s identity, as well as the diversity of
communication that can exist from person to person, person to group, and person to
society. In other words, individuals are all different; diversity in communication and
relationships also determine identity at home, in education, at work and in society.

In the case of Ohshima, his family and teacher do not recognize his identity well,
as evidenced by his mother’s statements like: “He is Japanese, he has a Japanese
identity,” and “I hope he grows up as Japanese.” However, she also hopes to visit South
Korea, speak Korean, eat Korean food, and watch Korean TV with him. In the LLSC
analysis of Ohshima, his identity is more complicated than just his personal and social
life. Thinking about Ohshima through LLSC, he has complicated relationships with the
members of his family: a disabled older brother, a mother of a different nationality, and
a father that is significantly older than other parents. These were big concerns for him in
the interview. Sometimes his family and home is not a comfortable or relaxing place for
him, it is a tense, cautious, serious place.

The notion of education as the transmitter of immutable truths in the form of
knowledge and culture to the elite, or as the promoter of immutably relevant skills
among the masses, is not sensible, since the particular knowledge and skills acquired at
school can no longer be expected to suffice for a life time.'* Education and school

have to provide and support learners (children, students, and others who want to learn)

120
Clark, J. (1987). Curriculum Renewal in School Foreign Language Learning. Oxford: Oxford University Press, p.10.
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with the motivation and the capacity to learn beyond whatever knowledge and
information for their future. Thus, teachers, school organizers, and educational policy
makers should provide opportunities for learners in school and educational areas of their
learning. In Ohshima’s case, he started to notice that study is important, and academic
skills are needed for his future. Because of this he started to go to juku (after school
classes run by private academic institutes). On the other hand, according to his mother,
in the previous month, he broke some school rules with his friends and got punished by
the school. He wasn’t allowed to take the bus and had to walk. She also mentioned that
he did go to game centers with friends and that they stole money from him sometimes,
but she said, “It is fine with me, boys will be boys.” However, she guessed it was not
going well with him among his friends and with his teachers at school. Ohshima’s
family wanted to be part of the majority in Japan, with no difference and nothing special.
Consequently, they are living in Japan now, relaxed and behaving Japanese. In closing, |
offer the thought that change and transformation are one of the social trends of today; I

take this to mean that these two words are not included in liberal society today.

9. Summary of the chapter

Chapter Three examined the fundamental theoretical framework of LLSC which is
based on human rights, justice, normalization, and inclusive education from the ICF and
ICF-CY model. Moreover, this chapter analyzed the norms of LLSC thinking and their
role determining human and socio-environmental factors. LLSC ideas were adopted
from WHO, Dewey, Foucault and other critical thinkers. The main concern this chapter
discussed was the concept of LLSC and its similarities and differences from other
typical types of thinking. LLSC is based on a philo-psycho concept which means it was
developed with norms from psychological, philosophical, and practical ideas. LLSC is
investigative thinking that combines psychological and philosophical theory and
educational practical methodology for children in school and society.

I provided the conceptual framework, application, and development of the
definitions and principles of LLSC. Once again, the five principles LLSC thinking is
based on are: a) critical thinking, b) child-centered theory, ¢) human and socio-
environmental factors, d) future multicultural education in school and societies, €)
multicultural dialogue among different groups. Furthermore, LLSC has its own four
principles defined as follows: a) Living (LI) is based on personal factors such as the
nationality of family members, their specific minority culture, and family backgrounds.
These tend to be different from the majority culture. Generally speaking, minorities

have a different living style, which is expressed through eating different food and how
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they like to live (for instance in large groups as opposed to a desire to live with single
families). b) Learning (L2) was based on majority language problems (including
bilingual problems) and academic skills. Many minority children can easily solve
language problems in their classroom such as communicating with friends and school
teachers depending on how much time they have to adapt. c¢) School Activities (SA) is
based on relationships with classmates and teachers. It is also based on the school
environment such as the school system and the role of the teacher in the classroom,
including majority curriculum problems and pedagogy issues. Moreover, SA is related
to the information that is exchanged between minority parents and school teachers
during counseling time. d) Community Life (CL) is based on the connection between a
minority child and his or her family within social communities. CL is based on the
exchanges of difference in a group such as culture, language, customs, etc. among the
minority and majority group with the purpose to understand each other in order to
improve multicultural education and society. Therefore, LLSC is proposed for greater
understanding of diversity, difference and equity in school for all children. LLSC is a
useful, effective, productive and practical methodology to be used in learning and

teaching in school and society to help our future.'*’

21 The term ‘useful’ adopted from Banks, J. A. (1994). An Introduction to Multicultural Education. Massachusetts:
Allyn and Bacon.
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Chapter Four: The need for LLSC and application of LLSC

1. The purpose of this chapter

The purpose of this chapter is to qualify issues of practical research in: socio-political
approaches (specifically, research on Japanese trends); educational approaches (by
analyzing the national curriculum, government documents, social studies textbooks, the
consciousness of elementary school teachers); and practical assessment approaches (by
applying the LLSC at three elementary schools and establishing a LLSC handbook:
TomoniManabi Tomonilkiru). In addition, this chapter examines the need for LLSC and
addresses two issues: a) the need for diversity, difference and equity in schools and
society and b) the need for LLSC in our schools and societies. Moreover, this chapter
examines the practical application of LLSC; how it applies in our schools and society
by teaching guidelines, and through the application of its methodology utilization

patterns, such as worksheets for children and teachers, can be found.

2. The need for LLSC ideas in multicultural education

Much educational research examines multiculturalism as it applies to the future in
education and society in East-Asian nations. Although there is only a short history of
immigration and multicultural education, researchers hope to get more results through
performance, research and social systems. Historically, East-Asian nations did not have
societies that embraced immigration and multiculturalism in their citizen’s
consciousness. Now, suddenly, they hope for too much of a progressive shift towards
multicultural systems in their schools and societies, as evidenced by passing many
immigration laws, support for international marriages and families, in the school system,
etc. It is necessary to have more quality communication, understanding, and cooperation
among majority and minority groups. Because without any cooperation from the
majority group (the citizens’ attitude), it is impossible to work towards multicultural
political harmony or multicultural education. Especially in Japan, there are many
opinions from the majority at conferences, such as: Why should we work towards
multiculturalism, when our nation is not an immigrant nation? Is a multicultural society
better? Will the ideas of difference and equity fit in well in our society and educational

areas?
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In the above Asian countries’ issues, they are attempting to address many
multicultural issues which should be determined and analyzed using the difference,
diversity and equity spectrum.122 However, if they do not understand and know the
concepts and principles behind why their nation needs the difference, diversity and
equity spectrum in sociopolitical and educational areas they will face the same problems
and issues as Western democratic nations, where the dilemma of multiculturalism is
often only thought of as an immigration problem. In regards to those educational socio-

political issues, French multicultural thinker, Fretsey (2012) argues that:

I think shows [sic] how well the French social and economic measures and
educational measure has connected. Now people should admit that the cultures
which have been regarded as the preserve of ethnologists or anthropologists lost
those exotic and exclusive natures and have started paying attention to the
problem of not only ‘there’ but also ‘here’ and ‘now,” especially those of the

. . 12
1Immigrants. :

The point here is, lacking a practical understanding of the concepts of difference,
diversity and equity or misunderstanding those concepts is like moving backwards to
the past, which means peoples are again judged by their social status, money, gender,
job, and so on. In addition, if we do not recognize why we need difference, diversity and
equity in school and society, it is possible that our freedom is limited by power. In fact,
the following kinds of sociopolitical phenomenon are happening in educational and

sociopolitical areas already:

a) The establishment of separate villages or apartments specifically for
immigrants (usually low income and low social status).

b) Placing immigrant children (especially those who don’t speak the majority
language) in special classrooms for learning majority languages or learning
academics in general.

c) Only allowing children who speak the majority language entrance into public

122 The meaning of spectrum is: used to classify something, or suggest that it can be classified, in terms of its
position on a scale between two extreme or opposite points. It is especially used when referring to diseases in the
medical field (e.g., the American Psychiatric Association these days refers to the Autism Spectrum). This study is
also using the term spectrum because multicultural educational is quite complicated and is based on many
philosophical theoretical and practical conclusions. “Diversity, difference and equity spectrum” does not only
mean diversity, difference and equity. As I mentioned earlier, the diversity, difference and equity spectrum
includes many concepts such as diversity, difference, equity, power, challenge, knowledge, human rights, justice,
inclusion, integration, children’s rights, and discrimination. Thus, when I use the term “diversity, difference and
equity spectrum” in this study, I include all of the above concepts as well.

Fretsey, M. (2012). Intercultural education as educational practice and ethical refection. 2012 KAME international conference
proceedings. Korean Association for Multicultural Education. p.28
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schools.
d) Attacks from the majority group in public or/and non-public areas of minority

. o 124
people in government positions.

I have been discussing the diversity, difference, and equity spectrum as
knowledge. Scholars determine the knowledge of social phenomenon in society. For
instance, as Foucault defines the concept of knowledge in his literature in 1972, he

noticed patterns of knowledge as follows:

The group of elements, formed in a regular manner by a discursive practice, and
which are indispensable to the constitution of a science, although they are not
necessarily destined to give rise to one, can be called knowledge. a) Knowledge is
that of which one can speak in a discursive practice, and which is specified by
that fact, b) Knowledge is also the field of coordination and subordination of

statements in which concepts appear, and are defined, applied and transformed.'?

Moreover, many scholars analyze knowledge with the concepts of power, truth,
diversity, difference, equity and human beings in mind in their work. For instance,
Simola, Heikkinen, and Silvonen (1998) observe, “Foucault’s basic three terms:
knowledge, subjectivity, and power. To transmit knowledge is that modes by which, in
our culture, human beings are made subjects.”'*® Smart (1996) asserts that, “Foucault’s
critical genealogical analysis of human experience, relations of power, and forms of
knowledge effectively reveal that forms of social cohesion and hegemony have a
precarious and complex history in human practice.”'”” In addition, Dreyfus and
Rabinow (1983) point out, “Foucault owes us a radically new interpretation of both
power and knowledge: one that does not see knowledge as objective or subjective, but
as a central component in the historical transformation of various regimes of power and
truth. Of course, this is exactly what genealogy attempts to provide.”'*® The crucial
point of this knowledge is that difference, diversity and equity are elements that are
required for human beings. Also, it is human nature to understand this notion in the
living, learning, school activities and community life in a school and society.

LLSC’s fundamental and primary notions and principles can be studied and

These four phenomenon were observed from my pre-research in 2011-2012.

12 Foucault, M. (1972). The Archaeology of Knowledge. NY: Pantheon Books, pp.182-183.

Simola, H., Heikkinen, S. and Silvonen, J. (1998). A Catalog of possibilities: Foucaultian History of Truth and Education
Research, Foucault's challenge: Discourse, knowledge, and power in education edited by Popkewitz and Brennan, p.69.

Smart, B. (1996). The Politics of Truth, Foucault: A critical reader edited by Hoy, D.NY: Blackwell Publishing, p.171

Dreyfus, H. L. and Rabinow, P. (1983). Michel Foucault: Beyond Structuralism and Hermeneutics. Chicago: The University of
Chicago, p.117.
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determined in theoretical and practical approaches as I mentioned in Chapter Three.
Additionally, I also proposed three approaches in order to develop the ideas of diversity,
difference and equity for all children. Briefly, they were: inclusion and support of
minority children in the classroom, change and transformative educational
methodologies in the classroom, recognize different family cultures, backgrounds, and
so on. There is a need to further discuss, consider and examine them from a critical
perspective, using methods for education such as concepts like LLSC. Its concepts were
developed for school teachers, professors, and educational administrators who do not
have a good understanding of the meaning of difference, diversity, and equity. Therefore,
I proposed categories of the LLSC that are very helpful when considering multicultural
educational factors (like inclusive education etc.).

In this chapter, I propose the need for and application of LLSC for better
multicultural understanding and communication for all children in the classroom. This is
because as yet, there are many schools that do not show any change or transformation in
teacher consciousness, pedagogy, textbooks, curriculum, or school administration
towards diversity, difference and equity in their educational systems. The primary
reason for my proposal that we need LLSC ideas in education is as follows: we have to
concern ourselves with practical, useful ideas for the classroom (since I discovered in
my research a serious lack of practical multicultural education practices), such as how to
make it more inclusive, integrated, and other multicultural practical methodologies. I
argue that multicultural education should be for children not for government, teachers,
school administrators, local educational committees or others. Moreover, | propose that
children are smart enough to understand the concepts of difference, diversity, and equity

in a program with LLSC.

3. LLSC ideas and three different approaches

In this chapter, I analyze and discuss three different approaches to LLSC: socio-
political, educational, and practical assessment. First, for the socio-political approach, 1
look at Japanese educational research trends between 1985 to 2011, and I analyze
multicultural international perspectives on diversity, difference and equity in socio-
political approaches. For the educational approach, I analyze: the national curriculum in
Japan, government educational documents, an elementary school social studies
textbook from Japan, a comparative study of Korean society and education, and
research on public elementary school teachers’ consciousness. Lastly, for the practical
assessment, I show how to apply LLSC ideas into a school using a LLSC handbook

(TomoniManabi Tomonilkiru) which explains how to use LLSC in the classroom, how
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to teach LLSC guidelines, and provides a children’s work sheet for LLSC. The reason I
choose these three approaches is that Japan’s main educational policy (including socio-
political issues) is for school teachers and local educational committees, and ignores
minority children.'” Therefore, in Chapter Four, I analyze these three approaches with
one question in mind: why do we need the LLSC to work towards a multicultural
educational system?

3.1 Socio-political approaches

The local perspective of multicultural education allows the diversity, difference and
equity spectrum and individual respect co-existing within the whole culture in education
and society today. This section seeks to analyze the significance of LLSC in Japanese
studies. It will analyze the socio-political approach in LLSC concepts from 505 works
(journals, research, and other thesis-related documents gathered both online and offline),
and represents a variety of social political issues, needs and perspectives on
multicultural education in Japan from 1985-2011."%° Moreover, this research uncovered
further questions and significant issues related to multicultural education in Japan. The
question here is: how has multicultural education (multicultural issues, policy,
curriculum, bilingualism) changed since its earliest conceptualization in the 1980s in
Japan? Moreover, 1 approach multicultural education which focuses on LLSC within
ethnic groups (living in a foreign country) towards an advocacy of four different
approaches that is currently prominent in today’s journals and books.

The primary method is working on an analysis of contents such as key words,
aims, methods and conclusions. This is then distinguished with LLSC items. I gathered
data from books, articles (journals), thesis (dissertations), and magazines online and off-
line related to multicultural education (including international education, cross-cultural
education, cross-cultural communication and others) in Japan. The main period was
from 1985 to 2011. The total data consisted of 505 papers from professors, teachers,
lecturers, graduate students and others in Japan. The analysis examines four factors of
multicultural education found in the Japanese literature: a) Living (L1), b) Learning (L2),
c) School Activities (SA), d) Community Life (CL). Moreover, this research seeks to
analyze the significance of these multiple (LLSC) factors in the Japanese literature. This

means I wanted to figure out what kind of theoretical background was used amongst the

129 Most minority children are on the side-lines outside of main educational subjects. For example, one of the
guidelines for acceptance of foreign children/students into Japanese public schools established by MEXT was the
ability to speak Japanese. That research has been actively supported by the government since 2011. MEXT
document, GaikokuzinukeirenoTehiki from http://www.mext.go.jp/a menu/shotou/ clarinet/ 002 /1304668.htm (as
of 14 April, 2011).

130 Detailed data shows on appendix 1.
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practical and theoretical research related to LLSC. The journals that were used in this

study were:

a. International Education

b. Bulletin of the Japanese Society for the Study of Adult and Community
Education

c. Journal of Hokkaido University of Education

d. Journal of Multicultural Education and Student Exchange

e. Research Journal of Educational Methods

f. The Journal of Pedagogy

g. The Journal of Educational Research

h. Other journals (Journal of Utsunomiya University of International Studies).

The main works were divided into the many notions included in LLSC. Because of this
methodology, it is easy to see how trends in multicultural studies have developed since
its conception. As you can see in Table 6, the LLSC principles are divided into
categories and subcategories including detailed items. Furthermore, a fifth category

‘Others’ was used for papers that fell outside the four multi-factors main factors.

Table 6. Categories for classification and subcategories131

LLSC Sub-categories

(D Race @ Identities (3 Minority religion @ Minority culture

%Ii\lll)ng (® Minority living style ® Problems of ethnic group (7 Nikkei group
Case study (9 Others
(D Related to Japanese learning (2) Language problems 3 Bilingual
{f;)rnmg @ Special needs support (special education) (5 Academic skills

® Case study (@ Others

(D Bullying @ Relationships with teachers and friends ) Curriculum
School Activities

(SA) @ Pedagogy (B Textbooks ® Class/Classroom (7) Educational instrument

Case study 9 Others
D Policy @ Social support (3 Case study (Japan, other nations)
@ Social issues (& Others

Community Life
(CL)

(D Concepts of multicultural education
Others:

Different issues based on

the theoretical research (3 Multicultural education issues (Japan and other nations) @ Others

(@ History (including multicultural research)

1! Table 6 shows the four LLSC categories and their subcategories, however, the Japanese research (from 1985-
2011) was difficult to classify into only the four factors of LLSC, so I established one more factor O (others),
which included multicultural theoretical and conceptual frameworks such as history, norms, case studies and so
on. The results of O are discussed at the end of this section.
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As to the review of the Japanese literature using the LLSC framework, I started
with articles on multicultural education by Yamauchi (1985), Umakoshi (1986), Ban
(1986), Okuchi (1987), Motoyama (1988) and Tanaka (1989). The above 6 researchers
discuss comparative multicultural education, multicultural education in England,
American music education in California State, and the multicultural education of
Hawaii State. These are perfect examples of the international and comparative research
on Western society that was published as practical and theoretical methods in the 1980s.
In the 1990s, the research moves to ethnicity and ethnic identities from comprehensive
multicultural education. The main researchers were Imamura, Kato, Morioka and
Hatsukada. Moreover, in 1991/1992, the primary research focuses on the lives of
minority families (Moriyama), diversity multicultural education in Australia (Maeda),
and seminars between South Korea and Japan (Lee and Mori). Starting in 1993, a lot of
researchers started exploring multicultural education and multiculturalism by comparing
it with Australia, Asia, the United States and the United Kingdom. Authors include Mise,
Kogawa, Ohnishi, Mazuka, Simada, Lee, Sugitani, Yagisawa, Takai, Inoue, Kaneko,
Matsuo, Suzuki and others. Also in 1993, the research moved to ethnic groups, their
living, their learning, and their children in Japan (by Kogawa, Ohnishi, Matsukai and
others). Of special interest is the research started on Korean ethnic groups as one of the
titles in multicultural education by Lee, S. Additionally, this is when Shimada’s research
on Japanese learning and volunteering started. In 1995, school-related research started,
such as on curriculum (Iwasawa), foreign children in Japanese public schools (Urata),
and logicality in teaching, multicultural education (Endo) and others. In 1998, we find
research on minority children who cannot speak the mother tongue (Ota), Korean
schools (Lee), and “Nikkeizing” Japanese people who live in other nations (Nakayama
and Morimo).

In the 2000s, I found research on special needs education as part of multicultural
education (Matsunami) and the Chosen group (Koreans) in China (Dewa). In 2002/2003,
there is research on Brazilian Japanese education (Yamanouchi), native Taiwanese
people in Taiwan (Yang), multicultural education using the internet (Hara), and the
bullying problem for new-comers (Shimizu). Moreover, from 2003, there are a lot of
articles and research on multicultural education in child care and kindergartens. In 2005,
2007 and 2008, I found research on: ethnic groups in China (Tosaka) and Vietnam
(Ueno), self-esteem (Nogimori), an Indian international school (Tabushi), coffee
morning for parents (Karen), a coordinator with multicultural education (Sugisawa), and
counseling time for foreigners (Takeda et al.). Moreover, research on the notion of
citizenship started in articles by Hirasawa (2005) and Shirasaki (2007). From

2009~2011, one finds research on international (or immigrant) families (Tomiya),
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language and Japanese (Ono), the local government and multicultural education
(Watado et al.), support for Indonesian students (Murani), and many other case studies
in Japan (for example, in Yokohama city, Ueda city and Kanagawa prefecture).
Moreover, in distinction from other years, there is evidence of an increasing number of
coordinators doing research today. This means they have started to consider ways to
support minority families, teachers and local government in multicultural education.
Also, the Japanese researchers are interested in Western multicultural research on the
following: the Swann report (Okuchi), J. A. Bank (Katoh, Suzuki and Kanda), Chomski
(Terashima), Carl Orff (Mitshi), and Cummins (Motobayashi). To sum up, the number
of studies on multicultural education (including intercultural education, cross-cultural
education, and understanding of international studies) has increased in Japan from 1985
to 2011. However, it has not been a steady increase; it has increased dramatically in
specific years such as 1999 (30 articles), 2002 (37 articles), 2008 (40 articles) and 2009
(62 articles).

During 1999-2002, many case studies were still from North American and West
European countries and they were interested in the issues of preschool education as an
international perspective at daycares and kindergartens. In contrast, in 2009 and 2011,
Japanese research moved from North America, Australia and European countries to
Japanese cities such as Yokohama, Gunma, and Osaka. They mention the need for a
multicultural system between public schools and local governments, including a
commitment at the local level in order to train and teach skills to Japanese teachers and
multicultural education coordinators. In addition, some foreign researchers started to
study multicultural education in Japan and presented their national multicultural

education system or multicultural political system in Japanese papers.

3.1.1 Analysis of Japanese research on LLSC
The results of my LLSC analysis show that many studies were focused on the political
education system (SA, CL, and O (Others): 70%), such as the need for a multicultural
education coordinator (including a Japanese coordinator) at public schools, the need for
partnership programs between local governments and schools, reinforcement of learning
programs of the Japanese language, and others. The research on ethnic groups Living
situations (L1) and Learning (included bilingual) content (L2) was negligible compared
with SA, CL and O (Others).

Living (L1) was represented in the literature under several titles such as, minority
issues, identities, cultures, religions, policies, and means of support, Nikkei, and

minority groups living in other nations. The analysis of L1 includes nine concepts. I list
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them and their explanations below: (D Race (L1-1), @ Identities (L1-2), (3 Minority
religion (L1-3), @ Minority culture (L1-4), (& Minority living style (L1-5), ® Ethnic
group problems (L1-6), (D) Nikkei group (L1-7), & Case study (L1-8), and (9 Others
(L1-9). In L1, the highest frequencies were found within the subcategories of L1 are L1-
I(race), L1-6 (ethnic group problem), and L1-2 (identities).

