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Abstract 

Eschewed perspectives?: Investigating the link 

between government policy and teacher’s 

attitudes toward multicultural policy in Seoul 
 

Kychele Boone 

Public Administration Major 

The Graduate School of Public Administration 

Seoul National University 

 

The changing ethnic demographics occurring throughout the world are also reflected in 

South Korea. Due to the high influx of immigrant workers and immigrant marriages, the city of 

Seoul has undoubtedly been affected. South Korea has a strong history of a homogeneous 

population regulated in Confucian values and over time a plethora of changes have occurred in 

the Korean government directly affecting educational policy.  South Korea education reform has 

taken place in its movement toward multicultural education in an effort to be inclusive of the 

micro-culture population by way of the Support for Multicultural Families Act (2008). This act 

seeks to enhance the quality of life for the multicultural population and create a more unified and 

harmonious society through fostering mutual respect for diverse cultures. Although multicultural 

education has been on the forefront of the Korean central government policy, implementation has 

stagnated to that of Korean language and culture classes for the multicultural cohort. Moreover, 

educating in-service teachers in the theory and practice of multicultural education has not been 

plentiful. As teachers are used as implementers of this initiative, it is necessary to ascertain the 

cultural awareness, attitude, perception, and expectations to determine the effectiveness of current 



 

 

policy. The transfer of values, attitudes, and beliefs is well documented in the hidden curriculum 

teachers’ exercise in daily classroom practice weighing heavily on the outcome of primary school 

students. This thesis attempts to measure teacher beliefs and attitudes toward multiculturalism 

and assess how such knowledge affects the implementation of multicultural education policy in 

Seoul, South Korea through the development of the Teacher Multicultural Education Belief index 

(TMEB) and the Teacher Multicultural Education Attitude index (TMEA). Results illustrate 

current in-service teachers with a low level of cultural competency. Further analysis presents a 

case detailing the reasoning for failures of current multicultural education policy in Seoul. 

 

Keywords: multicultural education, egalitarian, cultural competency, hidden curriculum, 

quality of school life 
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Definitions of Terms 

 

        Assimilation the process by which a person or group is absorbed into the social 

structures and cultural life of another person, group, or society 

(Carl A Grant & Ladson-Billings, 1997). 

 

Beliefs Attitudes, views, ideologies, or models that teachers hold about 

students with a different cultural background from their own. 

Cultural 

Competence 

Refers to an ability to interact effectively with people of different 

cultures comprising of four components: (a) awareness of one’s 

own cultural worldview, (b) attitude towards cultural differences, 

(c) knowledge of different cultural practices and  worldviews, (d) 

cross-cultural skills 

Diversity Differences among people. In multicultural education, it refers to 

group differences. 

 

Intercultural 

Communication 

(Hidden Curriculum) 

Examining in component terms – culture refers to “all that humans 

learn, in contrast to that which is genetically endowed” (Keesing & 

Keesing, 1971). The concept of communications both verbal and 

nonverbal. 

 

Macro-culture For the purpose of this study, macro-culture refers to the native 

Korean population (i.e. native Korean, ‘one-blood’, “we Korean”, 

etc.) (Hernandez, 1989) 

 

Micro-culture For the purpose of this study, micro-culture refers to the non-

native Korean (i.e. foreigner, one born of only one native Korean 

parent, undocumented alien,  North  Korean defector, etc.) 

(Hernandez, 1989) 

 

Multicultural 

Education 

a philosophical concept and an educational process that helps 

students to develop positive self-concepts and to discover who 

they are, particularly in term of their multiple group memberships 

(Banks, 1993, 1994; Banks & Banks, 2009; Boutte, 1999; Gay, 

1995; Carl A Grant & Ladson-Billings, 1997; Hernandez, 1989; 

May, 1994; Ramsey, Vold, & Williams, 2002) 

 

 

Social Capital (in the 

classroom setting) 

Caring teacher-student relationships where students feel that they 

are both cared for and expected to succeed (Muller, 2001) 

Quality of Life The level and versatility of social life experienced by individual 

members of society. From an individual's point of view the quality 

of life is usually considered a general, holistic well-being or 

enjoyment, i.e. how life is, as a whole, experienced at a certain 

moment in a given environment (Linnakylä, 1996, p. 70) 

Quality of School Life The general sense of student well-being, determined by school-

related factors and educational experiences resulting from pupils' 

involvement in school life and their engagement in school climate 

(Karatzias, Power, & Swanson, 2001) 
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Chapter 1: Introduction 

Statement of the Problem 

Korean society is going through a radical change in its demographic diversity. The number of 

foreign population doubled in 2011 compared to that of 2007. Accordingly, there is more than 

one multicultural student enrolled in the 7,989 elementary, middle, and high schools, which 

comprise 71.8% of all schools in South Korea. Multicultural children are divided into two main 

categories; those who are born between foreign parents and those born between a Korean parent 

and a foreign parent, who comprise the majority (94.5%)
1
. Especially, marriage immigrant 

women, comprising a large proportion, are said to have difficulties in the education of their 

children due to the lack of knowledge in Korean language and culture. Thus, these children tend 

to have only a limited number of educational opportunities which result in low learning 

achievements. Moreover, this limited number of educational opportunities sheds light on 

multicultural family and student dependency on the public education system for the enhancement 

of their quality of life and their future economic success.  

The Support for Multicultural Families Act
2
 was initiated by the South Korean 

Government in 2008. In an effort to provide continued aid and assistance to the growing number 

of multicultural families within the nation, the purpose of this act is “to contribute to the 

improvement of the quality of life of multi-cultural family members and the unity of society by 

helping multi-cultural family members enjoy stable family living”. An individual’s quality of life 

varies economically, educationally and in health; however, the basics of quality of life refer to 

one’s personal goals and their ability to achieve them ranging from the ability to retain 

                                                 
1
 Multicultural Student Educational Advancement Plan ( 다문화학생 교육 선진화 방안) 

2
 The Support for Multicultural Families Act is a continued effort stemming from the Act on the Treatment 

of Foreigners in Korea  which has the purpose “to help foreigners in Korea to adjust themselves to the 

Korean society to reach their full potentials and to create a society where Koreans and foreigners in Korea 

understand and respect each other with the aim of contributing to the development of Korea and the social 

integration”. 
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employment, acquire and maintain sufficient housing, obtain an education, and have open access 

to medical care. 

This research began with four contributing factors: firstly, understanding quality of life 

and the government’s role in providing it to its citizens.  The Aristotelian concept of the proper 

function of government is to “make available to each and every member of the community the 

basic necessary conditions of the capability to choose and live a fully good human life” 

(Nussbaum & Sen, 1993, p. 265). The free and full realization of the human capacities of the 

individual is not possible in the private realm and instead requires a public life. Aristotle defined 

the human being as a social animal requiring a public life so that each individual realizes his or 

her existence to its full meaning, fully functioning within the public community.  This community 

is the essential foundation for human flourishing. Without this public life, the individual remains 

confined to a level of immediacy and immaturity pursuing wants and desires in a purely private 

existence (Critchley, 1995). 

In order to better incorporate multicultural families into Korean society and ensure that 

‘each individual realizes his or her own existence to its full meaning’, issues and difficulties faced 

by this cohort should be ascertained. The Minister of Gender Equality and Family is required to 

conduct a fact-finding survey on multi-cultural families every three years, announce the results 

illustrating the current status and actual conditions of multi-cultural families, and finally utilize 

the results to further enhance policy for supporting multi-cultural families. To this end, city and 

local governments are instructed to take the necessary measures, such as education and advocacy 

activities for understanding diverse cultures, for preventing social discrimination and prejudice 

against multi-cultural families and for encouraging members of society to acknowledge and 

respect the cultural diversity. 

Further focus of this study lies with teachers of elementary school students with 

multicultural backgrounds. As the social construct of primary aged children lies within their 

respective academic institutions, it is only fitting to assess in-service teachers employed to 
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implement multicultural education initiatives encouraged by the Support for Multicultural 

Families Act in order to accurately determine their suitability to do so. The relationship between 

teachers and students is a rather significant one as the teacher’s role is vital to the trajectory of 

students throughout the formal schooling experience (Baker, Grant, & Morlock, 2008). The role 

of the teacher includes the ability to make students feel safe and secure within the school 

environment fostering a healthy learning atmosphere thereby positively impacting their social and 

academic outcomes. This secure relationship allows for students to acquire socially appropriate 

behaviors as well as academic expectations and how to achieve these expectations (Hamre & 

Pianta, 2001). In the case of the multicultural student, these relationships are paramount to their 

quality of life and quality of school life. As the majority of multicultural families are not as 

financially sound as the macro-culture, they especially benefit from positive teacher-student 

relationships due to the risks associated with poverty (Murray & Malmgren, 2005). These risks 

include high dropout rates, lower rates of college applications, low self-efficacy and low self-

esteem and confidence. Positive and supportive adult relationships help protect against these 

risks; this case being the teacher. Low-income students with strong and positive teacher 

relationships have higher academic achievement and more social-emotional adjustment than their 

peers without this relationship (ibid). 

The secure relationship between a teacher and student also affect relationships with peers 

in regard to peer acceptance. According to Hughes et al(2001), interactions teachers have with 

students can affect classmates’ perceptions of those individual students, thereby affecting which 

students classmates choose to interact with and accept. A lack of acceptance may be conveyed 

due to conflicting interactions between teachers and students, causing other students to also reject 

the student involved in the conflict with the teacher. Peer rejection significantly impacts self-

esteem of students leading to several negative social outcomes. This is evident in South Korean 

public elementary schools. The Korean Statistical Information Service, the organization 
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responsible for conducting the fact finding survey
3
 relating to the Support for Multicultural 

Families Act, found that in 2012, 74.2 percent of multicultural students ranging in age from 9-11 

experience some form of discrimination from their classmates. It is important to understand the 

nature and source of this discrimination in order to enhance the quality of life and quality of 

school life in multicultural students. 

Teacher beliefs and attitudes directly affect the quality of school life of students 

pertaining to the academic achievement and success of all students, particularly those of 

multiethnic and multicultural backgrounds. These street-level bureaucrats create environments 

that introduce diverse perspectives to students enabling them to reflect on their own viewpoints 

and aid them in the development of a respect for diversity and difference (Mo & Lim, 2013) 

without the loss of their cultural identity. As the education system in South Korea has been one 

lead with Confucian ideals, teachers acting as the authority figure play a critical role in this 

process. The traditionally inscribed rule of respect for the elders, and the father-teacher-king 

chain of positions, is still very prevalent in today’s South Korean society (Śleziak, 2013).  

Moreover, many attribute the economic success of South Korea to Confucianism as it provided it 

with “high levels of social capital in the form of strong family structure and norms of frugality, 

hard work, and a high valuation of education” (Sorensen, 1994).  

Although many teachers have participated and completed multicultural education training 

programs, the theories and practices used in classroom methodology remains to be seen. Jordan-

Irvine (2003) argues that once pre-service teachers complete their multicultural training 

programs, very few incorporate said training and return to their prior belief systems. In South 

Korea, there has been an increase in multicultural education programs for pre-service teachers; 

however, these courses are mostly electives as opposed to compulsory. Moreover, these courses 

are offered primarily to underclassmen and are survey-based rather than subject matter inclusive 

                                                 
3
 The Support for Multicultural Families Act (2008) mandates that every three years there be a fact finding 

survey conducted detailing the experiences of multicultural families. The most recent survey was 

conducted in 2012. 
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(Mo & Lim, 2013). In regard to in-service teacher training
4
, the five training institutions available 

in the Seoul metropolitan area primarily focus on minority students, neglecting the majority, and 

thereby do not satisfy the requirements of multiculturalism’s pluralistic goals
5
. The dominating 

principals of pluralism are twofold: equality of opportunity and freedom of association. In the 

realm of education, pluralism seeks to mitigate social inequality, provide individuals the right to 

choose and provide alternatives for those choices, and finally allow children to develop their 

talents and interests and for schools to challenge these students by providing a variety of 

experiences (Feinberg, 1996). “Multicultural education in South Korean education must be more 

than academic…in order to have a lasting and positive impact on the school experiences of both 

multicultural and mono-cultural South Korean students. The collective process of schooling and 

the mindsets of teachers and administrators, rather than the students themselves, is the key to 

addressing the challenge” (Watson, Park, & Lee, 2011, p. 4). Conceptualization of multicultural 

education will be explained in the following sections, the aim of this study will now be expressed. 

