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Abstract

Multicultural Education in Social Studies TextbooksSouth Korea and the United States: A

Comparative Analysis

Younghan Kim

Chair of the Supervisory Committee:
Professor Geneva Gay

College of Education

Today, globalization has increased cross-borderatian in many countries. The public school
classroom in the United States has been getting aigerse, linguistically, culturally, racially,
and ethnically. Classrooms in South Korea are la¢smming linguistically, culturally, racially,

and ethnically diverse because of the fast growimmigration since the 1990s. In nation-states,
implementing theories, practices, ideals, valuesalticultural education in curricula is a
responsibility for the wellbeing and academic sssaaf all children. This dissertation examined
how social studies textbooks in South Korea andJhiéed States implement suggestions that

multicultural education scholars recommend forwnalt pluralism, educational equality, and



social justice to reduce gaps between theoriepeaxtices. Five social studies textbooks were
analyzed. Since the Seattle (WA) Public Schoolsntg adopted only one textbook for use in

2012-2013 in regular U.S. history classes, Histdive! Pursuing American ldealsas

analyzed. Twcet= Al [Korea History] and twe\l 2.2 3} [Society & Culture] texts randomly

selected from the approved list by the South Koidamstry of Education were analyzed as the
combination of the two subjects is more equivaterit.S. history. This study found the selected
textbooks did an inadequate job of adopting multical education theories suggested by
scholars although there are minor differences antioaghree sets of textbooks. Although there
are not many, few stereotypical images are stilhtbin all three sets of textbooks. Textbooks
are dominated by stories of mainstreamers in eaghtry. The coverage of ethnic minorities is
often limited to roles and topics related to ra@alies such as discrimination. There are no
stories of how different minority groups interadgtiweach other, and there is practically no

contemporary coverage of social actions by ethnrorities for social justice.
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Chapter I: Introduction

Today, almost all nation-states are influenced ‘pyocesses of globalization,
characterized by the rapid increase in cross-bditders of all sorts and by the formation of
transnational networks in the economic, culturaljtigal, and social spheres” (Castles, 2004, p.
21). Although the movement of people across nakibwandaries is not a new event, never
before in the history of world migration has thevwament of diverse racial, cultural, ethnic,
religious, and linguistic groups across nationestdteen as numerous as today.

According to the 2010 report of theternational Organization for MigratioflOM), the
estimated number of international migrants in therldv was 214 million. This means
approximately three percent were living outside riagon-state in which they were born. If this
number continues to rise at the same rate as shéwa decades, it could reach as high as 405
million by 2050. Even South Korea, which has clainh@ be a homogeneous nation, is becoming
a multicultural society because the number of tpreiesidents has been growing fast since the
1990s. The United States, which had a historic ignation boom at the turn of the 20th century,

has been experiencing an influx of immigrants again

Significance of Demographic Changes in South Korea

Friedman (2005), author of the international békstgebook, The world is flat: A brief

history of the twenty-first centuryays that 11/9/89 which was the day of collagsbe Berlin

Wall is one of the world flatteners, meaning moeogle’s lives worldwide are more easily
accessible to each other, and more deeply integtivim the case of South Korea, 9/17/88 which
was the opening day of the Seoul Olympic Gamesnes af significant flatteners. Under the
Seoul Olympic Games slogan “The World to Seoul,ubém the World” South Koreans started

having open minds toward globalization as well@sifjners.



Yet, the most crucial flattener in the case of 8dbrea is its low birth rate. Among the
members of theOrganization for Economic Cooperation and Developtn@®©ECD), South
Korea is one of the lowest fertility rate natioates. According to 2011 data from thepulation
Reference Burea(PRB), for the last decade the fertility rate wu8 Korea has been constantly

below the 2.2 that is a minimum rate to maintam plpulation at its current level (Table 1-1).

Table 1-1: Fertility Rate in South Korea

2001 2002 2003 2004 | 2005 2006 2007 2008 2009 2010

1.297 | 1.166 | 1.180| 1.154 1.076 1.123 1.250 1.192 491.1 1.213

Source: Population Reference Bureau (2011)

If this trend remains unchanged, South Korea’s fadmn will fall to 40 million by 2050 (Bae,
2008). The South KoreaNational Statistical Offic(NSO) estimates that the over 65 age
population will be 20 percent within 15 years (dgd in Kim, T., 2011). Combined with a
reduced influx of younger workers, the averageadghe workforce is expected to increase from
age 38 in 2005 to age 43.1 by 2030 (Park, 2008s Wil lead to South Korea experiencing a
significant labor shortage. Since this decline werall population and shortage in labor could
negatively affect economic growth and lower theiamé$ gross domestic product (GDP), the
South Korea government is supporting programs tosbahe birth rate, and accept more
immigrant workers than ever before.

As of August 2007, the number of foreign resideetxxeeded one million which
accounted for about two percent of South Koreajsupadion of 49.13 million (“South Korea's
expatriates,” 2007). This is a huge leap from 380,ih 1997, which is an increase of 158

percent. Although still small by international sands, this figure is significant for South Korea



which had been claiming to be a homogeneous soéigtya long time. According to Choi
(2009a), five percent of South Korea's populatioitl Wwe foreign residents by 2020. These
foreign residents are from a wide spectrum of masi@tes in East Asia, Central Asia, South Asia,
and the former Soviet Union countries. Although tiesvcomers come to South Korea with a
variety of different statuses such as investotgjesits, workers, and refugees, many of them fall
into the “immigrant workers in the 3-D job sectodirty, difficult, and dangerous),”
“international marriage spouses,” and “North Koredefectors” categories. This represents
South Korea’s quick transformation into a multioudl, multiracial, and multiethnic society.

The rapid growth of foreign residents and multiotdt families over the last two
decades has made the South Korean government a@s @& phasize multiculturalism and
multicultural education, which is a major depart@men the South Korean historical stance.
South Korea’s emphasis on being a pure blood nagtli@yed an important role in national unity
and patriotic mobilization against invaders (Kim, 2009; Kim, S., 2009). South Koreans have
learned to be proud of this claim through histditgrature, social studies, and moral education
classes. Moreover, South Korean law utilizepis sanguiniswhich means citizenship is not
decided by the land of birth, but by having paremt® are citizens of the nation. Blood is the
basis of belonging in South Korea rather than plaiceirth as in the United States. Thus, if
someone asks, “what makes one Korean?” many Kornedhsay “blood.” Several educators
and researchers argue that the emphasis on honitygand pure blood is now turning into a
burden as it prevents South Koreans from acceptntycelebrating diversity as a normal fact.
For instance, a survey conducted by Jun, Jung,Laed(2007) with children of immigrant
families showed that one of the major reasons wmldf multicultural families are bullied in

schools is because of their ethnicity or appearance



Significance of Demographic Changes in United Stage

Since the 1960s, the United States has been erperiea surge of immigrants not seen
for the four preceding decades. According to Cataa(®011), approximately 14 million new
immigrants, also referred to as the foreign boeattlexd in the United States between 2000 and
2010. The immigrant population reached 40 millior2D10 which is the highest number in the
history of the United States. The population alas become more racially and ethnically diverse
since the 1960s. Unlike the situation in the pasivhich most immigrants were from Europe,
today the majority are coming from Latin Ameridae tCaribbean, and Asia.

While the growth of the U.S. minority population the 1990s was fueled by the
increase of immigrants, in recent years it is nldely driven by a surge of births, especially
among Latinos (Yen, 2010; Passel, Cohn, & LopeZ,120According to Passel, Cohn, and
Lopez (2011), Latino children increased 39% over ldst decade. The median age for Latinos
and Asians—27.4 and 35.3 respectively—is lower thaother ethnic groups. The average age of
Whites increased slightly to 41.2, because of lathbvates and aging populations (Yen, 2010).
The comparison of median ages between racial amucetminorities, and non-Latino White
shows that ethnic and racial minorities will be thajority in the U.S. by 2050. In fact, four
states—Hawaii, New Mexico, California and Texas—wasdl as 311 of the 3,143 counties
already have minority populations that exceedegé&@ent, which is up from more than 250
counties in 2000 (Yen, 2010).

As the number of minority students in public sclsoobntinues to grow, concerns and
issues related to their needs are increasing dsMahy educators and scholars develop and try
several ways to help these students. Racial andcethinority students attend mostly large,

inner-city, and segregated schools that are fasammpus problems such as low test scores, high



drop-out rates, and poor attendance. For instafoe,National Center for Education Statistics
(2012) reported that 8.0 percent of African Amemich5.1 percent of Latino, and 12.4 percent of
American Indian students dropped out of school @@ while the dropout rate of White

students was 5.1 percent. Many theorists and r&se@ attribute these problems to the
traditional western or Eurocentric educational paogs, policies, and practices that focus on the

values, lifestyles, accomplishments, and worldvietvsiiddle class White males.

Purpose of Study
The demographic changes in both South Korea amdltfited States, and the schooling
challenges of minority students are causing edusai consider reform using multicultural

ideas, values, principles, programs and practiges, these two nation states are at different

levels or stages. Choi (2009b) develoggdE st TI1& T Z M|A [four stages of multicultural

society] addressing these challenges (See Figut® According to him, South Korea is
currently at Stage | of the four stages of a multioal society. At Stage |, social and economic
costs related to immigration are low because theeenot many conflicts between natives and
newcomers since the size of the immigrant populaisonot significant. Nations such as lItaly
and Belgium that are at Stage Il and Germany, Erafreat Britain that are at Stage Il
experience significant social and economic coste do conflicts between natives and
newcomers. The costs decrease at Stage IV. ThedJsiates, Canada, and Sweden are at Stage
IV in which multiculturalism is somewhat establishé€hoi (2009b) suggests that South Korea

needs to be prepared to pass through the secortiieshdtage.



Immigration conflicts

Social and Economic Cost

State | Stage Il Stage Il Stdye

———)  The Percentage of Immigranta Country
Figure 1-1. Four Stages of Multicultural Societh¢; 2009b, p. 114)

The purpose of this study was to examine how mnulttical ideas, values, perspectives,
and principles are actually implemented in educatigractices in the United States and South
Korea which are at very different stages. This gtespecially analyzes textbooks used in South
Korea and the United States (to be more specifie,Seattle, WA school district). According to
Armstrong (2003), textbook publishers are one efriajor “faceless members” who are not in
classrooms in a physical sense and yet exert pndfanfluences on curriculum decisions and
classroom instruction. In writing textbooks, pubéss and scholars discuss what should go into
them and select from a wide spectrum of knowledge\eersions of reality. Teachers have fewer
choices as they choose from selections already rhgdbe publishers, and students are given
the opportunity to learn only one version of rgalAs a result, many students think that there is
no alternative version of the world, and that knedlge being taught in school is undisputed fact
(Gay, 2010; Nieto, 2004; Gordy & Pritchard, 199te$er & Grant, 1991).

Textbooks tend to reinforce the dominant group’sspectives, and to sustain
stereotypes of others outside the political antucal mainstream. The perspectives of minorities

are often ignored, distorted, or marginalized. &ample, in the United States, textbooks often



present only the mainstream Eurocentric male petsygesuch as is statement that appeared
Chapter 1 of a stat@pproved fifth grade textbooAmerica Will Be “Everyone who ves in the
United States is either an immigrant or a descéminmigrants” This statement simply eras
the historical experiences of Native Americans #redindigenous peoples of the Southwest,
distorts the African American experience of enstage (King, 2009. Thus, it is important t
examine how the perspectives and experiences afpgroutside the political and cultu
mainstream are described in textbooks, and whéthvooks satisfy the fundamental ideals

values of multicultural edudan.

Conceptual Framework
The conceptual framework used in this study is aedi visually in Figure 1. It i
composed of ideas from three theoretical sourcée fhree major theoretical sources

multiple identities, alturally responsive curriculum, aicritical skills.

Multiple Identities

Monoculture Societ,m—) m—) |/ ticultural Societ

Multicultural
Education

Culturally Responsiveness Critical Skills

Figure -2. Conceptual Framework



Multiple Identities

Identity in this study focused on how minority dtmts situate themselves in the world.
According to several scholars, students tend te lpositive academic experiences if they feel
that the school environment values who they arey (@810, 1994a; Banks, 2007; Lee, 2005;
Pang, 2005; Valenzuela, 1999). However, if the sfipas the case, then they will struggle with
their inner self-esteem and will not be able tocarate on their academic tasks. Stress and
anxiety can decrease willingness to engage in acad&asks, and interfere with the cognitive
process involved in learning.

Several ethnography studies show that many scHadlto value ethnically diverse
students and their educational heritages and backdr experiences (Lee, 2005; Valenzuela,
1999; Olsen, 1997). For example, Valenzuela’'s (1$%3dy of Latino students at Seguin High
School showed that their ethnic identities wereimired on a daily basis as many teachers and
staffs routinely changed students’ first and laahes. Teachers and staff adapted their students’
names without any consideration of how these clmngght damage identities. “Loreto”
became “Laredo” and “Azucena” was transformed it8ozy” (Valenzuela, 1999, p. 173). The
situation is not different in the larger society.ssimilationists blame minorities for
compromising the United States identity and unify ot integrating quickly enough into
mainstream culture. According to Huntington (2004he single most immediate and most
serious challenge to America’s traditional ideritity Mexican immigrants who hold onto their
Spanish language and cultural ties (p. 31). In ssinalationist's point of view, the ideal
immigrants are those who reject their ancestraltdges and languages so they can assimilate
into their new nation fully and quickly.

Zhou (2001) suggested, instead, that as immigraunthy become more mature and spend



their lives more in new nations, they are moreljike maintain their ethnic identities or
establish hyphenated ones rather than totally ajvatieeir original identities. For example,
immigrant children from China may introduce thenasslas Chinese American rather than
either American or Chinese. Ethnic minorities Ikicans and Native Americans also have this
kind of developmental trend. Thus, several sch@agsie that school curriculum should help
ethnic minority students maintain and/or contrhsirtethnic identities (Banks, 2009; Lee, 2005;

Valenzuela, 1999; Deyhle, 1995).

Culturally Responsive Curriculum

Although there are multiple dimensions and proposdlculturally responsive teaching
such as empowering self-worth, personal connectisnosial consciousness, and an ethic of
caring, this study focused on how school currigalthe form of textbooks deal with ethnic and
cultural diversity. In the United States, many dfeh and youths have ethnic origins in Non-
European nations, but most curriculum content tauighschools is Eurocentric. In addition,
these children and youths have been exposed totrgmessures for standardization. The
movement may conflict with the efforts of minorgiesuch as Native, Latino, and Asian
Americans to institute bilingual and multiculturadlucation in public schools. For instance, in
June 1998, California voters approved propositi@d @vhich restricted bilingual and mother
tongue instruction for ESL students (Mora, 2001nder theNo Child Left BehindNCLB) act
of 2001, bilingual education programs are designed to sugpaglish proficiency rather than to
maintain mother tongue of ESL students. For ingatice name of the federal government’s
Office of Bilingual Education was changed to theffi€ of English Language Acquisition,
Language Enhancement, and Academic AchievementLifoited English Proficient”. The

director of bilingual education and minority langaiairs also became the director of English



language acquisition (Spring, 2005). Schools asal to follow uniform curricula and sequence
of instruction that are aligned with state standaed testing. This standardization constrains
educational opportunities for minority children whave different languages and cultural
backgrounds. Different culturally communicative qmetencies and learning styles can cause
conflicts between teachers and students (Phili®8711972; Hymes, 1985; Gay, 2010; Ladson-
Billings, 1994). In South Korea, situations are iameven though the Korean government now
emphasizes multiculturalism. Most education progrdor children of international marriage
and immigrant families were developed to teach tirean culture and language. The main
role of the curriculum is to make sure that studgdiitinto mainstream schools and the larger
society.

Since cultural differences have significant influoea on academic achievements of
minority students, scholars argue that school culuim should recognize and respect their home
and community cultures, and help bridge the gapden life outside of school and academic
learning in school. Culturally responsive curriculucontent can be derived from various
materials including those outside the boundarie®whal education. However, since the most
common material used in classroom is textbooksy thelity is important. Gay (2010) argued
that culturally responsive curriculum content sldouiclude information about the histories,

experiences, cultures, perspectives, contributiang,issues of diverse ethnic groups.

Critical Skills

Many people assume multicultural education is datyminority students and it can be
incorporated into only certain subjects such asienasd art. Even when a school teaches
minority cultures to all students, these discussiare relegated to certain times during the

school year rather than being integrated into t#teoal’s whole framework. Several scholars

10



argue that if multicultural education focuses meiei toleration, and respecting and celebrating
diversity, it can miss the important need for depaig critical thinking(Derman-Sparks, 1989;
Kincheloe & Steinberg, 1997; Nieto, 2004; SleeterGgant, 1991). They do not say that
respecting and celebrating diversity are unimpargarts of multicultural education. Students
need to learn the social skills to interact effesly with members of other cultures, and how to
perceive, understand, and respond to group diffeenHowever, without giving students
opportunities to think about social issues criticahe main role of the curriculum could be just
to make sure that students fit into school andatger society.

Multicultural education deals with real life andilg problems tell what some of these are
that minority groups have such as physical, soeieynomic, and cultural marginality (Nieto,
2004). Both minority and mainstream students neel@drn these social issues. Kincheloe and
Steinberg (1997) pointed out that it is importattt fromote an individual's consciousness of
himself or herself as a social being [becausehdividual who has gained such a consciousness
understands how and why his or her political opisjosocio-economic class, role, religious

beliefs, gender role, and racial self-image ar@setidy dominant perspectives” (pp.23-24).

11



Chapter II: Review of the Literature

Although the South Korean government currently leaszes multicultural education
due to increasing demographic diversification ofréém society and tensions among different
groups, the concept is not well developed or omghsince these concerns are so recent. Even
in the United States which has a much longer histdr multicultural education than South
Korea, its meaning is not as clearly understooidl mseds to be. However, this is reasonable. It is
rare that any two classroom teachers, adminisgatorscholars will agree totally on all aspects
of multicultural education. The reason is becauséiaultural education means different things
to different people, and theoretical consensus asentlosely articulated than practice (Gay,
1994a). While some limit their focus to people aflor, others include all oppressed or
marginalized groups such as gays, physically/mgntakllenged people, and the working class.
Also, some restrict their concerns to curriculurfom in local classroom settings while others
focus on reforming the entire school organizatias, well as society. Therefore, numerous
perspectives of multicultural education have bedfered by scholars, researchers, and
organizations.

Some of the most frequently used definitions angomarguments of multicultural
education are:

® “an approach to teaching and learning that is bapesh democratic values and beliefs
and that affirms cultural pluralism within cultusal diverse societies in the
interdependent world” (Bennett, 2007, p. 4).
® “policies, programs, and practices employed in sthto celebrate cultural diversity”
(Gay, 1994b, p. 3)

® “an idea or concept, an educational reform movememd a process...[that]

12



incorporates the idea that all students regardie®eir gender and social class and their
ethnic, racial, or cultural characteristics shoblie an equal opportunity to learn in
school” (Banks & Banks, 2007, p. 3).
® “a process of comprehensive school reform and kethication for all students... [that]
challenges and rejects racism and other formssafridnination in schools and society,
and accepts and affirms the pluralism that studehtsr communities and teachers
reflect” (Nieto, 2004, p. 436).
Across these multiple definitions, there are sonmilarities. These include multicultural
education is a process, ideology, and a reform mewe, and it should be a part of educational

programs and practices to build cultural pluralisehicational equity, and social justice.

Cultural Pluralism and Identities

Within the United States there are several sooidipal concepts or theories that
response to demographic diversity. They are assiimil, amalgamation, and pluralism. The
oldest and still strong theory is assimilation whean be represented by Newman'’s formula of
“A+ B+ C = A" (as cited in Sleeter & Grant, 1988, 147). In 1930, Robert Park defined
assimilation as “process or processes by which Ipsopf diverse racial origins and different
cultural heritages, occupying a common territoghiave a cultural solidarity sufficient at least
to sustain a national existence” (p. 281).

Many argue that this definition fails to account $ocial realities. Lesser ([1933] 1978)
defined assimilation as “the process of transfograspects of a conquered or engulfed culture
into a status of relative adjustment to the formihaf ruling culture...the adopting culture is not
in a position to choose” (p. xxv). Classical astatonists advocate for diverse groups adopting

the dominant group’s values and lifestyles by elamting their heritage languages, religions,

13



customs, and philosophies. An early example of fitwisn of assimilation is Native American

boarding schools. According to Spring (2005), efiating Native American cultures and
teaching allegiance to the U.S. government becdmerajor educational policies of the U.S.
government toward Native Americans during the faftart of the 19th century as White
settlement covered most of the United States. Ratimerican families were forced to send their
children to government operated boarding schoo#t there designed to eliminate Native
people’s ways of life and replace them with Eurdagerculture, heritage language with English,
and Native religion with Christianity (Spring, 2Q0@aganini, 1997; Jones, 1995). Even if they
did assimilate into Eurocentric Protestant cultaredl English, Native Americans often are
rejected by mainstreamers because of their phyapzarances.

According to Atkinson, Morten, and Sue (1993), ltotssimilation takes three
generations. Complete assimilation has been limited European immigrants because
racialization has been consistent in the historyhef United States. People of color are never
allowed to fully assimilate. A Canadian scholagri¢y (2002), pointed out that racialization is a
social process of dividing human populations intougps along the lines of “socially imagined”
difference. In other words, it marks and differateés people according to presumed physical or
cultural characteristics. Yet, human beings anduce$ are not immutable. They are always
changing. Although people bend racial categoriesuth intergroup marriages and assimilation,
people of colors are not able to escape from thi@lreategories in White dominant societies like
the United States, Canada, and England. When rhmahrchies are threatened, racism and
stereotypes are sometimes used to re-fit peopt®lof into the artifact of race, and to prevent
them from accessing the cultural capital of the ohamt group. Stanley (2002) claimed “racism

is not about prejudice and discrimination over raty occurring or inevitable difference, but
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rather involves the fixing of invented radicalizddference and concomitant organization of

exclusions based on their differences” (p. 165y e&d scholars (Davis, 2001; Jacobson, 1998;
Guinier, 2004) share a similar view with Stanleyiréer (2004) stated “Race in the United

States is a by-product of economic conflict that baen converted into a tool of division and
distraction” (p. 99).

Because of these problems with the classical @dssiom approach, an alternative theory,
amalgamation, was developed. It is described as ‘B + C = D” in Newman'’s formula (as
cited in Sleeter & Grant, 1988, p. 147). Theordlyca new and unique common culture (“D”) is
created by blending together different groups iotee harmonious whole. This process is
difficult if not impossible to realize in practicéccording to Sleeter and Grant (1988), for
cultures to blend, the groups should be of rouggyal status, but in the United States, ethnic
groups are not all of the same status. In thewedld, it often appears that “A (dominant group)
+ B + C = A” which is the same as the assimilastsiformula where over time the values and
life styles of minority groups are replaced by thad the dominant group. Society denies the
salience of diversity, and people are expectedotdfarm to restricted definitions of what is
considered “normal.”

Several researchers have examined the impact mbrao-cultural society on diverse
students. One of the theories on this issue isultaral ecology paradigm by Ogbu (1978, 1987,
1998, 2001). He attributed problems such as lowdesres, poor school attendance, and high
drop-out rates among African American and Nativeefican students to Eurocentric curricula
that focus on the values, lifestyles, accomplishsieand worldviews of White, middle class
males. African Americans and Native Americans arbatwOgbu calledCaste-Like or

involuntary minorities These are groups who were brought into the Urfiedes by force or
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coercion instead of choice, such as through slaaedycolonization. Because of their negative
experiences they develogecondary cultural differencethat cause resistance to dominant
society. To involuntary minorities, schooling isnstdered as learning the culture and language
of their enemy or oppressor, which denigrates strdgs their own identity, sense of community,
and self-worth.