The research on L1-1 includes: the problem of discrimination based on race in
Canada (Kodama, 2002); the notion of race using an ethnic approach (Manabe, 2003);
race and Korean cross-cultural education (Tabuchi, 1999); native ethnic groups and
multiculturalism (Konoshita, 2000); websites for Korean (Hashimoto, 2008); ethnicity
(Manazuru, 2003); and others. The research on L1-6 includes titles such as: “Speaking
of China, Korea and Asia” (Mazukai), “The Voice from Minority Parents” (Oido-mori,),
“Multicultural Education for All” (Matsumura), “Multicultural Education and Korean
Ethnic Group” (Takenoshita), “The Education Right of Korean Laborers” (Lee), “The
problem of Ethnic Groups in China” (Tosaka, 2004) and others. The research on L1-2
includes: the identities of Koreans (Lee), national identities (Noiri), cross-cultural
identities (Chikashi), and Nikkei identities (Okamoto, Iwasaki, Pereira). Moreover,
there was also other research on meeting minority parents in Nara city (Lee and Tabuchi,
2005), self-esteem (Nogimori, 2005), and others. Other research studies were on:
Korean ethnic groups in China (Dewa, 2001), Muslims in Germany (Saito, 2002),
museums and multicultural education for Nikkei in United States (Yano, 2003), and
education for Kikoku children (Japanese children who don’t speak Japanese) (Shibuya,
2003).

In my analysis of results on Living, the minority group most of the research was
based on was Koreans. It was started in 1993 by Matsukai and Lee. Most research was
based on support, identity, and culture except language because Koreans have no
problem speaking Japanese as compared with other ethnic groups today. However,
today the research is moving towards other ethnic groups such as Chinese, Brazilian,
Vietnamese and Indonesian. Also, the subject of identities was not only minority groups
living in Japan, it focused on Nikkei identities in other nations too. The research on L1
has not been sufficient enough in past decades to compare it with other factors like L2,
AS and CL. More than 70,000 people of a different race (including their minority
children and families) live in Japan today, and have lived in Japan for more than 100
years, with their own history, culture and identities. However, how has research on race
developed thus far? It has started as one of multicultural education research from 1990.
There have not been so many studies of race, because it is has focused on ethnic groups
in other nations such as Australia, Canada, the United States and so on. Future efforts

must be more practical and significantly research ethnic groups in Japan to build a
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multi-racial society in the future.

In Learning (L2) the following seven concepts were analyzed: (D Related to
Japanese learning (L2-1), @ Language problems (L2-2), @ Bilingual (L2-3), @
Special support education (special education, L2-4), (® Academic skills (L2-5), ® Case
study (L2-6) and (7 Others (L2-7). L2-7 includes: teaching and learning (Yonemura,
1999), language education from United States (Fuiji, 2001), the experience of learning
Japanese (Huruichi, 2002), the educational experience of students who study abroad
(Fuzita-Round, 2002), strategies of teaching (Nukaga, 2003), native Taiwanese (Yang,
2003), an immigrant English program in Australia (Watanabe, 2004), a comparative
study of special needs education (Arakawa, 2005), the Ainu name in Kanto areas (Major,
2007), learning networks (Sato, 2008) and language services from local government
(Watado, 2009). L2-1 includes: learning Japanese and volunteering (Simada, 1993),
Japanese school in an international school (Hara, 2003), the influence between Japanese
and non-Japanese (Shimizu, 2008), Japanese and multicultural education (Noyama,
2008), Japanese and immigrant marriage (Tomiya et al., 2008), support for Japanese
(Watado, Song, Takeda, Shiobara et al., 2009), a seminar program for Japanese
(Noyama, 2009), and so on.

Research that falls under different subcategories includes Japanese music learning
(Oku, 1995), bilingual education in China (Zhang, 1998), language education in
Australia (Suzuki, 2001), LOTE education in Australia (Suzuki, 2002), and the meaning
of the mother tongue (Oumi, 2004). Most of the research on L2 focused on how to learn
a language (Japanese) and it is increasing in case studies today. After Japanese, the
research then focused on bilingual issues or other languages. The first research on L2
was started by Simada from 1993 which was interested in the research from Australia. It
was concerned with policy, a language program, bilingual issues and other topics. In
addition, Major (2007) mentioned that a lot of the Ainu language remains in areas of
Kanto such as Tokyo, which was the first research related to the Ainu language and their
culture. From the results of L2, we see that a lot of Japanese researchers are interested
in L2, which addresses how to teach Japanese to minority children and their families,
and how they learn it. Moreover, published case studies in L2 show how Japanese
language programs progress in schools, universities and cities, and how it is one of the
ways to support language in Japan, where usually the research is focused on only using
Japanese, then considers bilingual and/or multi language options.

Within School Activities (SA) the following nine concepts were used for analysis:
(D Bullying (SA-1), (2 Relationships with teachers and friends (SA-2), @ Curriculum
(SA-3), @ Pedagogy (SA-4), (5 Textbooks (SA-5), ® Class/Classroom (SA-6), @)
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Educational instrument (SA-7), @ Case study (SA-8) and (9 Others (SA-9). In SA, the
highest numbers of articles were on SA-9, SA-7 and others (SA-3, SA-6 and others).
The research on SA-9 includes: multiculturalism and university students (Takeuchi,
1997), multicultural daycare in Japan (Oido-mori, 1997), school education and children
who don’t speak the mother tongue (Ota, 1998), school policy in Australia (Nakazima,
1998), a multicultural community (Makino, 1999), the parents program in US (Oido-
mori, 1999), teaching and multicultural education (Hirano, 2001), preschool education
and international perspectives (Karen, 2002), the interface of multicultural education
(Morimo, 2002), daycare culture in Taiwan (Hatsukade, 2002), tentative research for
multicultural education (Sekiguchi, 2004), school culture and multicultural education
(Hatanaka et al., 2004), developing a program for multicultural education and inclusive
education (Morimo, 2005), developing of materials and textbooks for multicultural
education (Yamanaka, 2009), cross-cultural education and teacher education (Kinoto,
2007), coffee morning (Karen, 2008) and others. The research under the category of
SA-7 includes: multicultural education in King School (Tsujino, 1994), minority
children in public school in Japan (Ureta, 1994), an infant and multicultural education
(Hatanaka, 1998), Korean schools and Korean (Lee, 1998), how to prepare schools for
multicultural education (Zhang, 1999), international understanding of education at
elementary school (Terashima, 2002), the issue of preschool education from an
international perspective (Shire, 2002), the notion of multicultural education in
preschool (Mitsui, 2002), Korean schools in China (Dewa, 2002), preschool education
in Seoul (Yamada, 2003), minority education in public school (Kimura, 2003), building
a multicultural school (Hirasawa, 2003), the kindergarten system in Vietnam (Ueno,
2004), preschool for Brazilian children (Nakagawa, 2004), an analysis of a curriculum
in elementary school (Nogimori, 2005), a Mexican school in Japan (Saito, 2006) and
others.

Research that falls into other categories (SA-3, SA-6 and others) includes: a
social studies and history class in elementary school (Yamazaki, 1995), logical thinking
and multicultural education (Endo, 1995), the effect of a classroom instrument method
on the attitude of students toward multicultural music (Ikehara et al., 1998),
international understanding and standard curriculum (Enoi, 1999), diversity and
multicultural education (Matsuo, 2000), international understanding education at
synthesis class (Tabushi, 2002), a teaching strategy (Nukaga, 2002), education for new
comers (Mioko and others, 2004), a multicultural curriculum for kindergarten (Hide,
2004), curriculum in Australia (Motoyanagi, 2005), social studies curriculum in New
York State (Kakami, 2006), an analysis of a language book (Ono, 2009), and events for

preschool (Hide, 2010). The first research on SA was about a music class in California
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from Motoyama (1989), in which he analyzed the framework of a music class in the
United States. The next research was educational research on a music class by Oka
(1991). It started as research related with SA. Most research on SA is influenced from
things like curriculum, classrooms and educational instruments, including case studies.
However, in the past decade the literature is lacking in research dealing with bullying
(SA-1) and relationships with friends and teachers (SA-2). Moreover, most research
concerning SA is focused on preschool, elementary school, university, and then middle
and high school.

Community Life (CL) research was analyzed using the following five concepts: (1D
Policy (CL-1), @ Social support (CL-2), @ Case study (Japan, other nations) (CL-3),
@ Social issues (CL-4), and (5 Others (CL-5). The highest numbers of articles on CL
fell into the categories CL-1, CL-2, and CL-3. The research under category CL-1
includes: support for foreigners (Takeda, 2008), the presence of coordinators
(Yamanishi et al., 2008), professional coordinators (Yamaguchi, 2008), coordinators for
multicultural society (Yananishi, 2008), the coordinator’s capacities (Suma, 2009), the
coordinator and Japanese support (Miyazaki, 2009), a coordinator in Kanagawa
prefecture (Tsuboya, 2009), a coordinator in Musashino city (Miyazaki, 2009), why
coordinators? (Kitawaki, 2009), the coordinator program (Sugisawa, 2009), policies for
coordinators (Yoshida, 2009), coordinators for a multicultural society (Sugisawa, 2009),
volunteering coordinators (Nara, 2009), coordinator teachers for higher education
(Matsuo, 2010), coordinators for counseling centers (Tanaka, 2010), coordinators for
international change (Kikuchi, 2010), the function of coordinators (Sugisawa, 2010), the
question of coordinators (Watado, 2010), expectations of coordinators (Mega, 2010), the
social significance of coordinators (Shiobara, 2010), the social coordinator of an
international company (Kodaira, 2010), the business man in multicultural society
(Miyasaki, 2010), a multicultural education coordinator in Kanagawa prefecture
(Yoshida, 2011), the research of coordinators (Yamanishi, 2011), coordinators for
anywhere (Nara, 2011), a coordinator in Yokohama city (Sato, 2011) and the Japanese
coordinator (Miyazaki, 2011).

Research included in CL-2 has articles on: minority education (Yuki, 2005),
inclusive society for families, school and society (Higgins, 2006), mental problems and
minority children (Abe, 2008), support networks in Tokyo (Sugisawa, 2008),
immigration support in Australia (Shiobara, 2008), counseling for multicultural society
(Sugisawa, 2009), a survey about foreigner support (Sugisawa, 2009), local cooperation
for international change (Fujiishira, 2009), a forum for the design of multicultural
society (Shimamura, 2009), foreigner teachers for multicultural businesses (Yan,
2010) and the network support for disasters (Aoyama and others, 2011).
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The research on CL-3 started in 1987 by Okuchi and Tanaka when they mention
the influence the Swan Report had on multicultural education in United States. The
research on CL-3 includes: perspectives on multicultural education in England (Okuchi
et al., 1991), national education for Indians (native Canadians) in Canada (Hirose, 1991),
foreigner education in Osaka (Sugitani, 1993), a practical model for multicultural
education (Sato, 2009), a support note for minority children (Sato, 2009), special
needs for minority children (Konda, 2009), multicultural society in Gunma prefecture
(Yamaguchi, 2011), and practical multicultural society in Ueda city (Koyama, 2011).

Other research and results covers the following: support for ethnic groups in
Japan (Onishi, 1993), multicultural views from students (Yano, 1999), minority children
in international policy (Kodama, 2003), local learning and international understanding
(Ohta, 2003), a note for mother and child (Kozaki, 2004), the role of translation
(Takahashi, 2009), the second barrier for foreigner counseling (Seki, 2009), know how
for cooperation (Sugisawa, 2009) and interviewing foreigners (Takeda and Hasebe,
2011). The research on CL has increased dramatically; especially CL-1, which is related
to investigations of multicultural coordinators, covers a variety of issues in the research.
This CL research began by examining Western democratic nations such as the United
States, Canada and Australia, however, it has moved to Japanese cities in present
research.

As the last factor in my literature review, I analyzed articles that fell into the
Other category (hereafter O in this chapter). It is distinguished from the “Others”
subcategory in L1, L2, SA, and CL. Its specific meaning in this chapter is as I described
previously. It is divided into the following three concepts: concepts of multicultural
education (O-1), history (including that of multicultural research) (O-2), and
multicultural education issues (Japan and other nations) (O-3). The O category had
higher numbers than CL, because much more research is interested in multicultural
notions, history, researchers (such as James Banks), and global multicultural
perspectives than in past decades. The highest numbers of articles from O were in O-3,
O-1 and others. The first article that falls into the O category started in 1985 and
contains a lot of research comparing many other factors. The research on O-3 started in
1986 by Ban with comparative research on multicultural education. From there, it
continued on with: the war on multicultural education (Nakazima, 1991), multicultural
education in Japan (Yagisawa, 1993), seminars between South Korea and Japan (Lee
and Mori, 1993), international cooperation in Japanese society (Yagisawa, 1991),
research on multicultural education in the United States (Tasaki and others, 1993),
research on multicultural education in England (Yada, 1993), multicultural education in

Australia (Inoue, 1993), a policy for multicultural education in the United States
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(Matsuo, 1993), multicultural education in Germany (Amano, 1994), notions of
multicultural education in the United States (Ebushi, 1994), American multicultural
education (Yokoda, 1994), multicultural education and the Swan Report (Noiri, 1994), a
case of multicultural education in the United States (Matsuo, 1994), multicultural
education in the EU and Italy (Chistoini, 1994), multicultural education in Canada
(Hirabayashi, 1994), learning in American multicultural education (Hirasawa, 1994),
multicultural education in North-East Asia (Sasagawa, 1995), multicultural education
(at museums) in England (Iwamoto, 1995), multicultural education from 1983 in
Australia (Mise, 1995), issues of multicultural education in England (Noiri, 1996),
developing multicultural education in Australia (Mise, 1997), anti-racist and
ethnocultural equity (Kishida, 1997), from melting pot to salad bowl (Oido-mori, 1997),
the question of American multicultural education (Endo, 1997), multicultural education
as the right education (Sowa, 1998), the problems of American multicultural education
(Ofuji,1999), understanding multicultural education in the United States and New
Zealand (Oba, 2002), understanding international education in Japan (Zhang, 2003),
developing multicultural education in Hawaii (Yamamoto, 2005), multiculturalism in
the case of Australia (Masanobu, 2006), policies for foreigners in Japan (Kitawaki,
2008), benefits of a free play room for foreign children in kindergarten (Mori, 2009),
multicultural education in South Korea (Oh, 2010), national citizenship (Kiritani, 2011),
and others.

The research on O-1 started in 1985 by Yamauchi and Umakoshi, they examined
the diversity and assimilation of education. The O-1 includes: diversity, culture and
language in Australia (Meda, 1992), ethnic groups and multicultural education (Kato,
1990), differences in learning (Suzuki, 1993), notions of multicultural education
(Asakura, 1994), challenges of multicultural education (Shiina and others, 1994), Post-
modernism and multicultural education (Asanuma, 1995), multicultural education (Gu,
2004), the significance of multicultural education (Paichadez, 2010), and others.

Research that fell into O’s others includes: political multicultural education
(Kogawa, 1993), developing multicultural education in Australia (Mise, 1993), the
history of American multicultural education (Kurihara, 1995), Chomski and
multicultural education (Terashima, 2002), diversity and multiculturalism in Japan (Qi,
2011), and others. My final thought on this research is that a lot of it was originally on
nations such as the United States, Australia, Canada and others. However, it has since
then moved to Japan, Korea and other Asian nations. The researchers were interested in
global issues of multicultural education such as diversity, equity, melting pot,
assimilation and post-modernism. They were influenced by American multicultural

education and so it has connected to Japanese multicultural education issues today.
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3.1.2 Summary of LLSC and socio-political approaches
The history of Japanese multicultural education goes back to 1980, but 1985 especially
is the year that started education research. It is divided into the LLSC ideas L1, L2, SA
and CL. L1 addresses personal factors such as the nationality of family members, family
history, different backgrounds compared with the majority group and others. L2 is based
on languages (including bilingual ability) and academic skills in school. SA also
includes curriculum, pedagogy, and critical educational issues in school. CL is based on
communication with social groups such as communities within the majority of a nation.
From my review of multicultural education literature in Japan, the articles fell in to the
following categories: O (others, 45%), SA (20%), CL (15%), L2 (12%) and L1 (8%).
Moreover, I analyzed them in two more ways; human factors and environmental factors.
The Japanese research was more interested in environmental factors (43%) than
human factors (20%) related to multicultural education. This means environmental
factors such as policy, society, school curriculum and educational instruments were
more researched than any other factors. However, in the past L2 (Japanese language)
was more researched than race, culture, living situations or identities. This is an
important point that distinguishes Japanese research from Western research on
multicultural education, especially the United States. A lot of studies related to
educational, social and cultural issues deal primarily with human factors, especially
related to race. This means it has been preserved in most journals in the United States
still now as the focus of much research. (because of Western society’s history of racism
and discrimination against African Americans). On the other hand, in Japanese research
there are studies on Koreans (Mazukai, Lee et al., 1993) and other minority groups
(Chinese, Taiwanese, Brazilian, Spanish, Vietnamese and Indonesian people). However,
these studies are not related to L1-1 (race), they are lacking this part of multicultural

education research.

3.2 Educational approaches

In regards to educational approaches, I analyzed the national curriculum and social
studies textbook and did research on public elementary school teachers’ consciousness
and minority parents’ thinking in South Korea and Japan. Educational approaches
include practical issues such as educational trends, teachers’ thinking and the school
system including class environment, relationships between school teachers and
minority parents, and the contents of teaching guides for textbooks. In the present day
those are very important topics in order to understand practical trends of multicultural

education now.
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3.2.1 The national curriculum in Japan'*

Even though the numbers of minority children have increased, the school curriculum,
text books and school environments still focus primarily on the children of the
dominating majority in developed and so-called democratic nations. Likewise, as a
consequence of globalization, the number of minority children attending Japanese
public schools began to increase in the 1980s. As the number of minority children
increased, they lacked Japanese language skills and other academic skills and faced
problems understanding the Japanese cultural background. Therefore, in 2011, the
Japanese government under the auspices of the Ministry of Education, Science, Culture
and Technology (hereafter, MEXT) established a guideline for multicultural education
for school teachers and local governments. As MEXT tried to create a system for
multicultural education, one could wonder why they needed critical multicultural
education in the first place? And why, despite establishing new guidelines, has there
been no progress in multicultural education? My answer is that there has been a lack of
diverse and equitable methods for practical multicultural education. Furthermore,
another important question has not been answered: for who is multicultural education
intended? Is it for school teachers, for the government, or for the children? Japanese
officials should therefore further define, examine and consider broader notions for their
future education system. Multicultural education is needed by all students, schools and
nations in order to develop a sense about varying human and environmental
backgrounds.

This section shows the need for reform of multicultural education from the point
of view of a government document in Japan: MEXT’s Gaikokuzingzidosetono Ukeireno
Tehiki (The Guideline for Acceptance of Foreign Children/Students into Japanese Public
Schools, 2011). Since 1991, MEXT has published yearly research reports. The primary
research subjects of their investigations have been foreign children/students who are
non-Japanese speakers with different backgrounds. According to MEXT (2011), the
numbers of minority children who were non-Japanese speakers was 28,575 in 2011.'%
The Gaikokuzingzidosetono UkeirenoTehiki (2011) established four means of support

134

for foreign children/students in public schools. ™" The contents are as follows:

32 This section discusses the national curriculum in Japan as an example in order to show the need for a LLSC-based educational
approach. Japanese curriculum is organized by the government and it advises the entire country on most things in the school
system: curriculum, teachers training, educational departments and so on. Other countries in North America and/or Western
Europe often have schools organized by teachers, local educational committees and others, not by nation-wide governmental
decisions. This was one of the reasons I decided to do an analysis of the Japanese national curriculum in the study.

'3 Elementary schools: 19,504; Middle schools: 7,576; High schools: 1,365; Special schools: 98; others: 32. The total number of

foreign children/students in Japanese public schools is 79,981. Please see more at:

http://www.mext.go.jp/a_menu/shotou/clarinet/003.htm (20 May, 2011).

The Japanese government document, Gaikokuzingzidosetono UkeirenoTehiki was published in 2011. Please see more at:

www.mext.go.jp/a_menu/shotou/clarinet/002/1304668.html (as of 18 April, 2011).
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a) Placement of more Japanese language teachers in public schools.
(Currently, the total placement of Japanese special language teachers is 985 in
junior high schools and elementary schools throughout Japan.)

b) Workshops for Japanese public school teachers.

¢) A guideline for foreign children/students in Japanese public schools.
(This guideline is for international parents who are thinking of sending their
children to Japanese public schools in the future.)

d) Conduct research on foreign children/students (via survey) and a Japanese as a

Second Language program.135

These support measures were planned for foreign children/students who don’t speak
Japanese. It is difficult to agree with this plan because I believe that there is a lack of
diverse and equitable multicultural educational support methods. For example, there is
no knowledge exchanged between minority families, school teachers and policy makers.
Moreover, this cannot be labeled critical multicultural education when minority children
have to learn Japanese or else have to move to toridashi classrooms (special classrooms
where they study with disabled children). Just because they are not Japanese, speak a
different language, eat different food and have different identities, they should not have
to learn separately. Unfortunately, minority children still have no chance to make friends
in their schools, judging from the above tactics of MEXT. The program was researched
and developed only for school managers, Japanese teachers and local education

committees, not for minority children and their families.

3.2.2 Social studies textbooks in Japan'**®

Students are rarely invited to reflect critically on their own schooling and learn to accept
inequality as normal; textbooks and school curricula fail to encourage students to ask an
assortment of critical questions (Bigelow, 2004). Since its earliest conceptualization in

the 1980s, ideas about international education, global education, inclusive education,

135 . . . . . . . .
Japanese as a second language is being developed in academic and educational instruments in public schools

today. Many researchers have proposed new ideas of learning Japanese in their studies. For instance, Shinya, M,
Yamada, I. et al recently published the study, “Theoretial and empirical research for the establishment of the
Japanese language education grantee act from the viewpoints of language education in public law.”

See more at https://kaken.nii.ac.jp/pdf/2011/seika/C-19/34407/21320097seika.pdf (as of 1 Dec., 2014).