The Aim of the Study 

This is a study of the interpretation and implementation of the Support for Multicultural 

Families Act by Seoul Metropolitan Government. Quite simply, the efforts taken by Seoul City 

government were to develop and execute Korean as a Second Language and Culture programs in 

order foster positive educational environments for multicultural and foreign students under the 

umbrella of “Multicultural Education”. Teachers are used as facilitators of promoting cultural 

understanding and awareness. The present study examines how primary school teachers at 

Itaewon, Gwanghee, Yeongil, and Kunja Elementary Schools (selected by central government for 

multicultural education programs) relayed the aforementioned goals of the initiative. It is 

important to note how organizational actors interact, perceive, and treat multicultural students 

                                                 
4
 Refer to Table 1 for detailed view of multicultural teacher training institutions 

5
 Refer to Table 2 for multicultural education targets and goals 
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throughout the duration of this program whether multicultural students participate in the Korean 

as a Second Language and Culture program or not.  

Understanding the unique nature of South Korean society in the context of education 

sheds light on teacher attitudes and the authority of the central government. Curriculum 

schedules, objectives and goals set firm by the Ministry of Education leads to minimal if not 

nonexistent changes that may be made in coursework and practices in the classroom setting. 

Moreover, the ministry’s continued stress on Korean as a Second Language (KSL) courses 

portraying their usage and goals for multicultural education programs offers little to the analysis 

of its effectiveness or efficiency. Multicultural education calls for transformative teaching 

practices where the student is engaged in critical thinking with the ability to question the 

impending authority in order to discover and create his/her own conclusions. Again, as the central 

government and teachers are placed in the authoritative role, most teachers maintain previous 

teaching practices, Confucian valued Korean students are not able to engage in such critical 

thinking pedagogy due to historical values set in place for centuries, and multicultural and foreign 

students are inexperienced to this notion and social practice of Confucianism to properly engage. 

This places the teacher in an awkward predicament. He/she must adhere to guidelines set forth by 

central policy while simultaneously tending to the growing multicultural student cohort enrolled 

in schools throughout the city. Few studies explore the challenges teachers face regarding the 

implementation of multicultural education theory and practice. Moreover, the historical and 

sociopolitical construct of South Korea must be examined.  

The third factor contributing to this research is the difficulty in quantitatively measuring 

the effectiveness of the implementation of this educational policy. The broad nature of the law 

leaves a wide range for interpretation; moreover, the expressed views of current policy makers 

and bureaucrats places strong emphasis on individual political views and interests and does not 

necessarily highlight the intentions of the approved policy. Quantitative methods are applicable in 

this case; however, hindering factors significantly contributed to the inability of its usage in this 
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research. Primary factors include: 1) no measureable scholastic indicators (e.g. test scores, 

dropout rates, student interaction rates) were available for a quantitative research approach to 

contribute to the discussion of the effectiveness of the KSL program; 2) low participation rates of 

multicultural and foreign students in the program; and 3) a low program implementation rate of 

Seoul public primary schools. This leaves researchers to consider the role of the organizational 

actors involved in this policy implementation particularly: 1) What professional training was 

administered to effectively execute this program, and 2) How do teachers feel about multicultural 

education, and 3) What is the cultural competency of teachers within multicultural education 

program schools? In light of these questions, this research argues that multicultural and foreign 

student quality of life may be heightened by participation in the KSL program due to language 

learned; however, due to the low participation rate and lack of teacher training in multicultural 

education, teachers are not culturally competent to implement policy within their own classrooms. 

In essence, this research does not only intend to discuss the effectiveness of the law, but 

also the managerial processes allocated to it. In fact, the present study presents empirical evidence 

of an important aspect of teacher knowledge and practice and analyzes the issues presented in 

existing research regarding assimilation tactics through the implementation of multicultural 

education teachers’ ability to successfully implement policy. Therefore, teachers’ understanding 

of the concept, organizational structure, and their strategies as well as the consequences of the 

multicultural education program should be understood through teachers’ organizational 

behaviors. As the gap between multicultural education policy, and theory and practice presents a 

rather canyon sized gap in South Korea, it is imperative to analyze and establish teacher beliefs in 

order to set the tone for better educational policy.  

The existing social-psychological literature contains extensive research on the 

implications for intergroup contact. Students at the primary level are most susceptible to these 

implications, and as Confucian ideals rule in South Korean society, these beliefs are rarely 

questioned and simply mimicked. Multicultural perspectives have been shown to lead more 
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outward focus in interethnic interactions (Vorauer, Gagnon, & Sasaki, 2009), to more empathy 

(Burkard & Knox, 2004), and to people (Wolsko, Park, Judd, & Wittenbrink, 2000). The purpose 

of the study is to assess teachers’ cultural competency. The study of South Korean in-service 

teachers within four government sponsored multicultural education program schools provides 

insights to better understand their multicultural belief systems and how these beliefs may effect 

multicultural education policy implementation. 

This leads to the final factor of this study, social capital. When belonging to a 

collectivity, social capital can be useful to individuals as it creates a network. According to David 

Phillips, “being a member of a network with high levels of mutual support, trust and norms of 

reciprocity gives access to a range of social resources which facilitate the fulfilment of individual 

social and economic goals” (2012, p. 136). Multicultural students express difficulty in this area 

which presents future issues regarding the quality of life of multicultural children and their 

families. As social networks as well as networks built on high levels of trust, such as primary 

education institutions, attributes of individuality are used, therefore an individuals’ membership 

within that network facilitates the transactions within that network.  

The two most commonly referred types of social capital are bonding and bridging 

(Narayan-Parker, 1999). The former bonds group members tightly together and the latter forms 

linkages between groups and networks. Bonding social capital is one in which “we Koreans” fit 

forming a strong connection through DNA and culture. Multicultural children and families in 

South Korea must rely on bridging social capital through the transmission and learning of Korean 

language and culture. Those without adequate access to social capital can be deprived of it 

leading to what David Phillips calls “social capital poverty”, meaning limited access to 

fulfillment in education, employment, etc. Understanding the cultural competency of in-service 

teachers sheds light on this issue and the future implications it may have in the city of Seoul. 

According to Narayan-Parker (1999) all societies are built on social groups and these groups 

determine attitudes, beliefs, identities and values in addition to access to resources and 
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opportunities. Ultimately, these factors lead to the access to power. She continues further with 

assertions from Stiglitz (2002) explaining that “a country’s economic development is embedded 

in its social organization, and addressing structural inequities requires economic changes and 

societal transformation” (Narayan-Parker, 1999, p. 1). South Korea is a unique case as it is 

predominately homogeneous. As mentioned previously, this characteristic of Korean society is 

quickly changing making it necessary to either ‘bond’ or ‘bridge’ its citizens throughout its 

changing communities. The World Bank (1998) is in agreement and adds to this conversation 

noting social capital as “the glue that holds societies together and without which there can be no 

economic growth or human well-being”, moreover, it addresses the nature of the size and density 

of social networks and institutions expanding on their shared values and rules for social conduct 

that is expressed through interaction and personal relationships. The amount of trust and civic 

responsibility needed for these relationships to flourish speak volumes on the social implications 

of these networks and how the development of society is not purely based on the individual, but 

rather society as a whole and the inner workings of its people. 

How does the amount of teacher cultural knowledge affect current policy 

implementation? What is the cultural identity of teachers in schools with multicultural education 

programs? How are teachers able to succeed with conflicting variables of policy mandates, time 

sensitive subject matter curricula and Confucian values (Lee, 2001; Olneck, 2011; Rhee, 1995; 

Śleziak, 2013)? How are multicultural students adapting to school in Seoul? What is the current 

state of social capital of multicultural students? This study seeks to answer these questions, as 

well as others, by assessing the cultural competency of street-level bureaucrats at Itaewon, 

Yeongil, Gwanghee, and Kunja Elementary Schools in Seoul, South Korea. Exploration in this 

area will guide understanding in the nature of teacher values and perspectives, and their 

successful implementation of current policy. Conclusions of this study are based on data retrieved 

from teachers. Here, policy suggestions are developed from systematically gathered and analyzed 

data utilizing indices depicting cultural competency. The focus is on the multicultural attitudes 
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and beliefs of in-service teachers which, to date; have not been determined by researchers of 

South Korean multicultural phenomena. Additionally, the potential for teacher-student 

interactions directly affect multicultural students’ school life satisfaction and the beliefs and 

attitudes held by teachers. The following section details the research questions and variables to be 

studied.  

Research Questions 

In this study I will explore the multiculturalism phenomenon in South Korea focusing on the 

multicultural belief systems of teachers and its association with current Seoul Metropolitan 

Government multicultural education policy. This exploration will be constructed using the 

following three central questions: 1) What role do primary education teachers see themselves 

playing in educational and societal reform?; 2) What are the perceptions of primary education 

teachers on micro-culture students?; and 3) How high is the cultural competency of current in-

service elementary school teachers? 

The first central question signifies the central government’s desire for social unity and for 

the improvement of multicultural families’ quality of life. To accomplish these goals, “the State 

and local governments shall prepare measures for educational support to children of multi-

cultural families to help them quickly adapt to school life and the Superintendent of each Office 

of Education,….may provide children of multi-cultural families with supportive educational 

programs in addition to regular curricula or extra-curricular programs…as well as provide them 

with support as necessary for improving their linguistic proficiency to help children develop 

language skills, such as support with teaching materials for education in Korean language and 

support for learning” (Ministry of Government Legislation, 2010). The strong will of the central 

government to prevent and abolish discrimination through educational outlets has placed much 

pressure and responsibility on stakeholders in public schools. It is necessary to ascertain the 

cultural competency of teachers, administrators and staffers within these organizations as some 

interviewees showed ignorance of the legislation as well as the term multicultural education by 
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which this program is labeled under, indicating that organizational members at the grassroots 

level seem unskilled, unqualified, and not ready to properly implement such pedagogy. 

The second central question pertains to the perceptions teachers possess regarding micro-

culture students. These perceptions carry significant weight on the future academic achievement 

of said cohort and foreshadow the potential issues of discrimination in social and professional 

environments throughout the country. As the Support for Multicultural Families Act(2008) is 

directly based on the Act on the Treatment of Foreigners (2008) in Korea, the primary goal of the 

legislation is to create a harmonious society in which both Koreans and foreigners residing in 

Korea understand and respect one another, in turn creating a unified society. Principles of 

multicultural education provide guidelines to achieve this; however, should the beliefs, 

perceptions, and attitudes of organizational actors be contradictory, it is doubtful the objective of 

the policy will be fulfilled.  

The third and final central question is directed to the level of cultural competency 

necessary to implement multicultural education. As multicultural students are members of the 

“other” group, issues arise affecting student wellbeing, welfare, and satisfaction. Korea’s 

homogeneous history and present state makes the multicultural student exposed. This exposure 

has high potential for discrimination, bullying and stereotyping from the macro-culture group. 

Moreover, issues with communication, cultural differences, and academic experience arise. 

According to the 2012 fact finding survey, 68.2 percent of multicultural students ages 9-11 

expressed experiences with intimidation and 37 percent experienced bullying. The survey also 

notes how multicultural students relationship with friends and their feelings of discrimination. 

74.2 percent of students aged 9-11 experienced discrimination. It was not identified whether this 

discrimination was primarily or fully in the school or in the surrounding areas; however, 

children’s primary atmosphere is in and around the school environment, in turn creating an 

impact on such. It is important that teachers possess a high level of cultural competency, being 

80% or higher in order to prevent and abolish these issues in academic institutions. 
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The associated sub-questions are as follows: 

1. What are the expectations of micro-culture students within the four government operated 

programs, by both teachers and schools? 

2. What do current practitioners of the multicultural education programs understand about 

multicultural theories and practices? 

3. What is the ethnic background knowledge of primary school teachers in multicultural 

education programs? 

4. What institutional or cultural barriers do primary school teachers working in multicultural 

education programs confront when conducting classes? 