Another collection of studies regarding the impaft a monoculture society is
symbolized by the “doll test.” According to Bank&(04) and Cross (1991), the test originated
from the research of Ruth and Eugene Horowitz @ 1830s. Horowitzs proposed that both
African American and White children prefer Whita@ratlus objects, like dolls and pictures, over
Black dolls and photographs, and interpreted tipesterences as evidence of poor self-concept
and self-rejection (Banks, 2004; Cross, 1991). Maand Kenneth Clark (1939a, 1939b, 1940,
1947, 1950) corroborated the Horowitzs’ theory. yf(iE947) asked African American children
the following questions, and had them answer byosimy between a White doll and a Black
doll.

e Give me the doll that you like to play with-(a)dilbest.

e Give me the doll that is a nice doll.

e Give me the doll that looks bad.

e Give me the doll that is a nice color.

e Give me the doll that looks like a White child.

e Give me the doll that looks like a colored child

e Give me the doll that looks like a Negro child.

e Give me the doll that looks like you. (Clark & Ckad 947, p. 169)

The Clarks argued that the rejection of the Blagk loly African American children was proof of
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self-rejection, and that negative treatment inWinged States caused Black children to develop a
sense of self-denigration. Their studies made ¢fergjection paradigm widely popular.

This self-rejection paradigm has been somewhaterigeéd and additional information
provided by several more recent researchers (Spetfi®2a, 1982b, 1985; Banks, 1976). Banks
(1976) reviewed 32 studies of preference and delftity. According to him, highly ethnocentric
response sets are common only in White samplesauBecresearchers tend to compare Black
children with such a highly ethnocentric group (Yhshildren), they are generally interpreted as
having high levels of self-rejection. In distinguilsg between personal identity and group
identity, Spencer (1982b) argued that a White fabla bias is not necessarily associated with
self-rejection and poor self-concept for young Rlabildren. According to her, Black children
can have high self-esteem while they are showihée favorable bias. The reason is because
young children learn racial stereotypes as infoionadbout others. Spencer (1982b) noted that
“racial stereotypes in these children must be vewas objectively held information about the
environment and not as reflections of personaltitér(p. 284). In other words, the reason why
African American children choose the White dollbiscause they have learned this preference
from Eurocentric society rather than having podf-sencept and self-rejection. This explains
why young Black children show White favorable hmagre often than older Black children.

In 2005, a New York City high school student, Kivavis, conducted the experiment
with 4 and 5 year old African American childrenaaHarlem School for her short film, “A Girl
like Me” (Edney, 2006). Among 21 children, 15 idéetl the White doll as the nice and pretty
one. In 2009 after Barack Obama became presidéavod Morning America” on ABC
conducted the experiment with 19 Black Childrendageo 9 in Norfolk, VA (Ahuja, 2009). The

majority of the children in the experiment chosad®l or both, and 32 percent chose the White
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doll.

In 2010, “Anderson Cooper 360" on CNN tested 133it&/and Black children from
two age groups: 4 to 5 and 9 to 10. They testefdun schools in New York City and four in
Georgia (“Doll study research”, 2010). Instead efpgating the doll test conducted by Kenneth
and Mamie Clark (1947), CNN used cartoons of ckitdall identical except for skin color. The
results showed that children whose parents didalktto them about race had racial biases. For
example, a mother of a 5 year old White girl wasulght to tears because her daughter said “a
White child is good because ‘I think she looks Iike,” and the Black child is ugly because ‘she
is a lot darker” (“Kids’ test answers,” 2010, pa®. The mother said she wondered where her
daughter got that bias from because she and hehtlauhad never really talked about race.
Bronson (2010) suggested White parents “want te ¢gineir kids this sort of post-racial future
when they're very young and they're under the wiammglusion that their kids are colorblind. ...
It's in the absence of messages of tolerance tiet will naturally ... develop these skin
preferences” (cited in “Kids' test answers,” pdrh.

Identity development is not static. It is negotthi@ moves back and forth between
individuals and social contexts, and can have pialtilimensions. According to Banks (2009),
individuals have four interrelated identities—cu#i) national, regional, and global. This means
that individuals can simultaneously maintain connmeiits to their cultural communities and to
the national civic culture. When students are adldwo maintain their own ethnic and cultural
identification, they will have stronger identifieat with the nation than those who are not
allowed to maintain their own ethnic and culturdéntification. This argument challenges the
viewpoint of assimilationists that if students aléowed to maintain identification with their

cultural communities, they will not acquire suféatly strong attachments to their new nations.
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Many scholars in the field of multicultural educati suggest that pluralism is more
appropriate than either assimilation or amalgamationcept. It focuses on the differences and
the beauty of the whole at the same time. In foanitlis represented as “A+ B + C = Al + Bl
+ C1” (Sleeter & Grant, 1988, p. 147). AccordingSkeeter and Grant (1988), different groups
may assimilate with each other to some extent.dxample, an Italian in Italy (A) is different
from an Italian American (A1) or an Asian in AsB)(s different from an Asian American (B1).
These different groups can continue to retain tbein unique cultural characteristics, and they
make the United States like a cultural or ethnlacgaAs Banks (1999) explained, “A good salad
does not have a bunch of components that looke tashave the same texture. The success of
the salad depends not only on its looks but alsa ot of other factors including the taste, the
freshness of the ingredients, the smells, the tegtand the mixture itself’ (p. 43).

One of the major goals of multicultural educatienhelping students to develop self-
acceptance and cross-cultural competency, so teynteract effectively across and within the
national culture, their own ethnic cultures, anffedent ethnic group cultures. Banks (2009)
developed a typology of states of cultural identithere are six stages. They aBtage 1,
Cultural Psychological Captivity; Stage 2, CulturBhcapsulation; Stage 3, Cultural Identity
Clarification; Stage 4, Biculturalism; Stage 5, Nlabultualism and Reflective Nationalisrand
Stage 6, Globalism and Global Competerogividuals at Stage 1 reject or are ashamedtef t
own ethnic group and culture because of institati@ed negative ideologies and beliefs about
their ethnic group in a society. Individuals atg&® believe their own ethnic group and culture
are superior to others and participate mainly witiieir own group. Individuals at Stage 3 are
able to clarify personal and cultural identity. Ban(2009) pointed out “Self-acceptance is a

requisite for accepting and responding positivelyother people” (p. 63). As these individuals
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have learned to accept self, they respond moreipegito other groups. At Stage 4, individuals
have a healthy sense of cultural identity, andrengt desire and skills to act effectively in two
cultural communities. Individuals at Stage 5 “ursl@nd, appreciate, and share the values,
symbols, and institutions of several cultures” §g). At Stage 6, individuals have “the ideal
delicate balance of cultural, national, and gldbahd have “cosmopolitan values, perspectives,

skills and behaviors” (p. 64).

Educational Equity and Culturally Responsive Curriculum

Bennett (2007) argued that educational excellemsehools cannot be achieved without
educational equity. “Equity” does not always memating different groups the same. In much
of the history of the United States, there wasestaandated racial segregation, which is the
separation of different racial groups in schoold society. Students of color were forbidden to
attend White schools by tlseparate but equal doctrineegalized racial segregation in schools
ended with the 195Brown v. Boardf EducationSupreme Court decision atite Civil Rights
Act of 1964(Spring, 2005). Although equal civil rights anduedtional desegregation laws have
been enacted, equality and excellence for all Ima¥deen achieved in actuality yet. Most ethnic
minority students still attend public schools thet racially isolated, achievement gaps continue,
and more ethnic minority students drop out of stiiwan Whites.

Bell (1980), suggested the theory of “interest convergéns a reason why the U.S. society has

not yet achieved equality. According to this thedtlge interest of Blacks in achieving racial edtyal

will be accommodated only when it converges withititerests of whites” (P. 523\nother main
reason from a more pedagogical point of view isct@lenges of cultural difference (Moll &
Gonzales, 2004; Gay, 2010; Ladson-Billings, 199%e¥, 1991). Failure to address cultural

differences may contribute to low academic achiea@mates of ethnic minority students in
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traditional educational settings. Ethnic minoritydents’ culturally different speech styles and
communicative competencies can create tensionseketteachers and students. According to
Philips (1972, 1983), Native Americans speak legsraore slowly and use auditory and visual
senses more compared to Whites. At school, someeNamerican children are reluctant to
participate verbally when they are supposed tolspkme in front of others and when they are
dictated to do so by the teacher. However, thewdlag to take part in activates where there is
no distinction between individual performer andiande. Failures of educaties to understand
these differences and make accommodations for themstruction make high achievement
more problematic for Native Americans. Since cutulifferences have a crucial influence on
academic achievement of students of color, schblave developed a theory of culturally
responsive teaching to mediate them.

This theory is known by many different names, sa€lculturally sensitive, congruent,
centered, and relevant, and is articulated in wargegrees of complexity (Ladson-Billings,
1992, 1994; Hollins, 1996; Hollins & Spencer, 199M)is study relied heavily on explanations
provided by Gay (2010). She defined culturally mespve teaching as “Using the cultural
knowledge, prior experiences, frames of refereand,performance styles of ethnically diverse
students to make learning encounters more reldégaand effective for them” (p. 31). According
to Gay (2010) culturally responsive teaching encassps curriculum content, learning context,
classroom climate, student-teacher relationshiyssgructional techniques, and performance
assessments. Some scholars emphasize teachirgiesahat match specific ethnic groups’
learning styles such as using a slow pace, ecormdwprds, asking questions directed to all,
longer wait time for responses, responding to sttgl@onverbal requests for assistance, and

using few directives in teaching Native Americamdents (Klug & Whiitfield, 2003). Others
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focus on the relationship between culture and assest.

According to Popham (2004), standardized test nsakse contextual cues that are
likely to be more familiar to middle-class Europesmericans than minority groups.
Consequently, test scores reflect the inequaliessources and opportunities that exist in
society at large. Children living in poverty areddikely to have the background knowledge
required to answer questions asked correctly, ag¢he following fifth-grade reading-
vocabulary item. Student is asked to read thersetéat the top, and then select the sentence
below it where the underlined word “field” is usida similar way.

My dad’s fieldis computer graphics.

A. The pitcher could fieldhis position.

B. We prepared the fieldy plowing it.

C. The doctor examined my fietdf vision.

D. What fieldwill you enter after college? (Popham, 2004, p. 72
Children whose parents work as janitors and cash#&her than those whose parents are
journalists and physicians are less likely to clead® correct answer, (D). Their test scores not
only depend on what they have learned in schoo&lsat on culture and class related knowledge.
The mismatch puts many minority children at an acaid disadvantage.

Solano-Flores and Nelson-Barber (2001) proposed wagevelop assessments that
have cultural validity in science. They definedtatal validity as:

The effectiveness with which science assessmeméessies the sociocultural
influences that shape student thinking and the waysghich students make sense
of science items and respond to them. These sdtuoalinfluences include the

sets of values, beliefs, experiences, communicgiadterns, teaching and
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learning styles, and epistemologies inherent irsthdents' cultural backgrounds,

and the socioeconomic conditions prevailing inrtieaitural groups (p. 555).

For analyzing how these ideas are applied in prac8olano-Flores and Nelson-Barber (2001)
observed how the Yu'pik in Alaska used body measer#s in solving everyday problems.
Based on these findings, they developed culturalgvant assessment tools using body part
charts as rulers to solve questions of routine nreasent that occur in school. For instance,
students were given a sheet with the illustratmiisayaks of different length and a transparent
chart with outstretched arms of an individual dramathem. The task was to measure kayaks
with the given transparent chart instead of therraften used in mainstream schools.

Other researchers have conducted similar studipkal(1994, 1998) directed a research
project on cultural differences between Westerntaedyup’ik, and developed Yup’ik-based
mathematics, science, and literacy curricula with Cilustest (a voluntary group of Yup'ik
teachers) based on cultural knowledge of Yup’ilkeedd Through a decade long ethnography
study on the White community of Roadville and tHe@an American community of Trackton,
North Carolina, Heath (1983) found that sociolirggui discontinuity existed between African
American community and school, and breaking dovendiscontinuity increased African
American students’ participation in the school. K#upuni, Ledward, and Jensen (2010)
conducted a large-scale survey with teachers, stedand parents at public, charter, private, and
schools with Hawaiian-immersion programs in Haw#iiey found that culturally responsive
curriculum is positively related to math and regdiest scores for not only Native Hawaiian
students but also all students.

Although the cultural responsive curricula and eots are beneficial for ethnic

minorities, the fact should not be overlooked thigersity exists within ethnic groups as well.
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Not everyone within an ethnic group learns in thme way or automatically knows their culture.
Scholars argue that trying to match teaching siraseto specific ethnic learning styles without a
thorough knowledge of related complex cultural dgies can create stereotypes and labels that
become obstacles to understanding the behaviopafteular child working on a particular
school task at a particular point in time (CazdeNl&han, 1989).

The assumption that minority students are ableitoraatically articulate their culture
explicitly is also dangerous. According to Gay (489 membership in a certain ethnic group
does not always guarantee self-knowledge abougtioaip. For example, at the beginning of the
study of Solano-Flores and Nelson-Barber (200By thad assumed that all Yu’pik communities
engaged with kayaks in the same way, but soorzezhthat kayaks were more part of life in
coastal Yu’'pik villages than inland Yu’'pik villageghere canoes were common. Although
Yu'pik villages from these two areas were less th@® miles apart, each one developed some
different cultural artifacts overtime because dfedent terrains and climates. Even in coastal
Yu’'pik villages, not all people used a kayak altbbuhey considered kayaks as an element of
their culture. This means “being a Yu’'pik does make a person a kayak user” (Solano-Flores
& Nelson-Barber, 2001, p. 565). Many other schotagie strongly for researchers and
educators to avoid over-generalizing ethnic charattcs (Gay, 2010; Moll & Gonzalez, 2004;
Ladson-Billings, 1994).

The ideas in cultural responsive teaching of retspgcthe cultures and experiences of
various groups, and using the home and communityreuas a basic resource to make academic
abstraction more understandable and relevant ttests are not new. In the 1930s, Vygotsky
(1978) argued that new tasks and challenges fdeata should be within thezone of proximal

developmentor them to learn successfully. For example, s@yproblems is more difficult
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when students have two unknowns than when they tia@eOnce students feel familiar with
new academic knowledge and materials, they carsfonuand learn the content more effectively.
Gay (2010) summarized several generally accepiediples of learning that include
® Students’ existing knowledge is the best startiogpfor the instruction of
new knowledge (Principle of similarity)
® Prior success breeds subsequent effort and su@essiple of efficacy).
® New Knowledge is learned more easily and retainmagdr when it is
connected to prior knowledge, frames of referemeegognitive schematas
(Principle of congruity).
® Reducing the “strangeness” of new knowledge anaddmeomitant “threat of
the unfamiliar” increases students’ engagement antth mastery of learning
tasks (Principle of familiarity).
® Organizational and structural factors surroundingwhone goes about
learning have more powerful effects on the mastérgew knowledge than
the amount of prior knowledge one possesses, per(Psmciple of
transnationalism).
® Understanding how students’ knowledge is organeed interrelated—their
cognitive structures—is essential to maximizingirthgdassroom learning
(Principle of cognitive mapping, p. 176).
For today’s students who are from diverse ethne&@uitural backgrounds, rich
repertoires of cultural examples should be usemimect prior knowledge with new knowledge,
and abstractions with lived realities. Several satsosuggest that these and other kinds of

culturally responsive curriculum content are nat jior minorities but for mainstream students
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as well (Gay, 2010; Ladson-Billings, 1992; Jacksi®#94). Culturally responsive curriculum
content also deals with both academic materiaésdittentific theories, and reading, writing, and
arithmetic, as well as concepts and ideas sucacsm, stereotype, culture, minority, privilege,
and inequality.

Culturally responsive curriculum content shouldaloeurate, authentic, and
comprehensive, too. If not, it can teach studeatgal, ethnic, social, and cultural stereotypes
and negative attitudes. An United States caseiim pothe novelGone with the Windwhich is
sometimes used as a supplemental textbook wheargtustudy the Civil War. A passage reads,
“Is de gempmum gone? Huccome you din’ ast demtégrfer supper, Miss Scarlett? Ah done
tole Poke ter lay two extry plates fer dem. Whgosmanner?” (as cited in Loewen, 2010, P.
151). These comments made by the Black charactmmvly, are virtually unintelligible.
According to Loewen (2010), most Black and WhiteitBerners from a given area speak a
dialect. In the novel, only Black speakers usedilagect while Whites speak more “standard”
English. Distorted images such as these can makte\aiid Black students think African
Americans are inferior, and can make African Amamistudents have low self-esteem, thereby

shaping both dominant and minority students’ sen$eshnic self and of others.

Social Justice and Critical Skills

Many scholars emphasize the importance of criticalking, critical consciousness, and
critical pedagogy. In multicultural education, moaed more scholars are moving beyond
promoting pluralism and are emphasizing the impmeaof providing students with tools to
critiqgue the relationship between power, knowledm&vilege, and diversity. “Critical” within
the context of cultural diversity can be better enstbod by explicating different types of

philosophical approaches to multiculturalism. Kiaelde and Steinberg (1997) offered five
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philosophical approaches to multiculturalism. Thase: conservative multiculturalisiiberal
multiculturalism pluralist multiculturalism left-essentialist multiculturalismand critical
multiculturalism

According to Kincheloe and Steinberg (199¢pnservative multiculturalisms the
philosophical approach of dominant groups who belim the superiority of Western culture.
They do not acknowledge that they are grantedlpgei and argue that everyone can succeed by
accepting and adapting to Western values, ideas,cafture. Conservative multiculturalists
regard individuals who do not succeed as deficarat not working hard enough. They simply
ignore the influence of power relations among défe¢ groups. The model minority discourse in
the United States is an exampleooinservative multiculturalismin the mid-1960s, amid the
civil rights movements and demands for educatiawalality and social justice, mainstream
media began to characterize Asian Americans as nmoish@rities. Lowe (2008) defined model
minority as “the perception that Asian Americangadxin areas of academic, economic and
career success where other ethnic minorities inUh#ed States do not” (p. 478). Several
scholars argue that the model minority is a mytd andamages the life of people of Asian
descent as well as other minorities (Lowe, 200&, \Wong, & Alvarez, 2009; Ono & Pham,
2009; Takaki, 1989). The model minority notion sesfg that quiet and hardworking people of
Asian descent who take upon themselves the redplitysfor change rather than blaming and
advocating for governmental obligation for socillaoge are rewarded. In other words, the
claimed success of people of Asian descent is divimoof that the U.S provides equal
opportunities for those who conform and work haltddeemphasizes the problems other
minorities and some of Asian descent continue ¢e feom unequal treatment.

The second approach in the taxonomy developedibghi€loe and Steinberg (1997) is
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liberal multiculturalism It emphasizes sameness, innate commonalitiespyaneérsal equality
among groups. It also focuses on individualism eoldr blindness, which often fail to detect
existing power structures that maintain inequadityd hidden forms of racism in mainstream
culture. Therefore, the unintended resultliberal multiculturalismis assimilating minority
groups into the dominant society as it often offaswarm and fuzzy, feel good lesson on
multicultural unity and racial accord” (Kincheloe Steinberg, 1997, p.11).

The third philosophical approach described by Keloe and Steinberg (199pluralist
multiculturalism emphasizes differences and the belief that diyers intrinsically valuable.
The goal of this approach is to promote pride ie'srown ethnic heritage as well as to learn
about others’. However, it often ends up with auttem tone.” Derman-Sparks (1989) described
a tourist curriculum as one that focuses on exelgenents of difference such as food, dance,
music, and fashion. Hence, mainstream childrenit"visinority cultures and then go back to
their daily life. According to Kincheloe and Steerly (1997), pluralists are reluctant to discuss
issues of existing power structures and societadjualities, and they tend to depoliticize or
avoid challenging the status quo of the dominaatigis superiority.

The fourth philosophical approaclheft-essentialist multiculturalismoften connects
difference to a historical past of cultural authatt where the essence of a particular identity
was developed—“an essence that transcends thesfofchistory, social context and power”
(Kincheloe & Steinberg, 1997, p. 20). It also agtleat only authentically oppressed individuals
have the moral authority to make particular crétnes, which Kincheloe and Steinberg (1997)
called “oppression privilege” (p. 21). In this vigfer example, men are not supposed to have the
moral authority to discuss women who are oppresBEed. “oppression privilege” tends to focus

on only “one form of oppression as elemental, &n¢pprecedence over all other modes of
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subjugation” (Kincheloe & Steinberg, 1997, p. 22jten these left-essentialists concentrate only
on their own ethnic or gender group’s self-assegti@ther than on building democratic alliances
for social justice.

Because of the problems of these four philosophapgroaches to multiculturalism,
Kincheloe and Steinberg (1997) suggestatical multiculturalism It is based on the critical
theory that is “concerned with how domination takésce, the way human relations are shaped
in the workplace, the schools and everyday life"2®). Critical multiculturalismuses analytical
methods to gain a deeper understanding of how c&ss, and gender are represented in various
social contexts. It does not merely catalogue sumttrayals but also examines intersections
among class, gender, and race, and views cultuigjcp, and economics as power related
processes. Thus, “critical multiculturalism refusegosition the mere establishment of diversity
as its final objective; instead, it seeks a ditgrgiat understands the power of difference when it
is conceptualized within a larger concern with abgistice” (Kincheloe & Steinberg, 1997, p.
26). In this theory, students consider themsel&sacial beings and understand how their
political opinions, socio-economic status, racialf-efmage, and gender role are shaped by
dominant groups. Through this self-reflection pss;eghey can change perspectives and beliefs
and work to achieve social justice. Although notnallticulturalists use the terms of Kincheloe
and Steinberg such dberal multiculturalism critical multiculturalism and so on, they offer
ones that are somewhat parallel. For example, Sleed Grant (2006, 1988) usducation that
is multicultural and social reconstructionisthich is similar tocritical multiculturalism Nieto
(2004) points out that “multicultural educationastical pedagogy” (p. 357); and Gay (1996)
contends that the relationship between criticalagedy and multicultural education are “mirror

images.”
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One of the founders of critical pedagogy, Freir@7(1), asserted that teachers should stop
engaging in what he described as a banking cormfegatucation in which students are expected
to memorize and regurgitate facts, knowledge, amaith” without engaging multiple
perspectives or offering opinions of their owntte banking concept of education, the world is
seen as static and students are expected todittias it is. It means that as students learn more
knowledge, skills, and facts, they develop lessicali consciousness and become passive
conformists (Freire, 1970). This perpetuates tisétitional oppressions and inequities that exist
in society and in educational opportunities for amity students.

Nieto (2004, 2002) explained that students oftearnethat there is only one “right”
answer. According to her, becoming a multicultyp@fson means learning to see reality from a
variety of perspectives. Students have to learhtligae are many sides to every story. They also
should be encouraged to be critical of every stpryasking questions such as Who wrote this
story? Who's missing in this story? Who benefiwnirthis? Why? Why not? They should be
encouraged to use various materials produced bgrsbvgroups in order to make informed
decisions. Most of all, students should examineflimimg and difficult issues, and accept that
“Nothing [should be] taboo as a topic of discussi@dieto, 2002, p. 272). Sleeter and Grant
(1988) suggested that curriculum content shoulaisbf current social issues including racism,
classism, ableism, and sexism, and students shmé@dheir own everyday life experiences as
starting points for analyzing these.

Although current school textbooks and curriculadude content about minority groups
more often than in the past, most of it is noticait According to Banks (2009) there are four
approaches to integrating multicultural content ictirricula. They are:

Level 1: the contribution approach- focuses on t{oally diverse] heroes,
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holidays, and discrete cultural elements.

Level 2: the additive approach- content, concefbtsmes, and perspectives [of

minorities but primarily from mainstream perspeety are added to the

curriculum without changing its structure.

Level 3: the transformative approach- the structfréhe curriculum is changed

to enable students to view concepts, issues, evems themes from the

perspectives of diverse ethnic and cultural groups.

Level 4: the social action approach- students nad@sion on important social

issues [affecting diverse groups] and take actiortgelp solve them. (p.19)
The first two levels are the most frequently usedsbut they fail to engage students in critical
learning processes. According to Banks (2009),rthest important shortcoming is that the
content about minorities is usually selected frdme perspectives of mainstream historians,
authors, artists, and scientists. They include e€'sadferspectives that emphasize harmonious
relations among diverse groups (Nieto, 2004, 2@#hks, 2009; Gay, 2010; Sleeter & Grant,
1991). For example, Marin Luther King, Jr, BookerWashington, and Marian Anderson are
presented as African American heroes more often We&.B. Du Bois and Angela Davis. The
content does not examine critical perspectives abtiuctural inequalities to avoid conflicts.
This behavior tends to perpetuate the status gawidCand Roger Johnson (2000) pointed out
that conflicts can destroy unity and tear socigtgrg yet conflicts are more frequent and intense
when individuals are more committed to their mutgaéls, and when their relationships are
more caring and committed. In other words, if mathgconstructively, conflicts can
significantly strengthen and improve relationshggsong diverse groups. Curriculum should

accept conflict as an inevitable part of learningl aesach an agreement on the best way of
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dealing with problems of social justice through tiplé perspectives (Johnson & Johnson, 2000;

Nieto, 2004).