In my pre-research, I found that social studies textbooks showed international contents (in the Kyokakaga kyoiku).
Japanese morality textbooks in elementary school do not have Kyokaka and also morals class doesn’t matter
much in the educational program (e.g. they use the Kokorono Note instead of a textbook and there are no exams).
That’s one of the reasons I chose the social studies textbook for this research. Moreover, after examining many
school textbooks such as Japanese, science, mathematics, and others, social studies is the most related to living
and learning in home, school and society. Additionally, other textbooks do not include much multicultural content
for comparative research. Lastly, I researched MEXT and its teacher guidelines however, MEXT does attempt to
put diversity, difference and equity ideas into social studies.
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human rights education, and ethnic education have been spreading in East-Asian nations.
With the rapid increase of the number of immigrant children in schools and Japanese
society, more support for international children, their families and communities is
needed (e. g. using two languages in education or the presence of a multicultural
education coordinator in school) to help children into the critical local multicultural
education system. Japan has recently experienced important shifts in what was once
seen as a stable, homogeneous, and orderly social environment, foremost among them,
the challenges facing Japanese society are those involving the educational system,
educational concepts, and educational philosophy (Willis and Yamamura, 2002). Thus,
it is important to create curriculum materials (such as textbooks) that provide diversity,
equity, and multicultural contents for all children. However, in spite recognizing the
need for a new multicultural paradigm in recent decades, many school curriculum
materials like social studies textbooks have not included multicultural contents yet,
especially in East-Asian nations.

Recently in multicultural education research, social studies have often become the
subject of research, such as by Yao and others (2009), Terra and Bromley (2012), and
Nakayama (2006). Yao and others suggest, “The successful attainment of such a goal
depends to a large extent on the use and quality of curriculum materials” (2009, p.2).
Also, Terra and Bromley state: “Teachers and scholars should continue to articulate the
silences in textbook accounts to give voices to perspectives still underrepresented, and
challenge social science textbooks to more fully reflect the diversity of peoples and
historical experiences in contemporary society” (2012, p.141). Nakayama (2006) argues
that most Japanese social studies textbooks write about multicultural topics as one unit
in a studies textbook, in ‘The Additive Approach’ (from Banks’ four levels of
integration of ethnic contents.) Can a critical analysis of social studies textbooks open
the way for a better approach to teaching and learning multicultural education based on
a democratic system? And what are the different and unique areas of social studies from
other developed countries? I examine current practices facing Japan on multicultural
issues by looking at the contents of social studies textbooks. Moreover, in this
investigation, I establish diverse and equitable practical support factors through the
LLSC framework’s four principles: Living (L1), Learning (L2), School Activities (SA)
and Community Life (CL). 1 argue that every person who helps to create textbooks, such
as educational policy makers, school administrators, teachers, (and in fact, all of
society) need to consider these LLSC factors to create a system for multicultural
education within the contents of social studies textbooks and to examine how the school

subject of social studies has been taught in Japan in order to provide a LLSC framework.
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3.2.2.1 The research subjects and data procedure

The first type of methodology is a critical textual analysis. A critical textual analysis is
different from a narrative textual analysis, which tends to trace a series of events. The
critical textual analysis in this study involves first collecting a large number of texts
which describe multiculturalism and multicultural education about newcomers in
Japanese elementary school textbooks, mainly published by three companies, in 2011. A

detailed methodology is shown in Table 7.137

Table 7. Categories of LLSC in an analysis of elementary school textbooks

Textbook A: Textbook B: Text book C:
(Syogakou Syakai (Atarashi Syakai (Syogakou Syakai

Kyoiku Syupang in Tokyo) Tokyo Syoseki in Tokyo) Nihon Bunkyou in Osaka)

I Living Community Life I

Food from where? Fukuoka city and many nations
(pp-64-65 and p.89 and K-303) (p-159 and p.161 and K-304)
Let’s introduce Japanese food to foreigners The world map
(p-101 and K-503) (K-503)
Interviews with Japanese workers abroad Kobe city and the world
(p-131 and K-503) (pp.154-155 and T-302)
Disabled people and old people in factories Okayama prefecture and the world
(p-147 and K-503) (p-153 and N-308)

Japanese and European people
(p-61 and K-603)
Japanese immigration
(p-115 and K-603)
Why did Korean and Chinese people come to
Japan? colony problem
(p-121 and K-603)
The variety of housing in other nations
(p.51 and N-507)
Laborers in Japanese factories
(p-35 and N-508)
Human rights (about discrimination of Ainu and
Koreans (N-608)

In Table 7, I analyzed the data using LLSC data processing. For the first step of

LLSC analysis, I established symbols for each category, which are easy to understand

7 Data results are in Appendix 2. As mentioned in the text, Table 7 only shows two LLSC factors, Living and
Community Life, because the Japanese social studies textbooks examined only contained contents related to L1
and CL.
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and analyze: L1 =rl (race and human rights), el (ethnicity), gl (gender and disability),
r2 (related to living, food, buildings, and so on), and pl (psychology such as self-
expression and self-determination). L2 = 11 (language), bl (bilingual issues), al
(academic skills), and s1 (socio-cultural learning). SA = c1 (curriculum), p1 (pedagogy),
sl (school system), tl (teachers and classmates), and t2 (textbooks). CL = cl
(communication between a minority group member and the majority/society), cl
(cooperation between the majority/society and a minority group member), nl (network
and partnership), and s1(sharing and understanding between the majority/society and a

minority group member).

3.2.2.2 The analysis of social studies textbooks and LLSC results
According to the MEXT website, especially in a document from 2007, The Central
Council for Education (hereafter CCE) organized a discussion time for social studies in
elementary school and junior high school. In their paper, they examined the general
outline for social studies in elementary schools. According to the CCE paper, there exist
a lot of differences in the world, and therefore “Japanese children must be curious about
those differences.” They go on to suggest actively teaching these differences in social
studies class in the 3rd and 4th grades of elementary school. However, according to my
research, these activities only appear in 11% of the textbook contents. (LLSC analysis
of 16 Japanese elementary text books, 14 times. Sum total: 126). Multicultural aspects
are focused on especially in L1 and CL. For example, the analysis shows under Living
(L1): Food is from where? (pp.64-65 and p.89, K-303), Let’s introduce Japanese food to
foreigners (p.101, K-503), Interview with Japanese worker abroad (p.131, K-503),
Disabled people and old people in factories (p.147, K-503), Japanese and European
people (p.61, K-603), Japanese immigration (p.115, K-603), Why did Korean and
Chinese people move to Japan? (p.121, K-603), The variety of housing in other nations
(p.51, N-507), Laborers in Japanese factories (p.35, N-508), Human Rights
(discrimination of Ainu and Koreans, N-608). In Community life (CL): Fukuoka city and
many nations (pp.159-161, K-304), The world map (K-503), Kobe city and the world
(pp.154-155, T-302), Okayama prefecture and the world (p.153, N-308).

In Table 7, this LLSC analysis is based on several sub-categories (keywords) and
analysis was implemented 3 times. Moreover, Table 7 shows that A, Syogkusyakai
(Kyoiku Syupang) > C, Syogakusyakai (NihonBunkyou) > B, Atarashiisyakai (Tokyo
Syoseki). It was clearly evident which publisher had more multicultural aspects included
in the contents. However, each textbook series has common aspects such as knowing

about Machi, kinds of work, visiting factories, and so on. In addition, Table 7 shows the
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editorial committee of each book series includes only university professors and school
leaders (C does have one member of an educational center). My analyses of the
elementary school textbook contents are as follows: firstly, there are numerous times
where the words ‘we,” ‘our,” or ‘us’ (minna no, watashitachi) are used rather than ‘L’
‘my,” or ‘me’ (watashi). For example, our street and our city, our shopping, our living
and so on. Secondly, the focus is on pride in Japanese culture. For example, Japanese
food is claimed to be healthier than other nations’ as well as higher quality (concern
about whether international products are safe or not), Japanese industry is praised
(‘made in Japan,” famous Japanese car industries), and so on. Thirdly, international
contents are divided three ways: image, relationships between countries, and roles in the
world. The contents are focused on what aspects of Japanese culture give a good
impression to foreigners, which nations have a good relationship with Japan today, and
what the Japanese role is in world organizations (e.g., UN, WHO and so on).

Through this research I explored elementary school social studies textbook
contents in Japan using the LLSC methodology and framework and analyzed the results
based on LLSC. According to the LLSC framework, the results conclude that social
studies in Japan need more voices of minority children in living, learning, school
activities and community life. In the textbooks examined, they are still not using
terminology such as multiculturalism, diversity, equity or difference, they are still using
only one term, “international understanding” in their curriculum, although there are
more than 80,000 minority children living in Japan today. With this attitude, the
Japanese government acts aloof and seems like it does not consider multicultural
education as one of its responsibilities. The Japanese school standard curriculum
maintains a dubious attitude on contents. In conclusion, Japan is in the midst of school
reform (Komatsu, 2002), but their standard curriculum and school materials seem to
emphasize a desire to develop more internationality without using the transformation or
social action approaches (Nakayama, 2006). According to Terra and Bromley,
“textbooks remain one of the most widely used and influential classroom resources
around the world” (2012, p.141). In order to develop social studies, that should focus on

multiple voices and multiple perspectives.

3.2.3 Multicultural aspects in teacher’s consciousness'*®

What do Japanese teachers think of their mono-cultural standard curriculum? The

138 . . .. .
The reason that I chose Japanese public elementary schools and elementary schools attached to universities of

education (main survey subjects) is as follows: firstly, both of these types of elementary schools reflect the
government's educational policy much more than private elementary schools. Secondly, both have many teachers
who graduated from an education department that was influenced by current government educational policy.
Data results in Appendix 3.
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Japanese standard curriculum is focused only on their national and traditional standard
culture. The most important point is that every textbook is based on the Japanese
standard curriculum and every school teacher has to teach children (including minority
children) using the Japanese standard curriculum. The Japanese boy I interviewed never
thinks of himself as a minority child. He always says to his mother, “I am Japanese, I
am not Korean and I am not a mixed child.” Most minority children have to think of
themselves as Japanese in their schools in order to assimilate. Moreover, a shortcoming
of the Japanese government is that school teachers are still expected to use the standard
Japanese curriculum including the limited and discriminatory contents; this means
minority children do not have the same opportunity because of the educational law.

This study is intended as an investigation of LLSC ideas of multicultural
education in public Japanese elementary schools, using research subjects and data
processing. The methodology proposed here is a questionnaire which consists of four
parts (representing the four aspects of LLSC) with 43 questions (with scores from 2 to
4). These were distributed to public elementary school teachers in Japan. I sent 500
surveys (questionnaire form) to Japanese elementary schools attached to the national
universities of education in Hokaido, Tohoku, Kanto, Kitasinsyu, Tokai, Kinki, Zugoku,
Sikoku and Kyusu regions. The participants were 80 elementary school teachers and the
data was gathered from December, 2011 to January, 2012. The aggregate rate of the
survey was 16% (80 out of 500 surveys were returned). The following are the

elementary schools in Japan that were surveyed.

3.2.3.1 LLSC results and analysis of school teacher’s beliefs

Every participant had had experience with at least one minority child in their classroom.
The questionnaire was a qualification survey item. 72.8% were male elementary school
teachers and 26% were female elementary school teachers (1.2% no answer). The age
groups of the teachers were: in their 40s (46.4%), 30s (35.2%), 50s (15.4%) and 20s
(3%). Moreover, 40% of the Japanese elementary teachers (hereafter, J teachers) did not
understand exactly what multicultural education means. Only 20% of teachers
understood the meaning of multicultural education. Also, only 18% of J teachers had
participated in a multicultural education seminar. About 45% of J teachers had no
positive thoughts on multicultural seminars, conferences, books and others. As a more
inclusive and accepting multicultural environment is needed for minority children, I
believe that teachers have to try to gain more information and knowledge of
multicultural education, as otherwise minority children will not have an equal chance

when attending Japanese elementary schools.
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As regards Living (LI), 1 asked 10 questions related to personal information,
identity, culture, living style and others of minority children. Most J teachers had a lack
of personal information about the minority children’s background. The results of L1 are
the following: J teachers think that minority children need some support from them.
Also, 47% of J teachers answered there were no problems with the identity of minority
children in their classroom. On the other hand, they answered that the minority children
have problems with social relationships, self-expression and others. Also, they marked
that the biggest problem minority children have is communication for daily living. They
say, although the minority children learn to speak the Japanese language very quickly,
reading and writing of Kanji (Japanese characters) is difficult up to a point where some
children cannot acquire this skill. They wrote that, “Minority children have different
living styles at home, different food and a different language. That is why it is too
difficult to teach a different living style to them as a Japanese teacher.” The J teachers
answered that they want to know the living style of minority children. However, they do
not share and try to get information from the minority parents, because they think that
“minority parents cannot speak Japanese and I cannot speak the minority language
either, so why communicate with them.” This shows a need for people who can translate
for them in their schools.

In regards to Learning (L2), 1 asked 10 questions related to language and
academic skills to J elementary teachers. Most J teachers answered that the biggest issue
is language, especially to write Japanese characters. According to J teachers, generally
young minority children learn Japanese very quickly. However, they have problems
writing Japanese characters. 65% of the J teachers hope to have a personal Japanese
teacher for minority children in a special classroom. From my perspective, the most
interesting answer was that only 20% of J teachers answered the bilingual question,
“what is the meaning of bilingual or have you ever heard the term of bilingual?”
Moreover, the important thing they answered is that they do not a need a new political
system for bilingual education in their country. In addition, I also questioned them about
what is the best and most useful language for minority children? Nearly 50% of J
teachers answered that both (Japanese and their mother tongue) is best for them. A few J
teachers answered that the minority children have to decide which language they want
to use, or could use English, depending on their situation and language capacity.
Moreover, most J teachers want to solve this problem in collaboration with the minority
family (30%), other answers included, the government has to make a decision, and the
minority families, school and government have to make a decision together.

For School Activities (SA), 1 asked 10 questions related to the need for school

activities, counseling with minority parents, sharing information with classmates,
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problems in the Japanese standard curriculum, the school system for minority children
and others. SA hopes for active cooperation between minority and majority children,
teachers, and parents through them. According to J teachers, they had difficulties
connecting with minority children; however they do not know how to deal with this
problem, how to understand each other, or how to address their needs. Only 4 J teachers
answered that they could deal with this problem. Besides, only 7.5% J teachers took
time for counseling with minority parents. Most J teachers answered that there is no
need for counseling time with minority parents. In the last question related to SA, I
asked about the biggest issue in Japanese schools for multicultural education today.
Most J teachers answered that the problem was language (43%), consciousness and
recognition of their fellow Japanese teachers/friends (21%) and others. Also, 67.5% J
teachers answered that minority children have to learn Japanese using the standard
curriculum.

I propose that Community Life (CL) is related to how to connect in social
communities through things like partnership programs between minority families, local
government and school teachers. I asked 10 questions to J teachers about CL and the
results are as follows: 61% of the J teachers do not exchange or share information with
local education centers or local multicultural centers. However, 70% of J teachers hope
to make a community education program that unites minority parents, teachers and local
government. The most interesting point of CL is that the majority of J teachers (70%)
said they hope to make a multicultural society. However, they do not consider it
absolutely necessary to make new multicultural education laws or change the political
system for the future. In the final question, I asked, “Why doesn’t multicultural
education progress in Japan today?” 50% of the J teachers answered that it is “the
recognition of the Japanese society,” 19% of J teachers answered that it was because of
“the social system such as nationalistic laws and the social environment.” I asked before
which of the four LLSC factors was the best and most useful in Japan? The answer was
L2 (especially language, 53%). I asked the same question to minority families. Both
teachers and minority families answered L2. J teachers have considered the need for
multicultural education in their education system. However, they do not want to change
the present educational laws or make a new standard curriculum. Multicultural

education based on more discussion and research is necessary.

3.2.3.2 Summary of LLSC results and teacher’s beliefs
What is the reason for no progress in multicultural education in Japan today? I argue

that one of the reasons is the lack of understanding and information between minority
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groups and the majority group in Japan. There is a big barrier between minority groups
and the majority in Japanese society. The group is more important than the individual in
Japanese society today. They feel that if they belong to a group (organization), it makes
them harmless, peaceful and trustworthy in society. This is one of the reasons that
assimilation and nationalism are exploited. The Japanese think that assimilation and
nationalism are beneficial for a powerful society.

From the 1990s many minority children were bullied by majority children at
school and many minority children, especially South American immigrant children,
became hikikomori (stop going to public school and stay at home), committed suicide,
or committed violence and crime in Japan. For example, the Yomiuri newspaper (Oct.
2010) reported that, “A minority child committed suicide because of bullying at school.
% She always ate from her lunch box alone. Her classmates talked roughly to her
because her mother was from the Philippines.” Much of the media does not deal with
this problem seriously. However, she was only 12 years old. This is not the first time in
Japan. Similar accidents have happened and are happening today. According to her
mother, it happened because “I am a Gaijin” (an impolite expression meaning a
foreigner in Japanese). It is very important to build a good understanding between
minority families and the Japanese. I asked Japanese elementary school teachers, how
many times do you explain the difference between minority children and Japanese
people to their classmates in your classroom? Only 23% of the teachers answered that
they were doing it (only a few times). Moreover, only 0.7% teachers take time for
counseling with minority parents. Many teachers find that there is no need for
counseling time with minority parents. As I mentioned earlier, many Japanese still do
not recognize the need for multicultural education, especially in their laws and social
system. I focused only on Japanese elementary school teachers and two minority
families in this paper. However, only 22% of teachers answered that “We need a new
law and social system related to multicultural education.” Also, 51% of teachers
answered that “there is a lack of recognition for multicultural education today.”

The Japanese government does not provide equal privilege for minority people in
their laws. For example, if minority children want to go to a Japanese public elementary
school, they can do that. However, if they want to stop going to school, there is no
problem either. In other words, their obligations and rights are different from those that
Japanese children have. This is one of the reasons for being called gaijin in Japan. In

1990, the Japanese government revised the management of foreigners in the nation,

139 See more at: Yomiuri Newspaper (2010). Gaikendesabetsunokachikan, Yomiurisinbun. ONLINE, from
http://www.yomiuri.co.jp/e-japan/gunma/feature/maebashi1288626975446, Yomiuri Newspaper (2013). Doutokunotikara 1:
Kyokakahenotuzukumosaku (23 May, 2013) and Yomiuri Newspaper (2013). DoutokunoKyokaka.(19 May, 2013).
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because of the immigrants from South America (especially from Brazil) who could
work as cheap laborers. However, these cheap laborers had to go back to South America
after finishing their contract, as this was one of the contract conditions for foreign
laborers. In my research, most Japanese elementary school teachers think that foreigners
are here to stay only for a temporary period and do not need laws, a social system and
consciousness in Japan. I attempted to analyze the LLSC which is essential to provide
school education for minority children in a non-inclusive society such as Japan. The
LLSC established diverse and equitable support as one of its methodologies. Using the
LLSC I discovered it easy to understand the needs of multicultural education for
minority parents and elementary school teachers. Moreover, it was easy to discover the
big questions and main issues related to multicultural education. According to the
Japanese teachers in this paper, 70% of the teachers and minority parents hope for a
partnership program between them and local government through LLSC. Minority
children experience various environmental factors, and are influenced more by the
standard curriculum, majority culture, textbooks, majority television, books and movies,
and all that they learn from majority friends and school teachers than the influence they
receive from their families; we have to consider a more diverse and equitable support

methodology for minority children.

3.2.4 Multicultural aspects in minority parent’s consciousness'*’

An interesting case of a minority family in Japan and one minority family in the United
States is examined. You can compare how different the environmental factors and
human factors are between the Japanese and American educational systems for minority
families using LLSC. My data method was, I interviewed several minority participant
families using LLSC questions in Japan and the United States in 2011. In this chapter
only two participants of this research are presented, one is a minority family in Japan (I
will call them the J family) and one family in the United States (I will call them the U
family). There were 24 questions and it took more than 30 minutes to have these
answered. The interview language was in Korean. The interview areas were an office in
the United States and a coffee shop and school in Japan. The J family consists of a
Korean mother, a Japanese father and two children (the first son has autism spectrum
and developing disorder), living in Utsunomiya city in Japan. The U family consists of a

Korean mother, a Korean father and one (deaf) child living in Bloomington, Indiana in

140 e . e . . ..
The reason that I chose these two families is as follows: the two families have different environments but similar

personal factors, which mean they are in different foreign countries, living environments and educational systems,
but both families have a disabled child and live outside of Korea. I believe these research subjects and their case
studies will improve the diversity, difference and equity spectrum in my study. Data results are in Appendix 4.
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the United States. These two minority families have absolutely different results in living,
learning, school activities, and community life. The results are given below.

In Living (LI), the J family is a result of an international marriage that has two
different cultural backgrounds, Japanese and the other Korean. However, most food,
their housing style and most things in life are based on the Japanese culture. Moreover,
most care for the J children is done by the J mother. She makes lunch boxes for the J
father and does all house work. The J father spends most of his time outside, even
during weekends. On the other hand, the U family lives as one of many ethnic groups in
the United States. They maintain a Korean style of living. They often buy Korean food
in Chicago. The U mother is busier with her job than the U father and most of the care
for their child is done by the U father, as the U father is allowed to take one day off per
week to take care of the U child.

In Learning (L2), the big difference was using a language (L2). The J minority
family members use only Japanese and nobody knows Korean except the Korean J
mother. She wants to teach Korean to her children but her son is too stressed to learn
Korean at home and he wonders why he should learn Korean. On the other hand, the U
minority family has no problem with language, which means the minority child uses
Korean at home and English at school. According to the U minority family they are
satisfied that their child speaks two languages. Of special note, the U family wants to
speak Korean at home with family members and they think that it is best for them to do
this in the United States. The J minority mother cannot speak Japanese very well. She
has some communication problems at her children’s school, especially with their school
teachers.

In School Activities (SA), the U parents get much information from school
teachers and they can share their views with teachers very often. The U parents are
satisfied with the United States school system because the school teacher sends mail and
letters to parents most days and they can easily and often talk with the teacher. They
also mentioned that their minority child easily makes many friends in sports clubs such
as soccer and swimming so there are not many problems in making relationships with
other children. However, the U parents want their minority child to develop more
academic skills and to do more homework in school and at home. In contrast, it is
difficult for the J mother to have any counseling time with school teachers. Japanese
schools have only one personal consultation time for parents at the start of each
semester, and according to the J mother, it is not enough to talk with teachers. She
therefore tries to go to school events, school festivals, school tours and the school
cleaning day, which means she goes to school once a week for her two sons. The only

reason is that she wants to meet and talk about her children with the school teachers.
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Moreover, she seems to think that she has to have a good relationship with the teachers
for her children’s sake.

In Community Life (CL), both minority families have a lack of communication
with the majority group, such as information about foreigner services from the local
cultural center, and they want to share some information within their own ethnic group.
However, both families tried to participate in the social community as a member of the
local group. In the CL analysis of these two minority families, the results change based
on many more factors than L1, L2, and SA, as in my pre—study.141 Which means CL is
greatly influenced by what kind of nationality a family has. For instance, in my research
on the U and J families, the results showed big differences in the results of CL. The U
parents were the same nationality (Korean), but the J parents were of different
nationalities (Japanese and Korean), thus the CL results showed differences such as the
J family was more actively trying to participate in the Japanese community.