This study is a mixed methods study to gain an in-depth understanding into the cultural 

competency of in-service teachers at four primary public schools in the city of Seoul, South 

Korea currently or previously selected for multicultural education programs.  The 

stakeholders involved in this initiative; school administrators, teachers, students and staff, 

may possess differing goals and expectations of the Korean as a Second Language program 

than outwardly expressed by central government. This research is focused on the beliefs and 

attitudes of organizational actors regarding multicultural education as well as their link to the 

goals set forth by current multicultural education policy.  
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<Figure 1> 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

Background of the Study  

Korean society is experiencing radical changes in its ethnic demography. Since the late 1980’s, 

the migrant worker population in South Korea has increased 35 folds (Seol, 2000). This increase 

in population is reflected in public primary and secondary education institutions showing more 

than one multicultural student enrolled in the 7,989 elementary, middle, and high schools, which 

comprise 71.8% of all schools in South Korea. “In 2008, the Ministry of Public Administration 

and Security (MPAS)
6
 reported that 58,007 children were born into families of immigrant women 

and Korean men. The population has increased more than 30% each year since 2006 (MEST, 

2008) and almost 80% of the population is under the age of 12 (MPAS, 2008). In 2011, 38,678 

                                                 
6
 MPAS is now known as the Ministry of Security and Public Administration or MOSPA  
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multicultural family students were enrolled in formal schools (MEST, 2011)” (Carl A. Grant & 

Ham, 2013, p. 79). Further increasing in 2012 to 46,954 students of which 33,792 (72%) students 

were enrolled at the elementary level (Mo & Lim, 2013). However, this population data is not 

precise due to the number of children of undocumented immigrants. It is reasoned that children of 

undocumented workers comprise a significant population in South Korea (Carl A. Grant & Ham, 

2013).  

South Korea’s homogeneous history has created varying views on the present 

phenomenon. Those with a negative perspective of the migrant population convey views of 

prejudice and discrimination affecting the micro-culture in all aspects of their lives. “Currently, 

the members of multicultural families in Korea are exposed to prejudice and discrimination from 

the workplace and the community. Their children suffer from low-achievement and alienation at 

school” (Mo & Lim, 2013, p. 98). Furthermore, as mandated in the 2010 Support for 

Multicultural Families Act, Article 4, Section 1 states that fact finding surveys are to be 

conducted highlighting and reporting the current status and conditions multicultural families 

experience. “According to a survey by the Ministry of Gender Equality and Family, the 

proportion of multicultural families that experienced social prejudice has increased from 36.4 

percent in 2009 to 41.3 percent in 2012” (Editorial, May 7, 2013). This discrimination bleeds 

over into education within the 12 to 17 year old demographic. According to the KOSIS 2012 

Multicultural Families survey, due to friend and teacher relationships, 52% of multicultural 

students within this demographic dropped out of school. Vietnamese-Korean child, Hwang Min-

woo, dubbed “Little Psy”, knows of this prejudice all too well. As he gained fame for his 

participation in the global musical hit “Gangnam Style” by popular Korean singer/actor “Psy”, 

native Koreans went on a cyber-attack against the then 7-year-old boy.  Various malicious 

comments or “악플” (Ak-bool) were made against the child referring to his multicultural 

background. The racial remarks became so vicious that the family has since sought legal action 
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against the websites posting the remarks for defamation. In reports following the racial attacks, 

Hwang Min-woo has said to be “increasingly withdrawn” (Editorial, May 7, 2013). According to 

Koreabang.com
7
, Min-woo tries to ignore the racial attacks; however, for those directed at his 

parents, he has difficulty. Being called a ‘Vietnamese kid’, although his father is Korean and his 

mother is a naturalized Korean, causes distressing emotional outbursts. In an interview with 

Koreana Quarterly, Min-woo’s mother Vu Thi Li speaks about her experience with the racial 

battery noting that, “… after some time, kids started to tease him for having a mother from 

Vietnam. I felt so bad for him, and began to regret allowing him to appear on TV. If he had 

continued to live as an ordinary child, this part of his family life would not have been revealed to 

the public.” For his mother to believe that being ‘normal’ was to not allow public knowledge of 

his heritage to be revealed speaks to the nature of the multicultural phenomenon occurring in 

South Korea today. 

Issues, such as this faced by the Vietnamese-Korean second grade elementary school 

student, have been exasperated through Korean media and entertainment since the 1980’s. 

Various displays of objectification and racism against ethnic minorities are shown on Korea 

Broadcasting System (KBS) on their ‘Gag Concert’ series and other comedy shows. On January 

26, 2014, the weekly program ‘Gag Concert’ performed in ‘black face’ showing “comedians 

Kwak Beom, Kim Jung-hoon and Hong Ye-sul [with] painted…faces and…curly wigs to portray 

black characters on stage” (Jung, 2014).        December 31, 2013, SNL Korea performed ‘black 

face’ depicting popular American movie ‘Dream Girls”. Ignorance to the issues of racial 

objectification in South Korea media is well known, especially in most recent years, with the 

public apology given by Munhwa Broadcasting Corporation (MBC) in 2013 due to its January 21, 

2013 airing of 'Quiz that Changes the World' depicting comedians Lee Kyung-shil and Kim Ji-

                                                 
7
 This is a website that translates Korean articles and news regarding social and political issues into English. 

It has been featured and/or referenced in many international publications such as The Wall Street Journal, 

The Huffington Post, and Korea Times. 
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sun parodying MICHOL
8
 by wearing similar costumes and both covered in black makeup. 

Although the parody was of a popular animated character, outraged ensued caused by its negative 

implications and objectifications of African/African Americans. A representative of the show 

gave a public statement of apology that“ From now on, we will consider fans that are watching 

overseas and will make sure that nothing like this will ever happen again" (Allkpop, 2012). This 

apology is noteworthy; however, further alludes to Korea media outlets disregard for the 

increased multicultural population demographic. The apology meant for ‘overseas’ fans is non 

inclusive of the raising percentage of South Korean multicultural population and further seeks to 

omit them from the conversation all together. The racist portrayals of African/African Americans 

and other ethnic groups in Korean media influence popular Korean opinion on foreigners due to 

their limited real exposure to foreigners. Careful analysis of South Korean policy implementation 

is essential in order to remedy this situation. 

Racial prejudice toward the micro-culture has further reached to members of the federal 

government. In 2012, Philippine native and naturalized Korean, Jasmine Lee, fell victim to racial 

attacks once she became a member of the National Assembly by way of the Saenuri Party. 

Various postings were placed on Twitter and other social media outlets pertaining to her country 

of origin and how her representation in government places negative implications on South Korea. 

For example, “By looking at Lee Jasmine’s entry to the National Assembly, it is obvious that 

there will be an increase in the inflow of illegal immigrants and purchasing marriages.”; “Why is 

she interfering with Korean politics? She is not even our citizen.”; “Her entry to the National 

Assembly will reveal the reality of multiculturalism which extorts money from Korea.”; “Go do 

politics in the Philippines.” (Choi, 2012). This discrimination pushed further into her personal life 

toward her children. Choe Sang-hun of the New York Times reported Ms. Lee’s fears of 

discrimination of her children. Much like the mother of ‘Little Psy” “she used to avoid parent-

                                                 
8
 a Korean cartoon character created with the likeness of Michael Jackson 



 

 

17 

 

teacher conferences at her son’s school for fear that he would be bullied if other students learned 

of his multiethnic roots” (Choe, 2012). This fear highlights the issues in multicultural beliefs of 

Korean natives which is being addressed by the Korean central government. 

In an effort to respect social diversity, the Korean government has made policy efforts 

toward the non-macro-culture population. The Korean government defines multicultural children 

as those born between foreign parents, typically female, and those born between a Korean parent, 

typically male (I. S. Shin, 2012).There are arguments indicating the use of such terminology, 

“multicultural family students” (Carl A. Grant & Ham, 2013, p. 79), leads to limitations and lack 

of participation in society by said cohort. This term has become such a commonplace in Korean 

society, by both citizens and ministry officials, where students born of two Korean citizens are 

known as ‘normal’ leaving the remaining student population to be foreseen, by basic opposition 

of the word, as abnormal. “Olneck (2011) points out that this categorization of difference is 

similar to how African-Americans or Latinos are categorized in the United States as “cultural 

others,” while white or European-Americans are not “othered” nor are they often looked upon as 

an ethnic group. Olneck argues that the term “multicultural family” is synonymous to being 

labeled as “the other.” From Olneck’s perspective “multicultural family students” is neither a 

neutral term nor a supportive term, but rather a term that carries a badge of inferiority. And as 

such this term –this difference - brings with its politics that privileges the offspring of two South 

Koreans with the fruits of society and hinders or denies these same social privileges to the 

offspring of a South Korean male and an immigrant woman” (Carl A. Grant & Ham, 2013, p. 80).                       

 The marriage of immigrant women, comprising a large proportion of Korean Immigration 

Service (KIS) statistics, are said to have difficulties educating their children due to a lack of 

knowledge in Korean language and culture. Thus, these children tend to have only a limited 

number of educational opportunities which result in low academic achievements (Park, 2012), 

thereby widening the achievement gap. The ‘Multicultural Families Support Act’ supports the 
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education of multicultural children specifying the necessity of education for multicultural 

children and marriage immigrants focusing on Korean language and vocational education. On the 

other hand, the multicultural education for Koreans is suggested to be done in the form of 

promotion and the multicultural understanding program ‘in order to prevent social discrimination 

and prejudice and to respect the cultural diversity’. Still, greater emphasis is placed on the former 

and this focus functions as a basis for diverse multicultural policies implemented in governmental 

agencies, for example, the Seoul Metropolitan Government. It appears more important to 

assimilate the minority cohort to South Korean historical framework and culture as opposed to 

enhance the cultural competence of its native populous. 

Korean history is one heavily infused with Confucian values and ideals. Although the 

Korean education system has undergone a plethora of changes since the end of the 19 century, its 

“curriculum consisted of ethics education focused on cultivating the morals of the students and 

educating the general public based on Confucianism” .“According to Rhee (1995), Confucianism 

emphasizes its traditional values rather than developing new ideas. Confucianistic doctrine 

inculcates upon people’s minds according to what the society expects them to follow” (S. Shin & 

Koh, 2005, p. 1). Many critics believe this system to be dominated in today’s North Eastern Asian 

countries. In the case of South Korea, Confucian values govern by way of authority and 

submission in all aspects of Korean society, namely family, community, education, and politics; 

whereas, in the case of education, the teacher plays the authority figure. According to Oh-Hwang 

(1993), “Koreans are taught that filial piety is the basis of all conducts” (p. 35), thereby affecting 

all aspects of human interaction, and the educational process is no exception. 

“Teachers are the core element that influences the quality of education and determines 

success or failure of education” (Kim & Han, 2002, p. iii). With this notion in mind, coupled with 

Confucian belief systems, it is no wonder that South Korea places such high esteem on its 

teaching positions. South Korea’s teacher education and professional development policies, 
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including developing the basic certification policy and overseeing the creation of additional 

teacher training institutes at universities is developed by the Ministry of Education, Science and 

Technology. All public school teachers must take and pass an employment test administered by 

the Metropolitan and Provincial Offices of Education to be hired. Each Office of Education 

determines how many positions they need to fill and fills those positions based on test score 

rankings of applicants. Private school teachers, once hired independently by the schools, are now 

beginning to hire their teachers based on test performance based on government advice (NCEE, 

2013). 

The issue then comes about relating to multicultural education training and testing. These 

courses from the 13 educational training institutions do not offer a diverse range of these courses 

(Table 1); however, local governments institute policy regarding such teaching pedagogy.  