The importance of Textbooks
Textbooks continue to be one of the primary sauofecurriculum content used in the
classroom for most teachers and students. (Bafk®; Sesow & Sorensen, 1987; Gay, 2010).
Sesow and Sorensen (1987) noted that the most commathods of social studies instruction
were discussion, lecture, and recitation base@xtbook content. Gay (2010) asserted that
textbooks are the source of 70 percent to 95 peofail classroom instruction. This dominance
grows as students advance to upper grades froneigaden through high school. Hung (2002)
summarized the four major reasons why teachersheglyily on textbooks. They are:
e Textbooks cover all the facts, concepts and skills the curriculum
frameworks.
e Textbooks present core knowledge in an orderly sece from lower to
upper grade levels.
e Textbooks are accompanied with comprehensive tesiamanuals containing
lots of instructional activities.
e Teachers feel pressured to use textbooks to meeexpectations of their
peers, administrators, and parents (p.12).
According to Venezky (1992), developing their owmrecula is not commonly featured in the
professional preparation of elementary and secgridael teachers. Furthermore, there is not
much time to prepare lessons for the multitudeubfexts and students to be taught (Apple,
1992). Teachers also assume that most problenagial, rethnic, gender and socio- economic

bias are “taken care of” by publishers (Sleetef3)0These situations cause teachers to depend
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on textbooks as the primary instructional sourcestaols.

Some empirical studies support these claims aleaghers’ reliance on textbooks. In a
survey conducted by Finkelstein, Nielsen and Switx893) among 1,177 respondents, 883
answered that half or more of instructional timeswlavoted to using the textbook. They found
that the textbook dominated primary social studlasses even though many teachers did not
like to use the textbook. Another empirical stugyBean, Zigmond, and Hartman (1994) also
found that most of the teachers in the study redredheir textbooks. Over 90 percent of teachers
in the study reported that they used “a single lss@al studies text as the primary resource for
planning instruction” (p. 219). Some teachers weitkng to omit specific chapters that were not
related to listed topics in the district curriculgmuide. They were also willing to change the
sequence—teaching a chapter earlier than it wasifcplaced later in the textbook or vice
versa. But, they did not modify content within dteapters. Bean et al. concluded that “[the
teachers] tended to see the text as immutable @fiedred to text as a closed entity, one not open
to revision or adaptation” (p. 219).

Textbooks also play a dominant role in shapindestis’ worldviews (Nieto, 2004; Gay,
2010;Sleeter & Grant, 1991). Most students consideirifegmation and messages their
textbooks present as accurate and incontestalfe ey trust information in textbooks
without any doubt as textbooks are often consid&ddolproof means of successful teaching
and learning” (Gay, 2010, p. 113). Textbooks alwamesent somebody’s (not everybody’s)
version of reality (Gay, 2010; Sleeter & Grant, 1pNo matter what the subject or how
extensive the textbook is, the knowledge and skitthuded or excluded are still selective and
not exhaustive. Apple (1996) cautioned that itas/a to think that school curricula, including

textbooks, represent neutral knowledge. He exptaihat:
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The curriculum is never simply a neutral assembtddenowledge, somehow appearing
in the texts and classrooms of a nation. It is gbyzart of a selective tradition,
someone’s selection, and some group’s vision ofitegte knowledge. It is produced out
of the cultural, political, and economic conflictsnsions, and compromises that organize

and disorganize people (p. 22).

Consequently, curriculum, as embodied in textbptdsds to transmit the values,
knowledge, and ideologies of the dominant groug, support the status quo (Apple, 1992,
1991). In the United States, textbook publishingesy competitive. The top twenty largest text
publishers control over 75 percent of the saledementary and high school textbook markets
(Apple, 1991). Instead of taking risks, publishgnefer to extend most of their efforts on a
smaller selection of ‘carefully chosen productstpple, 1991, p.28). Textbook publishing is
controlled by not only markets but also politicer Example, in the 1930s, conservative groups
and some “neutral” groups campaigned against otleegbrogressive textbook series used in
schoolsMan and His Changing Worl(Apple, 1992; Apple & Christian-Smith, 1991). Tkes
groups argued that the books were socialist, amedcan, and anti-business. The campaign
succeeded and schools banned the series fromasdassiand libraries. Sales fell from
approximately 300,000 copies in 1938 to 20,0009#441

Another example of what is the textbook-adoptiohgpes. According to Apple and
Chritian-Smith (1991), almost half of the 50 statethe United States have textbook-adoption
committees. These states are located mostly iStimeBelt Especially, textbooks that are
adopted in two largest textbook market states, Jexa California, make huge profits for
publishers, and set precedents that many smadisstollow (Ravitch, 2003). Since the

economic profit and loss heavily depend on salearin all efforts of publishers are devoted to
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meeting the requirements of state textbook-adogiaities. This means those who have
political power control textbooks production andstiminationOne of the most recent examples
is the controversy over textbooks in Texas. In 2046 Texas Board of Education approved
curriculum standards that put a conservative spiaazial studies textbooks, emphasizing the
superiority of capitalism, favoritism toward Repigbh political figures and philosophies, and
stressing that the Founding Fathers of the UnitateS were guided by Christian beliefs
(McKinley, 2010; Birnbaum, 2010).

Political controversies over content are frequand it result from “intense conflicts,
negotiations, and attempts at rebuilding hegemooitrol by actually incorporating the
knowledge and perspectives of the less powerfueutite umbrella of the discourse of the
dominant group” (Apple & Christian-Smith, 1991, @§)1Dominant groups may include some
items of progressive and minority groups in or@ecampromise, but simply mention it without
deep development. As a result, several researbagesexamined what knowledge is included,

and excluded and whose ideas, beliefs, and knowladg valued in textbook content and design.

Textbook Analysis in the United States

In the United States, textbook analyses regandingl and ethnic minority groups are
not recent phenomena. In the past, textbooks efteluded or presented distorted images of
racial minority groups such as the myth of hapayeas in social studies textbooks. Its damage is
not limited to the past. Teachers usually teactohial events without checking the accuracy of
the facts or understanding hidden agendas if theyaaniliar with the story. For example, many
elementary teachers still present the $24 myth aheupurchase of Manhattan by the Dutch
from the Indians in 1626 to children without anycern of hidden agendas and fact (Loewen,

2010). This story is false, and makes Native Anzriclook naive or stupid since $24 will not
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buy any land in Manhattan today. It teaches thaivida@Americans are inferior; at the same time,
this myth legitimizes Europeans taking the land gseat business transaction. They did not
invade the land. They bought it, fair and squates Tyth implies that acquiring the lands of
Native Americans was not problematic. Another exiangpthe myth that Christopher Columbus
proved the earth was round. According to Loewerl(20most people already knew the world
was round in Columbus’s time. Yet, since the popatavelist, Washington Irving, included the
“flat earth” tale in a biography of Columbus in th8" century, many people think Columbus
deserves credit for dispelling this error. Teacleasned the “flat earth” tale in their youth, and
their later schooling never challenged it. It isg@d from one generation to the next. The
Columbus story implies that European settlers deskto be in the U.S. because of a spirit of
adventure, and a manifest destiny.

In response to demands of civil rights movementh@f1960s and 1970s for equality for
minority groups, curriculum writers were begannolude histories and literature of more
diverse groups (Sleeter & Grant, 1991). Today,dlaee regulations, procedures, and guidelines
issued by policy makers and educational agenciesrtect the distortions in many states. For
example, the Washington State poWAC 392-190-05Stipulates that “the instructional
materials committee of each school district mutldish and maintain appropriate screening
criteria designed to identify and eliminate biast@aing to sex, race, creed, religion, color, [and
national origin... in all textbooks and instructioma&terials including reference materials and
audio-visual materials” (“Textbooks and InstrucabMaterials,” n.d.para. 2). Textbook
publishers now include more content and visuasitiations of oppressed groups than early
twentieth century textbooks did. These represaniatinclude some significant improvements.

For example, through a content analysis of six Bigiool history textbooks from the 1960s,
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1980s, and 1990s, Clark, Allard, and Mahoney (2004i)d that one of oppressed groups,
females, represented 4.9 percent of names in isdaxée 1960s, 12.7 percent in the 1980s and
16.3 percent in the 1990s.

The concerns and efforts of textbook publishersotoect the oppressive treatment of
ethnic minority groups have declined somewhat stheel980s (Sleeter, 2005; Sleeter & Grant,
1991). Several researchers (Clark & Nunes, 200&rA& Simmons, 2000; Sleeter & Grant,
1991) also claim that textbooks have only improwespecific and limited ways, so some
problems remained. First, an imbalance exists agasal groups of color. According to Sleeter
and Grant (1991) who analyzed 47 social studiesling/language arts, science, and
mathematics textbooks, most attention is givenftecAn Americans. In the 14 social studies
textbooks analyzed African Americans appeared auath2.8 percent of the visuals, Asian
Americans were shown in less than 5.9 percent atidd. Americans in less than 6.5 percent. In
the 15 reading/language arts textbooks, the peagerdf African Americans pictured ranged
from 9 percent to 27 percent, averaging about 16éepe; the percentage of Asian Americans
pictured ranged from total absence to 15 perceunt;tlke number of Latino Americans pictured
ranged from complete absence to 26 percent, aveyagound five percent. In science and math
textbooks, Asian Americans are shown frequently tie percentage of Latino Americans
pictured was the same as for social studies artingi#éanguage arts textbooks. A more recent
study revealed similar results. Avery and Simma@@0) did a content analysis of three civics
and three history textbooks, which appeared oniplelstate textbook adoption lists. They
found that very few individual Latino Americans afissian Americans were discussed, while
several African American individuals were.

The second problem with current textbooks is tlhatemporary issues are
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overshadowed by historical ones. Most stories aBfutan Americans deal with slavery,
segregation, and the Civil Rights period. For exi@nime content analyses of photographs in 27
introductory sociology textbooks published betw2602 and 2006 conducted by Clark and
Nunes (2008) revealed that African Americans werri@presented in areas that illustrate the
historic patterns of school segregation. Most Nafimericans were seen in colonial time. Asian
Americans were mostly shown as immigrant workerthelate 19th century and the early 20th
century. Latino Americans mostly appeared in th&ext of the settlement of the Southwest, the
1836 Texas Revolution, and the war between Mexieadsthe United States. According to
Avery and Simmons (2000), Antonio Lopez de Santadgithe president of Mexico in 1834, and
Lorenzo de Zavala, the vice president of the RepublTexas in 1836, were mentioned more
often than any other Latinos in all the historytb®oks that they analyzed.

Textbooks also tend to emphasize “safe” contentpamslpectives that focus on
harmonious relations among diverse groups. Theidasrdical perspectives of minorities about
structural inequality or the problem of gender extptons because they are concerned about
avoiding conflict. For example, one of the textb®akthe content analysis of Sleeter and Grant
(1991) commented that Martin Luther King, Jr. “dresl of a better life for all Americans. He
wanted people to live together in peace, [and] wdrkard to make his dream come true” (p. 84).
However, it neglected to discuss the oppressidlaxdks that King’s movement challenged.
According to Sleeter and Grant (1991), many texiisado not explain adequately that the civil
rights movement of African Americans was a struggjainst oppressive and discriminatory

laws. Thus, textbooks do not give students a chtmaaalyze complex and conflicting issues.

Textbook Analysis in South Korea

In South Korea, schools choose textbooks apprbydtie Ministry of Education but
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produced by certain private publishers. This meheslominant groups in South Korea can
transmit their beliefs, values, and norms easiiy\2007, the Ministry of Education in South

Korea initiated national curriculum reform policiesgarding multicultural education. For

example, the reform policies suggested textbookighdrs omit the termB2t & 2= [Danil

Minjok], which claims that Korea is a homogeneoasian of pure blood.

Several analyses reveal some improvements in xitieaeks published after the reform.
Park (2010) compared®and 4" grade social studies textbooks published in 209 those in
2010. For these grades, the year 2010 is impdoegduse this was when reform policies
promoted in 2007 were first incorporated into textks. Park (2010) found that textbooks
published in 2010 had more content related to culttiralism compared to textbooks published
in 2009. Moon (2011) analyzed social textbooks used’, 2", 39 and 4 grade. She
discovered that although there is no concept arladg related to multicultural education in
textbooks used in*igrade, the life of multicultural families was depid as an example of
various family types. In'"8grade textbooks, multicultural education conceypis ideology, such
as diversity and pluralism, were included, and"frgdade textbooks, elements of social justice,
equality, and anti-discrimination were found.

These researchers also found that several proldginexisted in South Korean
textbooks. First, the old dichotomy between “Wetldihey”’ remained. For example, Moon
(2011) found that textbooks describe multicultdemhilies as “they” and ethnic Korean as “we.”
Second, the progress was limited to certain chapé&ther than being throughout the entire
textbook. Third, textbooks still focus mainly onei@nce rather than social justice. For example,

content deals with why “we” tolerate different auks and how “we” help “them.”
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Chapter Ill: Research Methodology
This chapter discusses research design and appsodelrstly, two different aspects of

content analyses are discussed. Next, how resgagadtions are connected to the conceptual
frames in earlier pages is explained. Lastly, imfation about settings, coding, and analyzing
including two self-created textbook analysis apphes—analysis of illustrations and analysis of

narrative text—are provided.

Content Analysis
The primary research method used in this studycsagent analysis. Berelson (1952)

defined content analysis as “a research techniguné objective, systematic and quantitative
description of the manifest content of communiaati@p. 18). Yet, recent definitions move
beyond the quantitative approach since it alonmiely to capture depth meanings of content
(Krippendorff, 2004; Weber, 1990; White & Marsh,0B) Zhang & Wildemuth, 2009). Content
analysis is not a linear approach in which conteobded, analyzed, and presented with just
numbers and statistical procedures such as pegemtmeans, medians, and modes. Qualitative
approaches have emerged, which are less formuldio@re flexible. Qualitative content
analyses include categories and descriptions lous&s on settings, situations, and meanings
(Altheide, 1987). Since the purpose of this stugdipiexamine both written texts and visual
images to gather an in-depth understanding, anti®sdextbooks represent the history, values,
beliefs, and lives of minorities, qualitative camtanalysis was more appropriate than
guantitative content analysis. But, some quanatiata were collected as well. The study
began with counting physical units (e.g., sentengages, illustrations), then extended the
analysis to include latent meanings and themes. dpproach seems quantitative in the early
stages, but its goal is to explore the usage oiniteators in an inductive manner. According to

Miles and Huberman (1994), qualitative analysigaliable when the researcher uses an
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interpretive paradigm. Data derived from this ajggiocan support the development of new
theories as well as validate existing ones, andigeathick descriptions of particular settings or
phenomena. The high possibility of discovering sttimg outside the researcher’s thinking or

intention is an advantage of the less standardinedormulaic approaches to content analyses.

Research Questions

The overarching questions guiding this researcte\Br “How do U.S. and South
Korean textbooks represent and meet the suggestiansulticultural education scholars
recommend for three fundamental ideologies: culfpitaalism, educational equity, and social
justice?”; and (2) “What differences and simila#tiexist between U.S. and South Korea
textbooks regarding minority groups and issuededlto them?” Yet, this study was not a direct
comparison study of textbooks in the two countridsr. is it designed to find out which country
is better because the contexts of these two cesrarie very different. The main purpose of the
study was to examine whether and/or how multicalteducation theories are applied in
textbooks, and to discover better ways to redups patween theories and practices based on

positive examples of each country’s textbooks (Fagi+1).

Multicultural Ed Theories
U.S.
[. Multiple Identities S. Kor
Textbook
Il. Culturally Responsive Contents Textbook
(Seattle)
lll. Critical Skills
- /| ,
Reducing Theory-Practice Gap /

Figure 3-1. The Purpose of Study
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In order to answer the overarching question theésted questions are examined. The first
question was, “Do U.S. and South Korean textbookghasize only national identity or regional,
cultural, and global identities also?” How diveidentities are represented in textbooks was
examined, and the percentage of the textbook dévoteertain ethnic and racial minority
groups. The results were used to determine whatadeal orientations dominate textbooks,
and how the concept of “minority” was explainedr Emample, previous South Korean textbook
analyses have found that minority people were desdras “they” rather than “we” (Moon,
2011).

The second specific question was, “How well dolierks exhibit different attributes of
culturally responsive curriculum?” To answer thespion, data were collected and analyzed on
which groups are included or excluded from spetdpcs, themes and concepts of multicultural
education, and interpretations of their meanings.gxample, the treatment of racism is one of
the important concepts in multicultural educatibtextbooks focus only on the period of
slavery, this could imply that only Whites are stcthat racism is restricted to the past, and that
socioeconomic disparities between minorities anthstiieamers is the responsibility or fault of
minorities themselves rather than being sociew@blems. If the data collected do reveal these
then textbooks would be failing to adequately tethehsocial studies concept of “Time,
Continuity, and Change.” According to tNational Council for the Social Studi€z010),
students should learn and comprehend “how impohistdrical events and development have
shaped the modern world” (p. 3).

The third specific research question that was emadhin this study was, “Do textbooks
include critical perspectives and if so, how?” Qvegy to answer this question was to analyze

what historical figures and their ideas and belggtsdiscussed in textbooks. For example,
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several scholars (Nieto, 2004; 2002; Banks, 20@8;, @010; Sleeter & Grant, 1991) argue that
versions of multicultural education that deal owith safe issues such as intercultural tolerance
and harmony among diverse group are preferrednoadcurricula. They argue that curricula
and textbooks should include analytical and reifieatliscussions about issues suclkasacto
andde juresegregation, inequality, resistance, and injugbaencourage students to develop

critical skills and act as agents for social justieyond school.

Setting and Sample

To answer these research questions, textbooksm&shttle, WA and South Korea
were analyzed. According to Banks (2009), Nietdd@0and Sleeter (1996), multicultural
education should be incorporated into all subjeatten even science and mathematics. To make
this study manageable, only secondary social studitbooks were used, on the assumption
that there is more content related to multicultedication in these than in other subject matter
textbooks.

There are two main reasons why textbooks usedaitl8gublic schools were selected.
One common problem associated with cross-culttudiies is that sometimes outsiders cannot
accurately observe or examine the behavior of dleeety studied because “differences stem
from the fact that members of a given culture slcaraplex systems for decoding meaning in
one another’s behavior that may be inaccessibbeitsiders” (Smith & Tayeb, 1988, p. 154).
This challenge could be controlled somewhat bectheseesearcher has lived in both South
Korea and Seattle. The other reason is the highat&ocial Studies Adoption Commitiakthe
Seattle Public Schools had recently approved nethdeks for the 2012-2013 school year.
Although the power levels are different in the 8eand South Korea textbook selection

procedures, there are some parallels. The Soutbakdvlinistry of Education approves
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textbooks produced by private publishers and ttati®eselection committee chooses books
from private publishers. There are still signifitdifferences between Seattle and South Korea
that had to be considered in the study. In Sehitle school regular classes—not advanced
placement (AP3}—the social studies taught usually has a strongtdyi®rientation except twelfth
grade. For example, World history I, I, and lleaaught in ninth and tenth grades, U.S. history
in eleventh grade and American government in tlejfiade. The Seattle public schools

textbook selected for this analysis is History Alivvursuing American ldeasiblished by

Teachers’ Curriculum Institutér Cl). The Seattle Public Schools adopted thiskidoo use in
2012-2013 in regular U.S. history classes taugktementh grade. Although History Alive!

Pursuing American Idealsas an online electronic version and a paperoersinly the paper

based version was used in this study.

In South Korea several subjects teach social Sualieside of a history context, such as

At3]. 23} [Society & Culture]. Thus, two textbooks were randy selected from the approved

list by South Korean government for Society & Crdtalasses. They are Society & Cultbre

W stA} [Gyo Hak Sa] publication (Kim et al., 2012) andc®&ty & Cultureby MAH 1 <

[Chunjae Gyoyuk] publication (Goo et al., 2012) South Korea, textbooks use the name of
subject matter as their titles, so names of autandspublication firms are included here for

differentiation.

Since®t= A} [Korea History] also is part of social studiesSiauth Korea, two

textbooks from the approved list by South Koreamegonment for Korea history classes typically

taught in tenth grade were selected for analysesy fre Korea Historgy H| 4 11 § [Bisang
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Gyoyuk] publication (Do et al., 2011) and Koreatdig by X|&f Al [Ji Hak Sa] publication

(Jung et al., 2011). Analyzing textbooks used ford& History could generate somewhat fresh
insights and attributions since many previous teakbanalyses in South Korea within a
multicultural education conceptual frame focus oei€ty and Culture textbooks. There are very
few (if any) Korea History textbook analyses coneédausing a multicultural education context.
Overall selections are presented in Table 3.1.

Table 3.1: Textbook Selection

Nationality United States South Korea
Subject U.S. History Not Availablg KOR History Setyi & Culture
Title History Alive! Korea | Korea Society | Society
Pursuing History* | History* & &
American Culture* | Culture*
ldeals NA
Year 2013 2011 2011 2012 2012
Author Hart et al. Jung et| Do et Kimet | Goo et
al. al. al. al.,
Publication TClI JHS BG GHS CG
XIEtAL | HIY WA | Y

* Even though in English, the term, Korean histasymore common, this study uses Korea
History. The titles of textbooks and subjects iis $tudy are direct translations (word-for-word)
because a title implies what a given subject isnded to teach. They are also capitalized such as

Society and Culture textbooks.
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Coding and Analyzing

Self-created textbook analysis approaches weretosaallect and record data for this
study. While their construction were influenceddrgvious content analyses in education and
communication (newspaper and advertisement), nfdistfeature originated from the textbook
content analyses of Clark and Nunes (2008), Chaltlyd, and Mahoney (2004), Avery and
Simmons (2000), and Sleeter and Grant (1991; 198%®.analyses included two different
categories of information: lllustrations and Naras. Yet, to discuss issues like race, ethnicity,
migration, and immigration, this study limited fteus on racial and ethnic minorities rather
than including all oppressed groups such as gagple with disabilities, females, and people of

working class.

Analysis of lllustrations

Many textbooks include visual illustrations to sagphe information of the written text.
This means visual images convey information antuémice readers’ perceptions about social
issues just as written content does. Thereforerebearcher analyzed how people are presented
in photos. For example, questioning whether a pecsagroup is depicted stereotypically. This
involves tallying who is in each picture, categedzby ethnicity/race or status (e.g., immigrant
workers, long term foreign residents, and inteoral marriage couples). This study limited its
focus on groups within the domestic context of 8dkbrea and the United States only. Many
previous analyses of South Korean textbooks werdmied to groups within the South Korean
domestic context. The reason might be because Stuian social studies textbooks do not
have many pictures or content about ethnic mirewitvithin South Korea since they comprise
such a small percentage (2%) of the population.oAting to Banks (2009), even though it is

important to link multicultural and global educatigalues, multicultural education should not be
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confused with global educatioas each type of education makes unique contribsittonthe
knowledge of students. Multicultural education deaith different religious, cultural, ethnic,
and gender groups within a given nation whereabajyleducation deals with nations outside a
given nation and the interrelationships among matio

The next criterion of analysis used was time perRr@vious studies in the United States
found that in social studies textbooks, contempoissues tend to be overshadowed by historical
ones. First, the researcher used “past” and “ctirr@ategories for time, with “current” being
after 1990 in the United States. The same technicaseused for the South Korean textbooks,
except using 2000 as the cut-off year because dp& rgrowth of immigrant workers and
international marriages began at end of the 1980d,may not be reflected in textbooks before
2000. Secondly, in my codebook, the researcherritbesc specific periods such as the Civil
Rights Era. These efforts extended the analysasclode latent meanings and themes. For
example, if most African Americans appear in distuss of slavery and the civil rights
movements, this could be interpreted to mean thattéxtbooks included them primarily in
racial issues.

The last level of photo analysis focused on thdligigsocial relationships among
members in the ethnicity and race categories. &searcher asked whether ethnic minorities are
given photo frames of “their own,” or share framagh other ethnicities” (Clark & Nunes,

2008). In the “with other race” categories, theesrsher examined role prominence which is a
slight modification from the descriptions of Taykmd Lee (2004) descriptions. There are two
types of roles, primary and extra. A primary ralealves being in the foreground or highlighted
in a given photo. Extra roles are not easily disedrat first glance. These help the researcher to

see whether publishers used proportional repres@emta photos in textbooks that parallel
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ethnic population distributions in U.S. and Souttréan societies.