LLSC makes it easy to draw up support plans not only for minority children and
their families but also for school teachers. I contend that it is easy to understand the
minority family environment, their thinking, desires and needs. Consequently, you can
consider support methods and we need to support minority children and their families.
Most minority families have trouble choosing an educational institution, dealing with
different educational views and the education system, relationships with friends and the
school teachers. In addition, the most important point is the common place between the
minority parents and school teachers. According to Joshi, Eberly and Konzai (2005),
“Negative and/or stereotypical teacher’s attitudes towards parents derive from cultural
blinders. The lack of understanding of the underlying beliefs about the parents goals for
child-rearing and education may lead to an unarticulated clash with educators’ values
and beliefs” (p.12). We need to consider how teachers and minority families understand
each other’s culture and how to reduce the barrier of negative stereotypes coming into
the relationship between parents and teachers.

3.3 LLSC practical assessment approaches

LLSC is introduced as a practical methodology, and it will be explained how to
use/apply it in schools and society in practical ways. As for the use of diversity,
difference and equity thinking, I visited several elementary schools in Guam, the United
States and the Netherlands that already were using aspects of the diversity, difference

and equity spectrum. In this section, I discuss my observations made at those schools.

“I'n my pre-study, I talked with minority families (four in Indiana and four in Japan) in 2011-2014. Most minority
families were similar in several categories, such as minority families that showed specific features of marriage
(depending on if it was an international marriage or not).
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Also, a practical handbook (or teaching guide, or guide plan) for how to use LLSC in
classrooms based on diversity, difference and equity spectrum ideas will be introduced.
Moreover, the design of the guide plan will promote the diversity, difference and equity

spectrum.

3.3.1 Application of LLSC in school environment'*

As 1 mentioned previously, the diversity, difference and equity spectrum is based on
areas where critical thinking is used (examined earlier in Chapter Two). Examples of
these areas are: power, freedom, democracy, knowledge, etc. The concepts examine
practical perspectives on the school system, curriculum and teacher’s consciousness.
However this does not apply in general to textbooks and curriculum contents, the
framework of the contents are determined by the diversity, difference and equity
spectrum which are based on a general education curriculum. Thus, I distinguish
between two practical aspects: case studies and a handbook for classroom practices. |
will answer the question, “What is a school that has diversity, difference and equity?” I
will describe my observations of present conditions of multicultural education aspects
such as the curriculum, school system, educational goals, and educational services, what
kind of support exists for minority children who do not speak English, their parents, an
ESL program and others. Secondly, the question, “How can we apply this LLSC
handbook as a guide in a classroom without diversity, difference and equity?” will be
answered. Here, the diversity, difference and equity spectrum in the classroom is
divided into the LLSC’S four fundamental factors of living, learning, school activities

and community life.

3.3.2 The importance of LLSC for schools

Many schools are organized by the government as it manages the national curriculum,
teacher training, educational programs and so on. It still happens many times in school
situations, including many educational instruments; it is not difficult to see in our

society and life. 143

These kinds of issues are quite typical, and in general have become
problematic today. Many multicultural thinkers such as James Banks, Christine Sleeter,
and others have raised questions as well. For instance, Banks (1994) suggests improving

critical multicultural education by changing the curriculum, school reform, changing

142y analyze school environment in diversity, difference and equity.

3 Most local government wants to manage the educational system and inject their government policy thinking in
schools. Thus, much of the educational system is still organized by a government party even several years after
their election.
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teacher’s power, and new textbooks.'* Schools embracing diversity, difference and
equity will apply these concepts of human rights, justice and democracy to all
individuals. Thus, a school with the diversity, difference and equity spectrum must be
based on them.

For this research, I visited three elementary schools. The Providence International
Christian Academy in Guam was visited in April 2012, the University Elementary
School in Bloomington, Indiana was visited in September of 2012, while Basisschool de
Springplankin Eindhoven, the Netherlands was visited in October of 2012."* All three
elementary schools have creative programs, a curriculum, and teaching and learning
programs for both minority and majority children. Examples include things like:
individual educational programs, textbooks, parent access, and English as a second
language programs. I will describe the curriculum, textbooks, teaching programs, etc.
ascertained through interviews with school organizers, teachers and supports teachers,
and documents from their homepages. The main analysis of school systems are given in
Table 8.

144 Banks, J. (1995). An Introduction to Multicultural Education. Massachusetts: Alley and Bacon.

%> The reasons I chose these three elementary schools are as follows: they are located in countries with some of the
most multicultural populations in the world such as Western Europe and North America. As I have conducted my
research on trends in Japan for the past 30 years, I have noticed most Japanese research has adopted those
countries’educational political systems. Lastly, in my previous research I found these elementary schools used the
diversity difference and equity spectrum very well and I believe they make excellent cases studies for LLSC ideas,
such as how to apply the diversity difference and equity spectrum in schools and how to develop critical
multicultural education for minority children.
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Table 8. Data sources: features of three school systems

Providence International

Christian Academy

The University Elementary
School at Bloomington

Basisschool de
Springplank

Country Guam United States The Netherlands
Management Private school State school National school
Curriculum Christian educational Local educational National curriculum but
program curriculum it is organized by
teachers
School Organized by Christian In 2012 it was organized by | Organized by the national
textbooks curriculum makers. the local educational government, however, it
committee. is selected by teacher’s
view. Organized by the
national government.
Students’ Personal study time Special classes for minority | Absolutely inclusive
special Group study time children, and a.n ex.change activities, does not. have
activities program for minority any separate, special
Prayer times and others children classrooms.
Counseling Available at parents Available at parents request | Available at parents
request request
Interesting No teachers in the University Elementary The basisschool is an
points classroom, only helpers School has a special elementary school where
and volunteers for the program for minority equality is very
school. The school families who have a short important. It is an
organizers do not pay stay in Bloomington. (Even | inclusive educational
teachers salary. This when children stay short system. Separated classes
school has an extremely | term, they can get good no longer exist in the
individualized system. quality education.) Netherlands by law.

3.3.2.1 Case study 1: Providence International Christian Academy in Guam'**

I visited the Providence International Christian Academy (hereafter, PICA) in Guam in
April of 2012. Guam is one of five U.S. territories with an established civilian
government. The ethnic groups are 39% native Chamorro group, 26.3% Filipino, 11.3%
Pacific Islander, 6.9% European American, 6.3% other Asian, 2.3% other, 9.8% Mixed.
The Chamorros, Guam’s indigenous people, first populated the island approximately
4,000 years ago. Roman Catholicism is the predominant religion, with 85% of the
population claiming an affiliation with it. PICA is a Christian school and it was founded

in 2008. Their education goals are spiritual, mental, emotional, social and physical.

146 The information in this section is the result of interviews with the school leader and staff and the PICA homepage
at: http://picguam.homestead.com, and http://en.wikipedia.org/wiki/Guam (as of 27. April, 2012). And Ministry of
Providence International Church Ministries Rev. & Mrs. William J. Schmidt. Providence International Christian
Academy Parent/Student Handbook (2012).
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As a school system, I learned that PICA is truly unique in that it utilizes the
“individualized advantage.” Unlike a conventional school system, where a child may be
admitted to a grade based upon age, students of PICA are admitted by performance level,
which is ascertained by giving the child a diagnostic test. This test tells the school the
performance level of a child in each subject. With a system that allows a student to learn
at his own pace, the motivated student is well-capable of completing a year and a half,
and in exceptional cases, two years, worth of school work in what is usually required in
a school year. If the student is ready to progress ahead, there is nothing to prevent him
from moving forward, going to the next grade level and beyond, not being held back by
his fellow classmates. Their learning team works one-on-one with each student,
ensuring an equal education for all students without holding anyone back, as PICA is a
mastery based program (a student must master any material before proceedings
forward). “Fs” are not issued in their program. After being prescribed a learning plan,
the student may learn at his own pace using the Accelerated Christian Education
(hereafter, ACE) curriculum system, coupled with proper encouragement and
motivation from their dedicated staff and incentive program. The dedicated staffs are
church volunteers. PICA does not have many teachers in the classroom, meaning that
most children study by themselves.

According to the leader of the school, the ACE curriculum is the key to their
success. In the ACE curriculum, the student is introduced to God and his creation.
Science teaches about God’s physical creation. Social studies are the world as rules
ordered by God, and history as his history. Math presents facts about God’s orderly
worlds. English teaches the student the importance of communication in Godly living.
Word building, literature and creative writing reinforce English communication skills
and provide practice for improving vocabulary and word usage. With the ACE
curriculum the conventional textbook approach is divided into bite-sized, achievable
work-texts called PACEs.""” Each PACE is equivalent to a unit in a textbook. All
PACE’s are carefully designed to give the students harmonious academic training from
God’s point of view. The program consists of the ACE’s core curriculum of PACEs:
math, English, literature and creative writing, social studies, science, and word
building/etymology. This curriculum is ideal for individual learning, because everybody
has a different capacity and is differently talented. The student’s curriculum is
established after they receive their testing score, so that everybody has a different
curriculum, different textbooks and testing. They also have many electives to choose

from including: graphic design, computer science, public speaking, creation science,

147 PACE = Providence International Christian Academy of Accelerated Christian Education.
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career development, spiritual gifts, biblical worldview, civics, Guam history,
etiquette/protocol (for boys and girls), keyboarding, domestic engineering, evangelism,
foreign languages, effective note-taking, drama, photography and etc. PICA is also an
active participant in the annual regional and international student conventions where
students from ACE schools, regionally and internationally, compete in an assortment of
areas including the arts, athletics, and academics.

Guam has seen many religious schools in its history. The Catholic religion in
particular is one of the biggest and oldest religions on Guam. When I visited Guam for
the first time, I consider that this small island is full of racial variety, different languages
and cultures (all in harmony). I believe that variety is always in their mind. PICA school
is a school with a lot of variety and is trying new things. Their curriculum and school
system almost shocked me. How does a school work without a teacher in the class?
How do the children study? My head was full of questions. On the other hand, I had
some rather pessimistic and negative thoughts too. Can we call this a school, or not?
Schools need good teachers with good training. However, these negative thoughts did
not last long. I realized that I had a lot of prejudice when it comes to how a school
should be: a teacher should teach the students, students have to get tested, everybody
should have the same curriculum etc. Why did I have these views? PICA is one of many
different schools in a diverse school system. I think we need to consider more diverse
programs for diverse children and think about what are better school systems for
children in the future.

3.3.2.2 Case study 2: University Elementary School in the State of Indiana'*®

The University Elementary School (hereafter, UES) is located in Bloomington (Monroe
County), in southern Indiana, where mills and quarries produce 75% of the limestone
for the United States (the Empire State building was built with Indiana limestone). The
UES is one of 21 schools in the Monroe County Community School Corporation
(hereafter, MCCSC). The corporation has an enrollment of just over 10,000 students and
is comprised of 14 elementary schools, three middle schools, and two comprehensive
high schools. With its interesting school system and curriculum, UES was the first and
only in Monroe County to receive north central accreditation. UES has an enrollment in
any given year of between 500-600 students in preschool through sixth grade. About 25
percent of the students reside in Indiana University’s family housing, while the other
seventy-five percent live in the wider school community. Special education inclusion

classes and a corporation-wide program for gifted and talented self-contained classes for

148 Information in this section was the result of an interview with the school leader and several teachers, and from
their homepage at: http://www.mccsc.net (as of 12 Sep., 2012).
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grades four, five and six are located at University School. One of the interesting aspects
of UES is the makeup of their student body. 35 to over 40 foreign languages represent
35-40% of their students in any given year. The language with the largest number of
native speakers is Korean. The cultural and language makeup of the school changes
each year. Not only do many of their students speak more than one language, many of
them do not speak English and receive support from their English as a New Language
program (hereafter, ENL).'* Their classroom teachers work closely with the ENL
teacher to provide additional educational support to these students. One of the more
interesting aspects of an international and educational community such as the one at
UES is the phenomenon of excused school absences. Parents will frequently take their
young children out of school to accompany them on visits or educational trips to their
home country or to visit various historical places in the United States. Teachers do
everything possible to add educational meaning to these aspects of their student lives by
having them integrate information from their journey into the academic requirements of
the class upon their return. It does present an attendance problem, however, and a
challenge for their teachers and students.

Another aspect of this particular school community is the frequent change in
enrollment. Graduate students and faculty arrive to study or teach special courses at
Indiana University for a few weeks to several years. As a result, the student population
has many gains and losses within each year. They enroll non-English speaking students
from the beginning to the end of a school year and integrate them accordingly into
school life. As a result, they have a rich cultural environment, and teachers draw on
students and parents to add interest and expertise into the curriculum. MCCSC offers
the accelerated learning program for students. *° As regards Parent-Teacher
Organization (hereafter, PTO) information and family access, UES’s PTO is a group
comprised of university school parents and members of the school’s faculty. The
purpose of the PTO is to provide support and resources to enhance the educational
experience of everyone at UES. Through its fundraising and volunteer efforts, the PTO
helps to support literacy programs, sends teachers to professional development training,
purchases technology-related equipment for all classrooms, and provides annual
stipends to teachers to help purchase classroom supplies. In addition, the PTO organizes
events throughout the year such as an annual open house/pizza support, an international
potluck, and an annual spring learning festival/science fair. Parents who have internet
capability from home, work, or a public venue, may view their student’s attendance,

food service balance, immunization records and demographic information including

49 The ENL program was created by the UES as one of many good services for minority children.
130 MCCSC: Monroe County Community School Corporation
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emergency contacts. Parents are not able to view students who are not a part of their
family.

One thing I found interesting was that some children had a big ball to sit on,
instead of a chair. The reason for this was that they would not fall off their chairs, and
they could lose some of their energy by bouncing on the ball. The school is very large,
so there is a lot of space, good services (such as huge cafeteria), and a good library that
was interesting too. I participated in one kind of social studies class, which they called
“government” class. The children shared their knowledge and information in small
groups and/or individually. However, I guessed because many differently aged children
were mixed together with one teacher, it seemed too difficult for the young children to
understand. Moreover, there were too many students in each classroom for one teacher,
so it must be difficult for the children to share their thinking with the teacher. They also
have a translation service for parents who do not speak English, which comes from the

corporation of schools in Indiana.

3.3.2.3 Case study 3: Basisschool de Springplank in the Netherlands"™"

Historically the Netherlands was one of the first countries to separate church and state.
They allowed the first gay and lesbian weddings in the 1990s, a world’s first. In addition,
so-called soft drugs (marijuana) can be enjoyed legally and bought in coffee shops.
However, in other ways, the Netherlands have strong social rules in their society, as the
result of labor union influences. As an example of the latter: supermarkets close early,
which makes it difficult to buy groceries when you have a job, and restaurants are often
closed on Monday. The Netherlands seem to have many of these rules that make the
country somewhat difficult to live in, especially for Asian people who are used to a
different set of rules. Eindhoven is one of the many industrial cities in the Netherlands,
and it has many factories. In the past, many immigrants flocked to Eindhoven, to work
in the factories. From this, it seems logical that Eindhoven’s citizens might already
know how to deal with immigrant children and their parents. The city has many people
who adhere to the Muslim religion and there is a large Islam mosque in the center of
city. However, their traditional Catholic churches and Protestant churches are being
closed as traditional Dutch people are not as interested in religion anymore. These
buildings are now often used as museums, gyms or schools. This makes the country
interesting for my research and to visit an elementary school to see what kind of
diversity, difference and equity school program exists, and ask for the teacher’s views

on multicultural education.

151 This section shows the results of an interview with school organizer Jos Van Tuijl, and from their homepage at:
http://www.despringplank-eindhoven.nl/de-springplank/schoolgids/ (as of 8 Nov., 2012).
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The school system has five school policies as follows: a) Solid educational
content: a safe educational environment, good and modern teaching methods, a
proficient school with people who develop, results that exceed the norm of the school
inspectorate, high parental involvement, b) Broad school: the point is to grow into a
community school, in a building with shared use of spaces and a comprehensive range
of benefits to the children who attend the school, playgroup and childcare, c) Security: a
central concept in the educational vision of the community school, d) Involvement: a
safe environment, atmosphere and good communication. Everyone wants to develop
(children, staff and parents), and e) Interaction: together we are becoming stronger. In
addition, the Springplank elementary school building is designed like a small
kindergarten with many colorful play areas, physical facilities, and places for the
children to store their belongings. The school has many group classrooms: group 1-2 A,
group 1-2B, group 3, group 4-5, group 5-6, group 6-7, group 8. This includes a
preschool curriculum in the elementary school. The students and school system do have
more freedom compared with other schools in other nations. There is no focus on
testing. As a drawback, it seems there is less competition and children may not be
pushed as much as in other countries.

As for the curriculum and textbooks, it is organized nationally but it can be
adapted based on the school teacher’s views. This school often uses information and
communication technology (ICT) in the curriculum: computers, iPads, facebook,
youtube, and twitter. Recently, ICT education has become important in education. One
of their ICT programs that caught my interest is called, “Mediawijsheid” (in English:
Media Literacy). Moreover, they have a special curriculum which is called “21*
Century Skills in het Onderwijs” (in English: 21* Century Skills in Education), in which
two of the programs introduced are: a) Digital Natives and Immigrants'>> and b) Skill
Cooperation.'™® As can be seen in Table 8, school textbooks are mainly organized by
the Dutch national government, however, books are selected by the local educational
committee, and by school teachers. Also, the textbook contents can be adapted.
Moreover, text books are not based on traditionalist and mono-cultural ideas in the first

place. The school leader showed me their teaching guidelines and textbooks.

132 21 Century Skills in Education (2012) from http://www.21stcenturyskills.nl (as of 8 Nov., 2012). Mark Prensky
is creator of the Digital Native - Digital Immigrant Theory. For children and young people a world without
Internet access and communications on every conceivable digital device is difficult to imagine, as it has always
been there for them.

This program is based on learning arrangements in which students study together. This could include
collaboration between fellow students, but also with peers and/or adults outside the classroom or school. The
emphasis of this skill is mainly on the quality of cooperation. High levels of cooperation are achieved when
students have shared responsibility for the work. Students learn important collaboration skills such as negotiating,
distributing tasks, listening to the ideas and knowledge of others, and integrating knowledge into a coherent
whole. Students need each other to get results. Working together can be done face-to-face or with the aid of
technology for sharing of ideas and resources.

153
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The PTA program for families and international students includes a lot of
activities and they have a support program for the families of new students. For instance,
to adapt to the new school environment, the family of a new student receives support in
acquiring things like resident forms from the new family program. The Springplank
School has special assistance such as a reading specialist for first grade children, who
helps children who have problems with reading. Moreover, as a special point, van Tuijl,
the school leader, has many tasks such as helping in the class, organizing the school,
keeping track of administrative duties — more tasks than compared to the leaders of East
Asian schools. Something I found very interesting was that Basisschool de Springplank
offers its information through a website and also uses Youtube. For instance, from their
website you can access: the school’s morning meetings, pictures of what happens in the
school, an online newspaper, a monthly school agenda. It is possible to download an app
from safe school and minutes from the meetings at school. There is even a program for
children and their grandparents. This is quite interesting, because nowadays not many
schools have programs for grandparents. In East Asia such a program would help to
improve the relations and understanding between different generations. Such a school
program would be useful in our school too.

In 2012, I visited the public Springplank Elementary School in Eindhoven. When
I contacted the Springplank Elementary School, one of the teachers had started to gather
forms about multicultural education for her own survey, it seems my visit motivated
others to become interested in this topic. The Netherlands is a country with almost only
public schools. International schools need a special permit from the government.
According to the school leader competition is not very important in the Dutch education
system. However, the ability of the children is not poor, and one of the reasons for this
is that parents are helping out in school. Parents spend time with their children and learn
together, enjoying it and challenging each other. For children it is easier to learn
something from their parents, such as: academic skills, writing Dutch, reading and so on.
If we look at this case study through multicultural education theory, we can see they are
fostering inclusion in their education, embracing a total sameness of education under the
law. Every minority child who is disabled or who does not speak the majority language,
shares the same classroom with majority children. In fact, there was not a special
classroom in the school building. Also, the government pays everything using tax
money, so that parents of minority children do not have to pay extra. The amount of
money that the school receives depends on the total number of children, and extra
money is given to the school if the school has many special needs children. When it
comes to the linguistic system, minority children who do not speak Dutch should learn

the Dutch language for six months to one year at local centers. In addition, it is apparent
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that they attempt to address multicultural education in textbooks and teacher’s
consciousness with increasing numbers of minority children. In comparison to the
ordinary teachers, the school organizer attended a special course for school organizers.
Only the school organizer and a secretary were there to organize the school and perform

administrative duties.

3.3.2.4 Summary of the three case studies and the application of LLSC

In the previous section, I introduced three school systems from three different countries,
and provided information about the schools in those countries. In this section, I discuss
the following question: How can we implement multicultural education in the
classroom? The previously introduced three schools all have different systems to teach
children. For instance, the Providence International Christian Academy in Guam does
not have teachers who teach, but children who learn by themselves. The children could
call the teachers for help, but there was no teaching with a white board, where all the
students were listening together to the teacher. In addition, they had special textbooks
and a curriculum that was organized by Christian curriculum/textbook makers, based on
God and American policy and philosophical theory. For minority children at this school
special textbooks were available that could be matched to their English or learning level.

In the University Elementary School in Bloomington, Indiana, the local
sociopolitical system influenced the school very strongly. The textbooks and curriculum
were organized by an educational committee. In addition, the University Elementary
School was influenced strongly by Indiana University because most parents work or
study at this university. They have a special program for foreign children. For minority
children, they have a separate classroom for learning English with an ENL teacher, and
this class is organized as an individual class. The Springplank Elementary School in
Eindhoven, the Netherlands, does not have a special program for minority children.
However, their textbooks and curriculum are based on difference, diversity and equity
ideas. This school is organized as a totally inclusive system.

Looking at the above, which elements would we like to introduce for
multicultural education in the classroom, in particular if we consider multicultural
education in East Asian countries? Keep in mind that all three of the schools mentioned
above originated in multicultural socio-political systems and in immigrant countries,
which will be very different from East Asian countries. It is important to recognize
practical methodologies that can be used in the classroom for better multicultural
education. My concern now is how to progress towards a useful multicultural education.