<Table 1> 

 Elementary Teacher Education Programs 

Type Name Course Titles 

public Seoul National University of 

Education 

Introduction to Multicultural 

Education  

English and Multiculturalism  
 

public Gyeongin National University 

of Education 

Introduction to Multicultural 

Education  

Religion in a Multicultural 

Society  

Creative Experience and 

Multicultural Education 
 

public Cheongju National University 

of Education 

Introduction to Multicultural 

Education 

 

public Daegu National University of 

Education 

Multicultural Society and 

Multicultural Education 

Multicultural society and 

Citizenship Education  
 

public Jeonju National University of 

Education 

Understanding Diverse 

Cultures  

Introduction to Multicultural 

Education 
 

public Gwangju National University 

of Education 

Multicultural Society and 

Families  

Multicultural Education in 

the Elementary School  

Multicultural Society and 
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Education  
 

public Chinju National University of 

Education 

Ethics in a Multicultural 

Society  

Multicultural Society and 

Families  
 

public Busan National University of 

Education 

Multiculturalism and Korean 

Language Education  

 

public Chuncheon National 

University of Education 

Multicultural Ethics 

Education  

Seminar in Multicultural 

Education 

Issues in multiculturalism  

Multicultural Society and 

Education  

Multicultural Education 

and Healthy Family  
  

public Jeju National University 

Teachers College 

 

Theory and Practice in 

Multicultural Education 

 

public Gongju National University of 

Education 

 

Introduction to Multicultural 

Education  

public Korea National University of 

Education 

 

Understanding 

Multiculturalism and 

Multicultural Education  

public Ewha Woman's University 

 

Introduction to Multicultural 

Education 

Theory and practice in 

Multicultural Education 

Korean Language Education 

in a Multicultural Society  
 

Total public 12 

private 1 

total 13 

 

24 

3 

27 

(Mo & Lim, 2013) 

The downplay of the significant presence of diversity in the classroom creates a major 

issue in multicultural education. Should teachers become blind or ignorant to the notion that race, 

culture, and ethnicity play a significant role in education practices and processes leads to an 

inevitable failure to properly and adequately meet the needs of those students thereby promoting 

future academic hardships and further social dissonance. Unfortunately, there is little empirical 
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research in this area; however, Sleeter’s observations on white pre-service teachers’
9
 attitudes on 

these issues are useful here. For instance, she found that white pre-service teachers, as members 

of the dominant group, did not recognize racial inequity as a major problem in today’s schools. 

Also, they placed the blame for academic difficulty on the students of color and had lower 

academic expectations for them. Third, they preferred a colorblind approach to teaching and 

underplayed the significance of race. Lastly, many of them normalized their own culture, using it 

to compare and contrast others. Regarding pre-service South Korean teachers, Sleeter’s (2008) 

finding suggests that, as members of the “we Koreans” group, they are less likely to recognize the 

problem of inequity facing multicultural students and more likely to hold deficit views and lower 

student expectations. They are also less likely to consider “we Koreans” as a problem and more 

likely to locate the problem on the multicultural students’ differences (Watson et al., 2011).  

With an effort to handle migrant workers with inclusion as opposed to exclusion during 

the Roh Moo-hyun administration (2003-2008), the idea of multiculturalism “became an 

important part of policy dealing with foreigners in Korea, particularly focusing on measures to 

help multicultural families and their children” (Kim & Han, 2002). The issues tackled in the 

programs are various; improving multicultural awareness, understanding foreign and Korean 

cultures and languages, and supporting multicultural students’ academic achievements (Park 

Chae-Hyeong, 2012). The programs especially target elementary school students, as 74.1% of all 

multicultural children are enrolled at that level (Shin, 2012). 

According to officials in the Division of Multicultural Families in Seoul Metropolitan 

Government, support is given to language education (Korean and the mother tongue) for 

multicultural children in four target schools; Itaewon, Yeongil, Gwanghee, and Kunja Elementary 

Schools. The multicultural education policy within Seoul claims to pursue balanced objectives 

targeting both multicultural and Korean students, thereby fostering mutual understanding and 

encouraging the development of diverse identities. However, it has received a number of 

                                                 
9 Student teachers before they have undertaken any teaching 
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criticisms from scholars, depicting the contents as assimilationist policies with emphasis on 

acculturating the multicultural population with Korean ethnic characteristics, including language 

and manners. For example, in ‘the Advancement Plan of Multicultural Education Policy’
10

 in 

2012, the newly introduced policies still seem to put more stress on the Korean language program 

for helping multicultural children adjust to schools
11

, rather than on improving the multicultural 

awareness of all students and teachers.  

Furthermore, a study by Seong-Hyeok Park et al. (2007) charts the multicultural 

education project outlining its goals and targets implemented by Central Government, Local 

Government, District Office of Education, and NGOs. This chart categorizes 198 policies 

targeting married immigrant families, immigrant workers families, North Korean defectors 

families, and Korean families, while the policy goals were categorized as Multicultural 

Education, Public Health & Welfare Support, Legal Assistance, and Mutual Understanding (Y. 

Cho & Yoon, 2010) (Table 2) below.  

<Table 2> 

Frequency distribution of multicultural project by goal and target 

          <Unit: (%)> 

                    Goal 

Target  

Multicultural 

Education 

Public Health & 

Welfare Support 

Legal Assistance Mutual 

Understanding 
Total 

Married 

immigrant 

families 

43 14 10 25 92(46) 

Immigrant 

worker families 

35 8 7 25 75(38) 

North Korean 

defector families 

6 2 0 3 11(6) 

Korean families 9 2 0 9 20(10) 

Total 93(47) 26(13) 17(9) 62(31) 198(100) 

Reproduction of original image (Y. Cho & Yoon, 2010) 
 

                                                 
10

 Multicultural Student Educational Advancement Program (다문화학생교육선진화방안) 
11

 For example, the government introduced KSL (Korean as a second language) program and pre-school 

programs for language and culture education 



 

 

23 

 

From this, it can be determined that South Korean multicultural education policy targets 

minority groups, with its goal on ‘adjusting to Korean society’. Table 2; however, shows no 

mention of multicultural teacher training in the goals and targets set by the Seoul Metropolitan 

Government.  

As the years progress, so have the multicultural education policies and agendas. South 

Korean multicultural education policy has seen continuous changes. Grant and Ham (2013) 

provide a detailed view of its progressions categorized by its main purposes for students, teachers, 

and parents (Table 3) below.   

<Table 3> 

 Changes in Multicultural Education Policy from 2010 to 2012 

 2010 2011 2012 

Purpose - Support adaptation 

and academic 

achievement of 

multicultural family 

students  

- Support 

educationally 

vulnerable students 

including 

multicultural family 

infants and new 

comers  

- Improving 

awareness of general 

students, parents, and 

teachers.  

 

- Bridge the gap of 

language and culture, 

and support growth of 

multicultural family 

students  

- Protect multicultural 

family students from 

being alienated  

- Resolve academic 

achievement gap 

between multicultural 

family students and 

general students  

- Empowering 

multicultural family 

students and parents 

with their own diverse  

- Growth of all 

students as creative 

global talent  

- Customized 

education for 

individual 

characteristic of 

multicultural family 

students  

- Create a multi-

culture friendly school 

climate for 

multicultural family 

students and general 

students as well  

Students - 1:1: mentoring  

- Afterschool program  

- Base school for 

multicultural 

education  

- Summer camp  

- Korean as Second 

Language (KSL) 

program  

- Korean culture 

program  

- Bilingual Education  

- Global Leader 

- 1:1: mentoring  

- Afterschool program  

- Extend base school 

for multicultural 

education  

- Summer camp  

- KSL program  

- Korean culture 

program  

- Bilingual Education  

- Global Leader 

program  

- School entering 

preparation program  

- Multicultural 

Coordinator program  

- Intensive KSL 

program  

- Strengthen basic 

academic achievement  

- Bilingual education 

for multicultural and 

general students  

- Korean culture 

program  
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program  - Strengthen 

afterschool program 

for understanding of 

varied nations’ culture 

and history.  

- Harmony Week  

- Global leader 

program: mathematics 

and science (150), 

language (60), Art and 

Athletics (40), 

Leadership (50)  

- Networking Parents’ 

home countries: 

GKS(Global Korea 

Scholarship)  

- Reflect multicultural 

education across 

subjects  

Teachers - Multicultural teacher 

education program in 

national teachers 

colleges  

- Recommend 

multicultural teacher 

education program to 

private universities  

- Multicultural 

education for 

administrators 

(principals and vice-

principals)  

- Extend multicultural 

teacher education 

program in private 

universities  

- Multicultural teacher 

training  

- Multicultural 

education for 

administrators 

(principals and vice-

principals)  

- Open allots in 

teachers college for 

multicultural family  

- Systemized 

multicultural teacher 

education program for 

student teachers and 

in-service teachers  

- Extend allots in 

teachers college for 

multicultural family 

children (20).  

Parents - Multicultural family 

parents workshop  

- Educate 

multicultural family 

parents as bilingual 

tutors and assign in 

the base schools and 

multicultural 

education programs  

 

- Multicultural family 

parents workshop  

- Educate 

multicultural family 

parents as bilingual 

tutors and assign in 

the base schools and 

multicultural 

education programs  

 

- Translate child care 

and education 

materials for  

parents  

- Training bilingual 

tutors based on 

multicultural family 

students’ nationality, 

age and language 

preference  

- Extend participation 

of multicultural family 

parents (e.g. PTA)  

Source: Education Plan for Multicultural Family Students (MEST, 2010, 2011) and Advanced 

Plan for Multicultural Student (MEST, 2012) 
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Each year this educational policy appears more detailed in its promise; however, 

implementation remains the same. Implemented policy continues to stress after-school programs 

which are highly criticized by multicultural education experts due to their segregationist 

tendencies. In ‘The Advancement Plan of the Multicultural Education Policy’ of 2012, it is 

specifically mentioned that multicultural education should be for all students and suggested 

providing more multicultural-friendly textbooks and after-school programs for broader groups of 

students. Yet, Korean children and citizens still lack the opportunity to be part of programs 

encouraging mutual understanding and assistance in perceiving the increased diversity in a 

positive way. Mickelson (2001) details the incidence of segregation within schools via academic 

programs and names it second-generation segregation. Kang (2010) continues this notion as these 

programs are “mostly separate from those designed for ordinary Korean children” and “gives 

them (multicultural students) another stigma signaling that ‘we are different from you’” Kang’s 

observation furthered this view of a clear distinction between multicultural students and ‘normal’ 

Korean students leaving the minority cohort detached and unwanting of such courses. Not until 

the 2012 policy amendment do these efforts show consideration of in-service teacher education 

programs needed for multicultural students to achieve academically or to be inclusive of the 

macro-culture student population.  

Helping the immigrant population better adjust to Korean society is important, especially 

for social integration. However, multicultural education for the whole population, which is still 

proportionately minimal, should be further strengthened due to the impending impacts of the 

changing demography affecting Korean society as a whole rather than the limited population. Due 

to this, teachers need to exercise culturally responsive pedagogy, including both monoculture and 

non-monoculture students, in order to efficiently enhance overall student academic achievement 

and potentially reach outlining communities. In-service teachers equipped with the concept of a 

culturally responsive pedagogy facilitate and support the achievement of all students as well as 

promote awareness in outlining communities. “The current literature is replete with calls for the 
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need for more culturally competent teachers embracing a culturally responsive pedagogy (Artiles, 

et al, 2000; Brown, 2007; Cartledge & Kourea, 2008; Richards, Brown, & Forde, 2007). Given 

that teachers’ lack of awareness of their own limited cultural competence regarding minority and 

ethnically diverse students inhibits the use of effective practices with students and families from 

diverse backgrounds (Correa, Blanes-Reyes, & Rapport, 1996), and that what teachers perceive, 

believe, say, and do can disable or empower multicultural students with or without disabilities, 

the need to elevate cultural awareness among educators seems self-evident” (Taylor, 2010: 24).               

Organization of the Thesis 

The following chapter contains a review of the relevant literature on multicultural 

education including cultural competence, institutional contexts of South Korean public schools, 

multicultural and egalitarian beliefs, the related literature regarding the hidden curriculum, and 

the impact of educational policy on classroom practice and methodology. Chapter 3 describes 

qualitative methods and surveys that were used to acquire data for this study. This section will 

state the research axiom and questions. It is here that the five scales and surveys will be 

introduced and explained. Also, this chapter will present an overview of the design for this study, 

including sampling criteria and qualitative and quantitative methods used to observe and test the 

attitudes, beliefs, and perceptions of in-service teachers. Furthermore, the researcher’s potential 

bias and methods used to control said bias will be explained. Chapter 4 describes the results and 

general themes of the research. Further detail will be given regarding the outcomes of the surveys 

and analyzed as to their content. Moreover, the open ended questions asked to teachers will be 

discussed and interpreted. The final chapter, chapter 5, includes participants’ responses to open 

ended research questions, discussions of implications and further research, and a general 

conclusion. References are also included in this chapter. 
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Chapter 2: Literature Review 

Introduction 

The relevant literature reviewed includes definitions and dimensions of multicultural education, 

the importance of in-service teacher cultural awareness, belief systems in order to achieve central 

government multicultural educational goals and the dimensions of quality of school life in 

primary students. The rationale and purpose for multicultural education are summarized as well. 