Analysis of Narrative Text

Since written texts directly transmit messagesgine more details than photos, they
offer more opportunities to perform qualitative temt analyses. In this study, how and who
were presented in texts, categorized by ethnieit@'ror status (e.g., immigrant workers, long
term foreign residents, and international marriegeples) were analyzed. A basic counting
system of number of page of appearance is typicaiy in tail analysis, but another criterion of
analysis was added for narrative text analysis. gage was divided by the length based on (1)
less than paragraph; (2) two to five paragraphd;(@hsix or more paragraphs. For instance, if
Native Americans appeared in two pages, this reBearcount it as two pages, but the researcher
would also describe how many sentences or paragjaehdevoted to them actually within the
two pages. The researcher also added placemegriariAccording to Sleeter and Grant (1989),
“important people” are discussed in the main pathe content while “extra people” are added
in marginal text or supplementary pages at thertmigg or end of the chapter.

The next level of my narrative text analysis waenitifying what themes and concepts
related to multicultural education are most andtieepresented. Six concepts are drawn from
several scholars in multicultural education (Bar#dQ9; Bennett, 2007; Nieto, 2004). They are
Race, Ethnicity, Discrimination, Prejudice, Assiatibn, Acculturation, and Immigration. This
analysis of narrative content also included theeled¢o which ethnic or racial groups are
excluded from, placed into certain concepts anthédserelated to multicultural education, or
integrated throughout the text. For instance, ésdtan overrepresentation of Asian Americans in

discussions of immigration?
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Chapter IV: Findings
This chapter presents the findings in this stddhe findings are organized according to
the three major aspects of the conceptual framesvades of multiple identities, culturally
responsive contents, and critical skills. Althoulgére is some overlap among these categories,
this researcher believes that arrangement shoute tha findings easier to understand.
Information quoted from the Korean textbooks usethis study is presented in Korean along
with an English translation. The translations aseverbatim but capture the meaning of the

passages. The translations are placed in paresthmsediately following the Korean

statements. Translations of short phrases or tarmplaced in brackets such/d&|.& 3}

[Society & Culture]. Brackets are also used whemifgling information is inserted in quoted text.

For example, R 2[LI2IOI M CHEE €2 52 sHRICH (In our country [South Koreal,
multicultural education has become important).

Use of Multiple Identities

The main question regarding the use of multiplatidies was whether textbook authors

emphasize only national identity or other idensiteéso. Throughout History Alive! Pursuing

American IdealgHart et al., 2013), the authors discuss natiateitity. As the title implies the

conceptual framework is founding ideals of the BdiBtates: equality, rights, liberty, and
opportunity, which are drawn from tlieclaration of Independenagritten by Thomas

Jefferson in 1776. According to Hart et al. (201Bgse four founding ideals “have continued to
provide a vision of what it means to be an Amerjtant no one fixed national identity is
promoted. The authors argue that the founding $da@ not easy to achieve. Even reaching

agreement on what each ideal means in United Sfatasty is difficult. In the second chapter,
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the authors include sections that discuss the mganfieach ideal in 1776 and contemporary
times, such as “Defining Equality in 1776”, “DebegiEquality Today,” “Defining Opportunity
in 1776,” “Debating Opportunity Today,” and so dine authors encourage readers to think
about the meaning of the founding ideals for théwesethroughout the book.

Hart et al. (2013) also discuss regional ident#y example occurs in Chapter 3 “Setting
the Geographic Stage:”

A closer look [at the United States] reveals tlaatreregion of the country has its own

identity. Physical features, climate, and natueaburces have shaped each region’s

economy and settlement patterns. Arid and semiagobns, for instance, tend to be
thinly settled because they lack adequate watefafanring and industry. A region’s

personality also reflects its population. The tiiadis and culture of people living in a

region give it its own particular flavor. For exal®peach region has its own

characteristic foods, such as spicy burritos inSbhathwest and clam chowder in the

Northeast. Each region also has its own speechrpattbuilding styles, and festivals, to

name but a few elements of regional identities...@ligh regional differences may cause

tension, our diversity as a nation is one of o@atgst strengths. Our economy relies on
the varied physical resources of our vast land. d@mocracy has benefited from the

diverse backgrounds and concerns of people inrdiitaegions (p.24).

Although Hart et al. (2013) describe spicy burritoshe Southwest United States as an
element of regional identity, it is also an examgfleultural identity, Mexican Americans. The
authors emphasize cultural identity of ethnic gsoapre explicitly in statements, such as:

European, Asian, Mexican, and French Canadian imantg all faced accusations that

they were unwilling to become members of Americaciety. In them, all would prove
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the nativist wrong. They would establish vibraritret communities, and their cultures
would become vital pieces of the American mosaid {{9).

Another example is:
By the turn of the [28] century, immigration from different parts of therld were
changing the face of American culture and sociegw waves of immigrants from
southern Europe and Asia were joined by immigréots Mexico and Canada. All of
these newcomers added their customs and languagfes nation’s mix of cultures (p.
183).

These statements show that History Alive! Purséinterican Ideal¢Hart et al., 2013) follows

multicultural ideas of allowing students to expldineir national, regional, and cultural identities
at least in general. To get more clear answers a$éther the textbook really follows the idea
emphasizing multiple identities and cultural pligad, careful examination of ethnic minority
groups’ representations is necessary. Additiormghts are derived from data on the Overall

Demographics of Representation.

Korea Historyby Bisang GyoyukHi| 4 11 €] publications (Do et al., 2011) and Korea

History by Ji Hak Sa%|&F Al publications (Jung et al., 2011) seem to considgional identity

as being inherited Korean blood. Both textbooks leasjze “Korean ethnicity.” They discuss
origins of Korean ethnicity and Korean ethnic crdturhere is not much discussion about the
cultural identity of ethnic minority groups or regial identities. The first chapter of each

textbook is about the origins of Korean ethniciftiie title of the first chapter in Korea History

by Do et al. (2010) is 2| BIF 2| 7|1t A 28" (The Origin of Our Ethnicity and
Prehistoric Culture), and the title of the firsapiter in_Korea Historpy Jung et al. (2011) is
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“MA B235tet HEIZ 9| ¥ A" (Prehistoric Culture and the Formation of Han Misk [Korean

rot
:

ethnicity/people). The focus d21Z (Han Min Jok; Korean ethnicity) can be problematic

because it tends to emphasize Korean blood. A biggdblem is by saying “our ethnicity,” it

LIS

implies that recent immigrants are not a part &™T’he words, “our ethnicity,” “our country,”
and “our people” also often appear in the Society Gulture textbooks examined in this study.
According to Lee (2011), a “we-ness” language stgfeects the collectivism of Korean society.
In Korean language, “we,” “us,” and “our” are usay often. For example, while individuals in
the United States may say “my family,” a Koreaniwidbal would say “our family” because
Korean culture emphasizes the whole group rattaar #imy individual member in the group.
This “we-ness” language style in textbooks coulkenehildren of recent immigrant families
feel that they are not “Koreans,” as well as canetere Korean students to think children of
immigrant families are not Korean.

Although the authors in both Society and Cultusgtieoks also use the “we-ness”
language style, they focus less on Korean ethnoaitgpared to Korea History books. This may
be because Society and Culture is a class thdideaociological theories and concepts. The
main conceptual frame works of the Society and @ealtextbooks examined in this study are
concepts related to society and culture sudiuagionalism theorgndconflict theoryrather
than Korean ethnicity. For example, in the Soceetgl Culture textbooks, many names of
foreign theorists and philosophers such as Gidddast, Weber, Levi-Strauss, and Comte

appear while the names of Korean well-known indiaid such as kings and politicians

dominate Korea History textbooks.
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Both Society and Culture textbooks examined in shusly emphasize national culture,
regional culture, and ethnic minority culture adeconceptually. However, there are some

differences between these two textbooks in disonsSouth Korean context. Goo et al. (2011)

et ol 7RIS 0| Bt

mn

of H MZ2 E&H T ChFstrt. o]z HoilA

00
r

clearly state EE 3t C}

2P B3 ALE(0| BN HAME . 33 ALBI0IA Aobrte ARFS 0| B8 ChY Y Et

HFQ4El Zd0|0o{0F BC}” (There are also new cultures created by immigrfint South Korea].

Thus, the cultural identity of South Korea... shordtlect cultural diversity of all people who
live in South Korea (p. 124). Kim et al. (2012) miot make a clear statement like Goo et al.
(2012). Kim et al. (2012) just briefly mention tratltural diversity increased by newcomers in
South Korea, and they spend many more pages tosdisesues related to Korean traditional

cultural identity than Goo et al. (2012).

Overall Demographics of Representation
People of color within the United States or isswdated to them appear in 179 pages of

the United States history textbook, History Alivalrsuing American Ideal$lart et al., 2013).

The book consists of 689 pages excluding the pégedisted the authors and contributors, table
of contents, and resources appendices such asdée, inotes, glossary, and credits. However,
these numbers alone do not tell whether the boslstgmificant amounts of stories about either
people of color or issues related to them. Evendhdhis is a United States history textbook, a
large amount of its contents deals with world affand historical events, especially from the
20th century. Several segments begin with thematénal context events such as the origins of
World War |, World War I, the Cold War, and theetihham War, and move back and forth

between international issues and their impacthierunited States and its people. Even on
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individual pages, often there is not a clear dddtom between United States historical events and
global historical events. Since multicultural edima deals primarily with ethnic, racial, and
cultural diversity within a given nation state raththan groups outside a given nation and
interrelationships among nations, people of coldgside of the United States are not included in
the data collection in this study. For example afdssiappear in chapters on the Korean and
Vietnam Wars, but since they are neither Asian Aca&s nor people of Asian descent in the
United States, they were excluded from analysthisistudy.

The majority of sections presented in the textbosd& words such as “American” or
“people” without any reference to specific race atithicity. For example, in chapter 20 on The
Spanish-American War the statement is made thay§VMAmericans sympathized with the
rebellion, seeing it as a struggle for freedon® like American Revolution. Meanwhile,
American investors feared that the political unmeas putting their Cuban investments and
property at risk” (Hart et al., 2013, p. 227). Anet example is, “Many people had already
stopped spending, and producers had slowed proaictiart et al., 2013, p. 340) in explaining
the origin of the great depression of the 1930& fBixtbook also often refers to the nation state
itself instead of specific ethnic groups, suchlasttie days that followed, Americans learned
that an international terrorist network called @ae@a had carried out the 9/11 attacks ... The
United States formed an international coalitiom¥erthrow the Taliban and capture Bin Laden”
(Hart et al., 2013, pp. 674-675). These termsatamean Whites only since the textbook
specified certain White ancestry groups at times.ifstance, in explaining that immigrants
faced forced Americanization during World War | gtatement is made that “intolerance also
led to attacks on German Americans. In April 19R8bert Prager, a German-born citizen, was

lynched by a mob near St. Louis, Missouri. His arriyne was being born in Germany” (Hart et

54



al., 2013, p. 273). Compared to people of coloecd#ally naming various European ancestry
immigrants such as Irish, Germans, Greeks, HunggrRussians, Polish, French Canadians,
Italians, and Jews is very rare. Besides, Anglo Acaes are only specified in early years.

History Alive! Pursuing American Idea(slart et al., 2013) has a total of 430 photos in

which Americans appear. Since some illustratioskigle more than one ethnic group within it,
the number (489) of photos categorized by ethnisityigher than the total number (430) of
photos. Among 489 photos, 362 photos has indivadtredt appear to be Whites which is 74.03%,
and obvious people of color are present in 116gshatich is 23.72%. The remaining 2.25%

are racially “unidentified” photos. There are maagially unidentified photographs because
facial features of the individuals included are slbwn, or they are shown yet their raciality is
difficult to determine. For example, a photograplvorkers building the Hoover Dam is taken
from behind and only these forms are shown, buistinguishing features; nor is any

distinguishing information included in the writteext (See Figure 4-1, Hart et al., p. 345).

Figure 4-1. Workers in Boulder (Hoover) Dam
Another example of unidentifiable raciality is agpbgraph about the surge of immigration to the

United States in the late 1800s and early 1900s Fggure 4-2). The individuals in the photos
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look like non-White but the accompanying writtertteimply says, “Millions of immigrants
came to the United States at the turn of the cgndMany arrived with few possessions and little
money. They faced many challenges adapting torlifeeir new home” (p. 167). Therefore, the

photograph was coded as “unidentified” in dataestibnand analysis.

Figure 4-2. Immigrants

Another indicator of whether History Alive! Pursgi\merican Ideal¢Hart et al., 2013)

has significant amounts of stories about eithepfeeof color or issues related to them is the
number of well-known individuals named. A total2ifl1 names of well-known individuals
associate with historical events appear in the bAokong these 211 names, there are only 32
(15.17%) names of people of color and 179 or 84.88Bttes. Since many individuals
specifically named in the textbook are presidentsfast ladies of the United States, it is
somewhat understandable why more Whites are naviedonly 15.17% being names of people
of color is still a low percentage. These lackp@bple of color representation in the United
States history textbook can make students of ¢blok “U.S. history = White history” or think
they learn history of European Americans—not Uni¢altes history. These can harm students’

learning experience.
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Ogbu (1978, 1987, 1998, 2001) argued that manycafriAmerican and Native
American students—whom he called involuntary mitesi—fail academically because they
consider school learning as learning the cultugelanguage of their oppressors who enslaved or
colonized their ancestors. All children of non-Vé¢hitnmigrants also can face this problem
although Ogbu begged to differ. He argued thdtodm of immigrants such as Asian Americans
overcome the initial barriers of cultural and laage difference, and perform successfully in
schools as their parents come to the United Svalestarily with the desire for better
opportunities. Ogbu overlooked or underplayed thedrtance of Whiteness in the United States.
According to Ladson-billings (2004), a conditiom Bcceptance as an American is Whiteness in
a racialized society like the United States. Peoplasian descent in the United States, whether
U.S. citizen or not, are often seen as foreignersoa-Americans (Aoki & Mio, 2009). The few
individuals of color named in the textbook can maken or other non-White immigrant

students believe that they are not “real Americans.

Korea Historyby Bisang Gyoyuk |4 W €] publication (Do et al., 2011) consists of

425 pages excluding the lists of the authors, pesfeable of contents, a chronological table,

references, and index. Korea HistdmyJi Hak Sa k|2 At publication (Jung et al., 2011)

consists of 353 pages excluding those that lisathbors, preface, table of contents, a
chronological table, references, and index. Lilelmited States history textbook, a large
amount of the content of Korea history textbookalslevith world affairs and historical events.
Often there is not a clear distinction between kselomestic historical events and global
historical events because they impact each other. Japanese occupation of Korea in the early

20" century and the Korean War in the middle of th8 @éntury add to the difficulty of making
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clear distinctions. Excluding all temporary resitteewho came to the Korean peninsula as
soldiers, government officials, and merchants dutire Japanese occupation of Korea or the
Korean War, only five pages in Korea Histdry Do et al. (2011) and six pages in Korea History
by Jung et al. (2011) are about immigrants anddareesidents within Korea and issues related
to them.

Even in these pages, discussions of immigrantsinvi€orea or issues related to them
are often allocated less than one paragraph, amnd thno story development regarding these
groups. The authors merely describe fragmentanestof a particular historical period or event
related to a given ethnic minority without furthéscriptions, such as what struggles the
minority group experienced in Korea or how theyevassimilated into the Korean culture. Most
of these stories appear briefly while explaininigestissues. For instance, in explaining foreign

policies of Korea’s dynasties regarding people @nkghuria the following statements are made:

M2 4TIFO| HeE Fedstod 5 EX|, FB S F7LE =3 X|Eof
FAHAE MR|sto] HREt E&2 M35 FRUCE (Joseon [Korea’s last dynasty

1392-1910] encouraged Jurchen people to defebetddseon dynasty by offering jobs,

land, or houses (Jung et al., 2011, p. 62).

dals T2 nodeln ddelez F U=, XIHIE2 F2 780 Z,

I|X|Hi& S CHEE 2ZHo10|QLCt. (In Balhae [one of the ancient Korean kingdoms,

668-926] which consisted of Koreans and Mohe pedfieecans were the dominant

group, and Mohe people were the subjugated clas®(l., 2011, p. 38).
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Both Korea History textbooks provide practicallyinfbormation about contemporary immigrant

workers and interracial marriage groups. Only Kd#éstory by Ji Hak Sa%|&f Al publication

(Jung et al., 2011) briefly mentions them whilecdssing recent demographic and social

changes in South Korea, such as:

2 MEL DES ALE7F ETEHM HE 2t ALE|= ofof CHEF CHAY of o

w25t QIrh E3 IHHE, 2T 0lo| 7S S22 THRS THHO B ol

SHEITM 0152 2| S| YRS 2 Yot SOlBE 20| MKl ot

(The government and society try to come up withitsmhs to recent issues of an aging
society and low birth rate. Besides, because nulitical families are increasing as the
result of immigration and international marriag€xnuth Korea] is endeavoring to make

the society accept multicultural families (Jun@lketp. 318).

Other evidences of the lack of stories about imemtg and permanent foreign residents
in Korea are the few individuals named and numbéitustrations of diverse individuals in the
Korean domestic context. In Korea Histdry Jung et al. (2011), only one is named who
immigrated to Korea among 303 names in Korean docmesntexts. In Korea Historlgy Do et
al. (2011) among 332 named individuals in the Knr@amestic context, one family and three
individuals are immigrants. None of these namesantéemporary immigrant workers or
interracial marriage spouses.

The Korea Historyy Do et al. (2011) textbook has a total of 2Qsirations in which
people in Korea domestic contexts or Koreans abapaear. Since some illustrations include

more than one ethnic group within it, the numbeitlo$trations categorized by ethnicity is
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higher than the total number (206) of illustratiohBere are 213 illustrations that show people in
Korean domestic contexts or Koreans abroad. Oktht&1 (89.67%) are Koreans and only 22
(10.33%) are non-native Koreans. Even these ntimenkoreans are temporary residents who
came to the Korean peninsula as soldiers, governaifiétials, and merchants in the first half of
the 20" century. For example, there are several photdsjpdinese governmental officials and
soldiers during the period of Japan’s colonizatibiorea in the early 20century, as illustrated

by Figure 4-3 (Do et al., 2011, p.224).

Figure 4-3. A Newly Appointed Japanese Supervi§ifiicer, Terauchi Masatake
Another example is photographs of UN, U.S., anch€ée soldiers in Korea peninsula during the

Korean War (1950-1953), such as in the imagesgures, 4-4 and 4-5 (Do et al., 2011, p.327).
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Figure 4-4. UN Soldiers Landing at Incheon Figure 4-5. Chinese Intervention
Korea Historyby Jung et al. (2011) textbook has a bit moresitiations of people in

Korean domestic context or Koreans abroad—a téta28 illustrations. Since some illustrations
include more than one ethnic group within it, theentoer of illustrations categorized by ethnicity
is higher than the total number (228) of illuswas. The number is 236. The depictions in Korea
History by Jung et al. (2011) are not very different frdorea Historyby Do et al.(2011). Of the
236 illustrations in which people in Korean domestintexts and Koreans abroad are shown, 28
(11.86%) are non-native Koreans, but all of theetamporary residents in early"2entury, as

illustrated by Figure 4-6 (Jung et al., p. 259) dnd (Jung et al., p. 260).

Figure 4-6. Figure 4-7
Soviet soldiers Entering Korea after WWII U.S. Soldiers Entering Korea after WWII
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Neither of the Korea History textbooks has photiosemple who immigrated to Korea or
long-term foreign residents who came to Korea g liime ago, such as Hwakyos who are Han-
Chinese from Shandong Province on the east coasamiland China in the middle of the 20th
century, and more recent comers such as immigrarkess and international marriage families.
This means there are absolutely no pictures otipgsof immigrants or long-term foreign
residents in South Korea. The findings, along i results of narrative text analyses indicate

that Korea History textbooks devote practicallyattention to issues of ethnic minorities.

Comparably, both Society & Cultuby 1 & Al [Gyo Hak Sa] publication (Kim et al.,

2012) and_Society & Cultutey X I [Chunjae Gyoyuk] publication (Goo et al., 2012) dav

content about recent immigrants including North é&or refugees and international marriage
groups within contemporary South Korea. Both tegksodeal with only newcomers, not old-

comers who are briefly mentioned in Korea Hist@xtbooks, Society & Culturky Kim et al.

(2012) has nine pages about recent immigrants mibuth Korea or issues related to them.
Since the textbook consists of 277 pages excluttiadists of the authors, preface, table of
contents, answer sheets, references, and indexpaies are only 3.2 percent of the entire book.

Society & Cultureby Goo et al., (2012) also has 3.2 percent of ame (8 out of 245 pages).

Since many pages in these textbooks are used fitatieng social concepts and theories, and
there are many international examples such as &aharga ban, the 3.2 percent of coverage is
actually quite significant. However, many discussiof immigrants and ethnic minority groups
within South Korea or issues related to them doxaled less than one paragraph. They are also
often discussed in marginal text or supplementagep at the end of the chapter. According to

Sleeter and Grant (1989), “important people” asedssed in the body of the narrative text while
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“extra people” are added in marginal text or supy@etary pages at the beginning or end of the
chapter. Yet, this may not be a reason in this.caselety and Culture textbooks typically
present information which is to discuss sociololgibaories and concepts in the main narrative
text and include real life examples in supplemegnpages.

Society & Cultureby Kim et al. (2012) has a total of 202 illustoaus in which current

newcomers or native South Koreans appear. Since glustrations include both native South
Koreans and current newcomers within one illustrgtthe number of illustration categorized by
ethnicity is higher than the original number ofigitrations. The total number is 207 of these,
181(87.44%) are native South Koreans and only 131056) are non-native South Koreans. The

remainder, 15 (7.25%), are unidentified ethnicitiesciety & Culturdoy Goo et al. (2012) has

similar patterns. Among a total 235 (the origiraht number is 223) illustrations, native South
Koreans appear in 186 (79.15%); non-native Soutle#&s appear in 16 (6.81%); and 33
(14.04%) are unidentified. Some may say it is propoal coverage because the number of
registered foreign residents in South Korea israigon, which accounts for about two percent
of the total population of 49.13 million in 2007etY this is a number that does not include North

Korean refugees and naturalized immigrants. Thi3d,% in_Society & Culturdéy Kim et al.

(2012) and 6.81% in Society & Cultubg Goo et al. (2012) do not indicate whether thei&y

and Culture textbooks have significant amountdla$trations about ethnic minority groups in

current South Korea.

Imbalances

An imbalance across racial groups of color was doimrHistory Alive! Pursuing

American IdealgHart et al, 2013). Since some pages include rinzne one racial group, the

number (206) of pages categorized by racial grewgdightly higher than the original number

63



(179) of pages in which people of color within theited States or issues related to them appear.
African Americans and immigrants from Africa orugs related to them appear on 125 (60.68%)
pages of a total of 206 pages. Native Americanstlagid issues appear on 33 pages (16.02%).
People of Latino descent in the U.S. or issuesaelto them appear on 28 (13.59%) pages, and
people of Asian descent in the U.S. or issuesaeéltd them appear on 20 (9.71%) pages. The
imbalance among racial groups of color is most pnemt in the chapters related to segregation
and the civil rights movement of the mid-20th cent@hapters 43 to 46 focus on these
historical events. However, among these four chiap@hapter 43, “Segregation in the post-
World War 1l period,” Chapter 44, “The civil rightsvolution: ‘like a Mighty Stream,” and
chapter 45, “Redefining equality: From Black poweaffirmative action” largely focus on
African Americans. Other people of color do notegupat all in Chapter 44 and Chapter 45.
Although they appear in Chapter 43, it is only seatence, “Many laws against miscegenation
prohibited marriage not only between African Amans and white but also between whites and
Asians or whites and American Indians” (Hart et 2013, p.489). Non-African American ethnic
minorities are discussed in Chapter 46, “The widgrstruggle” along with other marginalized
groups such as women, people with disability, sangd ymericans. Hart et al. (2013) state the
Black civil rights movement in the South inspiredmy groups to carry on with their own
struggles, and address how each group began toinegar equal treatment and fought for their
rights. Although each non-Black minority group ofar has its own separate section in Chapter
46, these are quite short. Section 46.3, “Latinoga@ize to Be Heard” consists of two pages,
and 46.4, “American Indians Seek Justice” consitta/o pages. The section on Asian

Americans 46.5, “Asian Americans Raise Their Vojtatso consists of two pages.