I have created the LLSC system, but multicultural education involves many factors; and
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in fact basic things such as having to learn the majority language can stand in the way of
actual implementation. Of course some people may say that “We already gave
minorities a chance in the past, but they kept their own language and their culture,
thereby being mono-cultural and not multi-cultural, in our nation.” To these people I
would suggest to not concern themselves with the past, and to look towards the future in
which we give all children the equal chance to participate in a truly multicultural,
different, and diverse society. Lastly, however multicultural education progresses in the
future, it must focus on practical methods based on research. Here, the important thing

is how to apply these practical methods into the classroom.

3.3.2.5 Application of LLSC handbook'*

LLSC is introduced as a practical methodology in areas of critical multicultural
education based on the theories of several philosophical and educational thinkers such
as John Dewey and Michal Foucault. Moreover, it is also based on the model of the
ICHF/ICF-CY based on human rights, justice, inclusive education and normalization in
its definition and principles. However, without any practical approaches/suggestions and
methodologies of LLSC ideas, it is difficult to practically use on-site in educational
institutions. Again, LLSC is a useful and practical educational methodology based on
diversity, difference and equity ideas for all children in education. Thus, the point of this
last part of this chapter is how to usefully apply the LLSC ideas into educational
institutions today or in the future. The LLSC handbook introduced here is only a
starting point for a practical methodology for how to support minority children in
schools and society.

The LLSC handbook name is TomoniManabi, Tomonilkiru which means learning,
living, and playing together despite our different faces, different languages, different
cultures, foods, religions and so on. This LLSC handbook consists of four parts: Living,
Learning, School Activities, and Community Life and is divided in two steps. In the first
step, children will be made familiar with minority groups. It is set up in such a way that
it should not be difficult to understand by children. It is explained very easily and in a
pleasing manner so that children can work on it in their classroom with their teachers. It
is very important for children to be able to understand it easily, because ideas that are
too difficult are useless in the classroom. Therefore, it is also important to understand
how much teachers understand the TomoniManabi, Tomonilkiru handbook and its ideas
along the diversity, difference and equity spectrum. For this, I designed a simple LLSC

curriculum for school teachers. This simple curriculum is not a traditional academic

'3 Handbook in Appendix 6.
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curriculum but can be used to understand minority groups in their classroom. Moreover,
it can be used as a reference for social studies and other classes. The data framework of
TomoniManabi, Tomonilkiru is organized into the above mentioned four parts and
consists of work sheets, teaching papers, and a guidance plan. All work sheets and other
data are divided into the four LLSC parts L1, L2, SA, and CL.

4. Summary of the chapter
We have been discussing many definitions, principles, the history, and examinations of
LLSC in three approaches to understand why we need the idea of LLSC’s diversity,
difference and equity spectrum in our schools and society. The important questions
asked at the beginning of this chapter were, why do we need the diversity, difference
and equity spectrum in our schools and society? And how do we start developing and/or
implementing LLSC ideas into schools? In the course of conducting my research, an
article that caught my eye from the Wall Street Journal on 28 July, 2013, was titled,
“Charges of frequent errors and empty theorizing. Sounds about right.” It was an
interview with Chomsky. The article was about difficult theories in postmodernism such
as those proposed by Marx and Freud, and especially many theoretical questions to Mr.
Zizek and others. Chomsky says, “I’m not interested in posturing using fancy terms like
polysyllables and pretending you have a theory when you have no theory whatsoever,”
and “There is no theory in any of this stuff, not in the sense of theory that anyone is
familiar with in the sciences or any other serious field.”'>> The point is that in order to
build better educational ideas they should be based on solid theoretical fundamentals
and also be practical in relation to school and society. Which means they need to be
supported by teachers and children’s knowledge and understanding of multicultural
education. There is a lot of good information and theories from a lot of educational
thinkers in the world. However, for many reasons, these theories are not progressing
into schools today. When I asked school teachers about multicultural education, many
teachers were interested in LLSC and were thinking about how they need LLSC in their
classrooms. However, they do not seem to want to actually apply it in their classroom.
They just hope to have the knowledge or information, not actually use it. Thus, without
useful, practical application, LLSC will not move into schools and society.

The special teaching guide plan for how to teach LLSC factors in the classroom is
organized based on the diversity, difference and equity spectrum. It promotes humanism,
pluralism, and multiculturalism. It is not just theoretical, it addresses practical issues

with three things in mind: minority students, school teachers and curriculum, and

135 Article from: http://online.wsj.com/article/SB10001424127887324328904578622190386123344.html (as of 28
July, 2013).
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practical application of the diversity, difference and equity spectrum. The
TomoniManabi, Tomonilkiru LLSC guidebook has specific goals and many practical
worksheets. My concern when creating the worksheets was for children who do not
understand different cultures, nationalities, races, or other different things. In my
research, I discovered that most classes on international topics are focused on English
learning, inviting foreigners to schools, and so on. However, the LLSC worksheet
makes it easier to understand these differences and is designed with activities for all
children in the classroom (majority or minority). In addition, the LLSC worksheets are
based on children’ activities, another way it is practical when working with children. As
I mentioned above, the LLSC worksheets are not for only majority or minority children
in the classroom, but for them working together (together living and learning), which is
part of the reason why it is called the TomoniManabi, Tomonilkiru. Diversity, difference
and equity are not only for minority children, but all people society’s majority and all
minority groups therein, thus we all live in a multicultural society.

Chapter Four examined aspects of three practical approaches: socio-political,
educational, and practical assessment. The socio-political approach was based on an
analysis of Japanese research and trends. The literature review showed what Japanese
research trends were from 1985-2011. In multicultural fields, much research is still
heavily influenced by Western Europe and North American factors and by several
thinkers such as Banks, Chomsky and others. Moreover, many Japanese researchers
were focused on socio-environmental factors (SA and CL) rather than personal human
factors (L1 and L2) which means they have not focused on issues facing minority
children in their daily living such as identity, race, bullying etc., except when it concerns
learning Japanese. For the educational approach, I used case studies to analyze the
standard curriculum, teacher’s consciousness, and minority parent’s consciousness
toward the LLSC ideas of diversity, difference and equity spectrum. I showed how
important the diversity, difference and equity spectrum in our schools and society is
through analysis of three elementary schools in Guam, the United States and the
Netherlands that I visited to study in 2012. In closing, I discovered even developed
multicultural countries still have problems of diversity, difference and equity in their
schools and that there is not much application of the diversity, difference and equity
spectrum in schools.
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Chapter Five: Conclusion and implications

We, the people, declare today that the most evident of
truths — that all of us are created equal — is the star that guides
us still; just as it guided our forebears through Seneca Falls,
and Selma, and Stonewall; just as it guided all those men and
women, sung and unsung, who left footprints along this great
Mall, to hear a preacher say that we cannot walk alone; to hear
a King proclaim that our individual freedom is inextricably
bound to the freedom of every soul on Earth."”

That a woman could be elected in South Korea is historic
and important. At the same time, what you basically have to do is
be political royalty. So I think gender roles are changing in South
Korea. It’s a step forward, but let’s also remember how unique
she is as a person’’

1. Implications of analysis of LL.SC
Barack Obama, the 44™ President of the United States, was the first American president
from an African ethnic background. Park Geun-Hye is the first female president in
South Korea (its 18" president), making both these presidents special in today’s world.
More than half of the voters believe that these presidents are the best choice for their
country. People think that Obama and Park will bring more change and diversity to
society. And, people may consider how to implement the ideas concerning individual
human rights with less limitation, and how to implement ideas of diversity, difference
and equity in our future. This study’s research is becoming more and more imperative;
the number of minority children has increased dramatically in recent years, however
school curriculum, textbooks, teaching guidelines and learning remains ethnocentrically
focused, with scant attention paid to multiculturalism. In other words, educational issues
regarding multiculturalism in the classroom, while recognized by educational scholars,
are largely ignored by politicians. Moreover, studies by educational scholars remain at
the theoretical stage, yet to be put into practice, according to my research. Thus, my
study focused on the practical application of my own proposed ideas of LLSC: Living,
Learning, School Activities and Community Life.

Through a variety of investigative processes, I became aware of the need for a
practical application. As I describe in Chapter Two, I discovered a definition for

multicultural education through my prior studies, and I proposed that multicultural

136 Truthdig headlines. (2013). President Obama’s 2013 Inauguration Speech: full text from http://
www.truthdig.com/report/item/president_obamas_inaguguration_2013_speech_f... (as of 24 Jan.,2013).

157 David Kang, Director of the Korean Studies Institute at USC and Professor of International Relations and
Business at the University of Southern California, when asked about Park Geun-Hye after she was elected South
Korea’s first female president, becoming one of several female leaders in Asia, as well as the world. CNN,
December 20, 2012. http://edition.cnn.com/2012/12/19/world/asia/south-korea-presidential-
result/index.html?hpt=hp_t1 (as of 20 Dec., 2013).
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education is a way to achieve a diversity, difference and equality in our education and
society. I strongly believe that multicultural education should not just involve foreign
language learning or special events. LLSC starts with two questions: a) How can we
practically discover differences and establish equitable support education methods for
minority children? b) In keeping with the assertion that multicultural education is based
in skepticism, what practical essential methods are needed to provide education for
minority children and teachers in a non-inclusive society? My primary concern has been
providing “practical support for minority groups,” through multicultural education in
our schools and societies. As I mentioned in discussing the purpose of this study, LLSC
has implications for multicultural education in Canada, United States, Hong Kong, as
well as in European countries (which developed multiculturalism earlier), as well as
elsewhere.””® Using LLSC, I discovered it easy to understand multicultural educational
needs for minority parents and elementary school teachers. Moreover, these needs
became apparent in discussions and research exchanges with other researchers, as well
as in examining many research results published worldwide. Of course, there remains a
need for additional research, further studies and more support of innovative research
that points to the future; however, I strongly believe that LLSC leads the way for
innovative research, and for future multicultural education for minority children.
Despite any limitations LLSC may have in my study, LLSC remains a practical
methodology for the promotion of diversity, difference and equitable support methods,
through the analysis of repeat research methodologies, limited case studies, data and
comparative research processing. LLSC enables us to identify the needs of multicultural
education for minority parents, elementary school teachers, minority children, majority
children and others. Moreover, by applying LLSC, I have found that it was easy to
discover important questions and the main issues related to critical multicultural
education. Finally, the application of LLSC shows that minority children have been
influenced much more by the standard curriculum, textbooks, literature, movies and
television of the majority culture, as well as by their friends with majority cultural
background than by their families. We have to consider a more diverse and equitable

support methodology for minority children of the future.

2. Summary of the chapters
This study elaborates on reasons why the Japanese education system needs to look at
ways to provide multicultural education. Many Japanese multicultural educators and

non-government organizations have tried to work towards this end. In order to

138 The above mentioned four areas: Canada, United States, Hong Kong, and European countries were addressed in
my previous research in 2012 and 2013.

143



encourage the establishment of a multicultural education system, I explored the best
way, which takes into consideration LLSC. Firstly, Chapter One focused on nourishing
diversity and multicultural education founded on an understanding and acceptance of
difference and equity. With respect to the foregoing, this study’s purpose was to
critically explore multicultural education in public schools using LLSC. Chapter Two
examined the critical theory and critical pedagogy of LLSC, as well as the theories of
critical multicultural thinkers Dewey, Foucault, Banks, and Sleeter. As I describe in four
tables, their fundamental works and official papers contributed to the development of
LLSC in the field of critical analysis of LLSC in multicultural education. I discovered
very important and standard concepts necessary for critical thinking of multicultural
education by analyzing the works of the above named multicultural thinkers. The
common principles of the four thinkers were diversity, difference and equity, which is
one of reasons that I established the diversity, difference and equity spectrum in my
study. To sum up, Dewey mainly focuses on diversity and difference amongst children.
Both Foucault and Dewey approach the topic of critical analysis through the lens of
psychology and philosophy of education. Many theorists who came after Foucault and
Dewey, such as Banks and Sleeter examine how their approaches can affect social
justice through the restructuring of social and political theory in education.

In Chapter Two, I adopted Foucault’s skepticism by posing two questions: a) why
should we propose a practical support methodology for multicultural education
championing the diversity, difference and equity spectrum today? And b) how can we
do that? Banks argues several perspectives on critical multicultural education, such as
the need for school reform through curriculum and teacher transformation. I especially
admire his ideas on transformative curriculum and teacher’s role in school. Banks’
theory established standard and basic terms for critical multicultural education today,
with very useful practical analysis. Sleeter’s multicultural educational thinking covers
four points: racial difference, cultural diversity, educational reform, and socio-political
movements. Sleeter’s research is particularly useful for developing multicultural
education. For instance, she analyzes practical research regarding curriculum, textbooks,
the teacher’s role in the classroom, and practical support methodologies. Moreover,
Sleeter’s approach for examining minority difference using a variety of novel
methodologies works effectively even in our current day context in 2014. Thus, I
researched commonalities amongst diversity thinkers’ works to provide the historical
theoretical basis of LLSC.

Chapter Three examined the fundamental frameworks of LLSC, and explains the
ICF and ICF-CY, based on human rights, justice, normalization, inclusive education and

children’s rights. Moreover, Chapter Three includes analysis of how LLSC ideas have
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been (or can be) adopted by WHO, UNESCO and other world organizations. In addition,
Chapter Three discusses how LLSC offers concepts different from other thinking in the
field of multicultural education. LLSC incorporates psychological, philosophical, and
practical ideas. Moreover, LLSC includes a better balance between: a) psychological
and philosophical theory and b) practical educational methodology for children in
school and in society. I defined the principles of LLSC as following: LLSC is based on
critical thinking, child-centered education, consisting of human and socio-
environmental factors, a practical methodology for multicultural schools, and for
promoting multicultural dialogue celebrating diversity, difference and equity in school
and society. Those LLSC principles originated from theory and were examined in case
studies, which established LLSC sub-categories and their roles.

Chapter Four examined the need for LLSC by posing the question: why do we
need LLSC and the diversity, difference and equity spectrum in our schools and society?
To answer this question, I looked at the socio-political arena through research on
Japanese trends, and I looked at the educational factors, namely an analysis of Japanese
curriculum standards and other related government documents, Japanese social studies
textbooks and interviews with elementary school teachers and minority families in
different nations. I analyzed my copious and extensive research data with a focus on
establishment of the diversity, difference and equity spectrum in the classroom and
introduced a detailed discussion of its principles. In addition, Chapter Four examines
the practical application of LLSC in our schools, local centers and other areas of society.
I introduced my exploration of diversity, difference and equity thinking in schools in
Guam, the United States and the Netherlands, in turn influencing them to move towards
applying the diversity, difference and equity spectrum. I also introduced and analyzed
teacher’s guides, or guide plans on how to use LLSC in the classroom based on
achieving diversity, difference and equity spectrum ideals. This chapter offered a
practical guide for working towards transformation through LLSC. Lastly, Chapter Four
showed the results of LLSC analysis using case studies, revealing school teacher's and
minority’s consciousness. Throughout this study, I have been researching LLSC, as
defined as a practical support and educational methodology in multicultural education
with the overall consideration of how to apply LLSC in schools and society. This
study’s main focus was on minority group children, those who have a different
background from the majority group. In the final section of Chapter Four, I proposed
applying an LLSC worksheet and teaching guide for further study to incorporate LLSC
thinking into a school. As I describe, LLSC worksheets for children help them
understand different cultures, different nationalities, different races, and other human

differences. Such worksheets are easier to understand than the differences themselves.
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Most international classes are only focused on learning English and inviting foreigners
to schools. LLSC worksheets are easier to understand and help students to accept the
differences between majority and minority children in their classroom. In addition,
LLSC worksheets focus on children’s activities, and are completed by both the majority
and minority children in a classroom. The worksheets promote cooperation amongst all
members so they are called TomoniManabi, and Tomonilkiru. Differences exist amongst

all people: we all live in a multicultural society.159

3. Summary of the major findings of LLSC in critical analysis

I explored two major findings in practical research of LLSC through critical analysis.
The first major study finding shows that Japanese elementary school social studies
textbooks need to give a voice to minority children in how they are living, how they are
learning, how they complete their school activities and how they interact with their
community. This means that textbook publishers will have to increase the use of

99 ¢¢

concepts such as “multiculturalism,” “diversity,” “equity” and “difference,” showing
how the minority child is included. Moreover, this study found LLSC to be an effective
approach in supporting minority children in an ethnocentric society. Clearly, it is very
important to build a good understanding between minority families and the majority
group. The second major study finding, a comparison of two families, shows striking
differences in LLSC. For instance, the family in Japan is the result of an international
marriage (Japanese and Korean) but they maintain a Japanese household and lifestyle,
largely ignoring their Korean heritage. In contrast, the Korean family in the United
States maintains a Korean style of living. Moreover, in the case of the minority family
in Japan, Japanese is the dominant language spoken. While the Korean mother wants to
teach Korean to her children, there is little motivation or pressing need to do so. Her son
wonders why he should learn Korean. On the other hand, the family in the United States
uses Korean at home and English at school and in the community. The parents are
happy their child speaks two languages. As for support for minority families from
schools, the family in Japan indicated they had little support from teachers while the
parents in the United States said they are satisfied with communications with schools.
Nevertheless, both families noted poor communication with the majority group.
Specifically, they mentioned undeveloped services from the local cultural center and
lack of support for sharing information with other Koreans.

Minority families have trouble choosing educational institutions, navigating

through a foreign education system, and developing relationships with teachers.

159 As T mentioned earlier, TomoniManabi, Tomonilkiru were used to apply LLSC in case studies at schools.
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Teachers and minority families must try harder to understand each other and find ways
to overcome cross-cultural and language barriers. Japanese teachers agreed that
minority children need support as they have problems with social relationships and self-
expression. However, the biggest issue is language, especially learning to write
Japanese characters. Nearly 2/3 of the teachers who participated in the survey want a
specialist Japanese teacher for minority children in a separate classroom. Furthermore,
according to the teachers, they have difficulties connecting with minority children and
they do not know how to deal with this problem. Surprisingly, most teachers answered
that there is no need for counseling time with minority parents and 61% of teachers do
not exchange or share information with local education centers or local multicultural
centers. Nevertheless, 70% of teachers hope to make a community education program
that unites minority parents, teachers and local government in effort to support a

multicultural society.

4. LLSC for future research

LLSC was introduced as a practical methodology in areas of critical multicultural
education based on the works of philosophical and educational thinkers such as Dewey,
Foucault, Banks and Sleeter. Thus, this study discussed the potential use and application
of LLSC in educational institutions in the future. The LLSC handbook is only a starting
point for a practical methodology on how to support minority children in schools and
society. The LLSC handbook is titled TomoniManabi, Tomonilkiru which means
learning, living, and playing together despite our different faces, different languages,
different cultures, foods, religion and so on. This LLSC handbook consists of four parts:
Living, Learning, School activities, and Community life. To be implemented, minority
groups should be familiarized with the LLSC handbook. It should be explained in a very
pleasing, simple, appealing manner, so that children can work on it in their classroom
with teachers. I realize simplicity and appeal are very important for children, because
ideas that are too difficult are useless in the classroom. It is also important to keep in
mind how much teachers understand about the diversity, difference and equity spectrum
in TomoniManabi, Tomonilkiru. To this end, I also designed a simple LLSC curriculum
for the teacher. This simple curriculum is not a traditional academic curriculum but can
be used to understand minority groups in their classroom. Moreover, it can be used as a
reference for social studies and other classes. The data framework of TomoniManabi,
Tomonilkiru is organized in four parts and consists of worksheets, a teaching paper, and
a guidance plan. All worksheets and other data are divided into the four LLSC parts, L1,

L2, SA, and CL. Truth is fundamental to improving understanding and communication
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in relationships at school, within the family, and in society; it is my hope the LLSC
handbook can help in facilitating this.

TomoniManabi, Tomonilkiru is for all. In this study, I discussed pluralism,
humanism and multiculturalism. These three ideas are for all children and for all people,
not only a select few. This means TomoniManabi, Tomonilkiru is not a book introducing
special privileges to only a few people. I argued that in order to learn, teach about, and
generate an understanding of the diversity, difference and equity spectrum in schools
and society, all children must be provided with practical, basic, fundamental knowledge.
For instance, a broader spectrum is required than just the present social studies or moral
classes in Japan’s classrooms. Diversity, difference and equity ought to be incorporated
into other academic subjects such as languages, math, and sciences. I also argued that
curriculum makers should give more examples of diversity, difference and equity in
their textbooks contents and teacher’s guides. It is very important, yet challenging, to be
able to distinguish which textbooks include diversity, difference and equity and which
do not.

Lastly, TomoniManabi, Tomonilkiru is for the future. My proposal for creating a
new multicultural curriculum is not a panacea, but it is based on communication about
current, serious problems in schools and society, for our future. This research is for the
future with recognition of current problems in education and socio-political issues.
TomoniManabi, Tomonilkiru shows one way how we can work through the strong
influences of power, social structures, and mono-cultural society in an educational
setting. TomoniManabi, Tomonilkiru is one possible strategy for creating a future

society with diversity, difference and equity for all people, through education.

5. Toward an ending

This study was inspired by my multicultural living and learning experiences, school and
community teaching experiences, and other experiences in South Korea, Japan, the
United States and several European nations. In a multicultural society, we are all
members of minority and majority groups and we are all accepted to be individuals,
with all our differences. Nobody is discriminated against. If one stays in their own
nation, one will be a member of the majority group, but if one moves to another country,
one becomes a member of a minority group. We all experience multiculturalism in our
daily lives, as people move countries more and more in this century. This is an
important point in my study. I have had many discussions with minority groups in my
advanced studies, and I have discovered that individuals who are minorities have many

different opinions on this topic: “We need more educational support than majority
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children,” ““We want to be treated the same as the majority group,” “We don’t need to be
a special group in the classroom,” “There are too many differences between books and
real life.” Moreover, many related multicultural educational studies ask why diversity,
difference, and equity are not progressing in the Japanese educational system and/or
Japanese society. How can we make a better multicultural system for both minorities
and the majority? Despite having read many multicultural educational books, we
educators are so confused about how we can teach and take care of children who are of
a different culture.