According to research, multicultural theories have not been successfully infused into public 

school programs and classrooms. Theorists in multicultural education attribute this notion to a 

lack of multicultural teacher education and training. Additional explanations offered here are of 

the historical Confucian values and beliefs systems, lack of cultural awareness, the 

institutionalized bureaucratic constraints and socio-cultural contexts of urban public education in 

South Korea which have hindered its teachers’ efforts to use multiculturalism theories and 

practices in the classroom setting and the results of fact finding surveys of multicultural children 

and families. An explanation of this rationale is included. 

 

 Increased Minority Population and South Korean Public Schools 

“The number of multiracial families in South Korea has grown to around 750,000 as of July last 

year and is expected to top 1 million in 2020, according to data by the ministry” (Yonhap News, 

2014); this number, as well as others depicting multicultural and multiethnic demographics, plays 

a compelling role in the multicultural education policy efforts by the South Korean central 

government.  The Korean Immigration Service (KIS) has painstakingly worked to record 

foreigner statistics occurring throughout the nation. Primary efforts have focused on multicultural 

marriages between Korean natives and foreigners even though these numbers are lower than 

migrant worker statistics. According to the Ministry of Justice, Korea had about 547,000 migrant 

workers on short-term visas as of 2011, more than twice the number of marriage immigrants, 

205,352 (C.-u. Cho, June 5, 2013). Although the majority of these marriages recorded primarily 
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reside in the Gyeonggido province (26.5%), Seoul City places second in multicultural marriage 

residency (22.5%) (KIS, 2010). Unfortunately, this publication does not include minority child 

birth statistics; however, this information does highlight the potential of multicultural births in the 

Seoul City area. 

According to the Korean Immigration Service 2010 publication, 28.6 per cent of 

foreigners reside in the Seoul metropolitan area with the largest numbers located in 

Yeongdeunpo, Guro, and Gwanak regions. These figures play a significant role in South Korean 

federal government’s establishment of multicultural education public school programs. Although 

only four schools were chosen for these programs in 2013, it is no surprise these specific schools 

were chosen. Itaewon, Bokwang, Kunja, and Yeongil Elementary Schools were selected to 

conduct multicultural education programs housing fairly large foreigner populations in the city. 

According to KIS (2010), Yongsan, which houses both Itaewon and Bokwang Elementary 

Schools, has a recorded foreign populous of 12,290. Moreover, the Dongdaemun area, which 

houses Kunja Elementary School, has a recorded foreign population similar to Yongsan of 12,557 

foreigners and the Guro region, having a recorded foreign populous of 28,931, houses Yeongil 

Elementary School.  

According to the Seoul Metropolitan Government Elementary Korean Foreign Children 

Special Operating Plan Targets
12

 (2013) more than 200 multicultural students were enrolled in the 

four chosen schools. Unfortunately, each school recorded roughly 10 percent participation of its 

multicultural and foreign student population on average. It may be deduced that the 

implementation of current policy needs further attention. Recorded participation rates foreshadow 

varied interest in the Korean as a Second Language (KSL) program. Moreover, questions arise as 

to the marketing and advertising of these programs as well as the structure in which it was 

commenced. Multicultural education advocates for inclusivity, calling for participation of both 

micro and macro-culture students. The table below clearly illustrates the targeted student 
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Elementary School Korean Language Special Operational Planning (초등학교한국어특별반운영계획) 
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population which blatantly omits the macro-culture with a focus on students born with one native 

Korean parent and students with two foreign parents. Moreover, the selection of these schools 

appears primarily based on minority populations. As multicultural education seeks inclusivity of 

all students, minority populations should be irrelevant in school selection processes if 

multicultural education policies are to adhere to multicultural education theory and practice. 

<Table 4> 

- Status of Operating Schools (2013-2014 Scholastic Year) 

Elementary 
Schools Location 

Enrolled Students (People)   

All Total Multicultural Foreign Account 

Total   2104 205 142 63   

Kunja 
Dongdaemun 
Janan-dong 503 11 11 0 11.2 

Bokwang 

Yongsan-gu 
Itaewon-

dong 698 75 42 33 11.2 

Itaewon 

Yongsan-gu 
Itaewon-

dong 398 48 34 14 11.2 

Yeongil 
(Shingyu) 

Guro-gu 
Garibong-

dong 505 71 55 16 13.3 
 

Foreign children elementary multicultural Korean special operating plan targets 

<Korean version provided on pg. 141> 

Increase in Human Capital 

Bettering the interactions between teachers and multicultural students presents a direct effect in 

the increase of global manpower as well as an increase in human capital.  

The key contributor to economic growth, according to Latham (1998), is human capital formation, 

therefore in this vein, governments must invest in a skilled workforce and in doing so can 

economically benefit the nation state (cited in Lo Bianco, 1999). Machlup  further connects 

knowledge and human capital through a series of realizations: that capital is formed by 

investment, that investment in human resources is designed to increase their capacity to produce, 

to earn, to enjoy life, etc., and that improvements of capacity result from the acquisition of 
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'knowing what' and 'knowing how (cited in Lo Bianco, 1999). These assertions create a parallel 

between physical capital and human capital leading human capital advocates to encourage 

employers, in this case the central government, to invest in their employees (teachers). This 

extends further to the social climate of schools in which students are indeed an investment the 

government must nurture. In the view of human capital as a marketplace, signals are to be utilized 

to prompt activity and suggest appropriate methods. The TMEB and TMEA indices provide such 

signals to locate teachers in need of further investment regarding their multicultural competency 

and attitude.  

Investing in the education and social acceptance of the multicultural student population is 

a necessity as the native “one-blood” Korean population is under attack. Due to an ageing 

population
13

, low birth-rate
14

, and changes to nuclear family dynamics, partnered with the 

increase in multicultural population, the concept of heterogeneity in South Korea is no longer a 

matter of discussion, but a matter of unmistakable certainty. The United Nations Department of 

Economic and Social Affairs Population Division published a report regarding replacement 

migration
15

 in 2001. It is in this document that South Korea’s ageing population, low fertility rate 

and migration trends were reviewed and analyzed. According to this document, the continuous 

decline in births per woman coupled with the increase in life expectancy for both men and women 

plays a significant role on its potential support ratio (PSR)
16

.  

                                                 
13

 The United Nations projects Korea’s elderly population to rise to 24.1 per cent of the total in 2030 and 

37.3 per cent in 2050, the highest in the world (Kim, 2009).  
14

 Reasons for the low fertility rate in Korea include: 1) longer schooling and working prevents marrying at 

young ages; 2) more people are staying unmarried; 3) the stress of childrearing, particularly due to 

education frenzy; 4) high living costs; 5) high education costs (Korea’s per capita private spending on 

education is the second highest in the world after the United States); and 6) high childcare costs (Kim, 

2009). 
15

  Replacement migration a solution to population decline and population ageing. It refers to the 

international migration that would be needed to offset declines in the size of population and declines in the 

population of working age, as well as to offset the overall ageing of a population. 
16

 The Potential Support Ratio (PSR) is the ratio between the population in working-age group 15-64 years 

and the non-working population 65 years or older. This ratio describes the burden placed on the working 

population due to the non-working elderly population. 
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In 2001, the Korea Development Institute reported an estimated 800,000 foreigners 

resided in South Korea which was roughly 0.8 percent of the total population; a relatively small 

number. However, the foreigner population grew to over 1.5 million by 2012, totaling 2.8 percent 

of the total population, according to the Ministry of Security and Public Administration (2013) 

(now known as the Ministry of Government Administration and Home Affairs). This stark 

increase is significant to the social structure and dynamic of the country. The United Nations 

Department of Economic and Social Affairs Population Division (2001) believes that “in order to 

keep the size of the working age population (15-64 years old) constant at its maximum of 36.6 

million in 2020, the Republic of Korea would need a total of 6.4 million immigrants between 

2020 and 2050, or an average of 213,000 per year. By 2050, out of a total population of 60.1 

million, 8.4 million, or 13.9 percent, would be post-1995 immigrants and their descendants”. It is 

at this point that the concept of human capital is to be addressed, placing significant investment in 

the multicultural human capital and teacher’s cultural competency in South Korea.  

Human capital theory places an economic value on employee skill sets. Theodore Schultz 

(1981) limited the theory to inputs (human knowledge) and outputs (social and economic 

wellbeing); however, the OECD defines human capital as “the knowledge that individuals acquire 

during their life and use to produce goods and services or ideas in market and non-market 

circumstances" (OECD, 1996: p.17). Proper investment in experience, education and skills in 

multicultural elementary school students will have a direct causal relationship in the international 

growth and standing of the South Korean economy.  

Global interdependence of OECD countries and the increased globalization of the South 

Korean economy further prophesizes the increased multicultural population within South Korea 

and the need for proper utilization of their unique skill sets and strengths.  Bilateral talks between 

China and ROK as well as trilateral talks between these two countries and the United States 

illustrate the potential harmonious intergovernmental relations necessary to secure the peace in 

the East Asian region and further the global impact ROK desires. Investing in the multicultural 
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student population, especially those at the primary school level, will further impact the South 

Korean economy. With the high Chinese-Korean population, the amount of human capital is 

increased due to the language and culture abilities of this particular group. Providing a climate for 

better social acceptance allowing for foreign identity inclusivity in the social atmosphere and 

proper teacher training in multicultural education, the international growth rate of the ROK 

intensifies. These elementary school students will be able to maintain and/or grow their Chinese 

heritage, enhance their Korean nationality and use these skills to add to the already existing 

human capital in South Korea. 

Public School National Curriculum 

Diversity also creates a better enhanced learning environment for those who seek more 

innovation and creativity. According to the general guidelines of the School Curriculum of the 

Republic of South Korea (2007) amended by the Ministry of Education, Science and Technology, 

it is seen that more emphasis is placed in critical thinking and innovation as opposed to the 

previous objectives of “teaching to tests”. The framework of the curriculum design for students in 

South Korean public schools speaks to the purpose of education and how it is based on the 

principle of humanitarianism. Specifically, it “aims to assist every citizen in building up one’s 

character, developing autonomous life skills and competencies necessary to the citizens of a 

democratic society and contributing to the country and the welfare of all mankind” (p. 10). Based 

on this declaration, it can be determined that the Korean central government understands that 

education goes much further than the classroom atmosphere and well into the surrounding 

community and the country as a whole.  

Based on this purpose of education, the curriculum also presents its vision for the 

educated person with five specific targets: 1) The person who develops one’s own individuality as 

a whole person; 2) Person who exerts one’s creativity based on basic abilities; 3) Person who 

explores one’s career based on an extensive cultural background; 4) Person who creates new 

values based on an understanding of Korean culture; and 5) Person who contributes to the 
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community based on a strong sense of democratic citizenship. Diversity plays specifically to the 

third educational target set forth by the education ministry. One’s career should be based on an 

‘extensive cultural background’. It is clear that this cultural background should be addressed, 

most conveniently, through the incorporation of the multicultural student population. It may be 

concluded from these five distinct targets that cultural background has a strong causal 

relationship to the career aspirations and success in students. Furthering this agenda through 

investment in the multicultural student population creates an extensive cultural background for 

both the multicultural and native Korean students alike. Research from the United States has 

shown the benefits of diversity and the relationship it has on innovation and financial prosperity.  

Diversity has a variety of layers being gender, age, ethnicity and race. Racial diversity 

was studied in 2003 by Professor Orlando Richard of the University of Texas at Dallas. Through 

his study of 177 U.S. national banks comparing financial performance, racial diversity and 

emphasis on innovation, a direct causal relationship was found for banks with a focus on 

innovation in that increase in racial diversity was related to ‘enhanced financial performance’ 

(Phillips, 2013). This article reiterates that “for groups that value innovation and new ideas, 

diversity helps” with the 2006 study between Margaret Neale of Stanford University, Gregory 

Northcraft of the University of Illinois at Urbana-Champaign and Katherine W. Phillips, senior 

vice dean at Columbia Business School.  This study examined the impact of racial diversity on 

small decision-making groups. This study concluded that in groups where sharing information 

was attributable to success, groups with racial diversity significantly outperformed the groups 

with no racial diversity. It is in this finding that the researchers conclude that being in similar 

groups leads those involved to believe similar information and perspectives are shared 

disallowing information to be effectively processed thereby hindering creativity and innovation.  