64



Another indicator of imbalance evident_in Historin&! Pursuing American Ideal#art

et al., 2013) is identifying different ethnic indiuwals by name. Total 33 names of Americans of
color appear in the textbook. Of those, only niaenas are non-African Americans.

While Native Americans, Latino Americans, and Asfanericans are included mostly in
discussion of racism, immigration, and civil rigigsues, some additional topics include African
Americans. These are inventions, politics, mugierdture, and sports. For example, in Chapter
28, “Popular Culture in the Roaring Twenties,” fieican American inventor, George
Washington Carver, is introduced as follows while tliscussing origins of consumer culture in
the United States.

This [consumer culture] is a culture that views ¢basumption of large quantities of

goods as beneficial to the economy and a sourpergbnal happiness. The ideas for

some new products emerged from brilliant minds.rGe&Vashington Carver, for
example, pioneered the creation of new goods basedjricultural products. Carver
made more than 300 products from peanuts incluaifage powder, printer’s ink, and
soap. He also created more than 75 products fooangeand more than 100 products
from sweet potatoes, such as flour, shoe polisthcandy. “Anything will give up its
secrets if you love it enough,” Carver said of itk with humble plants (Hart et al.,

2013, p. 310).

The chapter discusses how jazz became an origimal 8f United States music, and introduces
the Harlem Renaissance, a cultural movement id®2@s, created b&frican American writers,
artists, and musicians. Hart et al. (2013) provitdee Negro Speaks of Rivers,” a poem by
Langston Hughes and mention some books sudimha®utobiography of an Ex-Colored Man

James Weldon Johnson afldeir Eyes Were Watching Gbgt Zora Neale Hurston.
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Hart et al. (2013) describe contributions ofhéthgroups of color as well as individuals.
Chapter 35, “The Impact of World War Il on Amerisahexplains how the war affected the
lives of different minority groups, and how theyntdbuted for the war. A separate section of
about two pages is devoted to each minority grétne. comments about Japanese Americans
included:

Starting in 1943, thousands of young men left theefnment] camps to join the army.

Most of them served in the 442nd regimental Corileaim. This all-volunteer Japanese

American unit became famous for its bravery inlbath fact, it earned more medals

than any other unit of its size in American hist{oy399).
The passage about African Americans explained:

The Army air corps established its first black catinit in 1941. Known as the

Tuskegee Airmen, these pilots and their suppowsghowed that African Americans

could handle the most demanding assignments. Tér@gd mainly as bomber escorts,

engaging in direct combat with German fighter pariehe Tuskegee Airmen gained a

reputation for skill and courage, shooting some @@dman attackers out of the sky.

They were the only fighter group never to lose mber to enemy planes (pp. 402-403).
Descriptions of the contributions of Mexican Amans to World War Il included:

About half a million Mexican Americans served i thirmed forces during World War Il.
One of their slogans was ‘Americans All'. As thigygests, many saw the war as an
opportunity to prove their loyalty and become drthe mainstream. A higher
proportion of Mexican Americans fought in combaitsithan any other ethnic group. In

addition, Mexican American soldiers suffered heeaysalities in comparison with other
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ethnic groups. They also received many combat asv&mlurteen Texans received the
Congressional Medal of Honor for heroism in the (par406).
There is no comment about Native Americans in Giraph. A story about their contribution
does appear briefly in Chapter 36, “Fighting WaN@r 11,” but they have neither a separate
section nor details about how the war impacted taehome like other groups of color in the
previous chapter. Their story is placed in thetexnof explaining military strategies of the
United States in the Pacific. The passage reads:
One of the keys to Allied success in the Pacifis wee use of secret codes. The United
States trained a special group of Navajo Indiardéctalkers” for this task. Because
Navajo is not a written language and is understpodery few people, it made an
excellent basis for a code to transmit vital infation. The Navajo code talkers played a
key role in the Pacific campaign. Japan was nebierta break the Navajo code (p. 418).
In general, the contributions of non-African Amamcethnic minorities get less attention
throughout the book. For example, the well-knowarysabout how Native Americans helped
European settlers in Jamestown appears briefltheuemphasis is on the European settlers’
struggle to survive, not Native Americans’ aid:
One of the colony’s leaders, John Smith, decldnedstte ‘a very fit place for the erecting
of a great city. Smith could not have been morengrdhe swampy ground swarmed
with mosquitoes. It also lacked good drinking waBgyr the first winter, more than half
the settlers had died of sickness and starvatiofhe.hoped-for ‘land of opportunity’
had turned out to be a land of daunting challengesthe infant colony survived, due in
large part to Smith’s leadership and the help o&ldndians, who brought the settlers

food (p. 17).
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The contributions of the Chinese to the buildingha transcontinental railroads are described as:
Chinese laborers do the dangerous work of creatitugnel at the summit of the Sierra
Nevada Mountains. Chinese laborers made up faisfdf the labor force for the
construction of the Central Pacific railway linehigh stretched from San Francisco to
Utah (p. 135).

However, this statement appears in explanatioaspdfotograph, not in the body of the text.

Information about Chinese railroad workers in teyof the text focuses on the prejudices and

discrimination they encountered.

In all four Korean textbooks examined in this study particular ethnic minority group

in South Korean domestic context receives the @mtbshtion. However, in terms of historical

events, Japan’s colonization of Korea (1910-1946¢ives high level attention in both Korea

History textbooks. In Korea Histotyy Do et al. (2011), this historical event andiessrelated to

it are discussed in three of the total nine chapte8.3%). In Korea Historgy Jung et al. (2011),

Japan’s colonization and related issues are disdussfour of nine total chapters (44.4%). Japan

took control of Korea in 1910, and the colonizatiasted until 1945 which was for a total 36

years. This is short in the overall schema of Koreigtory. Koreans have about 5000 years of

history, from its first nation state, Gojoseon (2338 BC), to contemporary times. Thus, itis a

very high level of attention that Korea Histdyy Do et al. (2011) allocates 33.3 percent of the

text, and Korea Historlpy Jung et al. (2011) devotes 44.4% of its todaltent to Japanese
colonization. This high level attention can caust-dapanese sentiment. Korea HistbyyDo et

al. (2011) seems to be concerned about this pbgsds apparent in the following description:

AtokztE TIBr M L E[LtEtol ME0i2 7HE 7[O|ALe| M S OIRICE 2=

Mol AHLRIOHAL HEZ 26t E O|E 1 ZMof Pl=stACt AtokzteE B
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(During the Japanese invasions of Korea (1592-1598)aka, who was a Japanese

o
mu[n
mjo

military officer under general Katou Kiyomasa, deésl to the Korean side with his

Japanese subordinates. Sayaka fought against 3aganees during the war and made

several contributions. He was awarded for his &fand given a new Korean name,
Chungson Kim, by the Joseon dynasty court [Korearegnment] ... Later, he married a
Korean woman and settled down at Uroki [a littléage in Korea]. During the Japanese

invasions of Korea (1592-1598), ten thousand Jageaseldiers defected to the Korean

side and settled in Korea like Sayaka. They welledc&lang-Wye. On the contrary,

Koreans who defected to Japan and settled in Japencalled Sun-Wye (Do et al., 2011,

p. 84).
The text uses episodes such as this to suggestdhali Japanese were the same. But,
this episode happened during the war between Kadalapan from 1592 to 1598, not during

the 1910-1945 Japan’s colonization of Korea. Aapahese sentiment in South Korea can be
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traced back as far as the Japanese invasion oaKb892-1598), but anti-Japanese sentiment is

more an outcome of the Japanese colonization period

There is a supplementary page titl@% 2 2|5 LS £l Q= IE" [foreigners

who devoted their lives for Korea]. The secticarstwith ‘7i& 0|F 2 ZILi2tof E0{2

QIFQUS B Y4t KTl 0/ HAHAIF|Y| QIBt AFE H2 ZLE THa7| s
5012 MIAL 8 7| SIs S012 HOIS0IiTh JBILL 2 2K SHE RHAIQ)

EMAE 047|1 2Ei T LM Q= QIS 0| RUALCH (Among foreigners who came to Korea in

the period, many were for their own sakes sucheis government’s diplomatic interest,
missionary works, or financial opportunities. Biligre were some individuals who considered
Koreans’ struggle as their struggles and helpagygting Koreans (Do et al., 2011, P. 197).
However, there are no Japanese individuals namléthdividuals discussed in this

supplementary page are westerners, Herbert, Haresthe Underwood’s family.

“With Other Race” Photos and Stereotypical lllustrations

Among the total 430 photos in History Alive! PumsgiAmerican Ideal§Hart et al.,

2013), 59 include more than one ethnic racial growjgh other race.” The main reason there

are not many “with other race” photos is becausdils. had been deeply segregated in the past.
The chapters discussing recent historical events heany more “with other race” photos.
Moreover, many photos in the textbooks are of piesis and crucial historical event related to
politics, and many African Americans such as Pesiddarack Obama, a Civil Right activist,

James Meredith, and one of the first Black stuslemtlesegregate Little Rock Central High
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School, Elizabeth Eckford, appear in the foregroandre highlighted in “with other race”

photos.

History Alive! Pursuing American Idea(slart et al., 2013) uses some stereotypical

images from magazines and newspapers in the 18thrgeand early 20th century. They are
mostly cartoon images of dominant groups like Whiealthy industrialists (See Figure 4-8, p.

152; Figure 4-9, p. 189). These wealthy indusstalare depicted as “fat” in both cartoons.

e ]
e A

Figure 4-8 .The Protectors of Our Industries

¢

Fle 4-9. Th ses of thel Senat
Comparably, no ethnic minorities within the Unit8thtes appear in stereotypical image.

Yet, in two images, their countries of origin aepitted in somewhat stereotypically. The first

one is a 1896 cartoon about the Monroe Doctrinelwvkept European nations interference out

of the Latin America continent (See Figure. 4-1218). However, it is hard to decide whether

these caricatures are stereotypical images opgrsonifications of nations.

Figure 4-10. The Monroe Doctrine

71



The second painting that portrays President Wigguporting the growth of democracy in
Mexico is a clearly stereotypical image (See Figl#El, p. 240). The personification of Mexico
is more like an image of a bandito which was adesqly used stereotypical image for Mexicans

in the United States up until the mid*2Gentury.

PURCL, OU THE LONDON CHARIYADL—Awuer 37, idld

WOODROW ON TOAST.

Figure 4-11. President Wilson Scolding Mexico
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Neither Korea History textbook has any stereotyipioage of immigrants or long-term
foreign residents because there are no picturpaintings about them whatsoever. However, the
authors of both textbooks do use stereotypical @sad Asians created by Western magazines
and newspapers in the early 20th century. In @carabout the war between Russia and Japan
over Korea from 1904 to 1905 (See Figure 4-12, &iral., 2011, p. 162), the image
representing Japan has slanted eyes and buck égatbsentation that was often used to

stereotype Japanese and other Asians.

Figure 4-12. Russo-Japanese War

A more obvious example of stereotypical image aBAs is presented in a cartoon about
competitions among Russia, China and Japan (SeeeHgl3, Do et al., 2011, p. 211).
Although it is hard to know whether the personifica of Korea has slanted eyes as he is
wearing sunglasses, it is obvious that the permanibns of Japan and China have slated eyes.
Besides, it can be guessed the personificatioamdd has buck teeth through observing his

prominent mouth.
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Figure 4-13 Competition over Korea

In some instances these two Korea History textbosksl the same cartoons, such as Figure 4-

14 (Jung et al., 2011, p. 1329 et al., 2011, p. 159).

Unae [u."\.'.'.'-L‘T)e. r,:,.;h_g, :

Figure 4-14. Competition over Korea
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Society & Cultureby Kim et al. (2012) has a similar stereotypicahge that is created by their

own design team (See Figure 4-15, Kim et al., 2p1221)

Figure 4-15. Chinese Character Impact the Developwiethe Japanese Letters

Many students in Korea may think the illustratisnust an image of cultural interactions
between China and Japan that the authors empleyad mternational example to teach the
concept of cultural change. This image may appebet‘cute” first glance, but the Japanese
obviously has the stereotypical buck teeth.

Society & Cultureby Kim et al. (2012) has five illustrations thatiude both native

South Koreans and newcomers including short-tesiors. Society & Culturéy Goo et al.

(2012) has 12 illustrations. All these newcomernseap in the foreground or are highlighted.

They appear mostly in illustrations either celelgadiversity with native Koreans or learning
Korean traditional culture from native Koreans. Maere are a few exceptions. Goo et al. (2012)
provides a photo of native South Koreans and ettmmorities protesting together against

racism.
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Culturally Responsive Contents
Seven concepts of multicultural education in sostatliies textbooks were analyzed in
this study. They are the concept of ethnicity, raveersity, assimilation, immigration,

discrimination, and prejudice. History Alive! Punsg American Ideal¢Hart et al., 2013)

defines some of these concepts and provides rehettmtical episodes that teachers can use to
teach them. Some people might assume that in teathese concepts, textbooks would include
episodes of people of color more often than Whibeshajority groups,’ but in History Alive!

Pursuing American Idealthat was not the case. Although no groups areuded from a certain

concept, some people of color are overshadowedhearoncepts of immigration and
assimilations, Latino and Asian immigrants are skiladowed by Eastern and Southern
European Immigrants. For the concepts of racismdegatimination, Latino and Asian
Americans are somewhat overshadowed by African Araes. No specific examples of how the
cultures of Asians enrich American culture are pied. These exclusions or inequities may
make it more difficult for Latino and Asian descantk to connect their social knowledge to
academic knowledge while reading about and leartiage concepts.

Both Korea Historyby Jung et al. (2011) and Korea HistényDo et al. (2011) seem to be
written for native Koreans only. Even though thies of textbooks are Korea Histothe

content is the history of Korean ethnicity. Althduiine general concepts can apply to non-native
Koreans, the materials used to explain them isIgnepisodes of native Koreans. There are
many historical episodes that immerse mainstreamnedfostudents in issues of immigration and

assimilation.

Both Society & Culturdy 1 & A} [Gyo Hak Sa] publication (Kim et al., 2012) and

Society & Cultureby XH L = [Chunjae Gyoyuk] publication (Goo et al., 2012eofseveral
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examples that newcomers can use to connect theirkmowledge to academic knowledge

while reading and learning concepts such as diyersiejudice, discriminations, racism, and
immigrations. Yet, many of them are relatively sheithout specific details. These short
examples are of limited use to native Koreans whaat have prior knowledge. Detailed
findings about how the seven concepts of multicaltaducation are imbedded in each textbook

follows. Each one is discussed in turn.

Ethnicity
Words like “ethnic group” and “ethnicity” appearety or briefly in_History Alive!

Pursuing American Ideal$lart et al., 2013) Instead, the authors use Epéerms to identify

ethnic groups, such as Japanese Americans, Irigridams, and Mexican Americans. Since

there are many different ethnic groups in the Wh&¢ates, not all of them are discussed at the
same level of depth and magnitude in the textb®bk. histories of some ethnic groups are
discussed more than others. For example, the igstof people of Chinese and Japanese descent
are discussed much more than Korean and Filipicesiry.

Although in theGlossary the authors state “a person’s ethnic identity,clvhihay be
shaped by such criteria as language, religionhestdry” (Hart et al., 2013, p. 728), there is not
much discussion in the body of the textbook ofdbecept. Only on a couple of pages, are
descriptions provided. On page 622, the authoesMithael Novak’s questions “Who after all,
are you? What history brought you to where you &y are you different from others?” and
state that “in answering such questions, many Araes reclaimed their ethnic background as a
heritage to be proud of, not a past to leave behhbther part of the explanation is a report of
the 1970s phenomenon of many Americans becomieggstied in their ethnic backgrounds, and

the interest in ethnicity quickly finding its wayto politics and popular culture, such as creating
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the Office of Ethnic Affairs by President Ford, amteasing films likeThe Godfatheand
Saturday Night Fever

The term “ethnic group” and “ethnicity” appear iotb of the Korea History textbooks
examined in this study, but most discussions fazukKorean ethnicity. The first chapter of each
textbook is about the origins of Korean ethnicégd the narratives of the chapters are very
similar. Both textbooks briefly explain the originEhumankind and the origins of Korean

ethnicity. For example, Do et al. (2011) describe:

2l UE2 AA7| AlcHollM HE7| AICHE HAIHM B1F 0l 7188 olF e,
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(Our people [Koreans] established the foundatioetbiicity through the Neolithic Age
and the Bronze Age, and established our own culiyrearrying out cultural exchange
with neighboring people...The habitation of our atgesas widespread in East Asia,
but mainly in Manchuria and the Korean Peninsula. @ople belong to the Mongoloid
race, and the language spoken by our people betorige Altaic language family that
also includes other languages such as the Turkenigdlic, and Tungusic languages (p.

14).
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The Jung et al. (2011) account states:
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(Our ancestry established the foundation of ethyntbirough the Neolithic Age and the

Bronze Age... Our people belong to the Mongoloid yarel our language is related to

the Altaic language family. Our people formed aykrethnicity and shaped our own

unique culture based on an agricultural societyL ).

The statements indicate the tendency to use “oudiscussing ethnicity when “Korean
ethnicity” would be more appropriate since Koreat® have Korean nationality but different
ethnicities or ancestries are not included. Bothg&distory textbooks continue to perpetuate

the idea of South Korea being a homogenous andipooel nation although, Korea Histooy

Jung et al. (2011) does somewhat imply “pure blasdanyth by presenting summaries of DNA

research in a supplementary section. The authsosd&scribe the concept of ethnic group in

another supplementary sectiof: Xl 21%} &F&” [Depth Study with Topic], and imply that
emphasizing pure blood is ethnocentric beca@& 2| 7|¢40i| CHet Q7= EHX| UL

27tol M 275 O A3l 29171 of2olM FEFS =47 07k BB Al o]
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S 5ERACH (Studies about the origin of ethnic groups weogydar only in a few countries

when the nation-state is overflowing with extrenatianalism (p. 25).

Neither_Society & Culturdy Kim et al. (2012) nor Society & Cultubsy Goo et al.

(2012) explains the concept of ethnicity or ethgnoup. However, the words, “ethnicity” and
“ethnic group” appear often in explanations of agpts related to culture, such as cultural
change, cultural identity, multiculturalism, tradital culture, and globalism. These terms are
used only in presenting background knowledge ohghka in contemporary South Korea. Both
textbooks basically say the same thing, that Kbasabeen an ethnically homogeneous nation

for a long time, but today South Korea is becommgge diverse.

Race and Racism
Compared to “ethnic group” and “ethnicity,” “racelind terms related to it such as racial

profiling and racism appear often throughout Higtalive! Pursuing American ldegldut Hart

et al. (2013) do not define or explain the conc#ptice which is a belief that human groups can
be legitimately grouped on the basis of biologicalansmitted differences that are, in turn,
associated with personality, characteristics, dnlitias. This oversight might be due to race
being a controversial idea. Several scholars (D&@61; Jacobson, 1998; Stanley, 2002) argue
that races are invented categories based on soicrelgined differences, and it is impossible to
divide human beings into subgroups on the badsabdgical characteristics since the human
species is not biologically pure. Even though sdna&cial individuals look White, they are often
classified as people of color due to tivee-drop rulewhich means that multiracial persons are
assigned the status of the minor group. The awhould discuss these issues.

Hart et al. (2013) define racism as “the beliet thrae race of people is superior to

another” (p. 740), but the definition is incompleAdecording to Gay (1973), racism is not

80



merely a set of beliefs; “It is an extension ofadtitude into an action” (p. 30). Besides, racism i

institutional as economic and social structurekeceit. Although the authors do not give a

complete definition of racism, they give plentyamportunities to teach the concept since they

present many historical events involving racismvall as experiences of people of African,

Latino, and Asian descent in the United States.dlltkors provide the following description of

racism against Chinese during the economic demeasiCalifornia in the late 19th century:
Anti-Chinese nativism had a strong racial compon€hé Chinese were seen as an
inferior people who could never be Americanizedoriimist Henry George reflected
this racist point of view in characterizing the Gége as “utter heathens, treacherous,
sensual, cowardly, cruel” (p. 175).

Another example appears in explaining slavery. daal. (2013) describe the following relation

between slavery and racism:
In 1619, a Dutch ship captain sold 20 captive Afn€ to colonist in Virginia. For the
next several decades, small numbers of Africang Wweught to the colonies...Gradually
landowners came to depend more and more on slavesdt their labor needs. Although
slavery in the colonies began for economic reasbbgcame firmly rooted in racism.
Skin color became the defining trait of a slave.ofe colonial government declared,
“All Negro, mulatto [of mixed black and white ant®$, and Indian slaves within this
dominion... shall be held to be real estate.”...Althosgme African Americans escaped
the bonds of slavery, freedom did not bring equalitke American Indians, blacks were
viewed as inferior to whites (Hart et al., 20133p).

From content such as this, students can learnatheept of racism, but the authors need to

provide more details, such as explaining why skabecame firmly rooted in racism. According
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to Banks (2009), racism was used for justifyingystg. He argues that slave owners were
Christians who needed an ideology that “they caiggl as consistent with both their religious
beliefs and their economic institutions” (BanksQ20p. 73). This is important knowledge for
students need to learn because without it, thelddail to understand ideologies or categories
that the dominant group created to secure theiriatemest. Thus, instead of just simply stating,
“Like American Indians, blacks were viewed as irdeto whites (Hart et al., 2013, p. 31),” the
authors should provide reasons why Whites saw peafptolor as inferior to them, and what
was the root of this perspective of Whites.

Neither of the two Korea History textbooks includedhis study discusses the race
issues related to it. The term, race, only appgeaflypin Korea Historyby Do et al. (2011) when
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$HCH (Our people belong to the Mongoloid race, andlémguage spoken by our people

belongs to Altaic language family that also inclsid¢éher languages such as the Turkic,
Mongolic, and Tungusic languages (p. 14). This im&a result of so few non-Asian people in

the past, yet there are some. Both textbooks desesteral pages to the Korean War and the life

of Koreans around the war. Korea HisttwyJi Hak SaX|2F At] publication (Jung et al., 2011)

includes 13 pages, and Korea HistbgyBisang Gyoyuk H| 4 11 €] publication (Do et al., 2011)

allocates 11 pages to this historical event angesselated to it. They do not include any

experiences of biracial individuals born in Soutbréa to U.S. military personnel and Korean
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women, even though these individuals suffered fraalsm since Koreans viewed them as
outcasts (Doolan, 2012; Kim, A., 2009).
The Society and Culture textbooks analyzed inghigly also do not have any

information about these individuals. Although Sogi& Culture by Kim et al. (2012) includes

some episodes that can be used to teach abounrdbesy are not detailed, and are not episodes
that happened in South Korea. One is a short pratsemof a 1988 U.S. film, “Mississippi
Burning.” The episodes are often provided to teattier issues or concepts. “Mississippi

Burning” is used to teach how bias and prejudigeiogact decision making. Society & Culture

by Goo et al. (2012) has only one episode of rags8outh Korea’s domestic context:

PN |

FO| S|

—

Oolok

2ot Aol 1|

rir
rlo
rulm

fElLtetel 2|72l SolME HelSolLt

OHI

H

Ht= 7o 2 2 P43ACtH 1980:ACH

i

I AR S0 S SAE AiE Ol

Mfm

g

REO|F LSA7I 2= S = SASZFE ZHS e A7 S

)
29

A

Ch A7 4 7|He| rdEolut - s SollM L dstE Atzdo|

>

r

o= SSHL0|M 2=elol CHEt 4 |27 K|LIEHT T 2009

ﬁ
ry

88, AILIEHA OHoflf & I3t 3221 40| AT Qlofi| Mg m=e

Abzd0| 2 of|ct.

(Among foreign residents in our nation [South K¢ré&adividuals who have
darker skin than Far East Asians are discriminagginst more often. Since the
end of the 1980s, there have been incidents oénaa in which immigrant

workers are assaulted by Korean workers. Thesdents used to happen in small
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factories or construction sites, but in recent gehey begin to appeaven in

public places. For instance, a drunken Korean guigally abused an Asian

Indian on a public bus in August 2009 (Goo et2012, p157).
This episode can be used to teach the claims ofeé§t§2002), Jacobson (1998), and
Davis (2001) that races are socially invented caieg. The example above shows that
Asians in Asian countries often divide themselvee Far East, South East, Central, and
South Asian. Goo et al (2012) somewhat imply tsees of race, but do not explain them

explicitly.