Many studies lack practical methodologies regarding how to teach and take care
of minorities in the classroom, how to conduct counseling with minority parents, how to
understand a different culture, and how to address problems between classmates of the
majority group and the minority. I am not sure whether a perfect multicultural
educational system is ever possible for all people, many diverse groups will always
have a variety of ways of thinking about education, but we need to at least try to
efficiently apply better creative practical methodologies for all students, for now and
into the future. According to Banks (1994), Sleeter, and Grant (2009), multicultural
education is not only a theoretical concept, it should also be practical. This study has
been analyzed with a conceptual eye but also with a practical eye; these two eyes see a
future with children Living, Learning, and engaging in School Activities and a
Community Life where diversity, difference and equity are cherished values. I will leave
you with a final thought: LLSC thinking is a practical multicultural methodology for
teaching and learning about diversity, difference and equity in our schools and in society,

for all children and all nations.
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344 Watado.|(2008) TS XALHEMSE, CATT @ BAKEHREDO TR, & TEEES, ORE CL-2
345 Son.W(2008) NEABHR A O C 25 EARB O RS FiE - BIES & ARES % 0 CL-2
HEAZIEZIE ) REIEABOTR & RE
346 Takeda.S(2008) CL-1
(% THBTIHRED : (THREBABHEERD | $£35)
TRRNEAZERY b T—2 OHRGIHS
347 Sugisawa.M(2008) CL-2
(HEAEHKICE T 2THRR &BATEE - HE) (€ HETIHREY
TR A BA & - BEO—BEE L TD
348 Seki.S(2008) CL-2
THEAES, GHEAERICET ZITRE A BA T EE - HE)
F—2 PV TOBEEEEXIE T —ER CERES -
349 Shiobara.Y(2008) CL-2
T%E OBERICHITD THXLHE | BROED FEE
350 Sato.G(2008) AECOUADFELDEBRER Y b7 —7 OHE HE) L2-7
351 Kim.S(2008) TREI/SM, Ao RBPEAR (RE) 0-3
352 Endo.K(2008) HEDEE. %Lt - [EHRME L1-1
SEE - SRS CHE L - BREHEOEY FICBT 2R .
353 Noyama.H(2008) L2-1
LM (2007 FE) DEBHEBLTRATELI L (BE)
354 Yamanishi,Hikita,other(2008) FHPTRII -T2 —2—OBREBE (B 13 HHIRE) CL-1
355 Yamaguchi,Miya,other(2008) A—F A F—R—DHEFIM ARG SED (B2 5 NRILF XAy ar) CL-1
356 Yamanishi.Y(2008) SXAEMRICH T D I—F ( F—2—OFEFIME tOERICET 2HR CL-1
SYLHB S T2 HBREENER AT 2 —FE
357 Enoi.Y(2008) o-1
T0a W WE, bbb LlLizbm (1-9 82 2XLHE, MERER 1)
ZA-AV—HHEORFEXADEER
358 Shimizu.Others(2008) AS-9
EMHELHCHIERNMABELISTAL T (1-9 B2 2ULHE, AREXR 1)
359 Ueno, Ishikawa,others(2008) RIBHICHE T2 UERBEORRE RE (5 2 BEHMX) 0-3
2008, TOTAL 40
360 Morris—Suzuki.T(2009) BT 2HBAR--BEHOLHADILERT > T 0-3
I 0—/NIHMEDEIZFEND . TRELRIFTHR-
361 Menseki.W(2009) L1-9
IRZws A/ YT ADEEAFYRTHEAT S
362 Napay.Y(2009) BERERBBER YIRS T 2BABELSNMAHKFT--2 1 VIVERD "SHELHECT 5, XK L1-6
363 Suma.T(2009) PEXERBICH T B S XUEHE I —F 1 F— R —DAREM IR 5 —E R CL-1
TOMIYA, R. UTSUMI,
364 RIEBETMOERELE-BARBRICL 2 AREENORESN L2-2
Y.other(2009)
365 Kaneto.S(2009) "HAAADHBEBET 27 4AT7RARANICHFZIBREAREDHCE2 VIV E2D"ZLEL-BETF+ VT DOHE 0-3
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/BEEHSTARAOEARER B DEEH L EIEA 5

366 HAYASHI, K(2009) A2 R8—F2a0F ORBEEEOBRIZEITT 0-1
367 Kim.T(2009) SRIE - $XERBE L H B ARAMOBE--KRHILNFERD (RIREH, & F0C AS-7
FUN=RMDITRZ Y « 24/ )T 1 OHBNELL 3B BNOEFR—
368 Kodama.N(2009) L1-8
IFESPUIZHITDERESE

369 Isoda.M(2009) R BART XV ILAD SR E--HRIY 7O OBERIZL 3 S ULHBOERICHIT T L1-1

HECOLN2BERENDIBA DRBE DY R— -
370 Tsuboya.M(2009) CL-1

MENBILIERICET2ZXLHEI—T 1 — X —BEDEHIHN S
371 Ogawa.S(2009) TAUAILET2SLHBMRROBMERMO BT E J.A. /N> 7 2ADOMBDS 0-3
372 Ono.R(2009) EFEYE L AAEYBEOM--2ULHBORM, > RI-BEADEEREFH (1) L2-7
373 0h.S(2009) BT CTHREKIIE T2 ABBOS LHBENER 0-3
374 Miyazaki.T(2009) RETHERRABSAAREFEXIEI T A2 — 8 ——-6 FEOI I DX WA LI WA~ CL-1
375 Abe.Y(2009) RELCETIRENEET--EXML BARBLOREZHEILT AS-6
376 Wang.S(2009) BAZ X LHBEERRTFR 0-2
TANHIZE 2 SLBREOHFHME HAANBEF L OFR--/> 7 2O SHOBIFM E RAWBBEEN
377 Ogawa.S(2009) 0-2
HILTELHE~OHE
378 Saito.S(2009) HEEME - PILRTRE, "ARBREBOBREER /0 NLHBESXHBEO2L <, , L1-7
Benefits of the "Free Play Room (Yuugi-shitsu)" for Foreign Children in
379 Mori.M(2009) Kindergarten : Toward the Development for Multicultural Early Childhood Care 0-3
and Education in Japan
Y, VWE (BXEREI-TFT AR —R—, BDH-—(
380 Kitawaki.Y(2009) CL-1
TSXEMEI—F 1 *—R—BR 705 L, DRE)
SZXALHEONY) ¥ 27 LHARE UELALEFE
381 Morimo.T(2009) AS-3
FRICET2ZLEENDERICC T T (<AFE>2 b4 & UEARES)

382 Sugisawa.M(2009) TS XAEHERI—F A F—R—BE 7O 5 L, ICNIEHTRI—F 1 F—R—DEENERE - CL-1
383 Kitawaki.Y(2009) SAEAZTANBERE L TONEABKOGE DT & EH - HEOLEM 0-3
384 Sugisawa.M(2009) SAEARY RHOER 255 - GUPIRMSOABA I ¢ B HE - Ry T2 OBAN S CL-2
385 Takahashi.M(2009) BROB®E . 23227 —BROBWAND (HF HABAARXKOBRIFH ) CL-4
386 Seki.S(2009) AENERBHICE TS 2 208 . RELTOILHL S (HE AEARKOBIFH,S) CL-4
387 Abe.Y(2009) 222, OB : BRHBEDILHL,S (HE HEABKOBREN L) 0-3

EVARBERICH T2 THEARK, 0BERCRAE
388 Watado.|(2009) Lo-7

SEBEHERLLTH 'EEY—ER, Oofanrs (HmE HNEAMXOBRZHL D)
KED/ I EH - BEICL 2FMARERSORBLES
389 Sugisawa.M(2009) CcL-4
THA ) L —HPFIRERK S EFAELT

390 Sugisawa.M(2009) THRAEAXER Y b7 —0 ) B BECET AT — CL-2

BAXE~NDIEBRE(ET O DL BB NKRET
391 Nakata.S(2009) 0-3

HAXEDSZHELRAPHERAFYB LD S LI-ACEROKE
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HWEHICHT DS XCHBERECET 52 —F%  NERNEFRBREDHEELOTREMN (1V-6 S LK

392 Enoi.Y(2009) AS-3
B MRER v, —BHRRE)
393 Yoshida.M(2009) SZYAHEI—T 42— —HIEOTEEN WHE)BRISKROEFAIHH, S CL-1
ADBEBIZHBZARD I A=Y £— 3 > OB E S ULBEEHRE
394 Sakuma(2009) 0-3
(BB so—nN)E—va>(2):
395 Abe.Y(2009) BECHIIERNZE - EXLEBALRBLOEELHS LT AS-6
396 Miyazaki.T(2009) REF AR ABEBABSEXBE I T (2 — 2 ——6 EROI Y P AN D S HFE BRI~ L2-6
397 Inoue.H(2009) HRAETROMB~OHEESENAARDEHE : RELAFBASNIAEARANH ) F-- 0-3
398 Ishitsuka M , abe Y(2009) Taz2az4—2ar - FvUTPTFHAL - ZZ250XEHIOA D LHETILOEE ) (2MITT-- CL-3
(FL74—5 L BEEDSEREBELE I TY1 T 5D ¢
399 Watado 1(2009) L2-1
BAAZEXE RO RELENERZELEL) CHT 2THE MRORE & EH)
(7L 74—7 4 BEEOSEEERELZE) T T2h . L2-1
400 Song.W(2009)
BAAZEXE GBSO RELENERZELEL) CHT 2THE MRORE & EH)
401 Takeda.S(2009) (FL74—5 b BAREROSILRERELE ) T2 T 50  BABXE L2-1
(FL74—5 L BEROSTREBELE ) T 2THh ¢ L2-1
402 Shiobara.Y(2009)
AARZEXRZE GECOLHFZRELEOERAXZEFELC) ICHT 2ITHEMRORE L&)
(FL74—5 L BEROSTREBELE ) T 2THh ¢ L2-1
403 Matsumoto.H(2009)
BAZEXE OEIC LA RELROFEBALEFELC) ICHT BITRETROBE & &)
(FL74—5 L BEEROSTREBELE )TV T 5D ¢ L2-1
404 Seki.S(2009)
BAZEXE OEIC LA RELRDOFEBALEFELC) ICHT 2ITRETROBE & &)
(FL74—5 L BEEROSTREBELE ) TFY1>T 5D ¢
405 Kitawaki.M.(2009) L2-7
BAZEXE GEIC LA RELRDOFEBALEFEL) ICHT 2ITRETROBE & &)
EFR R O A1 thighE i & @Ot - PRXBABOSREIL T BIREBISMLT) - (TL
406 Fujiishira.M(2009) CL-2
T+—35 L BAROSUEREBRZES THA 0TS0 BREXERICETHTHRETROKE & &)
(7L 74—7 46 BEEOSERERELAE) T T2h . CL-2
407 Shimamura.A(2009)
BAZEXE GECOLHNZRELENERXELEL) ICHT 2T MRORE & EH) CL-2
408 Sato.G(2009) BEEBETILOEEL B LRYEH CL-3
409 Sato.G(2009) BT ICH T AHEICOBADFE LD HEBORSA - 1.2-6
410 Sato.K(2009) HEIC BN D RELEEDLZDDOYK— P /—  DERABILT CL-2
411 Hara.C(2009) Wi SRR E DEHERDT ¢ JIlEHS NSV - AEC OB DREGERBY A— b OREN D CL-3
412 Konda.Y(2009) HEICOHADFEODEREAFLIBEN -5 M5 CL-2
413 Saito.M(2009) HEAREEECHT DY R—F&2BLT CL-2
NEAREERIBOOOEE (B3 S, H 28 WBCH TP HBBEBEFTLAES - FREHOICL
414 Takahashi.E(2009) AS-7
)
415 Fujiita.M(2009) HAEICOBAZFLOIbEEIXADDON « HRMCH T 2 HBREFRLIRY RS L2-2
416 Noyama.H. others(2009) i AAERED 5 DOBBEFHET OIS L« BHRFUC ARBBFRICY #BHEL T-- L2-1
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417 Yamanishi.Y(2009) SXAEREI—FT 1 *— 8 —DOHFPIM E BB OTRA HE EHEICL 2ERTER) CL-1
A—=F A2 =2 —OHPIUFBRIZH T2 "REDIRYIBY ) OBFRE CORE (HE REEICL 2 KB
418 Sugisawa.M.M(2009) CL-1
R)
419 Koyama.S(2009) SXLY = v VT —Hh—BRTOIFL . (TOTSLTY ) OBAND CL-2
RS FATA—TAX—R8—DEBISHSXREI—FT 1 F— 2 —D&E
420 Nara.M(2009) CL-1
M, twWIHIBEanrs
421 Yamanishi.Y(2009) B5E REEICLDRBEMREOER L KEEICL 2ERBEMR) 0-3
2009, TOTAL 62
STFARLL Y THBE LTOSLMERHE -
422 Kiratani.M(2010) o-1
TN, T, ATRAL L T<AARRYIRRRAE S ES
423 Miyazaki..T(2010) TA—I KT 5R¥E-- TEXYLa I azsr—2ar RETORALBELT AS-6
BEHEBBICH TSRS I T 12 —2—& L TOHKHM—
424 Matsuo.S(2010) CL-1
HERANAREE 7 I PIALORREKRL Y
WRERAFLIEONE S LRSI —T 1+ — B~ CL-1
425 Tanaka.Y(2010)
Vet e L) — 0 RBICE A A WY —RENOKEFAEEL T
426 Kikuchi.A(2010) ERBHXELABLTEASI—T 1 % — 2 —D&E| CL-1
427 Yan.Q(2010) SYALEEFEEICE T HHEABREBORENCET 2ER--)IIOHDEE, S CL-2
428 Yoshida.M(2010) DAEICE T2 SXMHBOTRERE : BRAKOHEIA/UT 1" 0-3
S YLHBERE T I OIS CEFHHT—
429 Ogawa.S(2010) 0-2
TV =Tzt B ABREMILARET 2RERKEFAELT
430 Kanei.Y(2010) WHAARBYECETIRBEOFU--AFBFBEFERT T TOBMEEHLT L2-7
431 Ota.K(2010) SXHBEALMN (1) TX VAL AHE L1-3
432 Nasution (2010) g P2 TICb T 22 XEHBOESR 0-3
433 FUKUYAMA, A(2010) RTPLY NI —~DOEELE 65T bO--SEARE - £HEOBIREFH, ) &L T 0-2
434 0Oh.S(2010) MHEHEN HE L AABRBOSXHET - AMEEHO "X S MEREREL > 8 —, #HNT 0-3
435 Ryu.Z(2010) BEICHSTHSULHBORRE RE (BEOTFEEER) 0-3
SXLEEND LU D SXMHEBE7 72 ) T —R—DBREAEICIL—Y &2 FHDEE - TCKDIT /NI A >
436 Matsuoka.M(2010) 0-2
[\
437 Kim.Y(2010) KRAREL S LR ECF (BE FULEERSEHEIL T--BRUS L EXLHKFH) 0-1
438 0Oh.S(2010) BEICE T2 LHBOER--F LERE EHIIC 0-3
439 Namekawa.E(2010) BECLIEBOFEZRTCRET 2-- TbizLoxft, #&»LT L2-7
440 Isoda.M(2010) SYALHBE L TOFERE--FTHBRAZY X OEEB "FABs Y LI/ ), OHEMEICHEITT AS-6
441 Shim.B(2010) LHEREMIBICE T2 S B EOERER--FEFELECERLYTT[(E REXEE) L1-6
442 ONO.R(2010) BITEZEHAMEOST--Z LHBOBRAN L AS-5
443 Sakuma.(2010) ADBEIZAZAANDIO—N) £—2 3> OHEHE S LB DRI EEM 0-3
444 Kitawaki.Y(2010) FEL®IZ SULMEICET 2 AMOER & KT B 0-3
445 Sugisawa.M(2010) ZXETMES I —T 1 F— X —DHPIM & BiEE CL-1
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446 Fujii. T(2010) SEHEHEIEHZ DD Oo-1
447 Miwa.K(2010) ERHBEICHD THE, OBK : 779X FT—7LOREL,S Oo-1
448 Yun.H(2010) EHAETILT Oo-1
449 Watado.1(2010) BE BE ABCHIISTEREI—F 1R —2—0bY S RE CL-1
450 Yamanishi.Y(2010) B WEAREYS SRS A2 HERE L2-7
451 Ito.S.(2010) B - EAXREHT 5 D0RE L2-7
452 Noyama.H(2010) HE - HEBAAEHE OaER, oE®, THEBG, LT L2-7
453 Mega.F(2010) @ik LABVDFRY FT =228 2% ¢ FXEREI-FT 1 r— 2 —~DHF CL-1
454 Shiobara.Y(2010) HRED SXHESI—T 12— 2 —OHLSHEE CL-1
455 Kono.Y(2010) HRED BLVABTHESINS THL VARG, 0-3
456 Inoue.H(2010) L% WIHEHHE - RREEBEEEIZIAND D BERERS ALY 2 —45EZ8) LT CL-2
457 Kodaira.T(2010) ¥ PEOBHABEAMBIANE SXEREI—F 1 F—8— CL-1
458 Miyasaka.Y(2010) ¥ PEALLTOSXLHE~DES CL-1
459 Miyasaka.Y(2010) % PEALLTOSXLHE~DES CL-1
460 Hide.S(2010) HRABICH T 2ERITEN DRI ZULHT AS-3
461 Namekawa.E(2010) BEICLIEZFOEFZLRTCERT 22— brzLoXft, &#FE,»L T— L2-7
462 Paichadze S(2010) SYABBEOEHII DV TOELE o-1
463 MURNI RAMLI(2010) 1Y R3S TREPEORBREE : ExHFLOPBAE, ORIERE CL-2
364 0Oh.S(2010) B B ) BESXHFEORALRE (HE 2L - MEBRLSCHINEIEESHE) 0-3
465 Sung.K(2010) TLALHBREEEFERR-- BB LBUAROH VW IEIZH 55 R 0-2
466 Mimura.Y(2010) RRHEFEKRZICHEITI2ZARA VEHBBRRONETES, LU 'Zhns, 220T L2-7
2010, TOTAL 45
467 Ukeda.H(2011) 1Traca—@ENS (3) BWREPEXK 0-3
468 Kitawaki.Y(2011) AU R—=ANF v —HECEICBAERABRABEN T L —LT—7 0-3
469 Sugisawa.M(2011) F TaXitiL ) OREARD T-LATIC S 2 BEHEBRMR 0-1
470 kim.Y(2011) BEICSIBTFERBL LTOSIBEOHK L ER-- (7L HRES, »5EZ DS LHE 0-3
471 0h.S(2011) R7C7 ABEOS BB BT 2EEA I F 25 LD 5 D—ER--ARDHEH & h LI 0-3
472 Lee.J (2011) SYMHB L UBEE. CIHHEI~aEr BEOEELE (FE¥E)) 0-3
HERERE 23RS T 2 AE L TIHRIRIE H—
473 Kawasaki.S(2011) 0-3
TAYAD TToAF 1HR, ODEBEFANY ELT
BHOEBPLy F 77— &, L THERBRE S B TR
474 Aoyama.T. Others(2011) CL-2
BFRAEBEAESEE - S XHEHR > 2 —
475 Kiritani.M(2011) SXAEBN SRV ABTF L aF L v F ARy T-TAYNOERH ¥ 25 LkEEBLT 0-3
476 Kim.A(2011) EHIU T OBEGE - UEHBOBKR--2 L E - ZXEHBOBAN D 0-3
477 Ito.S(2011) LHMICH T2 HBBERBEMROEE - HR - RE-Z25F - SUHEAREL > 2 —DUHEAS L2-6
478 Sugisawa.M (2011) RHENTI) "KEHAR, 0B&RCHIA 0-1
479 Sugisawa.M (2011) HBEBM RO = L BBIICHAIT T 0-3
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HENZDBHBF L OXFEE O < BMBAM & ERMABOHRE -

CL-1

480 Yoshida.(2011)
WMENDSE BB I—T 1 *—R—HIENSLEXD (YD 2)

481 Watado.(2011) HERBRRICS 1 2 BEHERMENRE L KR EARKET RBHA > F—>F 2L OKEAE CL-3
482 Shiobara.Y(2011) SALREICHE TS D rY |, OFEEY & BAERBENERE CL-1
483 Tomimoto.J(2011) BRICEAS, DHITE2ZE0BER—ERKIIaZFT1OIALLIZAITT 0-3
484 Takeda.S(2011) 1Y 2Ea—RABELD (1) SEAAERO D TOusl) | Fnsik CL-4
485 Hasebe.M(2011) fr&Ea—@AEND (2) HEMELHEAERD MAEANS, “S & —FALTT CL-4
486 Ootsuka.Naya(2011) BREXNS XL EBEROBE L SHORM CL-3
487 kim.G(2011) AN BXAMRSIEEITE OENY; DERIZOVT CL-4
488 Yamaguchi.K(2011) BERO "Sb#4 | HIEYEST CL-3
489 Yamanishi.Y(2011) SR ECHT TORBHE S o-1
490 Abe.H(2011) DERIIHT D TBSH, 20 THEEBSHOC U RE, ~ 0-1
491 Ishizuka.M(2011) BEEESH O ) RE, OBE—EAAELEORED > L2-7
492 Koyama.H(2011) EEFOS ALK BHEERMR—ITHRE 0K CL-3
493 Yamabe.M(2011) "BISH, ELTORAEHE-BABRI VT TERBEOEZAH L KK L2-7
494 Shimizu.K(2011) TEMBRIELED THEXK, - TBBH, O<CY OREND 0-3
495 Hoshina.T(2011) LEFICH I 2 HHEBRAROEE - RF - RE—LBAFOILHH S 0-3
496 Yamanishi.Y(2011) ZXULHE T — 7 1 F— 2 —OFPIER A & HEEKAR O Bk CL-1
EROBICNIZH DS XRESI—T 1 F—R—DNEFH— CL-1

497 Kikuchi.A(2011)

Bt g—HH—b - KT THEE, CHTBEBREBLT
498 Matuoka.M(2011) "HBEO%, AELTEES W ZEPIM—AEALEHBRTOI—T 12— bEEHL S CL-1
499 Nara.M(2011) SHEBATORC—I—F 1 F— X —OFPIER I AT T CL-1
500 Sato.N(2011) THANEBE, —BERCETS2I—F 12— —OFPI & BROW Y & CL-1
501 Ishikawa,H(2011) W2 2O BEE ) ET—HHEEICS T2 —F 12— —D 0B & Bl CL-1
502 Miyazaki.T(2011) MEDHEAEY . MEELET —ARELHH, > AREFEZEI—FT 17— —~ CL-1
503 Qi.J(2011) Oo-1
504 Matsumoto.A(2011) ZaA—U—F L FIIBTRYA Y DEBENANLF 1T RLBLUILFALF2TY XL 0-3
TAYALHITBSIULEEICET AHE - 'SUEHRICHIT2HR~OHKE,; (Educating
505 Amano.M(2011) 0-3
citizens in a multicultural society) AFHHH &L T—
2011, TOTAL 39

TOTAL(1985~2011) L1 42 L2 61 AS 99 CL 74 o 229 505
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2. SOCIAL STUDIES TEXTBOOKS IN JAPAN AND SOUTH KOREA

JEST Main Contents Step
JEST/No Japanese elementary Social Studies textbooks are Step 1: ME 2:
Published by three companies: Syogkusyakai, LLSC

Atarashiisyakai, and Syogakusyakai in 2011

1-1. FBOFEEEFEARE]

X 0\ A
1. £LHONFHABORT What kind of town do we have

Let's learn about our town

1-2. hEUI5OTHO%F
IA view of our town

A
2-1. BEUWIFAN 5
(303K, B aﬂb.
2011) 2. BEZS, JAe50B0p  |Let's research shopping
Let’s look at shopping 2-2. [EZFNCITIS
Let's go shopping
2-3. LFREWIEIBIz6HIC
)Aiming to be a good shopper
3-1. LpdFEWVE DB
3. FANRES W3S How to make Shumai Food from where
. ERAN w umail
.j . ) (pp.64-65 and p.89)
Production (Chinese dumplings)
3-2. (FINATIEIKZMHLE
How to grow spinach
. S THES BOGL 4-1. FEOANBENZIDCITE
’ > ) ’ E > ITraditional industries inherited
Old fashioned lifestyles : -
4-2 HOEEEBL
Traditional tools and living
1. BERBULEESIED 1-1. BH-BHFORVESEHELT
Safe living and making a |A safe town
town 1-2. NEEPHE HEBICERZD
Fire safety and earthquake preparedness
B ~ 2-1. ZHFEIN
2. EERICALEFBIED )
(304,K o ) Methods of garbage disposal
" Healthy living and making D2 KIEohS
-2. 7 <
2011) a town

Where is our water from?