This concept was expanded on in 2013 by Professors Denise Lewin Loyd of the 

University of Illinois, Cynthia Wang of Oklahoma State University, Robert B. Lount, Jr. of Ohio 

State University and again Katherine W. Phillips, controlling for similar group affiliation, not 



 

 

34 

 

race. 186 people were grouped as either Democrat or Republican and instructed to prepare for a 

meeting by writing a communiqué detailing their perspective on a murder mystery. Moreover, 

each person was partnered with another member of opposing views and was told to convince this 

member to change their mind. Half of the group was partnered with a member of their own party 

and the other partnered with a member of the opposing party. The study showed that those 

partnered with a member of their own party prepared less well than those who were partnered 

with an opposing party member. In conclusion, “when disagreement comes from a socially 

different person, we are prompted to work harder”. Diversity ignites cognitive action in ways that 

homogeneity does not.  

New values as stated in target four can be directly related to the minority cohort in that 

new values can be ascertained through their inclusion in Korean society; not only as a minority 

member, but also as a member of Korean society as a whole. Utilizing target one, set forth in the 

guidelines developing one’s individuality as a whole person, coupled with the concept of 

understanding Korean culture, the multicultural student is placed in a very unique and promising 

position. Should these students feel comfortable displaying their ethnic roots within Korean 

society and also take Korean culture knowledge presented in the KSL lectures, the contributions 

to the community can be endless from the creation of jobs, improvement in community living, 

advancements in global economic growth, etc. Although these targets have been set since 2007, 

they are rarely seen in the public education environment in South Korea. With a clear and 

unwavering focus on the Korean culture, history and language within the multicultural education 

courses, multicultural practices are not seen outside of students with varying ethnic backgrounds 

sitting amongst native Koreans.  

Multicultural Education and Seoul Metropolitan Government Policy Comparison 

These foreigner populations have led the current and past administrations to institute multicultural 

education into public schools in the city to end prejudicial and discriminatory acts in hopes of 

creating a positive pluralistic society. The increased numbers of minority population and births is 
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likely to continue. “In response to concerns regarding human rights and the rapidly changing 

demographics in South Korea, an increasing number of South Korean activists and educators 

(Kang, 2010; Lim, 2010, 2008; Park, 2007) advocate for multicultural education in K-12 schools 

and argue that South Korean schools fall short in meeting the needs of both multicultural and 

mono-cultural students” (Watson et al., 2011). South Korean multicultural education policy 

(2010) speaks particularly to the improvement of the lives of multicultural families and the 

unification of society; however, no specifics are given in order to do so. Instead the policy 

mandates local governments to take the necessary measures in education and advocacy to create a 

better understanding of diverse cultures necessary for preventing social discrimination and 

prejudice against multi-cultural families and to encourage members of society to acknowledge 

and respect the cultural diversity. This has been done by way of multicultural education programs 

in elementary schools throughout Seoul City.  

Multicultural education encourages educational institutions to approach both the micro 

and macro-culture. More specifically, Banks (1997) asserts that multicultural education must 

incorporate all students in order to have an equal learning opportunity regardless of their gender 

or social class as well as their ethnic, racial, or cultural characteristics.  The current Korean as a 

Second Language (KSL) programs established as multicultural education programs seek to 

assimilate the micro-culture into South Korean society by learning Korean language and culture 

as opposed to recognizing and highlighting their cultural characteristics. These after-school 

programs keep students separate from the macro-culture and do not incorporate micro-culture 

characteristics or histories into the curriculum or classroom setting.  

Four dimensions of the comprehensive definition of multicultural education include: the 

movement, the curriculum approach, the process of becoming, and the commitment (Bennett, 

1990). According to Bennett (1990) these four dimensions are defined as follows: the movement 

seeks to achieve equality of educational opportunity and equity among all identifiable groups of 

children and youth to help reverse the problems many ethnic groups face in school by 
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transforming the total school environment, especially the hidden curriculum; the curriculum 

approach is used to develop both knowledge and understanding about cultural differences and 

historical contributions of various ethnic groups and integrate multiethnic and global perspectives 

into the predominately mono-ethnic curriculum; the process is where a person develops 

multicultural competencies or becomes multicultural through perceiving, evaluating, believing, 

and doing bringing about an increased awareness of multiculturalism as the normal human 

experience; lastly the commitment is an essential ingredient to combat racism and other forms of 

discrimination through the development of appropriate skills and attitudes. 

 The first dimension, the movement, has been vastly documented in South Korean federal 

policy. The policy calls for local governments to create their own methods regarding education to 

suit their respective needs and multicultural population. This equality necessary to encourage 

educational opportunity is currently performed in KSL programs teaching multicultural students 

Korean language and culture. Micro-culture students are taken separately and taught Korean 

speaking, reading, and writing as well as Korean history and cultural attributes. The current 

program does not however include efforts regarding school transformation or the hidden 

curriculum. The traditional Korean public school curriculum must also be amended in order to 

enhance and develop knowledge and understanding about cultural differences.  

The curriculum approach stresses that an integration of multiethnic and global 

perspectives be implemented to increase multicultural awareness which seemingly is not done in 

the four Seoul public elementary schools used for this study. Textbooks are currently under 

construction to be more inclusive of the micro-culture. These books have not made their way into 

the four schools analyzed in this study therefore shedding light on the lack of multicultural 

education curriculum currently infused at Seoul public elementary schools. Funding has also been 

cut for multicultural education programs which further prevent successful implementation of 

curriculum transformation (Jang, 2014). 
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The third dimension, the process, calls for persons to become multicultural by developing 

cultural competencies.  Persons are to understand and learn through multiple ways of perception, 

evaluation, belief, and action in order to accept and appreciate the differences that lie between 

people of different cultures. The Act on the Treatment of Foreigners in Korea (2008) sought to 

tackle this issue to promote a harmonious society through understanding and respect. Once again; 

however, the policy does not inculcate methods of achievement other than allocating the Minister 

of Justice to create a ‘basic plan’ to be amended every five years. In this vein, teachers should be 

assessed according to their cultural awareness and knowledge of diversity within their classrooms 

and schools. Teachers who reflect the notions and goals presented in policy will be much more 

equipped at implementing policy successfully. 

South Korea has shown a tremendous commitment to combat racism and other forms of 

discrimination. Several multicultural education training programs
17

 have been implemented 

throughout the country as well as online for pre and in-service teachers. These programs are to 

provide both knowledge and skills to be used in the classroom and in life to promote pluralism. 

As mentioned previously, the current training programs are in need of revision and expansion. 

Currently, the five programs available for Seoul in-service teachers maintain a one-sided focus on 

minority cohorts neglecting macro-culture inclusion. It is necessary to commend the efforts of the 

Korean government multicultural education initiatives; however, as local schools and 

governments are left to their own devices to create and implement their own policies it is 

imperative to observe and analyze the attitudes and cultural competencies of street level 

bureaucrats in order to fully ascertain the effectiveness and potential success of current teaching 

practice and student achievement.  

KAME and NAME 

The Korean Association for Multicultural Education and the National Association for 

Multicultural Education in the U.S. share common views. Of course the Korean adaptation of the 

                                                 
17

 See Tables 3-5 for specific information. 
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acronym and title is directly and blatantly derived from the U.S. organization, additionally their 

organizational goals and targets are analogous. Each organization is committed to anti-

discrimination and the inclusivity of all diverse and socially disadvantaged groups. Moreover, an 

MOU was signed in 2011 by Professor Youn Kyung Cha, the president of The Korean 

Association of Multicultural Education (KAME) along with the cooperation of Professor 

Christine Sleeter from The National Association for Multicultural Education (NAME) located in 

Washington for the purpose of developing multicultural education in the future. This MOU was 

signed to foster the mutual exchange of resources between the two organizations through annual 

conferences, the exchange of information, and equivalent membership benefits between both 

NAME and KAME members to participate in official events hosted by either group. Most 

recently, a conference was held on May 8-10, 2014 at the KAME offices at Hanyang University 

providing a platform for educational researchers, practitioners, and policy makers. Although this 

platform was created for policy maker participation, it is unclear how this information will be 

integrated into South Korean central government policy. There has been much speculation 

regarding the incorporation of multicultural education in Asia, especially South Korea, due to the 

vast differences in history, diversity, race and political structure between the U.S. and ROK; 

however, experts in this field who were both invited and spoke at this conference were 

predominately from the United States. Moreover, one of the keynote speakers was none other 

than Dr. Geneva Gay, a highly respected academic in the field of multicultural education who 

adds to its very definition; a definition also used in the commission of this study. This perhaps 

may not only shed some light on the influence the U.S. has had on South Korean policy in regard 

to multiculturalism, but also in its failings.  

 The issue of race has been an issue in the U.S. since its institution. As the founding 

fathers of the United States were themselves foreigners, the issue of race has been significant for 

some time. American history shows a violence toward people of color, well documented from the 

time of Plymouth Rock to the enslavement of Africans to the sanctioned Jim Crow laws that 
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swept through the southern states. Racial discrimination and racial discourse have been prevalent 

throughout its history, and as time rolled on, policies were put in place to rectify and remedy 

these issues. This is vastly disproportionate to the history of South Korea which has been 

relatively homogeneous until fairly recently. The Korean economy and workforce continues to 

globalize and grow, and with it ethnically diversify. Although South Korea has only experienced 

the concept of notable ethnic diversity for around the last decade, it has created an assortment of 

policies and agendas to help those directly affected. It is necessary to compare the 

multiculturalism policies of these two countries to better understand the reason for such strong 

ties and linkages of agendas. 

The Migrant Integration Policy Index, or MIPEX, “is a fully interactive tool and 

reference guide to assess, compare and improve integration policy” (MIPEX, 2014). Integration 

policies from 34 countries including EU member states, Norway, Switzerland, Australia, Japan, 

and Serbia are compiled for researchers, policy makers, academics and the like to gather relevant 

and up to date data regarding integration policies. This program uses 148 policy indicators 

creating a “multi-dimensional picture of migrants’ opportunities to participate in society by 

assessing governments’ commitment to integration” (MIPEX, 2014). This system measures 

policies from these countries as well as their implementation to reveal if residents are guaranteed 

equal rights, responsibilities and opportunities. Within seven policy areas: labor market mobility, 

anti-discrimination, access to nationality, long term residence, political participation, education 

and family reunion, the path to full citizenship is analyzed. Given the fifth educational goal 

produced by the Ministry of Education, Science and Technology in its School Curriculum of the 

Republic of South Korea guidelines, which seeks to create a “person who contributes to the 

community based on a strong sense of democratic citizenship”, this index serves this study well. 

Last year, MIPEX published data on South Korea giving an overall rating of ‘slightly favorable’. 

Analyzing the seven policy areas, South Korea scored a 60 out of 100 points on the MIPEX scale. 

Although this may be viewed as a barely passing or even a failing grade, South Korea ranks just 
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below the top 10 MIPEX countries. Compared to the U.S., ROK scored a mere two points lower 

in its overall score placing the United States at 62 on the MIPEX rating system. This clearly 

shows the growth South Korea has made in the area of integration. In such a short time frame, 

South Korea has built seemingly strong policies and implementation practices using the 

frameworks and knowledge from the West, primarily the United States. As they have nearly 

reached the U.S. in overall MIPEX scoring, it may be wise to now look toward other countries 

that are more successful.  

Specifically, the MIPEX shows weaknesses in current policy comparisons between the 

two countries. As it relates to this study, access to compulsory education and implementing 

policies targeted to address the educational situation of this cohort is analogous with each country 

receiving full points (100). The inclusion of intercultural education and appreciation for cultural 

diversity was also comparable to the United States; however, each country received a low score 

of 50 out of 100 points in this area. The main premise of multicultural education is the inclusion 

of various cultures into the school curriculum as it leads to further integration within the 

community and social structures. Given the increase in multicultural population in the last ten 

years and its estimated increase over the next five years, South Korea should consider looking 

towards other countries to increase this rating. Further considerations should be taken when 

comparing ROK with the U.S. as it far surpasses the U.S. in several important areas. For example, 

teacher training and professional development programs offered in South Korea far outweigh that 

of the United States, receiving 100 points and 50 points, respectively. Moreover, the option to 

learn about migrant pupils’ culture whether in or out of school as well as supporting their parents 

and communities in the education of these children far surpasses that of the United States in 

which South Korea received a full 100 and the United States scored 0. It must be stated that 

although these scores are complementary to South Korea, specifics as to the types and the success 

rates of these initiatives are not included in the Migrant Integration Policy Index. The index does 

not display the amount of times cultural integration tactics were used in the public school system 
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or even the nature of support granted to and accessed by the multicultural population. Further 

examination of the work South Korea has completed portrays assimilation tactics and efforts to 

expose migrants to South Korean culture and language with little implementation in the opposing 

direction in comparison. Moreover, as mentioned previously in this study, the training programs 

offered to teachers and pre-service teachers in South Korea is significantly lacking. Multicultural 

education courses are not compulsory nor provided extensively at postgraduate levels. In addition 

to this, the courses that are provided are not content based which leads to more issues that 

teachers face in the classroom setting as many are not prepared to teach multicultural children. 