Immigration and Immigrants
Stories about immigrants and issues related to dggmear on 23 pages of teS.

history textbookHistory Alive! Pursuing American Idea(slart et al., 2013). These stories

appear throughout the book rather than being obsttito certain parts. For example, in
explaining the construction of railroads in thd"@ntury, Irish and Chinese immigrant workers
are described:
Many [Irish immigrants] first settled in easterties, where they were looked down on
for being Catholic and poor. In the face of sugtdmination, railroad jobs seemed like
an attractive opportunity ...by 1868, the CentralifRawas employing about 10,000
Chinese workers, who made up four-fifths of itsdlaforce. Chinese workers were paid
lower wages than white workers and were targeta@$m (p. 135).
Another example is antagonistic sentiments towadbaumented immigrants from different
world regions in the 1980s:
By the 1980s, large numbers of immigrants from Asid Latin America had come to the

United States. Some of these were undocumentedgrants who entered the country
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illegally, without a visa. Many of these undocuneghimmigrants were Latin Americans

who crossed the U.S.-Mexico border. As a resudt,ittpact of illegal immigration was

most keenly felt in the southwestern border stdtes) Texas to California. Some

Americans showed their opposition to increased ignation by joining the “English-

only” movement (p. 633).

Stories about immigrants and issues related to grenbest described in Chapter 15,
“Through Ellis Island and Angel Island: The Immigt&xperience”. In this chapter,
immigration policies, processes, and living cormhs are described in great detail. Most of their
details are about immigrants from Europe. Amonglith@ages of this long chapter devote to
immigration, only four include stories about imnagts from Asia and Mexico. For example,
Hart et al. (2013) address sopgsh factorandpull factorsfor European immigration. They
describe changes that were occurring in EuropledrLf century such as overpopulated cities,
shortages of jobs, land, and food, and political etigious persecution which were mapursh
factorsthat motivated Europeans to leave their nativedlands and nations, and settle in the
United States:

Much of Europe experienced rapid population gromtthe 1800s. This growth resulted

in crowded cites, a lack of jobs, and food shoga@¥op failures added to people’s woes.

Potato rot left many Irish starving in the 1840sn.tHe 1800s, mechanization of

agriculture led to the growth of commercial farmoglarge tracts of land in Europe. In

the process, common lands, traditionally availablall, were combined and enclosed by
fences, [and] many peasants were suddenly throfwthe@fand...[Russian and Polish

Jews] fled their villages to escape deadly attégkgeople who abhorred their

religion...Armenian immigrants, many of them Caths]itold similar stories about
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persecution and massacres at the hands of Tutks iargely Muslim Ottoman Empire

(Hart et al., 2013, pp. 168-169).

While the authors of this textbook describe majash factorghat stimulated European
immigration in great detail in separate sectionthwithe chaptethey do not describe ampush
factorsfor immigrants from Asia, or conditions of theative nations. Like Europe, the
condition of each nation in Asia was different fréme others. Since the authors do not describe
thesepush factorsstudents could get the wrong impression thaAsithn immigrants only came
to the United States to earn money. Although thbas describe sonmush factordor
immigrants from Mexico, they are very short desooips, such as “In the late 1800s, more
Mexicans moved to this area [Texas, New Mexicozéma, and California], in part to escape
poverty and civil unrest in Mexico” and “The Mexic&evolution, which began in 1910, pushed
even more Mexicans across the border” (Hart e2@ll 3, p. 178).

This differential treatment may have been due ¢ddlw rates of immigrants from non-
European nations in the 1 @entury and early 0century. In fact, the stories of French
Canadians —even though they are Whites— appelae @nd of the chapter, and have fewer
details than immigrants from Asia and Mexico. Timbalance between stories of immigrants
from European and non-European nation-states goekent students from profitably
contrasting and comparing the reasons why groupsgnated to the United States from
different parts of the world, and could give theomg impression that the United States was
initially a nation of European immigran&ven though the greater number of immigrant in the
19" and early 20 century came from Europe, some came from otheldveseas as well. Today
the majority of immigrants are from Latin Ameri¢he Caribbean, and Asia. Yet, in explaining

these new trends, Hart et al. (2013) focus mordlegal immigrants, and debates about
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immigrant policy. There are no details about thpegiences, lives, and motivating and inhibiting
factors of these new immigrants.

Neither Korea History textbook discusses the conocepnmigration or experiences of
immigrants in Korea. Historically, Korea did notpexience large surges of immigrants like the
United States. Instead, both textbooks describévee and experiences of Korean emigrants

right before and during the period of Japanesentoébion (1910-1945). For example, Korea

History by Bisang Gyoyuk | & I €] publication(Do et al., 2011) describ@sishand pull

factorsof Korean emigration to Manchuria (part of Chinday), Russia, the United States, and

Japan. About emigration to Manchuria, the textbexplains:
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(Due to domestic political and economic unrestnfans began to emigrate to Manchuria
in the late 18 century... [later, during the period of Japaneserniaktion], the Gando
area in Manchuria became the best strategic lat&ioKorean armed resistance groups
who fought for the independence of Korea, so maosen armed resistance groups

moved to this area... After the invasion of Manchuittie Japanese colonial government
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forced some Koreans in the Korean Peninsula to no¥anchuria for the ostensible

reason of developing Manchuria (p. 292)

The explanations of emigration to Russia includsséhstatements:

RISl xlofe x|2[Me 2 FoHZS Atolof £ SLHet 7HHE fIxlof 2lof
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(As Primorsky Krai in Russia was close to the KeResssia border, some Koreans
settled in Primorsky Krai from as early as 1860. atfr during the period of Japanese
colonization] many Korean resistance groups mowdtlis area in order to set up a base
for the Korean independence movement (p. 292).

Stories about emigration to the United States said:

1903'A & 512t 0| O|ZI0]| A|ZHE! 0|2 1905' A7 K| 7704 HO| $H2l0| {22
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(Between 1903 and 1905, 7,000 Koreans emigratetateaii for jobs...Later some

Koreans moved to the Western United States, Mexgicd,Cuba for better work
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conditions. Koreans in each location had solidasiityh each other and contributed to the
Korean independence movement. Later, people whe ¢anpolitical asylum or better
education, such as Syng-man Rhee and Chang-hoefante leaders (p. 293).

The explanations of emigration to Japan presesteth as:

19MZIEFE E7/0] dEC 2 Hoizt AR ES OIFE AT 222 Hi? 7| fI8t

FetAE0| FE o|FUCE a2t LA Z™7Io| EoiME Y& E 7AC|X]
ot YECZ HofzZt AR S0| soiktct.. . SLHe| S8 25 M= =1} dchstod
BIE 252 ™IHetRIC.. 193040 o|F ol &2 Fe= X0l ofsl A=
Z o2 $RIS0| so{xiCh.

(Most Korean emigrants to Japan in the lat8 déntury were students who tried to learn
the products of Western civilization in Japan. Hegre during the period of Japan’s
colonization of Korea, there was the growth of Kore who moved to Japan due to
hardships of life in the Korean Peninsula...After @9the number of Koreans who were

forcibly moved to Japan by the Japanese colonaigmment grew (p. 293).
Korea Historyby Ji Hak Sa%|&f Al publication (Jung et al., 2011) describes noyonl
the experiences of Korean emigrants just beforedamichg the period of Japanese colonization

(1910-1945) but also some stories of South Korgdrsworked abroad in the 1960s and how

they contributed to the economy of South Koredengast:

19600 M52 FF et FS A7 R ESIACH FA| 215 FFof AIEEH &=
HE = 57 hEAME M50l mtHdsteE HHE HIF FRSIUC.. . ZAFAES
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S0l M 73 AR O obLIEH HI=H UK B stodof Fch OlS 2 we

2o OFEE =0 U= 7IFE0AH ELHACH Ak 7|Zho| BE &, B2

O|S 0| H=stAXIT UF = HEfotict.

(In the 1960s, West Germany experienced a shodfgeners and nursing staffs. [The
South Korean and West German government madetarailagreement on the
temporary employment of Korean workers]. The S&dhean government recruited
miners and nurses, and detached them to West Gglimander to earn foreign
currency...The detached South Korean workers sent ofidiseir salaries to their
families in South Korea. At the end of the limiteatm contracts, many returned to South
Korea, yet some ended up remaining in West Gerr{an311).
The reason for more emphasis on Koreans who leftdtor other countries than people who
came to Korea from other countries is becauseeaf tdontributions to the economy of Korea in
the 1960s, the independence movement in the fatéohthe 20th century, and sympathy for
them being forcibly moved to other nations by tapahese colonial government. These
presentations also indicate that South Koreatlies great emphasis on being a homogenous
and pure blood nation.

Although both Society & Culturby Kim et al. (2012) and_Society & Cultung Goo et

al. (2012) have examples of immigrants in curreoutB Korea, there is no explanation regarding

the concept of immigration. Many examples also dibgive much detailed information about

push factorsor pull factors.The authors simply say@ 7= S 2 042 Z 31 ™ =X

ZAE 8 0{40|Ct” (Amka from Mongo is an intermarried woman (Kimagt, 2012, p. 85) and
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(Immigrants and foreign residents in South Koraae#&or many different reasons such as jobs,

marriage, and study (Goo et al., 2012, p. 157).

Diversity

The authors of History Alive! Pursuing American &d(Hart et al., 2013) point out that

many different minority cultures exist in the Unit8tates, that they are not going to disappeatr,
and these differences enrich U.S. culture. They eplicitly explain the myth of the melting
pot by quoting novelist Farrell's statement, “theltimg pot was essentially an Anglo-Saxon
effort to rub out the past of others,” and add timmigrants and their offspring were expected
to ‘melt’ into a society dominated by WASPSs, or tehnglo-Saxon Protestants” (p. 622). These
are different perceptions from the common clairth stade by mainstream media and some
academics in discussing diversity in United Statesety. According to Gay (1994a), the widely
held assumption in the United States is that Anaergociety should be “a homogenized melting
pot” (p. 7).

There is not much detailed explanation about hagetethnic minorities enrich United
States culture in the textbook. In discussing ergba between Native Americans and White

settlers at first, History Alive! Pursuing Americtdeals(Hart et al., 2013) briefly states

“American Indians taught colonists to cultivateimatcrops like corn, tomatoes, potatoes, and
tobacco. They introduced colonists to useful inkeT# like canoes and snowshoes” (p. 31).
Another example is explanation provided about thiauce of ranchers and cowboys:

Plains cattle ranching had started in Texas befaeCivil War. The region had a long

tradition of ranching going back to the first Smmsettlers. Mexican vaqueros started
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many cowboy customs. They rode horses and wores lvatit pointed toes and wide-

brimmed hats. They rounded up cattle and brandad {jp. 133).

More detailed explanations are provided about Afriémericans. The authors elaborate
in great detail how African Americans created a fieun of music, jazz, that became an original
music of the United States. In Chapter 28, “Pop(Glalture in the Roaring Twenties,” the
following explanation is presented:

Jazz is a distinctly American musical from. It grilam a combination of influences,

including African rhythms, European harmonies, édni American folk music, and 19

century American band music and instruments. Attine of the 28§ century, these

forms began to mix and grew into blues and ragtifiie blues sprang from African

American work songs, with elements of gospel arklfwusic...Jazz combined the

syncopation of ragtime with the deep feelings efblues...Jazz was born in New

Orleans. There, African American musicians werdamand to play at funeral parades,

in minstrel shows, and as part of riverboat oratasst.as boats and then railroads

traveled away from New Orleans, they carried th& maisic with them. Soon jazz
caught fire in Kansas City, St. Louis, Los Angelékjcago, and New York City...[Jazz]
became the first uniquely American music to be @thgnd loved around the world (pp.

318-319).

The readers might understand how ethnic minoréregched United States culture through the
example of African Americans, but non-African Angam ethnic minorities may feel left out as
there are practically no detailed information abibetn included.

Neither Korea Historypy Do et al. (2011) nor Korea Histoby Jung et al. (2011)

devotes any attention to the concept of diversitgusrent immigrants and foreign residents in

92



South Korea. Only Korea Histotyy Jung et al. (2011) briefly talks about curnemtigrants
and foreign residents in South Korea while disaugsecent demographic and social changes in
South Korea.

By contrast, the Society and Culture textbooks erathin this study give notable

attention to diversity. Both Society & Cultubgy Kim et al. (2012) and_Society & Cultubog

Goo et al. (2012) textbooks claim that South Kasdaecoming a culturally and ethnically
diverse society because of globalization and nevecspand then explain what efforts Koreans

need to know and do in this new society. Accordm@oo et al. (2012):

@M X|HiHel 23+E Tt 74 #0] o|FEIO|Lt AR} EIEH | E3toi| CHi5tod

2312 Q™stE B89l RIME R FEICH

(Mainstreamers need an open-minded attitude wihies to understand the cultures of
immigrants and ethnic minorities. They need to camizate with minorities in equal
status without discrimination and prejudice agathstr different cultures. Having a

tolerant attitude which accepts their differenttgrés is also necessary (p. 123).

Kim et al. (2012) make similar statements, such&/& CHE LIZte| E5tE 2 E 9
LUZ M olslistEd= B3t o CHF 2™ Ef= & 7tX{oF & Zd0|Ct” (we should have a cultural

relativism attitude which tries to see differentintries’ cultures in their own contexts (p. 129).
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Although both Society and Culture textbooks aceyt emphasize diversity, they still focus
primarily on tolerance. The examples that they esislare about how “we” should help “them.”

For instance, Kim et al. (2012) state:

CI23t 7t

JH
min
rlo

A3 28 251 kY 20l 02422 7|z ok oo

ol

HO

AbZE| of2{ EofollM ZAE O|ZIRIEL

OrRx{el AHS QIs) ofd Hx| K|

A>dst 1 UCH Al 2, 7 CHES 7HE X HEE2 COES 715 S fIE =0
W, CHES ALE| Ol s, 7tF 0 s, &, ChEs 71F Y 1S5S KIYstrh

(Multicultural families have social and culturalrbars and struggle for education of their
children. Thus, a variety of organizations help iigmants here through international
marriage settle safely into everyday life in Sokitirea. Several town centers established
for multicultural families offer programs such aerkan language classes, education for
understanding multicultural society, family intemé#i@n programs, counseling, and
vocational classes (p. 129).

Goo et al. (2012) also introduce three episodestadftorts to respect cultural diversity,
two of which are about how “we” help “them.” Thesti episode is that some local governments’
health centers offer translators as well as horsié wiedical treatment for immigrants through
international marriage. The second example isgbate companies have separate menus for

Islamic immigrant workers whose religion prohibéating pork. Only the last episode is not

about “we helping them.” Goo et al. (2012) introdi@ench Town in Seoukiz2i OFS [Seorae

Village]. The authors stategt x| 7|0 ZF A MM O|F0{X|= ME 24 FA|
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UL F BCH (During summer solstice, there is a music festhedd all over France, and at the

same time, French people in Seorae Village alse hawusic festival where traditional and
modern music of Korea and France is played (p..128ljke previous examples, this episode is
about diverse people celebrating their culturaithges. Celebrating cultural diversity is a
necessary foundation for a true multicultural stycielowever, the episode of Seorae Village
also has a shortcoming. Emphasizing the musio/fdst French Town is a tourist curriculum.
Derman-Sparks (1989) argued that many curriculadan exotic elements of difference such as
food, music, and fashion rather than everyday Mere importantly, all three episodes together
could give students the wrong impression that theies of immigrants through international
marriage, many of whom are South East Asians, ansliM cultures, are inferior to French
culture since they are depicted as group needilpy ke authors should include episodes of
celebrating the culture of South East Asian arahist immigrants also instead of addressing the
examples of tolerance. Although the examples hhwesmings, the textbook by Goo et al.
(2012) explicitly mentions that the culture of diVerse groups including immigrants in
contemporary South Korea should be part of theurallidentity of a South Korean society later

in the chapter.

Assimilation

Hart et al. (2013) define assimilation as “the apson of people into the dominant
culture” in theGlossary(p. 725). Although the authors do not explain &y the concept of
assimilation in the body of the textbook, the aushgive teachers room to teach the concept of

assimilation as they address historical examplessimilation and Americanization such as:
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The U.S. government adopted policies aimed at spgele assimilation, or absorption,
of Indians into the dominant culture. Federal affi€ set up about two dozen boarding
schools to educate American Indians in “white meveys.” Congress furthered the
assimilation push by enacting the Dawes Act of 1&88Wer this law, a tribe could no
longer own reservation lands as a group. Insté@dgovernment began distributing land
to individuals within a tribe. Each family was gted its own plot of land, which it could
hold or sell. This change eroded a cornerstonenaécan Indian cultures—the belief
that land could not be bought or sold. Land sdle#) free and forced, greatly decreased
the amount of Indian-owned land (p. 137).
In this paragraph, students can learn two mainaateristics of assimilation which are the
process of transforming a minority group’s cultwralues, and perspectives to the dominant
culture, and individuals acquiring these are nat position to choose. The historical event
which decreased the amount of Indian-owned lant thieé Dawes Act of 1887 can be used as an
example to teach how a minority group is forceddapt its cultural characteristics to move up
or protect social and economic stasusce the dominant group controls social, econoand,
political institutions in a society. However, thlmaragraph could give students the wrong
impression that an individual who becomes assiedl& the dominant culture would not be a
victim. It might be better if the authors addresgesldifferent opinions or perspectives of two
different groups of historians regarding the pugokthe Dawes Act. One group of historians
argued that the purpose of the act was civilizirgive Americans, while the other group of
historians claimed the act was systematically maatpd to acquire the lands of Native

Americans. The authors’ explanation about the atsion of immigrants on page 174 also
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could give a wrong impression because the paragtaph not explain complicated issues in
depth.

Many immigrants [from Europe] held on to their aladstoms and languages as they

gradually adapted to American life. This was esgdctrue for older immigrants living

in ethnic neighborhoods. The children of immigrahtswever, typically found

assimilation into American society much easier ttingir parents did. Education was the

main tool of assimilation. Immigrant children inlgiec schools studied American history

and civics, and they learned to speak English. Magrto fit in, they more eagerly

adopted American customs (Hart et al., 2013, p).174

Even though it is true that many children of imnaiggss found assimilation into American
society less difficult than their parents did sitalmost impossible to become totally assimilated
especially for children of color. Zhou (1997) stitéas they [children of immigrants] become
more mature and extend their span of life livethm United States, they are more likely to
choose an identity affiliated either with their astral homeland or with a hyphenated ethnicity,
rather than abandoning their ethnic identity” beseatlneir skin color acts as a barrier for being

seen as unqualified American by the White majaritifure (p. 219).

Neither Korea Historypy Bisang Gyoyuk |4 1 €] publication (Do et al., 2011) nor

Korea Historyby Ji Hak SaZ|&f Al publication (Jung et al., 2011) defines assirulatThey

do not devote much attention to explaining the ephof assimilation either. However, some
historical events are included that teachers ctkmploy to teach the concept of assimilation.
Both textbooks explain how the Japanese colonia¢gonent tried to erase Korean ethnic

culture and identity especially in the later peribdr example, Jung et al. (2011) state:
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UM E CHE S EEfotHA Bt & G 7|X|Z gr=E XWo| MYoM sElg

(When the Japanese empire invaded China, Japaeksecd that making the Japanese
colony, the Korean peninsula, a supply base was@at element for a victory in the war.
In order to do this, the Japanese empire trieddseeKorean ethnic culture and identity
so Koreans would voluntarily support the Japanesare...The Japanese empire
forbade the use of the Korean language in all pudffices and schools, and coerced
Koreans to change their Korean names—Dboth firstastd—to Japanese names (p. 228).

Do et al. (2011) describe this event as follows:
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(The Japanese empire built shrines in every towkoirea and forced Koreans to worship.
Koreans were forced to bow towdhee Japanese imperial palace in Japan. Besides, our

first and surnames were forcefully changed to Jepanersions of the
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names...Newspapers and magazines written in the Kéaeguage such &hosun
newspaper and Donga newspaper were forced to teepsblication (p. 280).
Although these examples can be used for explaithi@goncept of assimilation and making
contrast and comparison with today’s immigrantSauth Korea, the authors of both textbooks
limited their reports to Korean life during the el of Japan’s colonization of Korea.

Both Society & Culturdy Kim et al. (2012) and Society & Cultuog Goo et al. (2012)

use assimilation conceptually while explainmgtural transformation They briefly explain the
concept of assimilation in a couple of sentencestagng that the culture of a given group
transforms into the other group’s culture when thiferent cultures interact. They also give two
short examples of cultural assimilation. One exanpkhat South Koreans are rarely seen
wearing traditional Korean clothes today becausé&/esternization. The other example is the
loss of cultural identity of Native Americans. Thaes no example about immigrants in South
Korea today, and more importantly, the authorsatihhextbooks do not provide any detail about
power relations. For instance, when presenting#ses of assimilation, Goo et al (2012) just

describe OFH[2|7} HF RIS 0| RE 2| ¥Rl E3tet HESIHA At7| 23HE & Algt B2

Mo

(Native Americans lost their cultural identity tiwgh interaction with European White culture (p.
119) without any further explanation. The authdrbath textbooks do not mention the crucial
problem of assimilation that often minorities act im a position to choose whether they adopt
the culture of dominant group. Instead of discuggiower relations, they emphasize the
importance of having firm faith in one’s own culiirdentity. They say that if a group does not

stand firm faith in their own cultural identity,ai will lose their cultural identity.
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Discrimination
Discrimination is one of the most often used wasthen discussing the problems of

minority groups in the History Alive! Pursuing Anieain IdealqHart et al., 2013). Yet, the

authors do not explain the concept of discrimimatibhey do not even give a definition of it in
the Glossary However, the authors give many examples thahtraccould employ to teach the
concept of discrimination. For example, in the dreattion on “Racism and Discrimination
Persist” in Chapter 10, the Hart et al. (2013) dbsc'Despite their [African Americans’]
contributions to the [Civil] war effort, African Aericans still faced racism and hostility. During
the New York City draft riots, dozens of African &nicans were killed.”(p. 115). Another
example is the case of the Jewish in Chapter 26e ‘iilflux of 2.4 million Jewish immigrants
from Eastern Europe stirred up anti-Semitism—priggicgainst Jews. In some communities,
landlords refused to rent apartments to Jewismtsn&olleges limited the number of Jewish
students they accepted” (p. 297). In Chapter 42 étaal. (2013) provide this short narrative of
a Puerto Rican:

Housing discrimination limited where minorities ¢dlive and work. ‘When | went...to

look for apartments,” a Puerto Rican in Philadedpigicalled, ‘they throw the door in my

face. They don’t want no colored people, you knmy,skin is dark.” Black and Latino

populations became concentrated in decaying, ioigareas that were being abandoned

by whites (p. 482).

The authors address not only examples of individisdrimination which is the negative
behaviors of individuals toward other groups bgbadxamples of institutional discrimination,
such as literacy tests and the Chinese Exclusian Ac

The authors explain:
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As the main source of immigration shifted to southend eastern Europe in the late
1800s, nativism flared up again. Nativists wereardy bothered by religious and
cultural differences, but also saw immigrants ags@momic threat...In 1894, a group of
nativists founded the Immigration Restriction Leagtihis organization wanted to limit
immigration by requiring that all new arrivals takditeracy test to prove they could read
and write. In 1897, Congress passed such a bilkheuPresident vetoed it. Twenty years
later, however, another literacy bill became lawl(p4).