3-1. SMEHFHEEFECCHORE

. BDBSSALEE
3. BRSNS Where is Yoshida Sinden?

Making a town which lasts
3-2. A%ZRIK

Cultivating a rice field

Fukuoka City and many
nations CL
(p.157 and pp.159-161)

4-1. EOHRZEITT
Open your state map

4. FAEEDERDOFSED 4-2. BEEEORENUEEIED
Making a town in our Making a town with fried foods
prefecture 4-3. JU=D=ENUEEED

Reviving the waterways in town

4-4. HREDBHDFEEIED
Making a town connected with the world
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1-1. BRBHFROEZ(CHBD

C
(503, K, |1. FIEBOBLEET Where is Japan in the world?
201)  [Our life and our country  [1-2. BAREBEEENHZ0
Why does Japan have four seasons?
1-3. EHIKBUERIE
Better living and environment
2. BRIAEEZZDAR 2-1. BEDINARIMNEZZFTRT
People in food production |Visiting agricultural places
2-2. JKEHOSHARIEZZITNT
\Visiting marine places
2-3. INNSOERIAE Introduce Japanese food to
Food products in the future foreigners (p.101)
3-1. BEIESHZIHRAT Interview a Japanese worker
\Visiting car factories in abroad (p.131)
3. TREEZXZIDAR
People in industry 3-2. WREOBNDEEE
'The world and cars
3-3. THDOSEFRE Disabled and older workers in
IA factory, now and then a factory (p.147)
1-1. BIROBMNIESED
1. BLEELZBIER Living surrounded by information
D Living and information 1-2. BRI —I%ENT
(504K, IA developing network
2011) 1-3. e LFETRT
How to use information well
2. RIBZFEBALR 2-1. ERIBZTS
People saving the Protecting the environment
environment 2-2. ELt%<F3 Dapanese and Europeans
Protecting our country (p.61)
gF0E5L 1-1. #d-A history
IAncient life 1-2. [EfED-A history of our country
2-1. BUBNAES
The beginnings of policy in our country
. 2-2. XALENZEDFBAL Japanese immigration
E 2 Et.j:@ﬂ@q:_ _ {A people: culture and power (p.115)
(603,K, | Busi (Samurai) and their 3. OB
2011) world

IThe movement toward integration

2-4. BUREAZODRE
Developing policies and people

2-5. &b, 7ERI<CUE
City, developing culture

3. IFRERAOSH
A developing story

3-1. EkSEEEHAR, 727
IThe war in Japan and Asia

Colonies: why Korean and
Chinese came to Japan

(p.121)

4. EENSFEIIN
From war to peace

4-1. ARDESL
People’s livelihoods

4-2. ENEBLEEZELT

For living
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1-1.BhERESLERUA

Research about public places

CL
1.E5L0%0BCE Daily life and policies (international center, p.3)
. Policy in living HapDi p "
. appiness for a
1-2. BHALSOBEL ppiness ¥
(604,K, o . (Ainu minority group and L1
IThe constitutional law and living .
2011) foreigners, p.19)
2-1. BARLOBIDDOZERVE
. Which countries have good relations with
2. BARCAEFODOBHD Japan
Japan and the world - ticaltural -
or a multicultural socie
2-2. HFROANLEEDESED . ty.
. (Kawasaki City and Komaki, CL
Connected with the world’s people
p.63)
1-1. EFROFHD
1. FADFES. HABDFS
IAround school
My town, Our town
1-2. TORF
G A view of the city
(301,T, - ~ -
2011) 2. (FIEBKANEFATZEDLBL 2-1. JETIFBCA
Working people and our  [People working in shops
lives 2-2. BFROMLE
IAgriculture
3-1. HVBEBRELEDBL
3. MO TEALZDBL Old tools and living in olden times
A changing life 3-2. OILIZBD. DIERZLED
IThings we want to leave behind, things
we want to bring with us
L BLES 1-1. NEBEMBBLESTS
) I Safety from fire
Let's protect our lifestyle —
1-2. BB HHBBLESTS
A safe town
~ 2-1. KIFETHS
2. EHLKBLEDLD
o Where goes our water come?
For better living -
2-2. CHOLLDEFIF
H Garbage dump usage
(302, 3. E&5T%RFK 3-1. WWACEN B K
201'1)' open the KYOTO Water from the mountains
4-1. BOU3H0
IA developing prefecture
4-2. FFEHdithigie A 2 D<5L
Specific people and place
4-3. HREDBRNBZDIZULEDR Kobe City and world
4. hrzUIz50R Our prefecture in the world 154y155
Our prefecture (PP- )
CL
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1.0EURS0OE L
Our country

1-1. HROBHOET
Our country in the world

1-2. BT otz OFEEA 2 DLIBL
Our specific configuration and living

(5811’1:’ 1-3. ELTOKUROIFEEA 2 DBL
Living in our specific climate
. DREUEBOEERRE [ FOPERABEPTER
) Rice production and the plains
Our lives and food 2-2. KEEDEDABIRRIR
products .
Marine work and Fukuoka
2-3. INHBOBBIEECDRUIZS
Food products in the future
1. DiURBOEFL T4 [1-1. BEE%ZDBIE-A car factory
Our lives and factory 1-2. TEEAFEE T i
products Factory products and factory areas
3 1-3. TR4ELES
(502,T, Trade and factory products
2011) 2. (BRbUttaEhiURS 2-1. BEREELDLUIEDO/ED
DHSE IThe information industry and living
Life surrounded by 2-2. H2EZZZER
information Information that is changing our lives
2-3. [&REENIDILES
Using information
N — 3-1. DIZULEOETEERRM
T Our lifestyle and forests
Our. lives and the 30, BEATEOELIS
environment .
Let's protect the environment
3-3. BARKEZHHC
IThe prevention of natural disasters
1-1. BXOLSHSEHEOLIIN
From Zyomong mura to Kohun country
1-2. REROOEED
Making a country for Tenno
(Japanese king)
K 1-3. HEtotoha
(601,T, |1. EARODESE Bushi (Samurai) and the world
2011) Papanese history

1-4. SUHBEEL
IThe culture of Muramachi

1-5. BEOHMSTIFOHEA
From Zengoku to Edo

1-6. SIFOALEFRULVER
Edo culture and new learning

1-7. BEOEEDZEDIZ AL
IThe people who developed Mejji

1-8. HR(CEHHHUIEAR
Japan into the world

1-9. R<FRLeEkSEE A 2 D<BL
IThe long war and people’s lives

1-10. FLLBEA, FHBEANA

New Japan and new peace

197




1. DrEUBOETELRE

1-1. DIUEEOREWVEEIRITECE

L ) ) Our hope, that is policy
Our lives and policy - -
(602,T, 1-2. OiUiBOBULEBARERE
2011) Our lives and the Japanese constitution
2-1. BAREOBADDZERVE
2. #ROFOEA . -
) Nations with strong ties to Japan
Japan in the world P
2-2. HROFKEEAROREE
IThe world’s future and Japan’s role
1-1. DEULEEDOFEDELST
1. DIUBDEATVRETS )
. A view of our town
Our lives -
M 1-2. hrLiEOmndSd
(307,N, A view of our city
2011) 2. <BLZEZEZBFET 2-1. J[ETIFAAL DS
([FFEAKAR People in shops
People who support us 2-2. MTEXK AL DS
People on farms
3. SICOIZELHBLD 3-1. BEOEELALZOBL
eyl People living with old tools
IThe olden days and today [3-2. &h52h31TE
Working, from olden times to today
- _ 1-1. ZHOUEDEEA
1. fERAKBLZEERD
] Garbage dump usage
A good life - =
N 1-2. apeBLESZZ K
(308,N, [The importance of water for living
2-1. <EDS IHVANEE
2010 b mensLess _ .
) Fire prevention
A safe life e
2-2. ZEITD. BEEHOFMH
IAccident prevention (Traffic and others)
3. HUHOE O TADLIZA . - <
3-1. LHNR5ELS. DNSOVB4T
The people who help our )
) For our city
city
4-1. DEURBDEDEST
4. HizUREOEATWRIE  |A view of our prefecture
Our Prefecture 4-2. B A4 DBL
IThe prefecture’s people
4-3. APEDCELZ DA Okayama Prefecture and o
Human relations within the prefecture  |world (p.153)
N 1-1. HASTEARE
1. BROELEAZDBL What kind of country is Japan?
Life in Japan . ~
1-2. SFEFERLHOBL
0 2-1. RIEDD ShHARIIE
(507.N, The areas for rice production
2011) R, brULORLEEE 2-2. IKEEZEDSH AR
BAERE IThe area supplying marine products
Our food and food P
2-3.CNNSOBRIERE The view of housing in other
products L1

Food production in the future

nations (p.51)
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(508.N,
2011)

1. TEOFRECDELEED
KBU Our lives and
developing factories

1-1. BEETEOSH AR
IThe developing car industry

1-2. HROTEDFE
Specific Japanese industries

Foreigners working in
Japanese factories (p.35)

L1

2. hizUIiBO<5L%Z 2%
|&%R Our lives and
information

2-1. |&¥#R%Z{5Z%-Sharing information

2-2. [ER(bHHSzEES
IThe development of an information
society

3. BL0RIEZFEL3
Let's protect our
environment

3-1. BX0MFELBR
IThe developing nation, and nature

3-2. KENBALZSTFD
Protection from disaster

3-3. BA%Z<FEE)-For nature

(607,N,
2011)

1. BROZHH
/A Japanese history

1-1. HuRORESEEEC35
IThe history of our city

1-2. KEOGBUEEDR—
Long ago, and unification

1-3. EROBUEEBL
IThe living and policy for Kizoku
(high social class)

1-4. BECEBBEADERLED
IThe first policy by Bushi (Samurai)

1-5. REH—ECEIFEM
IThe unification by Tenno
(Japanese king)and Edobakuhu

1-7. JIFRRZAESTIAAL
IThe people in Edo

1-8. BFEHERHSIEHROPOBEAN
Japan into the world from Meijji

1-9. 727 - KEH(CILN 285
IThe war in Asia and the Pacific

1-10. FILLBARADHKDFH
IThe new Japan and Japanese history

(608,N,
2011)

1. DIUIBDBLEBEA
Our lives and policy

1-1. DIEUEBOREVEBEADEZAE
Our hope and government working

1-2. DIULIBDBLERE
Our lives and the Japanese constitution

Human Rights (discrimination
against the Ainu and Koreans)

L1

Japan and us in the world

2. tFROFOEAREDELS

2-1. BAREODBADDZRERNE <
IThe relationship between Japan and
other nations

2-2. EESEEAADEE

The roles of UN and the Japanese

Main contents: 18, books: 49 chapters

Multicultural contents: Total LLSC: 9

16 chapters

Total
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KEST Main Contents

KEST Korean elementary Social Studies textbooks Step 1: Step 2:
NO are published by one company, Doosan donga, ME LLSC
wrote by Korean MEXT in 2012
1.1 420 28 Ao
DR A O Living necessities
EXSPN 1.2 MES0| 20l 2
town |Places for people
1.3 2eclD&ED 0|I20E
Our town and neighborhood
1.4 D& S&X A
\Visiting downtown
1.1 MEH0] 0|SW 2AAIS
2. 082 [Transportation and communication in daily life
SIPNES
Transportation |1.2 0|3t AALAE Eo &2
and 'The development of transportation and communication
communication
1.3 =<2 0|lsh AL S
IToday’s transportation and communication
A (3-2) 1.4 0IcHe Ols 2AAAS
Transportation and communication in the future
felgt RS
CtELteHol &1 A=
HFSe MaDs
HEAH CHEM? L1
p.87
Friends in our class
1.1 fel&0| &0t= & and friends abroad
IAspects of our lives
230t T2 M2kt
S0l Ct=0
p.91. L1
_ Different cultures
3.Chest
40| & participate in
The diverse life different activities
1.2 Bistsl=s &5 2
IThe changing of traditional customs
M oeittetel
Ofef It & Dt
gy
1.3 MIA Gefitetel 30 0|8 pp.105-109. L1
Global holidays and official anniversaries World holidays and
official anniversaries
oA HADL Ol
1.4 A2 e =Sdctl= 235t pp.113-119. L1
Learning and respecting each culture Prejudice regarding
differences
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1. FHY
Hhe sl st

=2

fluly =

rx m.&"

The best choice

1.2 Matasnt Aol Al -Production and jobs

In the economy

1.3 Jt& 2l 4tgl 4+0]-The household

1.4 AHIXS el MY
Customer rights and responsibilities

[eZKe)
2: OEIE:;' T 11 E=2e] MER&-Aspects of small towns
) 1.2 SAIS ME2&-Aspects of cities
Variety of
lifestylesin = 3 A2 2ol AlRIS
B (4-2) various places The movement of people towards cities
1.4 TAlQ =9 2Het HZ
Problems between rural and city dwellers
1.1 80 At3l2l Jt=-Modern society and family
1.2 & d&9| H3t-The changing of gender
1.3 22l Atglel 2I2ZHI-The problem of population
" 1.4 OOt E Dt = ORI
AL 519
3 :LH: } The media and entertainment
G230, 272!
Social change 22X, HoHel,
and our seolg =2
lifestyles p.129.
Minority families, L1
minority labor,
disabled people and
1.5 At3le e A%t el North Koreans in
IThe rights of minorities and diversity in society South Korea
=1 AR 39
XHE AL
pp.130-133.
The Department of L1
National Human
Rights and a case of
discrimination
1. ZHALEIQ _
M2 == 1.1 X, FX AJIS Atel EA
Social development in the period of the kings,
Chosun Youngzo and Jungzo
(Korea'’s old
C(5-2) |name)andthe ) > gone apuen asaA

new movement

Changing economy and social status
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1.3 NM2lIEste 2

The development of people with lawful social position

1.4 MLE2 0 S &l

Western civilization and introduction

1.5 &80 SEM AE HE =™

The introduction of realists and reform

=}

2. M2

10

=2
> A=SsE
The new

civilization and

1.1 2AAS Bt 269 Jhet

Colonization by Japanese and opening the port

independence
1.2 I==82 s ==, U=
Blood and tears endeavor for independence
1.3 CHE2S =S LAMEO HE
Reception of modern style and lifestyle changes
=22 0lF g8t
gt=0l,
ASUHXE
S 2 0FAIOF
p.82.
Movement of
1.4 ZHEAATD 0IZ=0] Ay Koreans to middle
Lost national rights and civil disaster Asial923 Great L
Kanto Earthquake
(about 6,000
Korean killed by
Japanese, after
earthguake in the
Tokyo area)
1.5 =5 =822 dNM
The development of the independence movement
3. tetel=2el 1.1 tisel=s H=29 g
té”ﬁ]i 5594 [The establishment of the first Korean government
N 1.2 QI3 FHeH
The Development of democracy and the economy
development of
the S=HMHX 2008,
Republicof (1.3 tfstei=o ¢dS 25604 p.125. -
K

Korea and us

For development of Korea

The end of the head
of family from 2008
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1.1 PN AFEF9

=2t B8

12

p.13. CL
Our lives and democracy Freedom and
equality
1.2 QI==0/E ASot=s &
. 22/utete [The department of democracy
Q3T 13 M8 o ¢
Democracy e jaw and lifestyle
et g = Us
IAES RS
p.45. CL
What we can to do
1.4 Q1AW QIAES for human rights?
Human rights and IAES,
D (6-2) Protection of human rights OE SH 2 SA
p.41.
Human rights: cL
Pastor Martin
Luther King JR
1.1 HAH S XA 23t
Global culture and nature
1.2 X 10 2RI} 2 St
The Northern hemisphere
2 A (larger area and higher population)
géﬁl%;r; 1.3 HICH 10 IR0l SRE get3
Global culture The Southern Hemisphere
and nature (wider sea and plenty of natural resources)
1.4 SASZ MA LD
World meeting with food
1.1 RclJt 2SN It 2 AkE]
Information society built by us
3. &3}, —
el Globalism and our living
Information, MED Q20 [otA
globalism and usy 3 m=3 gi2ol oryt pp. 111-113.
Traditionalism and globalism Diversity in tradition L
and globalism
1.4 S0 018 35 HEo 2
The unification between North and South Korea
Main contents Chapter Sections: 50 Total LLSC:
Total | (4 b‘l’;ks): Sections with multicultural contents: 12
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3. QUESTIONNAIRE FOR SCHOOL TEACHERS IN JAPAN AND SOUTH KOREA
IBRICHITIZZXEBEICETHT >T-MOBREN

AT —~: The Four Fundamental Factors of Multicultural Education in Japan
The call for multicultural education, especially critical multicultural education is a
way to reach a diverse and equal society. Although the number of ethnic minority
groups has increased, the school curriculum still focuses on dominating majority
groups in some developed and so-called “democratic” Western nations. It is arg
ued that children of ethnic groups are often excluded from school learning
activities. As a consequence of globalization, more and more ethnic minority
children start to attend Japanese public schools. The children of minority group
s tend to be lack of Japanese language skills and Japanese cultural backgroun
d. How to teach children of ethnic minority groups has become an essential is
sue for educational policy makers, school administrators, teachers, parents as
well as the entire Japanese society. This study examines the four fundamental
factors, living, learning, activities at school and community life which are
essential to provide school education for children of minority groups.

HATE. ZXEHEEMTONZHBENETIT TIERB(OON. SHEAREEREOHBEOIRS
ZXATVSHEDORICBZATNEMDEBIOTETCVET . ENT. BAROZSELHBE DERE
HEREUZVWEBZTENT T, DEFL T BARVNERBEDT 2 (CEIFRA RIERZIRER
{ KIABEZEMIBEICLEUIZ BFEHEHNMNILEIN CTHRHBELBFEVELFT .

BE. COREBEBRCHEIZZUEHBICEIIIEREER LT EDTY (RARLEFFRFiTA
RIAREIZFETHD, ETUIRXTEVTHNFT . IE5OEMIARICOEFL T BARADSE
EDHRUIZEDTHDET ). URE (BF) UBANIEHRE. REIELTHETT —HELTEEDHBN,
EIANHFE TSI THIAIBLFIRLTHDER Ao FIo. FMEBICHE < DIEIRZFR - 1L VeUE
Bh. AEONEEHCEIZTERPSBVEDENTEVELS. BRUEERICT ECCRiLIE g EF
THRVEL EITET,

FEHEAFAFRERAAFRHETRIRIEIF . f 2R
BEEHE : B &

wHEVEDE :

-\ -@yahoo.co.jg
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[BRICHITFIZIERBICRITET > T - OB

A7 —~:The Four Fundamental Factors of Multicultural Education in Japan
The call for multicultural education, especially critical multicultural education is a
way to reach a diverse and equal society. Although the number of ethnic minority
groups has increased, the school curriculum still focuses on dominating majority
groups in some developed and so-called “democratic” Western nations. It is arg
ued that children of ethnic groups are often excluded from school learning
activities. As a consequence of globalization, more and more ethnic minority
children start to attend Japanese public schools. The children of minority group
s tend to be lack of Japanese language skills and Japanese cultural backgroun
d. How to teach children of ethnic minority groups has become an essential is
sue for educational policy makers, school administrators, teachers, parents as
well as the entire Japanese society. This study examines the four fundamental
factors, living, learning, activities at school and community life which are
essential to provide school education for children of minority groups.

HATE. ZXEHEEMTONZHBHENETIT FTIERB(ON. SHEAREEROHBEDIRS
ZXATVSHEORICBZATNEMEEBOTETCVET . TNT. BARODZSIELHB DERE
HEREUZVWEBZTENT T, DEFL T BARVNERBEDT 2 ([C2IFRA RIERZIRER
W KIABEZEMIBDECLEUZ BFHEEMNILEIN CHHELBREVELET. 128 T4
FTICHOEEHDTCHEL TS,

FEHEAFAFRERAAFRPHETRIRIEIF . f 2R
BEEHE : B &

1. EEEDOEH
BRIEE
P1-
® @
a HREOHERNCDNT
=2 Eog
P1- ® @ ® @
HRIZDEERICDLNT
b 20 4% 30 4% 40 % 50 AL
P1- ‘ . ® @ ® @
HRIcOBEAREREFEEDOVNT
c 1~5% 6-10 &£ 11-154 16 L+
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2. BE&EE (living: L1)

BRIEE
L1-
HRIEOZERAOIMNEETFEED ® @ ® )
a
BE(CDOWT W3(RTE) ROAERTE) VWR(GBER) DHBREN
@) @ ® @
L1- TOFDHRED
Z0fit
b BABEOIERICDWVT B R -BEE B5 -BE% A A - EREE
( )
@) @ ® @
L1-
EDOFDEEECOVT B7ST mrs7 Bk - 7IUh Zoft
C
BE-hE- A% RIFL-91-5% TRAUR - AFR % ( )
® @ ® @
L1- ZYALHE - BB E
HFEOEL 2KV
d (EFSESREESH)OVT LEWTLG B 2 RLTLB
ZEDRL ZERRBL
L1- NEFEFEEOREEERE ® @ ® @
e (FBEREEZSH) ((OWVT 5FTES AAETES HFEOTERL B(TERV
L1- NEFETFEED ) @ ® @
f KRIEBEDNEDHERBEMRICDVT 5FTE? KIKTES HEOTERL 2CTERL
@ @ ® @
L1- ZALFREICLD
N . Z0fit
g FEBDTAT>T4T4(CDNT RARERVERS B 4 RN %3 HEORIERL
( )
L1- NEEFEETHBRIED @ @ ® )
h DS AP TOHRIEDEFH(CDONT BHLTWVS B2 ERLTWS HEOE/LTLEN EEBRLTLRN
) @ @ ® @
L1- NEFEFEDD
i ERESEEH) Zoft
I BEEEROREEL KEORIRE AEIRSRORIE
(DIERE ( )
) @ @ ® @
L1- NEFEFEBD
_ ) ¥REBOZUCRS
] IS ARDEFECOVTIE ] MREM i EE-tE>E
CHHICTEBALEZW,.