Three main areas in which South Korea needs improvement lie within intercultural 

education for all. Based on the definition of multicultural education used by KAME, NAME and 

the previous president of NAME Christine Sleeter, who signed the MOU between the two 

organizations, multicultural education provides knowledge about the histories, cultures, and 

contributions of diverse groups to help students create a positive self-concept. Without such 

inclusionary policies, multicultural education is not as effective or accurately used based on the 

mere definition of the phrase. MIPEX displays three key points lacking in South Korean 

multicultural policy: modification of school curricula and teacher materials to reflect changes in 

diversity of the school population, adaptability of daily life at school based on cultural or 

religious needs to avoid exclusion of pupils, and measures to support bringing migrants into the 

teacher workforce; in all three of these areas, South Korea scored a 0.  

Modification of the school curriculum has been seen in Seoul Metropolitan 

Government’s efforts to add more pictures of foreigners to the textbooks. Showing pictures of 

people of color as well as other Asians is indeed a great start; however, more effort needs to be 

taken on content as opposed to visual stimulation. Upon discussion with in-service teachers, it 

was discovered that time is not available to make significant changes in the curriculum as older 

students prepare for entry into the heavy testing environment of middle school and younger ages 

are learning to be within a school environment in general. Moreover, teachers, while feeling that 
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diversity is important to highlight in a multicultural classroom environment, are hesitant due to 

lack of training and preset demands by their administration to complete mandated tasks. 

Furthermore, these efforts are not forced upon them by their respective administrations.  Students 

are then to adapt to school life in other ways.  

The adaptability of school life is highly pertinent to this discussion as it applies to the 

interactions had between teachers and students. Education is important in most countries 

throughout the world, but very much so in the context of South Korean society and culture. In a 

country where the name of your school, the scores received on high school examinations, and 

even the work and financial history of your parents heavily influence your employment success; 

education plays a significant role in the perspective of multicultural pupils’ futures. This can be 

seen dramatically as most if not all high ranking members of notable government ministries in 

South Korea all hale from Seoul National University, the top school in the country. Should 

adaptability be lost at such an early time as elementary school, how will multicultural students 

truly ever succeed in South Korea?  

Lastly, South Korea’s inability to bring migrants into the teaching field presents a major 

issue for multicultural pupils to retain and learn their native or ethnic languages. This later 

presents an issue for inclusivity of diversity in the curriculum; moreover, the issue lies deeply in 

the ability of multicultural student self-conception. Without positive and noticeable influences of 

their ethnic origin or the ability to be comfortable in the scholastic environment, this cohort 

presents issues of distrust and discontentment. This is also coupled with the inability to learn 

immigrant languages; an area in which South Korea also earned a 0 score. Allowing migrants into 

the teacher workforce would be greatly beneficial in this area. As multicultural students cannot 

learn their own language in school, unlike the majority of MIPEX countries, this addition to the 

curriculum could allow this cohort to continue or begin to learn their ethnic or native language 

allowing for personal growth and self-conception, providing jobs for migrant parents, and being 

inclusionary of ethnic Korean pupils provides more positive interaction between the cohorts. 
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According to Cho et al (2008), when parents were given the opportunity to take an active role in 

schools, they did an excellent job and challenged social inequality. Unfortunately, this 

assertiveness and performance excellence has yet to lead to their stable future employment as 

tutors or as school administrators as the position of teachers continue to be dominated by South 

Korean natives. 

 Moreover, the MIPEX assessment found that South Korean policies are characterized by 

various restrictions on access to nationality. Immigrants’ children born in South Korea are still 

not considered Korean nationals at or around their birth (ius soli
18

). Moreover, applicants for 

Korean nationality must prove that they have a sufficient income, a requirement that has by now 

been abolished in half the MIPEX countries. Compared to most MIPEX countries, including 

Japan, naturalized citizens in South Korea are more insecure in their status because it can be 

withdrawn for proven fraud and threat to public policy/national security after many years. 

According to M.K. Lee (2010) the government budget for the education of multicultural family 

children is not inclusive of children of immigrant workers. Moreover, Oh (2009) reiterates 

MIPEX’s standing highlighting the difficulty for immigrant children to gain access to education 

due to their unstable status and parent’s fear of deportation at the government’s will. This causes 

issue with student drop-out rates or lack of education due to fear of deportation; as was the case 

of a young girl from Bangladesh, Mahia, 8, who was born in South Korea to factory worker 

parents. Because “the South Korean government does not grant citizenship to children of foreign 

nationals residing in Korea, even if they are born here…Mahia never got valid Korean 

citizenship. Since her birth was never registered in Bangladesh, Mahia is not a citizen of any 

country” (Lee, 2014). Mahia, like many others, was born in South Korea, and although the 

government offers compulsory-age education, there is a strong fear of deportation. The issue is 

complex as Mahia is and has never been a citizen of any country due to this fear and must go to a 
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as members at birth or thereafter. Ius soli prevents persons born and raised in a state from remaining 

foreign nationals with limited rights to residence and political participation. 
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country she does not know, survive in a language and culture she does not understand or speak, 

and seemingly forget about the life she has always known.  

Taking a closer look at Bangladesh-Korea relations, strong investments have been made 

in Bangladesh by South Korea and many Bangladeshi migrant workers, approximately 13,000, 

currently reside in South Korea. “More than 80 Korean companies have operations in 

Bangladesh” (Business Korea, 21 April 2014) including Samsung with the largest Korean 

investor being the Youngone Corporation which employs 50,000 people. Korean construction and 

infrastructure corporations are also operating in Bangladesh such as Hyundai Engineering and 

Construction Co. Ltd. constructing the longest bridge in Bangladesh, while two other Korean 

companies as well as a Chinese company are competing to build even larger bridges in the 

country and participate in power generation and transmission projects. It is important for 

multicultural education to begin and further expand into society so opportunities such as these 

may continue. Investing in multicultural pupils like Mahia who were born in Korea, speak Korean 

fluently, and have only known this society and are therefore well acquainted with the culture, 

help aid in the future business and intergovernmental relations. Moreover, had she learned her 

native language the possibilities are endless to the social and human capital contributions that 

could have been made.  

MIPEX concludes stating that potential victims of discrimination face many more 

obstacles to access justice in South Korea than in most MIPEX countries. Even though they can 

benefit from investigation and legal advice provided by the National Human Rights Commission, 

it has weaker powers than many equality bodies in Europe and traditional countries of 

immigration (MIPEX, 2014). 

Cultural Competency 

Culture is a term used widely in social science in order to better and further understand the nature 

and manner of people within a society. In the context of multicultural education, culture carries 

the same definition, but moves further in analysis. When considering cultural competency, the 
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task of the educator is two-fold. He/she must not only consider the culture of the student 

population, but also the culture within him/herself. Possessing one’s own cultural identity is 

paramount to this discussion as the idea of being “Korean” has become a major topic of 

conversation. Historical precedence of a homogenous society has led many to now question what 

it means to be Korean as the ethnic demographics continue to rise and diversify. The notion of 

‘one blood’ or ‘pure blood’ has been mixed with various Asian and Western DNA chromosomes 

opening the floor to diversified ideas and values not yet inclusive to the public school social 

structure. As public elementary educational institutions are faced with increased multiracial 

enrolment numbers, teachers must now scrutinize their respective Korean identity and the effects 

it plays on classroom pedagogy. Culture in itself possesses a multilayer system which plays a 

significant role in each person’s everyday life. Originating from a place of mannerisms, world 

views, language, values, assumptions, perceptions, and belief systems, culture plays a dominant 

role in classroom practice and construction. Both the visible and invisible portrayals of culture 

need to be understood and analyzed by teachers in order to make multicultural education trainings 

both effective and useful. 

“The ability to give every child a chance to succeed in school depends upon a full 

understanding of culture and learning styles” (Guild, 2004) (cited in Boutte, 1999: p. 53). The 

increasing numbers of multicultural marriages and student enrolment makes a profound need for 

all teachers, both pre and in-service, to have a strong cultural awareness and competence level in 

order to enhance the academic abilities of their students.  

As this paper analyzes the primary school level, various aspects of one’s cultural identity 

plays a role in how one views student capabilities and strengths. The National Education 

Association (NEA) views cultural competence as a key factor in enabling educators to be 

effective with students from cultures other than their own. South Korea works as a useful case 

study due to its strong homogeneous history which is rapidly diversifying. According to the NEA, 

cultural competence incorporates a list of characteristics; namely showing a view of difference, 
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possessing the ability to learn and build on varying cultural and community norms of students and 

families, and the ability to understand within-group (native Koreans) differences making each 

student unique as well as celebrating the between-group (micro-culture students) variations that 

make the South Korean society stand out. Retaining these traits allows for teaching practices to 

uniform and expand as well as facilitating an environment of respect and reciprocity necessary to 

teach students of a similar and dissimilar background. 

To teach culturally responsive pedagogy incorporating cultural facets of learning to 

general teaching practice, Gay (2002) also includes guidelines for teachers to possess: 

a) A developed cultural diversity knowledge base, 

b) The capacity to develop culturally relevant criteria, 

c) The ability to build a learning environment in which caring and cultural scaffolding 

occur, 

d) The ability to conduct cross cultural communications, and 

e) The knowledge and skills to match instruction to the students from a variety of 

cultures (cited in Atwater et al., 2010, p. 291). 

South Korea hosts a variety of ethnicities such as Chinese, Vietnamese, Japanese, Pilipino, 

Cambodian, Thai, and others. This multicultural phenomenon has become a commonplace, as a 

result of which several points of interface are created between and among people of varying 

ethnicities. In educational settings, these interactions may bring about certain complications in 

terms of teacher-student relations. Dominant racial group students produce certain social and 

educational privileges, such as access to better learning opportunities and a higher degree of 

commonality, of which minority cohorts are typically deprived due to lower economic status as 

well as cultural and language barriers. This thereby creates an educational dependency on the 

public school system to which teachers are morally and ethically obligated to recognize and 

accommodate. To be able to curtail the consequences of such impending factors, teachers need to 
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equip themselves with the culturally required skills, knowledge, and attitudes to meet the needs of 

the micro-culture student population. 

Multicultural and Egalitarian Beliefs 

The current student populations demonstrate increased diversity in cultural, racial, and ethnic 

backgrounds as well as students who do not speak Korean as their first language. However, 

primarily, current in-service teachers in South Korea are those of native Korean nationality, 

heritage, and reside within the middle class. This difference in cultures between students and 

teachers, those of which have limited exposure and experience with people of diverse cultural 

backgrounds, can produce misunderstandings that often hinder minority students’ classroom 

success (Szabo and Anderson, 2009; Larzén‐Östermark, 2009; Barry and Lechner, 1995). 

Therefore, educational policy implementation needs to examine teacher multicultural attitudes 

and knowledge of multicultural issues in education. 

 Teachers with a strong interest in multiculturalism are often more successful in 

promoting the academic success of their students. Nevertheless, the fact remains that some if not 

most teachers are unaware of their own cultural values, belief systems, and attitudes. In order for 

teachers to fully execute multicultural education, or ‘culturally relevant pedagogy’(Gay, 2010; 

Sleeter, 2003; Howard 2012), Smylie (1995) asserts that teachers must “alter their beliefs and 

conceptions of practice, their theories of practice, and their ‘theories of action’” (Cited in Gay, 

2010: p. 143). Adequate success in this area must begin with teachers identifying and 

acknowledging their own cultural identity and belief systems. 