Another example of systemic discrimination is:
Farm owners on the mainland saw the value of thbor and began bring the Chinese to
California...During the 1870s, a depression and dnolgocked the wind out of
California’s economy. Seeking a scapegoat, manifdalans blamed Chinese workers
for their economic woes...Nativists demanded thah€se migration be curtailed, or
reduced. Their outcries led to the passage of theeSe Exclusion Act in 1882. This law
prohibited the immigration of Chinese laborers|le#lior unskilled, for a period of 10
years. It also prevented Chinese already in thatcpfrom becoming citizens. For the
first time, the United States had restricted immigm based solely on nationality or race
(p. 175).
According to Nieto (2004), much greater harm isalbg institutional discrimination

than individual acts in which oppressive practiaed policies are legalized. Thus, it is important

that students learn about institutional discrimoratThe examples above show that the

discrimination was not only by prejudice and raci#imwvas caused by economic and political

interests. For instance, the dominant group andé&3a workers in the second example had

interest convergence because the dominant groufCkavese as cheap workers. However, the
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interest convergence between them was broken bepaessure from White workers became
great during a depression. Although Hart et al1l@@o not explicitly explain the concepts of
institutional and individual discrimination, or tkencepts of interest divergence and
convergence, the authors give many historical exesmf these. However, the numbers of
examples of discrimination against ethnic and taniaorities declines significantly after
Chapters 45 and 46 which explain the civil rightsvementand its expansion. The authors give
cases of immigration debate instead of acts ofidnscations.

Neither Korea Historypy Do et al. (2011) nor Korea Histoby Jung et al. (2011)
devotes any attention to the concept of discrinmmatHowever, the fact that Korea was under
dynastic rule, and social classes were determinedltereditary basis in the past is a good
example that teachers can use to employ to exgilaiconcept of institutional discrimination.
Institutional discrimination against Koreans durthg period of Japan’s colonization of Korea
also can be used as an example. However, it isyadfficult task to make connections between
these examples and today’s discrimination agamstigrant workers because the situations are
very different from a caste system and colonizaimothe past. Making the connection highly
depends on the teacher’s ability.

Unlike history textbooks, both Society and Cultteetbooks analyzed in this study
include some contemporary episodes of discriminagigainst ethnic minorities in South Korea.

For example, Society & Cultutextbook by Kim et al. (2012) provides this naoatof an

ethnic minority wife:

5|3ro| Folat MZstn MM K|Q| T WEHR CHEHEIZ, 2o 45T 2344
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O|Z 0|2t st AX|BF &fo| o|Z &t Z A £=0l2t stEO... o€ 7| stH

Me hetgl=ol M eFsHE =~ UASH?

(I got married to an almost complete stranger [lKarbBusband] and came to South Korea
that | considered as a land of hope. Language altaral barriers alone give me enough
difficulty, but I suffer domestic violence and poise..| want to get a divorce, but | heard
if I divorce by mutual agreement, | would be depdrirom South Korea...what should |
do for happy life in South Korea? (p. 170).

Although this example could give students an ideauawhat discrimination is, it does

not give enough information about the characteristidiscrimination as it appears very shortly

in Chapter 2, At3| 84S #4410 |2 &2t [social inequality and plans for its solution] in

which ethnic minority groups share the chapter witier minority groups such as people with
disability, child as a head of household, and tberéy. The example also relies on an appeal to
feelings rather than giving details about the laviich make the woman think she would be

deported from South Korea.

Society & Cultureby Goo et al. (2012) also provides the storiesiadscrimination

against ethnic minorities in the chapter discussiogjal inequality, At 2| £ 8 & 2| 0{2] ZEH”

[various types of social inequality] with other gugpted groups. The authors explain:

2007 S 2|5 Q 22X E Y22 3 ZAF 2d70] 2fstH, SERHS| 92%7t
gt 7tx| ol IS A2 JHE otRUCtT SEHEUCH 25| 1S2 FYE
AEAMHIRE Je2 2 = UCt. .OfEtEIS SEo 2 Qiget= S8t o|f
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(According to a survey conducted in 2007 regardmmgigrant workers, 92% of the
immigrant workers answered that they had at leastay more painful experiences. Their
painful experiences originated in discrimination..rthodKorean defectors who [are the
same ethnic group as South Koreans and] have audan citizenship also experience
discrimination...Although they speak the Korean |laanggy they are viewed as different
since they are immigrants and speak North Koreled®&(p. 157).
This example also does not describe what discritiminas exactly and it lacks sufficient detail.
They simply say that minority groups suffer disdnation no matter what ethnicity they are or
what citizenship they have. The lack of detailesduse the Society and Culture textbooks are
written to teach sociological theories and concefssa matter of fact, Goo et al. (2012) and
Kim et al. (2012) explain some concepts relatedisorimination such as social minority. The
authors of both textbooks identify four theoreticharacteristics that define a group of people as

a social minority in a given society. They are:

o Al 715 [people who are able to be distinguished fromntiagority of the

population]

o T249| Al [people who are inferior in social, political, aedonomic power]

e A3|™ XHHCHL [people who are discriminated against]

o ™ M| [people who have a will to preserve their grougniity]
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The authors in both textbooks also conceptuallyarsolutions for discrimination against
minorities as improving institutions and modifyipgople’s mindsets. However, this is limited to

the conceptual approach. They do not give anylifeadxamples.

Prejudice

The authors of History Alive! Pursuing American ddpresent some historical events

that can be used for teaching prejudice, suchesttiry of Sacco and Vanzetti who were Italian

immigrants convicted of a double murder and arnodédbery in 1922, and were executed six

years later. History Alive! Pursuing American Ide@fiart et al., 2013) shows how the

conviction was influenced by prejudice against imrants and people of color in post-World

War I. Hart et al. (2013) explain:
The police investigating the South Braintree rolliead little to go on except eyewitness
accounts of two bandits who “looked Italian.” Thrgeeks later the police arrested Sacco
and Vanzetti...Their behavior made them look suspgimo the police and, later, to a
jury. But during this troubled time, some nativeitbbdmericans eyed many
immigrants—especially those how were poor and stittke English—with
suspicion...Modern analysis of the evidence has ooefil that the gun found on Sacco
at the time of his arrest was one of the murdempwes. This suggests that Sacco was
guilty of the crime. But no one has found proofitk Vanzetti to the murders. “I have
suffered because | was an Italian,” Vanzetti wfoten prison (pp. 294-296).

This example can be used to teach about prejudicause the Vanzetti was seen as a criminal

mainly because he was Italian. According to Ben{g&07) and Banks (2009), prejudice is an

attitude or feeling—usually unfavorable—toward aa@ group or individual based on

preconceived judgment and beliefs, whereas disopétian is a behavior toward a stigmatized

105



group and individual. History Alive! Pursuing Ameain IdealgHart et al., 2013) could have

explained the differences between prejudice andridination. The students’ confusion
regarding the two terms can be boosted by thetliatthe terms, discrimination and prejudice,
often appear together throughout the book, anddseriptions focus more on discrimination
than prejudice. For example, in the short sectidaians and African Americans Face
Discrimination,” that follows the story of Saccodavianzetti on page 296, the authors start the
section with:
Italians were not the only victims of such prejudifsian immigrants also faced severe
legal discrimination. Asians were barred from betwitizens and, in several states
from owning land. Many states also banned marrsgeeen whites and Asians. African
Americans faced continuing discrimination as watlthe end of World War [, returning
black soldiers had high hopes that their serviddéacountry would lessen prejudice.
These hopes proved illusory. Black veterans hatlenas finding jobs. In some places,
lynching made an ugly comeback. More than 70 blask® murdered by lynch mobs in
1919 (Hart et al., 2013, P. 296).
Another example is the small section on “Prejudigainst Mexican Americans Erupts in Zoot
Suit Riots” in Chapter 35. The authors describe ladashion fad provoked riots:
Many Mexican American teenagers,pachucosin East Los Angeles began dressing in
this [zoot suit] flashy style and wearing theirlang in the back, in the ducktail fashion.
White Americans tended to associate the zoot stht Mexican American street gangs,
many of whom also adopted the style. Thus, manpleesaw the outlandish zoot suit as
a symbol of lawlessness...Mobs of sailors and maroasied the streets of the barrio

attacking not just gang members but also anyoneimgea zoot suit. They beat hundreds
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of pachucosand ripped off their suits. The Los Angeles potia little to stop the

servicemen. Instead, they arrested the victimshaded them off to jail...Later, an

investigating committee found that the main cauddbe Zoot Suit Riots were racial

prejudice, police discrimination, and inflammateaunyicles in the press (Hart et al., 2013,

p. 406).

In history books, it might be difficult to descripeejudice because attitudes are
intangible. However, this can lead to students mdgustanding and assuming that only
individuals who have personal prejudices discrirteénar individuals who have no personal
prejudice will not discriminate. Merton (1949) aeglthat a person who does not have personal
prejudices also can discriminate when it bringsemoofits and vice versa.

Neither Korea Historypy Do et al. (2011) nor Korea Histoby Jung et al. (2011) gives
any explanation of prejudice. There are no stdhas might be employed to teach its concept
either. Yet, the Society and Culture textbooks @raahin this study have many opportunities
for teaching about prejudice. However, most rdaldxamples do not describe what prejudice

current immigrants are suffering in South Korea. &ample:
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([a North Korean defector] Mr. Kim who is a collegefessor [in South Korea] said ‘I
thought | would be happy in South Korea but it wastrue’ He continued ‘How [native
South Koreans] view me. Prejudice and discrimimatice more difficult than poverty.’

(Kim et al., 2012, p. 168).
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Society & Cultureby Goo et al. (2012) describes the key prejuche¢ $outh Koreans

can have and its problems. They point out that &iesesee the cultures of immigrants as

O|&F3tCt [strange, weird, odd] rather th&hZ L} [different], and this prejudice causes cultural

frictions. This somewhat parallels a result of Shstudy (2012). He found that Koreans often
misuse the words betwe&@hZ Cl [different] and& 2[Ct [wrong]. According to him, this can
prevent South Korea from becoming a cultural plamalsociety as Koreans can regard different

cultures as wrong cultures. Although Goo et al1@(oint out this crucial issue, their

descriptions are very short and do not give anth@&rrinformation.

Critical Skills

The main frames of the textbook History Alive! Ruirg) American IdealéHart et al.,

2013) are the founding ideals of the United Statgsality, rights, liberty, and opportunity.
These ideals are not easy to achieve, and evehingaggreement on their practical meaning is
still debatable. Therefore, in Chapter 2, “Definangd Debating America’s Founding Ideals,” the
authors pose thought-provoking questions for edehlithat can be used to guide reading the
entire book. For example, for the ideal, opportyrtite authors ask, “Has the United States
offered equal opportunity to all of its people?are some enjoyed more opportunity to pursue
their dreams than have others? Is it enough t@llthe playing field’ so that everyone has the
same chance to succeed in life? Or should spdtmatebe made to expand opportunities for the
last fortunate among us?” (p. 13). These quessbosgy that the authors do not offer simple
solutions or tell one-side stories. Instead, altand controversial issues are examined. Each

chapter also has a main question immediately #ftetitle. Yet, many of these indicate what
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historical events students will learn rather thamb thought-provoking or prompts for critical
analysis like the questions in Chapter 2.

Sometimes content is provided to help studenthisterical events and issues from the
perspectives of ethnic and racial minorities. Bareple, in describing the model minority myth,
the Hart et al. (2013) state:

[Asian Americans] were sometimes called the “madelority” because they were seen

as working hard and succeeding without protestmmgaking demands. Some people

even pointed to their progress as proof that ettiffierences were no barrier to success
in American society...The perceived success of Asiarericans was only partly
true...Many Asian American households include sevadalt wage earners, a fact that
was reflected in higher family incomes. Furthermatthough many Asian Americans
had attended college and entered professions,sotlaelrnot. Many Asian immigrants had
low-paying jobs, limited English language skilladdittle education. Like other

minorities they faced discrimination because theyeanot white (p. 531).

Another example is an explanation about segregatitiousing from the perspectives of ethnic
and racial minorities. This explanation appearesgimes throughout the book. The
explanation appears in the description of growiifigiebnces between social classes at the turn
of the 20th century:

Immigrants tended to cluster together in ethnighleorhoods, where they could

maintain many of their old customs. Some immigranésvever, stayed in these areas

because they were not allowed to live anywhere &lse Chinese in San Francisco were
jammed together in one district known as Chinatbeocause they were barred from

other areas. In cities like San Antonio and Los élag, Mexican immigrants lived in
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neighborhoods called barrios. African American rargs, too, generally lived in
neighborhoods separated from other city residgnt$q1).

Another explanation appears while describing Afriéganericans concentrated in ghettos in

large cities:
A ghetto is a part of a city where people belondmg single ethnic group live.
Sometimes people live in an ethnic ghetto becawsgwant to be among people who
share their culture. But often people live in snelghborhoods because social and
economic conditions prevent them from moving elsew@hThis was true for African
Americans. Because of job discrimination, many dodt afford to live anywhere else.
Even those with good jobs found it almost impogstbl buy houses in white
neighborhoods (p.512).

The best explanation about segregation in housorg the perspectives of ethnic minorities

appears in Chapter 43, “Segregation in the PostdNar Il Period.” The authors explain the

concepts otle juresegregation ande factosegregation, and give its examples:
[Segregation in housing] came in two main formse@mas de facto segregation, which
was established by practice and custom, ratherlgivanThis form was found in all parts
of the country. The other was de jure segregatisegregation by law... One practice
[of de facto segregation] was the restrictive cargnThis was an agreement among
neighbors not to sell or rent to African Americamther racial minorities...De jure
segregation was accomplished through racial zorflihgse local laws defined where the
different races could live (p. 489).

According to Banks (2009), merely adding conteibisud minority groups to school curricula

does not make students understand the complex diarenof racially and ethnically diverse
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society, such as the United States. Examining eviemitn many different perspectives extends
students’ understanding of the complexity (Frel'®/0, Nieto, 2004, 2002). These examples
above help students understand the complexitysoicaety more fully and apply critical thinking
to historical events. However, there are shortcgsin the textbook, too. Although the authors
explain that racial, social, and economic condgiprevent minorities from living with
mainstreamers several times throughout, the auttmmot always do so. The following
statements are examples when the information peovégems insufficient to promote critical
thinking:
The people of Japanese ancestry, in contrast, avemgch smaller group with much less
political power. They faced more racial discrimioatthan did people of German or
Italian ancestry because they were of nonwhite;B@mpean ancestry. Their social
isolation also worked against them. They had nseinatated into American culture as
well as other immigrant groups had. They kept Igrgethemselves, in ethnic
communities outside the American mainstream. Inteufg they lived mainly on the
west coast, where fear of a Japanese invasiontvaagyest. Unlike in Hawaii, the
mainland press whipped up that fear by accusingrlzge Americans of spying or of
being more loyal to Japan than to the United St#&tkshese factors made it easier for
the government to act against people of Japanessian (p. 398).
Here, the authors state, “they kept largely to thelires, in ethnic communities outside the
American mainstream” without discussing theejureandde factofactors. This can give
students a wrong impression that the social ismati people of Japanese descent was their own
fault. It can even make some Japanese descenhigulienk the internment was caused by their

own shortcomings.
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Another example that provides insufficient inforioatis a question located in Chapter
12. The authors follow the westward expansion nagtlhey are describing “What opportunities
and conflicts emerged as Americans moved westwadg&aying “Americans moved
westward,” the authors exclude Native Americans Wer West, Asian populations who
immigrated east, and Mexican populations who litreste or moved northward. However, it is a
brief oversight. In the narrative of the chaptestéad of saying “Americans,” they use “settlers,”
“travelers,” or “thousands of Americans.” They atlescribe the lives and sufferings of Native
Americans, African Americans, and people from Mexand China. In other chapters, “Indians
and Mexicans already living there” (p. 84) are alsscribed briefly.

Several ethnic minority leaders get attention fidant et al. (2013). History Alive!

Pursuing American Idealtarts with the scene of Martin Luther King, jreaking from the

Lincoln Memorial in 1963. The authors quote paft&img'’s “I have a dream” speech as shown
below:
Five score years ago, a great American, in whos#elic shadow we stand today,
signed the Emancipation Proclamation. This momentiaecree came as a great beacon
light of hope to millions of Negro slaves who hagkh seared in the flames of withering
injustice. It came as joyous daybreak to end thg lnght of their captivity. But one
hundred years later, the Negro still is not free.wNs the time to rise from the dark and
desolate valley of segregation to the sunlit pattacial justice (p. 1).
The main purpose of using King’s speech in Chaptéwhat is History?” is to teach students
that history matters as the authors explicitly shy,beginning his speech with a reference to the
past, King made the point that history matters”l(p.The fact that King’s speech is addressed in

the first page of the book has strong symbolicificance. Throughout the book, the authors
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discuss racial conflictsiore often than emphasizing harmonious relationsngnaiverse groups.
Chapter 44 “The Civil Rights Revolution: Like a Mity Stream” provides several primary
sources including excerpts from speeches anddaitetten by Martin Luther King, Jr. These
primary sources emphasize harmonious relation$, asi¢day when all God’s children, black
men and white men, Jews and Gentles, ProtestanitSatholics, will be able to join hands and
sing in the words of the old Negro Spiritual, ‘Fiedast! Free at last! Thank God Almighty, we
are free at last!”’(p. 506), but also critical staents. A letter written by King from a
Birmingham jail in 1963 is provided.
We know through painful experience that freedomeiger voluntarily given by the
oppressor; it must be demanded by the oppressadkllyr | have yet to engage in a
direct-action campaign that was ‘well-timed’ in tiew of those who have not suffered
unduly from the disease of segregation. For yeaws Irhave heard the word ‘Wait!" it
rings in the ear of every Negro with piercing faarty. This ‘Wait!’ has almost always
meant ‘Never.” We must come to see... that ‘justaxelbng delayed is justice denied.’
(p. 504).
King’s perspective that there are two types of lgwst and unjust law, and taking an action
against unjust laws a moral responsibility of individuals can be diser students to think
critically about laws and social action. The aushaiso address Malcolm X. although the
descriptions of him are more like a report of astdrical event, such as:
As a Black Muslim, Malcolm X rejected the goalstioé early civil rights movement.
Rather than seeking integration, the Nation ofnlsfgomoted Black Nationalism, a
doctrine that called for complete separation fromtevsociety...Malcolm X had split

with the Nation of Islam...Malcolm X converted tolmotdox Islam and began to reach
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out to people of all races, making a broader calhiman rights. His change of heart
upset many Black Muslims. In 1965, three membeth®Nation of Islam assassinated
Malcolm X while he was speaking in New York Cityp(p14-515).
The authors present his speech to a group of Béerkagers in New York City in 1964 when he
rejects nonviolence as a strategy to bring aboamgé:
If the leaders of the nonviolent movement can giéowhite community and teach
nonviolence, good. I'd go along with that. But asd as | see them teaching nonviolence
only in the black community, we can’t go along witfat...If black people alone are
going to be the ones who are nonviolent, themivtsfair. We throw ourselves off guard.
In fact, we disarm ourselves and make ourselvesndefess (p. 514).
Malcolm X might be a controversial individual frommainstream stand point. But as Nieto
(2002) pointed out, “Nothing [should be] taboo asgic of discussion” (p. 272). The problem
of textbooks is that many people think knowledgegtd from textbooks should be undisputed.
Students should examine all issues from many @iffeangles. Through discussing differences
and similarities between civil right activists, Malm X and Martin Luther King, students can
understand more fully about the era of the cights movement and social actions in general.

History Alive! Pursuing American Idea($lart et al., 2013) also discusses Latino, Native,

and Asian Americans who were inspired by the Afrigamerican civil rights movement and
stood up for their rights in the 1960s and 197@snfthese accounts, students can learn that
civil rights activism reflected a given group’s owultural values, histories, and life conditions.
Yet, the textbook is limited because it has no g¥arof different minority groups working
together to bring social equality and justice, #rechallenges they face in building these

coalitions. The episode that comes closest to baingxample of different minority groups
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working together is debates on racial profilingairports that occurred after the attacks on the
Twin Towers in New York City on September 11, 200ke textbook states:
Some Americans strongly supported racial profilifigey viewed terrorism as an
extreme threat that justified the use of specialisty strategies...Others viewed racial
profiling as discrimination. They insisted that taflvelers should go through the same
search procedures. Norman Mineta, the U.S. segretdransportation and a Japanese
American, agreed. As a child, he had been sent totarnment camp. Mineta banned
racial profiling in airports. He also helped deyeltew procedures to prevent air travelers
from carrying weapons or other devices that posecarity risk (p. 684).
According to Banks and Banks (2007), building aldes across different minority groups is not
an easy task because each group often assumeslgsagll be in competition with those of
others groups. Kincheloe and Steinberg (1997 oattei the difficulty of cross-group
collaboration to the tendency of oppressed groopsdus on only one form of oppression. For
example, even though both women and men of cokoppressed groups who suffer racial
discrimination, some feminists consider men of ca®their oppressors rather than allies against

racial discriminations. It would be helpful if tl@thors of History Alive! Pursuing American

Ideals,(2013) included some detailed examples of diffeetinic minorities working together
for common rights and equal treatments rather jphstrstating that the African American civil
rights movement inspired many other minority grotgostand up for their rights

Korea Historyby Jung et al. (2011) and Korea Histtay Do et al. (2011) start each
chapter with a question. Many of them indicate whatorical event students are supposed to
learn in a given chapter rather than being thoggbtoking questions. Each chapter also has

supplementary sections in which students writecatsFssay or discuss with further information
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related to a topic in a given chapter. Although ynafithe activities addressed in the
supplementary sections are intended to review Wiggtlearned in a given chapter, some of
them do help develop critical skills. However, #hare no discussion topics related to either

current immigrants in South Korea or immigrantsha past. Both Society & Cultutey Kim et

al. (2012) and Society & Cultutey Goo et al. (2012) have the same pattern akadhea History

textbooks. However, because Society and Cultuseilagct matter teaches sociological theories
and concepts, both textbooks start each chapthraaguestion that indicates what concept
students will learn, and has supplementary sectiongich students discuss a given concept
with real life examples. Stories of current immigravorkers and international marriage couples
often appear as exampieghese supplementary sections. However, mosteoékamples are
short and do not give enough detail. After givinghart example, the authors ask students to
find other examples and present them. For instandbe supplementary section discussing
social minorities, Kim et al. (2012) give a onegugnaph long example of an immigrant worker,

international marriage woman, a child head of hbakk person with disability, and a believer

of Islam. And then, the authors ask two questidhey are: @|= 2! . S X7} SH=30f|A 232
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who suffer discrimination due to nationality, ettity, race, region, age, religion, and handicap,

and present them (Kim et al, 2012, p. 171). Gaal.gR012) present three short cases of efforts

for cultural diversity and then ask students todwart an inquiry, such a$t= 01|
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O|FRISo| Z&lst= B35l 0242 S sl st £ ChFHE x| stcis CHE

AEIE ZAFSH 2 X} (Let's inquire into various cases that suppottunal diversity and help

immigrants in South Korea to overcome cultural ieas). These activities could be helpful for
raising students’ awareness of the existence oifi@thinority groups and issues related to them,
but just finding cases does not make students ttritikally about the complexities of ethnic
minorities in current South Korea.

Although most supplementary sections limit theinaites to “awareness,” there are
some that help students develop critical skillg. &@mple, Goo et al. (2012) give this excerpt

from newspaper article:
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(Getting married to foreigners and filling up lalsbrortages through immigrant workers
are not a strange scene anymore in our societytfiStarea]... The facts that newcomers
help solve the marriage problem of overabundandmoiielors and the problem of labor

shortage are the positive aspects of these sd@alges. Meanwhile, there are many
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people who feel repulsed by the influx of foreighbecause they worry that the
traditional perceptions of Korean culture and idgmwill be subverted by the influx of
foreigners and foreign culture. Also, conflictsweén [Native] Koreans and foreigners
[immigrants] have been occurring frequently (p. 212
The authors ask students to interpret these cesmstivo different perspectivenctionalism
theoryandconflict theory This is a chance for students to think criticalbout the current social
changes occurring in South Korea in two differegrispectivesunctionalism theoryperspective
andconflict theoryperspective.

Both Society & Culturdy Kim et al. (2012) and Society & Cultuog Goo et al. (2012)

elaboratdunctionalism theornandconflict theoryin the early parts of their books, and use these
theories as conceptual frameworks to examine sphhomena. For example, Goo et al. (2012)

analyze the causes of discrimination against ntiesrby stating that:
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(There are two different theories regarding disamation against minorities,
functionalism theory and conflict theory. From thactionalist perspective, the
occurrence of discrimination against minoritiepriesumed as an unintended result of the
management of social institutions...For example,gbaernment in some nation leaves a
door wide open for promotion of the tourism indystnany illegal immigrants would

also surge [the country]. As the population okfgihl immigrants] becomes a
recognizable number, and their experiences of idigtation accumulate, a minority
group formation occurs...[From the conflict theorygmective] discrimination against
minorities is considered as the result of expl@mtaby dominant groups. Conflict
theorists argue that the dominant group plays upngonflicts among subjugated
groups in order to hide major conflicts betweenjsgdted groups and dominant groups.
This weakens the possibility of unity among subjadagroups. By doing this, dominant
groups can continually solidify their ruling (p.8)5

Both Society & Culturdy Kim et al. (2012) and Society & Cultuog Goo et al. (2012)

also explain the concept of social inequalities iasdes related to them. Although the authors in
both textbooks focus more on socioeconomic statdgyander, newcomers are also discussed as
a type of minority group. They also suggest tworapphes, institutional improvement and
modifying people’s mindset, but they discuss thery @ principle, not in real life practices.