L1-K) #HEFEFEEOREET ETOBERYR— MFBNEBHITTSV,
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3. E5E-FE (LEARNING: L2)
L2- NEFEFEOOSEERGED (©) @ ©) @
a (BAEE)-#BRIEEHICOWVT 5%(TE3 AKTES HEODTERL B(TERN
@) @ ©) @
L2-
5 NEFEFEBOSEBEFERICDONT BAZBEOMERITIN | BEEBEOHMEFETINE BEE BAE Zfth
ETH? TH3 A EATANETHD (
L2- NEEFEEDRBIZIBHZETO @) @ ©) @
C 8E(ICONT HETHS B4 METHS HEOMBER DB
. o ® @ ©) @
L2- NEFEFEEO_SEEFH
. N SRV
d (AU HINIDONWT (5[RYahee)Y) =415 (WY HEORWTEN R ‘
AR
L2- NEFEFEEO-=EHEH ) @ ® @
e (\AUSHIL) DAEIECDNT WETHD B2 ETHD HEOWER BBV
. o () @) (©) @
L2- | SNEFEFEEO_EEFERORDHOH ”
Z0
f ULEIE - BERICDOWT HETHD HEMERN BN (
@ @ ® @
L2-
WNEFETFEBO=BFERDIRBEL(E HETEZD Zofth
g FRTEIBNETHD WA TEZBNETHD
RETHD (
. o ® @ ©) @
L2- | A EEFEFEEOERSEEESETD ol
D
h EDFRHIDOWVT WETHD HFEOMER DBERU
(
L2- INNBOZILHEBED @ @ ©) @
I HEEDZSHDORES(CDNT (SRR B 2 BS UL HEOBS LI 2SI
® @ ©) @
L2- XL HBICEETS
HEDBMLE 2Bk
J HFRESOSHCONT SHLRZENHS a2 ShUcErH3
ZEDRO ZERRL

TROBBICCHBICIRALLS W, L2-K) SEFEFEED

PHNEFBATTEL,

5-FBETOBLERYR-H

L2-L) HEFFEEADIBEICHLOT. REKUICEITVSILPHLNEIIFI HNIETHR

TFEL,
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4. FRUEE) (SCHOOL ACTIVITIES:SA)

SA- o » ) @ ® @
NEFEFEODERSEBNDWVT
a 5FTE3 KKTES HEDTERL BCTERL
SA- NEFEFEEITTS ) @ ® @
b BEFEEZSE)DKHDONT KH3 453 HEOBL EXEAA
SA- | HMEEFEEO-—X(CHFBIIHICD ©) @ ® @
C (Y IS TED PUMIETES HEDIIETER EFETERW
SA- | SAEEERFEELOHTEUSICON ©) @ ® @
d T XLTW3 e LTV METSCTLTVS LTLARL
) ‘ ® @ ® @
SA- | WNEFERES LDV TUL T DNE o
z0
e HECDWVT WHETHD HEOWMBER) HERL ( )
SA- | FEBOFEBPLEE LORFIEICOWVT @) @ ® @
f | DISAA MDFREAICDONT LT3 B4 LTW3 METHUTLTWS LTLAWL
SA- ] ® @ © ®
NEFERESLEOHDNDDICDNT
g SFETES KKTES HEDTERL BCTERL
. . (@) @ ® @
SA- | NEFEFEBICHUFBISEERE(IC
X ) HEIEUTHRBZNET Zoft
h EOVWHEE(OWVT IEIRETHS ISBIRETHN ( )
H3
() @ ©) @
SA-
HEBFEEENEAZRIIOVT | SEASRCENRE | BAE-A-FITERIC | SEFABRCRHANET Zoft
I
TH3 BOIRNETHS H3 ( )
(@) @ ® @
SA- LXALHBEREU "
z0
J FREEOEE T RIES-FREOEH BERE SEHRIEEHRIE
( )

TROBREICTERICIERALEEV.
SA-K) SHEFEFEEDFREE LTOBERYR— M BNEBITTEL.
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5. gt dDIS1=51— (COMMUNITY LIFE:CL)

CL- | EREMIBHERE(MBET Y- @) @ ® @
a H)EDIZFRICDONT LT3 BralLTW3 BEIISUTLTVS LTARL
CL- {REZDHIHIBIRICEITS @) @ ® @
b ZFANIONT NBETHD HEMBER HER Zofth
o ZYALBB(CHF BB RN ©) @ ® @
B93E(Q—FT1+—5-F)D Zofth
c NBETHD HEOWER) DERV
BREICDNT ( )
. © @ ® @
CL- | EHALRELEINEFEEBDRDHDZ o
30)
d EONT WHETHD HEOBER) HELN ( )
() @ ® @
CL-
ZXALBBEAARBHZEICOVT Zofth
e MBETHD HEOWMBER) DB ( )
() @ ® @
CL- LR 0RHD
o zofth
f FUWERICOWT EOIRETHD DUEDPIRETHS HEEOERCTEHLL
( )
() @ ® @
CL- | INHMBSOEFHLEDHDZ I EE "
£30)
g BOZIFANICOWT WHETHD HEOBERL) B
( )
() @ ® @
CL- XA EFRLBEELE "
30)
h BAMES0EEE XA T BE EE-HIE EREE
( )
c NEEFETFEBDRODIREE - FH - 1 @) @ ® @
|__
BHEI1Z1-57—-0 Z0fth
I ) NBETHD HEOWER DHERV
HEMH(CDONT ( )
CL- NEFEFEBICRD ©) @ ® @
J METHIYMR—Reld HEHR— SEYR—K FRSEBOYR— b HEOYR—

TROBREICTERICIERALEEV.

CL-K) SEFEFEEDMIFHRAZI=TA —ADEHBERYR— MBNEEBITTEL,
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4. QUESTIONNAIRE FOR MINORITY FAMILIES IN THE U.S. AND JAPAN
LLSC and Multicultural Education

DIRECTIONS: Please answer these questions about how you support your child(ren). How do you feel about interactions between your child(ren) and American society?

There are no right or wrong answers.

This is not a Test! © ‘

1. About You

2. Living

3. Learning

4. Communily Life

5. School Activities

@ Your gender?

©® How do you like

©® What kind of school is your child att

@ In which language do

©® How does your

Male () living in the US? ending? you speak with your child like school ?

Female () Good ( ) Private school ( ) children at home? | think things are good ( )
® Your age: Soso () (ex. private preschool) English () I worry ()

( ) years old Bad ( ) Public school ( ) Parents’ languages ( ) Things are not good ( )

( )

Before ( )

Yes, often ( )

® Your job: (ex. a national school)
( )
® Have you ever ® Are you satisfied with the American ® If your child speaks your ® Are there any ethnic
oy considered moving school system? native language, do you hope tensions between your
our
tionalit to another country Yes () your child will continue to do so | child and his/her American classmates?
nationality:
( ) because of racial No ( ) in the future? No, at all ()
issues ? Yes () Sometimes ()
® Number of
. No ( ) Not yet ( ) No ( ) Often ()
children:

216




® Total number of family ® Do you worry about li | ® If you are satisfied ® Do you think it is difficult for ® How well are your

members ving with children in | | with the education your child(ren) to learn children supported in

( ) N? system in US, please two languages simultaneously? class by the teacher?
© Nationality of No, | don't ( ) explain what is good about it: No ( ) Yes () Good () Soso ( )
membes: | worry a little bit ( ) Bad ( )

( ) | worry a lot ( ) What is good and bad?
( ) -Please provide a

( ) reason:

Example: my wife is Korean

® Please mention good and ® Do you receive special ® How often do you have
bad points of the American education information for your ethnic counseling with your
system: group from your local child’s teacher in a year?

government about participation in | Oncel/year ( )
city events? Five times/year ( )

Yes () No ( ) Ten or more times/year ( )

©® What would be the best environment for your multicultural child(ren) at school and home?

® What special support would children of your ethnic group need ?

Thank you for your cooperation!
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LLSC and Multicultural Education

DIRECTIONS: Please answer these questions about how you support your child(ren). How do you feel about interactions between your child(ren) and American society?

{8 AZE X (Human Functions) BRIZEE K (Social Environment Functions)
1.8 H%(P) 2.7 FHHEE(L) 3.%E(L2) 4. wFIZ 1”71 (CL) 5. FKIEEN(SA)
a. 44 a. RG] WEHE a. A el AojArg a. A A3 &g Frkel diE] ERSRL SNRTES 1 ] U
o o 0 90%HE 0 JFojnt 0 rtsta gt 0 90%W=
o 0 70%W= 0 R0 waro] I o] 0 Uteta oA & 0 70%=
b.A% : 0 50%%H 0 R Earofrl bAGAHRE W=y 0 50%%Hs
o 204 0 30%cl3t W=/ b. Ao drolsHs wits | @ U ATEIEH o 30%°l3 7
o 304 =0 2ol i s A 0 A= WFRHE ot :
o 404 o 0 UdE=f mhof
o 50U o % 0 =xol mto bARA el WAL R - 2HA
o 3 0 & ( ) 0 90%%=

b. AT #AH 0 70%u=
CAA e =7 . EE A C.aisel o=l A/d 0 50%%%
( ) 0 AEA A (5H )l isiA cAZ(2011-3-1)8kA] - Abitell | @ ggopolet mE/EEE
AT (f-F) |0 AFAGINS | @ Besduyz gk kARl s ol :
eXF7Hxe AEA | 0 AIHPSETEA 0 Zagounzt 0 A AALs]o A Hwhaglth
A 717 0 A 0 z =7t 0 A A3 A Wargl AT c. gy wARe}o o o 3
« ® o 7IE d. SHaL//P/ALE A ol Fde] | daRe] RS 8] Ba | 0 AFudsuc
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S. SHORT ESSAYS BY CHILDREN IN SOUTH KOREA AND JAPAN

TBRICETSEXIEHBICEATSH7 27— OEFELD

FH;EH 000 KRELE

BB, ETBRACERDBLEBEUHRLLETET, FAEFRERZREIRIELERLRE
[CEHELTVSR ZEEBLFEY., HE. EXLHBEICHALZHEL, HRZEDTHY
EX I

FFEAPFEDESLEAMTIA, BE7CTICEVTEHEUELBOLEEN R S D
2%, TATHEN>EYRYEATOLREWNMKRTY, 22T, FAFAXREBEICE TS
XIEBBEDEREBZLERELEZVWEEZEZATEYET, IBEELEZVVRETTA. TED4D20D%
XALBSEER—RA®EEE (Living: L1) - 23 (Learning: L2) - 284 E (School Activiti
es: AS) - #t=iEE) (Community Life: CL)—ZE&H. FHEMICH T H/NEEDFEX (Shor
t Essay) W> LD A4 DDEREANIT I ENELRARTHY £, RELHAEERE
THITWWEL

HRAZELTIE, FHRETHADONER6FLEZRR (HE. REFFOHRBFTETH
)L, 4DDEXLEEZEREHKIC ‘NLATEVHIANT (BABOHREIZONWTE
ATHELELI)DEXEZEVNTELL., BEZFL-T—42%. FHEMEHKIZTBERDS
XALBLERKR., . BEVRTLEEZEEL. 2T BHFETT.

DEFLTE, BENNEROFEIERMFRELTFHREZENSGTERZEE. AHE
EEBETDHELICLELIZ, BFHESHTLETH. CHHELSBSEWLELET, 1
A25BF TEURL TWLV=FEITNIETENTT,

BE. COREBFARICETIEXLHFICEHT 2ERERNLTIELDOTHY. BEN
EEWEARICOVLTIE. £it. HELEL, AET-2 L LTOAMYFVET,
EZELE=OMEIINMY EFREAL, AEBICELRDOBERNENDIZEFTRLTHY EFEA. F
=, ZRBFZHT L HYFELA, BROPEBVEDEAHNIE., TRIZERELLET,
£, AEORBOLEMINH S, ABDFHBAZLTIELVLEWVWS ZELHIEELREIC
MULEHEZLTTEL, TATIH, EALLBEVEBELHITET .

#HE

FHERZAZRERAHARARELRYRELE: 7 X

e HENEDHE
# z& (v vav) A—L7FLR [eho. co. b
reL [
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B. ¥ (BF

BEITRATED O £<22< T
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BN — N Enb bR T, EICHEE
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A 25
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I want to make school and society for all (Korean and multi minority group). Please, let me
know your thinking about Barry's talking (ex, Barry should do something, Korean should do
something).

A. OLALAYHOL:
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OfJ Qr At OEL W
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D. A#ra1g L

C. o1 Ay




O Hamke sengakheyo Q) (Let's think about it together)

B. Learning: I cannot speak Korean very

A. LIVING: Korean housing, food, shopping

and other things are new for me. The foo fluently, that's why it is so difficult to write

and read. Most subjects are written in

d is very spicy and most things are written

Korean and I don't know its meaning. T am

in Korean, It makes it too difficult to do

something in Korea. When I talk in Dutch, the worst boy in the classroom. All my

friends are so smart. My younger brother is

everybody looks at me and I felt embarras

2 years, he only speaks Korean and does not

sed. However, sometimes Koreans are so

kind to me, for instance someone gave can speak Dutch. I have to teach Dutch to him.

dy tfo me in the frain

Hi, Everyone? I am Barry, from the
Netherlands. Nice to meet you.

Living in Korea is difficult.
Why? T will tell you by A/B/C/D/

C.School Activities: I have brown hair and D. Community Life: The Korean society was

blue eyes, so I look different compared to established by Koreans. All laws and the

my Korean friends. Sometimes they are bullying me social system were made for Koreans only.

but some Kopreans say that I am so handsome . T don' + know what is bad in Korea. T went

I have only several friends. to the international center with my mom. I

The teacher only speaks Korean. I don't want to go somewhere else to understand

international

Understand exactly what she is saying, Korean culture. not the

so often I guess what she is saying. center. It is a boring place because every

Should T go to international school day there is the same.

or to the Korean school?
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I want to make our school and society for Koreans and minorities. Please, let me
know what you think about Barry's views (for example, Barry should do something,

Koreans should do something).

The school and
society for all

C.SCHOOL ACTIVITIES!
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Results of LLSC

(N:151, M:1.0, S.D:0.000, *: no answer, **: n:2,1.2% )

LLSC N(L1/L2/SA/CL) %

L1-a 10 6. 60%
L1-b 23 15. 20%
L1-c 21 13. 90%

L1 : What should Barry and Koreans do so |1 16 9. 90%

that they can live well together?

L1-e 26 17.20%

L1-f 4 2. 60%
L1-g 49 32.50%

N/A* 3 2.1%
L2-a 19 12. 60%

L2-b 10 6. 60%
L2-c 30 19.90%

L2 : What should we do for learning to improve L2-d 9 6. 00%
Barry's Korean language and academic skills? L2-e 6 4.00%
L2-f 33 21.90%
L2-¢ 18 11.90%

L2-h 24 15.90% N/A™

SA-a 15 9. 90%
SA-b 25 16. 60%

SA-c 8 5. 30%

SA : How to resolve these problems: relationship SA-d 14 9. 30%
troubles, counseling time, SA-e 47 31.10%

school curriculum and problems between SA-f 1 4. 60%
Barry and you in class? SA-g 11 1.30%

SA-h 12 1.90%

SA-i 9 6. 00%

N/A 3 2. 0%
CL-a 21 17.90%
CL : How can ethnic minority people communicate CL-b 46 30. 50%
better within society, CL-c 17 11.30%
including communication CL—d 38 25.20%

with local government? CL-e 12 7. 90%

N/A 11 1.2%
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6. LLSC HANDBOOK

[TOMONI MANABI TOMONI IKIRU]
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Guide Plan and Worksheet 1

1. Objectives of this L1:

a)  Children should be able to understand the L1 Sub-concepts such as identity and different lifestyles

of the diversity, difference and equity spectrum.

b)  Children should be able to identify with minority’s lifestyles.

2. The main lesson processing/activities L1:

Small Goals Time Activities Advices/so on
+ “Sphene’s different 10 minutes | # listening to the teacher’s story with «Teacher should
lifestyle,” starts with a pictures. allow sufficient time
small story about for the children to
difference, diversity, think.
and equity in daily life.
There is also a
discussion about
Sphene’s lifestyle in the
classroom.
o What are some 15 minutes | o Children draw or write their o After the exercise
differences amongst us, observations about differences on paper. | share the results with
and what is diversity in friends.
our classroom? © More steps: how many different
Examples: different hair people are living in our town, city and
an eye color, height, nation?
hairstyles, bags, and
clothes.
@®Let’s think about me, | 20 minutes | 4 Find out “my good points,” and “bad | 4 Bring and share
“who am [.” points.” baby photos and

@ Let’s make a “Watashi” sheet.

family photos in the

classroom.

3. Questions/Evaluation/Needed Sources:

a)  After a comparison with classmates, what differences were observed in the classroom?

b) Follow with a worksheet and supplementary data such as facts, photos, videos, and/or stories.
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First Work Sheet I: Sphene § Different Lifestyle

Hello-everyone:

My naume is Sphene

ond I o from KOREA.

@ Please; write your views here.
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Second Worksheet I: What are some differences?

Please fill out what is different or similar between you and your friends?

Please write here
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Third Worksheet I: Who am 1?

Please, attach your photograph here.

My foworite food is....

My foworite sport is.....
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Guide Plan and Worksheet 11

1. Objective of this L2:

a) Children should be able to understand some of the L2 Sub-concepts such as learning the majority

language, bilingualism, and the meaning of diversity, difference and equity.

b) Children should be able to sympathize with minorities who have to use the majority language and

have to adopt the learning style of the majority.

2. The main lesson processing/activities L2:

Small Goals Time Activities Advices/so on
+* Teacher makes a quiz | 10 minutes | * listening to the teacher’s oral quiz «Teacher should
called ‘which and checking the answers. allow the children
language?’ sufficient thinking
time, and inspire
interest in different
languages.
© How many different 15 minutes | o Using computers, I-pads, smart o After finding this
languages are in the phones, books, interviews and so on, out, children share
world? Why do some children search for information about their findings with
people speak more than the number of languages in the world. their friends or
one language? present their findings
More steps; in front of the class.
What is “hello” in other language?
@ A guest who speaks | 20 minutes | 4 Let’s make a small presentation for a | ¢ The children make

a different language

comes to the classroom.

guest who is from a different nation.
@ Let’s remember to greet our guest

politely.

the invitation cards

by themselves.

3. Questions/Evaluation/Needed Sources:

a) What was different, and what did you learn about diversity? (Compare with classmates).

b) Follow up with a worksheet and supplementary data, such as photos, facts, videos and/or stories.
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First Worksheet II: Which language quiz

Please listen carefully: Where are these words from?
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Second Work Sheet II: How many languages are in the world?

How many different languages are in the world?
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Second Work Sheet I1I: Let’s make invitation cards!

For whom...

When...

Where...

Other details...
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Guide Plan and Worksheet 111

1. Objective of SA:

a) Children should be able to understand what SA (School Activities) refers to; children should also
understand about relations between teachers and classmates.

b) Teachers and school leaders should understand about DDE (the diversity, difference and equity
spectrum). Majority children should be able to appreciate how minority students engage in school

activities.

2. The main lesson processing/activities SA:

Small Goals Time Activities Advices/so on

v¢ This is my teacher. 10 minutes | + Children talk about their teacher’s + Teacher should
favorite foods, hobbies, and favorite reveal this kind of
character. information to the

students.

o How can I make good | 15 minutes | o Let’s draw or write an essay about o After drawing/

friends, or what kind of good friends or my best friends. writing; discuss with

friends are best? other friends and

then present.

@Let’s make a class 20 minutes | ¢ Let’s make “Our Class News,” our @ Let’s make a
newspaper for classroom’s own newspaper. We can sheet. Which group
everybody. publish our thoughts and hopes, and is the best team?

class news in the newspaper.

3. Questions/Evaluation/Needed Sources:

a) What were some differences in school activities? (Compare the difference with classmates).

b) Follow up with the worksheet, and some supplementary data such as photos, videos and/or stories.
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First Work Sheet III: This is my teacher

What is your teacher’s favorite food?

What is your teacher’s hobby?

Good points and bad points?

What do you want to ask your teacher?

What are some other things you know about your teacher now?

____________________________________________________________



Second Work Sheet III: Good friend or best friend

Hanging out:
After school:

Other time:
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Second Worksheet I1I: Classroom newspaper

What was the best topic this week in our classroom?

we visited an art-center
this Monda Y
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Guide Plan and Worksheet IV

1. Objective of this CL:

a) Children should be able to understand some of L2 Sub-concepts; children should understand

concepts of diversity, difference and equity between two different groups.

b) Children should be able to understand both sides: the feelings of both the majority and minority

members in a group.

2. The main lesson processing/activities CL:

Small Goals Time Activities Advices/so on
+ Watch a video. 10 minutes | + Children watch an v¢ To understand
international/cultural event such as the | many communities
Olympic games or an international in the world.
festival.
© How many different 15 minutes | o visit the local international center or o After visiting,
groups are in a town, exchange center for immigration. children’s
city, and a nation? observations must be
shared with
classmates, or
presented to
classmates.
@Discuss what is 20 minutes | ¢ Children discuss the different needs ¢ The main

social harmony?

of majority and minority groups
members in the community? Find out

national example of this.

discussion is
regarding
observations and
thoughts arising

from visiting centers.

3. Questions/Evaluation/Needed Sources:

a) What are some differences between a minority group and the majority group in our community?

(Compare opinions with classmates).

b) Follow up with the worksheet, and some supplementary data, such as photos, facts, videos, and/or

stories.
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First Work Sheet I'V: International Community

After watching the video:
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Second Worksheet IV: Visiting a Center for International Exchange

Notes

Date:

Where:

With whom:

Preparation list:

Area information:

Information about the center:

Others:
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Third Worksheet IV: Why do we need a community?

Please, write yowr views here:
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