Furthermore, their suggestions are limited to piimg more opportunities for minorities such as
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affirmative action and welfare, and being tolertantard them. There is no discussion about
engaging in social action. Although there are gpt®of photos of protests by immigrants,
neither of the textbooks discusses the protedtseimarrative text. There is practically no
mention about real life examples of institutionelocdimination either. A harsh policy against

immigrant workers in the past is mentioned briéflysociety & Cultureby Kim et al. (2012).

The authors give this narration of an immigrant keor “34CHEH = 0f| M| 2t0 SR/IE A

e s, us R, B3 de 8 2E G0l & E LigtLICH (Compared to the

trainee system which was called modern slaverieérpiast, there have been many improvements
today, but South Korea is still a strenuous nasi@te to immigrant workers in terms of jobs,
education, medical treatments, and livelihood4 {®). However, there is no explanation about

why the workers’ trainee system is called modeavesly, or what the system is exactly.
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Chapter V: Summary, Discussion, and Recommendations

This chapter consists of five sections. The Besttion summarizes research procedure
and major findings of the study. The second sedisousses how the findings are related to
claims of scholars and previous researches. Tls®nsavhy this study is important and how it
contributes to the body of research on textbookgdesn multicultural education theories are
provided in the third section. The last two seciaddress limitations of this study and
recommendations for future research and improviegrteatment of multicultural education in

textbooks.

Summary

This study examined five textbooks to find out howlticultural education theories such
as the use of multiple identities and perspectigelyrally responsive content, and critical
cultural consciousness are applied in practice tamliscover better ways to reduce gaps
between theories and practices based on positamghes. The sample, U.S. history textbook

analyzed was History Alive! Pursuing American ldgalblished in 2013. Two Korea History

textbooks were examined. Both were published inl200wo Society and Culture textbooks
published in 2012 were also analyzed. The reasgnonly one U.S. history textbook was
selected while textbooks for two different subjectters were analyzed for South Korea is that
comprehensive social studies issues such as sggialal anthropology are woven into history
textbooks for secondary school students, but irtfSKorea, these topics are presented in
different textbooks. Hence, Korea History and Stycaéand Culture textbooks together come
closer to being similar to a U.S. history book tlegther could alone. Analyses of these three sets

of textbooks revealed many multicultural shortcogsin
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Although History Alive! Pursuing American ldegldart et al., 2013) emphasizes

national, regional, and ethnic cultural identitiégloes not provide enough examples or details
about regional and ethnic cultural identities. Tietbook is still dominated by stories of
European Americans. European Americans appear ofi@e in a variety of topics and roles,
followed by African Americans. But, the coverageAdfican Americans is often limited to roles
and topics related to minority and racial issuesn& additional topics that convey their presence
are music, literature, and inventions. Other Anamgof color such as Latino, Asian, and Native
Americans receive little attention and are showa more limited range of topics and roles than
African Americans. Most of them also appear in ¢spielated to minority and race such as
racism, discrimination, prejudice, and immigration.

Most content about people of color which appearsamly historical, such as Asian and
Latino immigrant workers at the turn of'2@entury and civil rights activists in the 1960slan
1970s. There is not much content about contempasangs, lives, and experiences of ethnic

minorities. For instance, in explaining new immigwa trends, History Alive! Pursuing

American Idealg¢Hart et al., 2013) focuses on illegal immigraausl debates about immigrant

policy without providing any details about the erpeces, lives, and motivating and inhibiting
factors of these new immigrants.

The textbook also has shortcomings discussing gascelated to multicultural
educationAlthough it gives definitions of some concepts tetbto multicultural education such
as assimilation and ethnicity, they are placedhe“glossary.” The concepts are not explained
explicitly and in detail in the body of the texth@re are several historical episodes that teachers
may use to teach a given concept related to miilii@h education, but they are often sketchy

and somewhat fragmented, especially for non-Afridarericans of color.
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Non-African Americans of color are often overshaddwy European Americans and
African Americans. For example, in discussing immaigpn at the turn of 20th century, no
explanations of the reasons why Asians came ttJtiited States are provided, but detailed
reasons are given for why Eastern and Southernpgars came to the United States. Another
example is four chapters, how segregation andithierights movement of the mid-20th century
are discussed. Three chapters are devoted to AfAcaericans, and only one chapter is about
other people of color. This means non-African Aro&nis of color are overshadowed even in
discussion of concepts related to multiculturalcadion.

History Alive! Pursuing American Idea(slart et al., 2013) presents thought-provoking

questions for students to examine American ideatepth. It also includes ethnic minority
leaders and their own perspectives that help stademderstand the complexity of historical
events. Conflicts among different groups also adressed through many historical events
related to racism, prejudice, and discriminatioaiagt ethnic minorities. Although this textbook
discusses social actions of minority groups againgist treatments, there are still several
shortcomings. A crucial one is the absence of asgudsion of different minority groups
working together to bring about equality and justic

The two Korea History textbooks of South Korea Isaneclude the suggestions of
multicultural education scholars. The Korea Histtmytbooks examined in this study were
inadequate in discussing the cultural identitiestbhic minorities and regional identity. They
focus on national identity only, and seem to comsithtional identity as being inherited Korean
blood. The textbooks emphasize “Korean ethnicitthough a few stories of ethnic minorities

are included, they are not about contemporary etimmorities. Only Korea Historly Ji Hak
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Sa [K|& Al publication (Jung et al., 2011) briefly addrestsem while discussing recent

demographic changes in South Korea.

Both Korea History textbooks have several episdldascan be used to teach mainstream
South Korean students multicultural education cptscbke assimilation and immigration during
the period of Japanese rule over Korea in the @&flycentury. However, the textbooks do not
try to make any explicit connections between thecept and the event. They also use
stereotypical images created by Western magazimkaawspapers about people of color in the
early 20" century.

The Society and Culture textbooks devote more @diemo current ethnic minorities in
South Korea, and emphasize national, regionalcattdral identities. They also explicitly
explain some key multicultural education conceptthough episodes of ethnic minorities
appear in explaining these concepts, they are fea¢gd or sketchy. The episodes are just used
as examples to teach given concepts such as disation and prejudice. These groups are also
described as “they” rather than “we.” The textbobkse multiple theories and perspectives, and
tackle crucial issues like social inequality. Howe\these are limited in conceptual approaches,
and real life examples are paternalistic becausgdften focus on how “we” help “them,” elicit
sympathy by citing ethnic minority narrations abstitiggles and desires to make life better in

their new home, South Korea.

Discussion

The major findings of this study indicate that gamties and differences exist among the
three sets of textbooks, and some common trendsnaipedded in the findings. First, the
representations of a group in textbooks correlatbé size of the group’s population in the real

world. The authors do not pay much attention undegsren group is of a significant size
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demographically. For example, people of Filipineaent in the United States have a fairly long
history like people of Chinese descent, yet theyngach less attention than people of Chinese
descent in the United States. Another exampleeigiiscriptions of the Mohe people of the
ancient Korean kingdom, Ballhae. They are includecause they comprised a significant
portion of the population at the time of their ¢gigce.

Second, the political power of a given group impdhe group’s representation in
textbooks. As of 2003, Latino Americans exceedetcAh Americans as the largest minority
group in the United States (Nasser, 2003). The deaphic gap between them has widened
since then. According to thénited States Census Bure@010), Latinos constitute 16.3% of
the total United States population while African é&mecans constitute 12.6%. In the parts
discussing historical events from 2001 to predtuete are no stories of African Americans
except President Barack Obama. Instead, events/inggeople of Latino descent get the most
attention, but the stories are about undocumentexiddn immigrants. This is different from
how African Americans appear in several topics agmusic, invention, and literature
throughout the textbook. These explain why magastrers (Whites in the U.S. and native
Koreans in South Korea) appear in the broadestamdietopics in textbooks. Their presence
reflects not only numerical but also political dowance.

Third, textbooks are designed to transmit selektexvliedge, skills, concepts,
perspectives, and messages rather than to captutetal reality of a society or the world.
According toSleeter and Grant (1991), textbooks represent “bonhgs version of what
constitutes important knowledge and a legitimatéawiew” (p. 80). Textbooks are never
ideally egalitarian in the statement of all conedile ideals, issues, people, events, and

conditions. Instead, their content symbolizes sangerlying value and political agendas. How
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ethnic minorities in current South Korea are trdatiéferently between Society and Culture
textbooks and Korea History textbooks is an exarfgléhis. While there are practically no
stories of contemporary ethnic minorities in Kokdiatory textbooks, Society and Culture
textbooks include their stories. Ethnic minoritiegurrent South Korea do not have strong
political power nor are they a significant sizetlod population. However, they play crucial roles
in solving the labor and bride shortage that Séldtean society faces. These newcomers are
seen as “useful” by politicians, social elites, @dinessmen in South Korea. In other words, the
“interest convergence” between newcomers and dorhgraups is established. This may
partially explain why the Society and Culture texdks include several episodes that promote
awareness of these newcomers and their strugglégrato teach native South Koreans to
respect diversity and tolerate cultural and religidifferences. Yet, the fact that there is
practically no story of newcomers in Korea Histtextbooks shows that these newcomers are
seen as “not real” Koreans by native Koreans. Adiogrto Bell (1980), the interests of
minorities are vested only when they converge wdhminant groups’ own interests. Some
contents related to newcomers in South Korea alected into” Society and Culture textbooks,
but “selected out” of Korea History textbooks basednterest convergence and divergence
rather than efforts to convey accurate presentati@m increasingly culturally, ethnically, and
linguistic diverse and complex society.

Finally, the textbooks in this study do an inaddgqyab of adopting multicultural
education theories suggested by scholars. Althtligiie are some improvements, many of the
same problems that previous studies found stifitaritextbooks. These patterns and trends are
evident in three ways. First, all textbooks exardimethis study except Korea History

emphasize national, regional, and cultural idesgito some degree, but the fact that they do not
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give detailed explanations and examples createtd@ldout the depth of their value of and
genuine investment in multiculturalism. Much morelgematic is Korea History textbooks
rarely try to adopt multicultural education thesrsgiggested by scholars. Comparing Korea
History textbook to U.S. History textbook shows hBauth Korean education still emphasizes

Korean ethnicity more than anything. The first deapf History Alive! Pursuing American

Ideals(Hart et al., 2013) consists of concepts relaveaigtoriography such as usipgmary and
secondary sourcehistorical interpretation andevidenceand claims and suggestions of
historians such as Frederick JacksonTurner, Arfiolghbee, and David McCullough. The
chapter also explains why studying history is int@et. In contrast, Korea History textbooks do
not explain any concept related to historiogramnyyhy studying history is important. The
textbooks start with a discussion of Korean origind in consist entirely of stories of Korean
people.

Second, even though several scholars (Moll & Gay#004; Gay, 2010; Ladson-
Billings, 1994; Foley, 1991; Hollins & Spencer, DY@xplain that failure to address cultural
differences and include ethnic minority symbolsagaes, and stories in school curricula can
contribute to ethnic minority students’ low academchievement and high dropout rates. The
textbooks in this study use relatively little camtand learning activities that are compatible with
various specific ethnic groups’ learning styles aneld experiences. “One size fits all’ strategies
and content orientations of textbooks may be drivene by economic needs than pedagogical
possibilities for teaching diverse students. Teakbpublishing is a for-profit industry. Targeting
mainstreamers as their primary consumers is charsiit of many for-profit industries. They
defer to the largest number of consumers to ersgreprofit margins. Yet, the trade in K-12

textbooks depends on political decisions rathem theeal marketplace with consumer choices
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(Ravitch, 2003). Teachers who actually use textbdoktheir daily instructional material, and
students who ultimately read them, rarely haveaocehover which textbook they will buy. In
the United States, many states and districts F@autbdok-adoption committees. In South Korea,
the Ministry of Education determines what textboaks produced. In these top-down and
politically driven conditions, the opinions of téees and students do not matter much. Theories
related to multicultural education are also summbgometimes and are diminished other times.
This might be a reason why the authors of Koreadrigextbooks do not use the experiences of
Korean emigrants in the past to explain conditiminsthnic minorities in contemporary South
Korea. In South Korea, Society and Culture is them@ry subject in which issues related to
ethnic minorities in current South Korea are taugimdoubtedly, this explains why textbooks
for Society and Culture have better quantity analiguof content about multicultural issues.
Third, regarding responding to multicultural edumatscholars’ suggestions for
developing critical skills, there are improvementsextbooks, but more are still needed.
According to several scholars (Nieto, 2004; 2002ni&, 2009; Gay, 2010; Sleeter & Grant,
1991), the preferred version of multicultural edi@@aamong many classroom teachers deals
with safe issues such as intercultural toleranceh@mmony among diverse group. On the
surface, this claim does not hold up in textbootag@ned in this study because they provide
episodes of conflicts such as discrimination, pige, and riots much more frequently than
episodes of harmonious relations among differeotigs as well as the perspective of
controversial individuals. However, a deeper lobthes content reveals that textbooks still

perpetuate the status quo._In History Alive! Puriguomerican Ideal§Hart et al., 2013), most

stories about racial and structural inequalitigsea in discussions of historical events from the

1950s through the 1970s. Although there is sonwnmtion about racial profiling after 9/11
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and civil rights activist, Jesse Jackson, who gfiyariticized Reagan-era policies, it is relativel
brief. Also, while debates over immigration in t@00s are included, there is no mention of
protests held by immigrants such as the 2006 UiStates immigration reform protests. This
style of description in the U.S. history textboatpiies that current issues related to ethnic
minorities are much less crucial. The Society antiuCe textbooks of South Korea transmit
parallel impressions. They do not include any mistéeld by oppressed ethnic minorities.
Instead, ethnic minorities are depicted as victisidividual discrimination and prejudice. This
style of content presentation may provoke the syhmpaf mainstreamers, but prevent students

from learningabout structural inequalities that ethnic minositeirrently face in South Korea.

Significance

Previous textbook analyses often focus on textbaokse nation state. Yet, today nation
states are becoming interconnected and interdepemdeconomic, cultural, and political ways
as communication and transportation systems aranaed. This phenomenon leads to mass
international movement of people. Today, almostaiintries are dealing with issues of
immigration and ethnic minorities. Even South Kondach is a relatively homogeneous society
for long time also prepare to multicultural socie®pmparing how South Korea implements
multicultural values and theories in its textbook#h a textbook in one of the most
heterogeneous nations in the world, the UnitedeStagives a somewhat fresh discussion to the
topic of adopting multicultural educational ideaalues, theories, and practices. While the South
Korean textbook, Society and Culture is concepteared, the U.S. history textbook is historical
example centered. Analyzing them gives educataig@searchers opportunities to think about
which approach would be the most effective wayrtplement multicultural education, or how

textbooks balance out between concepts centeretkahtife examples centered emphases.
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Therefore, this study addresses new questions atamsiating multicultural education theories
to practices.

Another significant aspect of this study stems fitbim Korea History textbook analyses.
Since Korean researchers know there are not mangstabout ethnic minorities in Korea
History textbooks, they do not even try to analymam for research related to multicultural
education. In fact, this study found few storiegthfnic minorities. Yet, in the history of Korea,
ethnic minorities always exists as it is naturahtionan society. The stories of ethnic minorities
are omitted or do not get attention by authors ofdan history. The omission of their stories is
also evidence of how South Koreans still do noeptthe multicultural idea in general. The idea,
value, and theories of multicultural education@oeincluded in all educational programs and
curricula. However, this study found that nativer&mns in the past and newcomers today have
several experiences in common, which can be emgltyyéeach situations of immigrants today.
Finding the way to reform history textbooks to ehate the gap between natives and newcomers
in Korea History textbook by examining Korea Histoextbooks is a contribution of this study.

Not many studies in the U.S. use theories of multtical education as their overall
conceptual frames. Instead, many studies focusangthnic minorities and issues or histories
related to them are profiled in narrative texts dlngtrations of textbooks. Comparably, studies
in South Korea often use fundamental ideologiemwiticultural education or concepts related
to it as a conceptual frame at some level. Howeter, are more like thematic analyses. They
examine how often ideologies of multicultural edimasuch as pluralism are reflected in texts
or how often related concepts such as prejudiceappr his study used both nations’ research
styles and employed pedagogical theories of muitical education like critical skills and

culturally responsive curricula that are relativelgre precise than ideologies that are often used
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in Korean textbooks analyses. This direct linkaginvieen pedagogical theories of multicultural
education and textbooks specifies the operatiogiaild of how to reform textbooks to meet the
goals or ideologies of multicultural education,tawdl pluralism, educational equity, and social
justice. Future studies should pursue the typesalyzes in social studies curriculum material
for elementary and junior high schools, as welhasther subjects such as reading, mathematics,
and science.

In South Korea, most textbooks analyses are qadingt Those studies explain whether
textbooks provide an adequate amount of conteate@lto multicultural education since they
are cast in percentages and means. Yet, they dorontie an in-depth understanding of the
content in textbooks. Furthermore, these studiesat limited to groups within South Korea
domestic context. Although it is important to limulticultural and global education value, this
approach can hide the lack of descriptions of ethmnorities in the domestic context and
overshadow issues related to them. To solve thed#gms, more future studies, such as this one,
should put more emphases on the qualitative reseBor example, how episodes of native
Koreans in the past can be employed to teach gondiof immigrants today cannot be found in

guantitative research whereas qualitative analgsekl facilitate these examinations.

Limitations of the Study

The reliability of the coding procedure used toniify, classify, and interpret the data
collected in this study might be questionable siheze was only one coder, the researcher. To
minimize this possibility the data were coded aré¢hdifferent occasions. This increased the
reliability of the coding procedure and minimizée tikelihood of error on inconsistencies in

making sense of the data. Also, the conceptua@r@itised to judge the adequacy of the content
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of the textbooks analyzed have high degrees ofesmus among many leading scholars in the
field of multicultural education.

The findings in this study are limited to socialdies, although multicultural education
should be incorporated into all subject matter heeano subject is culture-free and one of main
purposes of multicultural education is to ensughést levels of academic achievement for all
students. The findings in this study are also kahito content within selected textbooks.
Causation or correlation between the findings &odights of readers of the textboaiesinot be
established, nor can any claims be made about hesetmaterials are used in actual classroom
teaching. Due to the type of research questiotisisnstudy, a content analysis research
methodology was appropriate for this study. Consaatlysis is a useful research method for
showing patterns in textbooks, but it does notdatl#i how the textbooks actually impact readers
as no readers’ attitudes or behaviors were assess&zhacted curriculum.” They may choose to

focus on or leave out certain content presenteéeltibooks.

Recommendations for Future Research and Practices

In view of the limitations for the study, some rewaendations for future research are
merited. Future research should include more coslkeescode data independently to strengthen
reliability. Future studies should also includetbmoks used in other districts in the United
States, and must examine textbooks of other sughiledtoth South Korea and the United States.

Including more textbooks used in South Korea wawdtlgive much benefit as long as
the subject matter of textbooks is the same assthdy. In South Korea, the Ministry of
Education approves textbooks produced by privabdighers. These approved textbooks are
used nationwide. For history, six approved texksoare used nationwide, and three approved

textbooks are used for Society and Culture suljedter. Yet, the findings in this study show
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that there are no major differences between diffetextbooks in South Korea. For instance,

both Society and Culture textbooks examined inghisly have identical titles for main divisions,

such as M3 23 #4F0| EF[research on social and cultural phenomenoll 11+ Al Z|

T X [individual and social structure]; IE 32+ At2| [culture and society], Mt 3| A& 2}

£ Y S [social class and inequality]; 2 & ¥ &0t AF3| XM & [everyday life and social system];

and VIECH AFZ|QF AFE| B45 [contemporary society and social change]. Thuanemsing

textbooks used in different social studies cousseh as economics and geography as well as
other subject matter domains such as math, langardgjescience, and music is more beneficial.
Examining a wider range of subjects provides moregrehensive views of implementation of
multicultural education in South Korean public schi@xtbooks.

Future studies should explore ways that teachark #bout textbooks with multicultural
education perspectives, and how they actually hiseeixtbooks in their classroom practices. As
well, assessing students’ attitudes toward behswomulticultural learning tasks should be
included to know how the textbooks actually impaetrners. Combing content analysis with
surveys, interviews, and observations would provesearchers with more comprehensive and
precise views of how ideals, values, and theoriesudticultural education are implemented in
classroom instruction as well as acquiring actsar unsights to improve textbook content.

A list of specific recommendations for practicecalgas generated by this study. They

include:
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e U.S. History, Korea History, and Society and Cudttextbooks need to include more
stories and photos of ethnic minorities, especiadigtemporary ones in all textbooks,
both in South Korea and the U.S.

e U.S. History, Korea History, and Society and Cudttextbooks need to include a wide
range of topics and roles of ethnic minorities #setend beyond the topics such as
discrimination and prejudice.

e U.S. History, Korea History, and Society and Cudttextbooks need to examine
interactions among different ethnic minority gro@sswell as conflict within a given
ethnic minority group.

e U.S. History and Korea History textbooks need tplax the concepts related
multicultural educations in greater detail and with context of culture rather than just
showing isolated examples. Korea History textbaamks need to make connections
between some historical experiences of native Keread experiences of ethnic
minority groups in contemporary South Korea in otdemake multicultural education
concepts more meaningful, relevant, and functidorastudents.

e Society and Culture and Korea History textbooksrteegive more detailed and varied
stories about ethnic minorities.

e Society and Culture textbooks need to add exangfleppressed ethnic minorities
taking actions for social justice and equality eatthan just providing examples that

show how native South Koreans tolerate ethnic niiesr

Final Statement
Implementing values, theories, and ideals of muiliizal education in school curricula is

particularly important for any nation state tod#gt, this study revealed that none of the sample
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textbooks from South Korea and the United States @m adequate job of addressing these
concepts, principles, and theories. Many of theesproblems that previous studies found still
exist in textbooks. This seems to be true whethetéxtbooks are from linguistically, racially,
culturally, and ethnically heterogeneous natioks the United States or a homogenous nation
with a short history of immigration like South KaréNriting textbooks is not about capturing
the total reality of a given society; instead dartaterests, purposes, knowledge, ideas, and
messages are included while others are excludeds, Tths important to educate students who
are future citizens of culturally and ethnicallyelise nations and the world about how their
instructional materials promote and obstruct efféotachieve equity and social justice for
diverse ethnic groups. They also need to know lmegompensate for the limitations and build
upon the strengths. This is important since textbaoe likely to continue to be the primary

resource for classroom teaching in the near future.
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Appendix A: Sample Codebook for Analysis of Illustation

Textbook Title History Alive! Pursuing American Ideals

Race/Ethnicity/Status Asian American (Japanese American)

Occupation Soldier

Page # p. 398

Photo “Several thousand Japanese American Gls fought whi 442nd

Title/Description Regimental Combat Team... President Harry Truman tb&l 442nd
‘You fought for the free nations of the world. Ydought not only the
enemy, you fought prejudice—and you won.”

Chapter Title Chapter 35, “The Impact of World Wasn Americans”

Section Title 35. 4, “The Internment of JapaneseeAocans”

Time Period 1) Past(WWII) 2) Current

Frame 1) Their own 2) With other race/ethnicity

Role 1) Primary role 2) Extrarole
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Appendix B: Sample Codebook for Analysis of Narratve Text

Textbook Title History Alive! Pursuing American Ideals
Race/Ethnicity/Status African American
Theme Popular culture

(Diversity)
Occupation Musician
Page # p. 318

1) less than paragraph 2) 2 to 5 paragraphs 3ntooe paragraphs
Text Location 1) Main Part of Text 2) Box/Supplementary
Chapter Title Chapter 28, “Popular Culture in treaRng Twenties”
Section Title 28. 6, “African American Musiciansureh the Jazz Age”
Time Period 1) Past(the 20" century ) 2) Current
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