Research from various countries shows that teacher beliefs have a significant barring on 

how they plan, organize and implement lessons as well as their responses to students (Staub & 

Stern, 2002; Hachfeld et al., 2011; Harrington & Hathaway, 1995; Zheng, 2013). Positive, or 

favorable, attitudes undoubtedly contribute to student development and learning; however, 

research in intergroup relations “suggest that different ‘favorable’ beliefs can be distinguished 

and may have differing implications for social interaction” (Hachfeld et al., 2011). Multicultural 
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and egalitarian beliefs are two distinguishable beliefs which each reflect positive attitudes toward 

immigration; however, they differ in their response to diversity. Multicultural beliefs embrace 

intercultural differences, where in the case of teacher implementation, teachers possessing this 

belief system integrate and incorporate student cultures throughout their classroom pedagogy 

represented in classroom organization, lessons, materials, and teacher/student interaction. This 

belief system leans more toward empathy (Burkard & Knox, 2004), more interethnic interaction 

(Vorauer et al., 2009) and to a stronger perception and acceptance of differences between people 

(Wolsko et al., 2000) (cited in Hachfeld et al., 2011). 

According to Diaz-Rico (2000), teachers must possess a certain skillset which is outlined 

in three separate stages: growth of an understanding of cultural diversity, engagement in the 

struggle for equity, and commitment to promoting educational achievement for all students (cited 

in Acquah and Commins, 2013). Multicultural interest better prepares teachers for these stages 

promoting a positive effect on teaching methodology and pedagogy thereby prompting greater 

academic success and inclusivity of micro-culture learners.  

Teachers with egalitarian beliefs take an equality approach to teaching where common 

traits are determined within the student population regardless of ethnic and cultural backgrounds. 

Most often referred to as ‘color-blind’ (Amanda E Lewis, 2001; Evan P. Apfelbaum, 2012; Plaut, 

Thomas, & Goren, 2009) in educational research, proponents of the egalitarian belief system 

argue that categorizations based on ethnicity are the sources of discrimination, thereby omitting 

ethnic and cultural awareness in the classroom and focusing on commonalities between students 

to favor a common curriculum (Hachfeld et al., 2011). Colorblindness is contradictory to 

multiculturalism in that it predicts greater bias, and thereby contributes to a negative diversity 

climate (Plaut et al., 2009). Failure to recognize racial differences hinders recognition of 

unconscious biases teachers may possess, thereby tainting teacher expectations and negatively 

impacting student performance. This distinction proves strong in South Korea given its 

homogeneous history as teachers and citizens alike possess limited interaction and experiences 
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with differing cultures and ethnicities, thereby leading to negative perceptions and stereotypes of 

micro-culture cohorts. In a study by Ahlquist (1991), pre-service teachers in the United States 

deriving from the dominant culture failed to believe racism and sexism exits in society, leading to 

inaccurate conclusions of “poor people, people on welfare, and some minorities were poor 

because they were lazy” (p. 59) (cited in Acquah and Commins 2013). This further eludes to the 

ideals of ‘we Korean’ South Korean society in which many nontraditional ways of life were 

perceived as nonexistent until fairly recently, for example, homosexuality, transgendered 

populations, teen pregnancy and the like. Lack of exposure from the dominant group to alternate 

ways of being, acting, and living led to negative perceptions spouting hatred and negative 

stereotyping. Moreover, the central government has created laws
19

 to protect, promote, and aid 

multicultural cohorts and their children in order to create inclusivity amongst all South Korea 

inhabitants. This progressive action taken by the hegemony should influence public opinion with 

notions of positive lifestyles and bright futures for minorities residing in South Korea; however, 

this is overwhelming inaccurate. Causey, Thomas, and Armento (2000) refer to this attitude as 

‘naïve egalitarianism’ (p. 34). Lack of or limited exposure to differing races, cultures, ethnicities, 

and nationalities tends to reinforce stereotypical beliefs and attitudes. Culturally responsive 

pedagogy is pertinent to closing the achievement gap between micro and macro-culture students 

in South Korean public schools and lowering the impact of the hidden curriculum.  

The Hidden Curriculum 

Teaching occurs in all aspects of life: individual, group, class, school and community. In respect 

to this thesis, the classroom setting is analyzed in its use of curriculum for the teaching of young 

learners. Two types of curriculum are used in this environment in which the taught seek to master 

in order to achieve success. Each curricula possesses certain goals from the hegemony which 

students must maneuver through in order to attain high grades and other academic rewards. Here, 
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students must not only ascertain what he/she will learn, but also how he/she will learn. According 

to Snyder (1970) and Hernandez (1989), these curricula are both visible and invisible; the visible 

curriculum being that of the formal curriculum, that which is transmitted through academic 

content, planned learning experience, and instructional materials outlined by schools and 

governing bodies, and the invisible curriculum or hidden curriculum being interactional, social, 

management, and organizational acts performed by teachers and school staff. (Hernandez, 1989). 

The “inferred tasks, and the means of their mastery…are rooted in teachers’ assumptions and 

values, students’ perceptions, and the social context in which both teacher and learner find 

themselves” (Snyder, 1971).  

The more visible the hidden curriculum becomes, the more significant its role plays in 

multicultural education. In Seoul, South Korea, this visibility is displayed by multicultural student 

segregation in Korean language classes brought about by current South Korean policy. Unilateral 

focus placed on multicultural and foreign students for multicultural education programs clearly 

distinguishes this cohort as different and unable to meet the demands of the government, 

classroom, and teacher expectations. The high density of micro-culture populations in the four 

government funded programs compared to their low participation rate foreshadows the concept of 

lowered student self-esteem and worth should involvement be realized.  “The hidden curriculum 

determines what becomes the basis for all participants’ sense of worth and self-esteem” (Snyder, 

1971). This concept is complementary to the circumstances of both Vu Thi Li
20

 and Jasmine Lee 

in which public knowledge of ethnic background is a hindrance to multicultural student academic 

achievement and social acceptance.   

 The hidden curriculum stems from classroom interactions between both teachers and 

students. What teachers say, believe, perceive, and think can support or impair students (Nel, 

1992). Beliefs influence how teachers may teach (Kagan, 1992) and how they understand 

multiculturalism (Sleeter, 1992) (cited in Van Hook, 2000). A closer look at classroom 
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dimensions such as teacher expectations and treatment, cultural differences, and monitoring 

provide a clear picture of the effects the hidden curriculum plays on student achievement, 

especially students of multicultural backgrounds.  

Teacher Expectations and Treatment 

The treatment of students by teachers plays a significant role in student academic achievement 

and is directly related to teacher expectations. Often human interaction is based upon expectation 

in which further contact develops these expectations as norms typically followed by the masses. 

The golem effect in which low expectations lead to a decrease in performance is derived from 

negative or low expectations from teachers. In contrast, positive reinforcement encourages 

positive results wherein the positive nature is derived from positive expectation. Rosenthal and 

Jacobson’s (1964) use of the Pygmalion effect on elementary students produced evidence to that 

fact. Teachers were told of the high academic success projections of certain students based on a 

Harvard IQ test administered
21

, the hypothesis of self-fulfilling prophesy was confirmed: reality 

can be influenced by the expectations of others with influence being either beneficial or 

detrimental depending upon the classification of the subject in question. Moreover, these results 

were confined to the first and second grade levels as these age groups showed the most significant 

disparities creating much controversy. Younger learners are more sensitive to visible and 

invisible teaching practices. Rosenthal and Jacobson continued to observe classrooms in this 

study over a two year period concluding that students with projected high IQ scores, their IQ 

scores did indeed increase primarily based on the treatment given by teachers with high 

expectations for them. Good (1981) continues with this link in his study to where teacher-student 

interactions were recorded and analyzed. These interactions were longer response times to answer 

questions, more response opportunities, significant and specific feedback, and positive approval 

gestures such as nods, touching, and smiling.  
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Actions such as these play a significant role in student morale and projected success. 

Robert Pianta
22

 continues further to assess the belief systems of teachers and how these beliefs 

play a poignant role in student achievement. Recording video of various teachers’ behavior in 

classrooms as well as questioning their beliefs of student character were performed. Here, gender 

differences were highlighted with a negative perception of male classroom behavior. In an 

interview with NPR, Pianta describes this phenomenon: 

"Say I'm a teacher and I ask a question in class, and a boy jumps up, sort of vociferously ... 'I 

know the answer! I know the answer! I know the answer!' Pianta says. "If I believe boys are 

disruptive and my job is control the classroom, then I'm going to respond with, 'Johnny! You're 

out of line here! We need you to sit down right now.' "This, Pianta says, will likely make the boy 

frustrated and emotionally disengaged. He will then be likely to escalate his behavior, which will 

simply confirm the teacher's beliefs about him, and the teacher and kid are stuck in an 

unproductive loop. But if the teacher doesn't carry those beliefs into the classroom, then the 

teacher is unlikely to see that behavior as threatening. Instead it's: " 'Johnny, tell me more about 

what you think is going on ... But also, I want you to sit down quietly now as you tell that to me,' 

" Pianta says. "Those two responses," he says, "are dictated almost entirely by two different 

interpretations of the same behavior that are driven by two different sets of beliefs" (Spiegel, 

September 17, 2012). 

Brophy and Good’s (1972) study concluded that teachers develop different attitudes 

toward children leading to varied teacher behaviors. Here, contrasting patterns were observed in 

which teachers interacted with students toward whom they felt attachment, concern, indifference 

or rejection. Although no gross favoritism was evident, these teachers provided more subtle 

support for those students towards whom they felt attachment, specifically those students that 

brought the most enjoyment (Saracho, 1991).  

Schrank (1968) created expectations in teachers selecting students at random and placing 

each in five groups based on ability ranked from high to low. The students assigned to the high 

group achieved significantly higher than those in the low group. The remaining group 

achievement means fell into the same order as that assigned to the five ability groups. The labels 

had clearly affected the amount that each group learned, notably as a result of teacher expectation 

(ibid).  
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Teacher expectations are influenced by a variety of factors, being race, family structure, 

socioeconomics, class, cultural background, language, and the like. Teachers respond to these 

cues in which students are able to understand, identify and react accordingly. Circumstances such 

as these play a significant role in South Korea as cultural differences are blatant and often 

misunderstood. 

Cultural Differences 

Culture has a strong presence in social behavior. As South Korean ethnic demography continues 

to rise, interactions between cultures, both informal and formal, will correlate. Variations between 

cultural differences may cause problems for learners while in the classroom setting as experiences 

differ from that of their respective homes and communities. For example, students from Asian 

backgrounds revere teachers as the authority figure and as a result do not question their authority. 

This behavior is illustrated through silent behavior and asking very few questions. Applying this 

dynamic in the West may allow the teacher to believe the student is disinterested, uninvolved, and 

perhaps does not understand the taught information. Students from Western backgrounds may 

show high participatory action, engage in conversation or debate with the teacher, and evoke 

additional ways of thinking and analysis.  

Applying this approach to classrooms in the Asia-Pacific may lead teachers to believe 

this student to be disruptive, argumentative, and aggressive.  These cultural differences cause 

miscommunication and issues in the classroom setting. Both examples may bring about negative 

perceptions by teachers leading to inaccurate assumptions of student ability and academic 

achievement prospects. These assumptions may affect teaching practices and methods such as 

tempo, management, organization, and participation. While some interactions become unnoticed, 

others may cause interference in student learning, “particularly in the primary grades” 

(Hernandez, 1989). Mohatt and Erickson (1981) note in their study of Native American students 

that their cultural norms emphasized cooperative and group efforts which were contradictory to 

their classroom atmosphere of competition and individuality. Attention to cultural variations is 



 

 

54 

 

necessary in this situation by perhaps implementing more group projects and refraining from 

placing students in the “spotlight” (ibid). Cultural awareness and sensitivity in teachers is 

paramount to promoting the achievement of all learners which is specifically done through 

careful monitoring. 

Teacher-Student Relationships and its Social Impact 

The impact of teacher-student relationships has a direct correlation to student achievement and 

success in school which therefore impacts students’ quality of school life (Hernandez, 1989; 

Narayan-Parker, 1999; Irvine, 2003; Gay, 2005; Baker et. al, 2008; Cho & Yoon, 2010). Past 

research validates this as Neibur & Neibur (1999) found that students who experienced positive, 

caring relationships with their teachers are more successful academically. These relationships 

play a significant role in making students better equipped to handle society as a whole 

(Christiansen, 2002). As school is the most influential institution for reinforcing proper and 

acceptable social and communication skills, teachers play a significant role in the growth process 

of students’ social networking and relationship building; this is most significant in the realm of 

multicultural integration.  When learner-centered practices
23

 are used by teachers it produces 

greater motivation in students compared to those who used fewer of such practices (Perry & 

Weinstein, 1998; Daniels & Perry, 2003). This idea is compounded in the Korea context as many 

teachers are not trained in the concepts and practices of multicultural education. Moreover, time 

constraints prevent such practice from being performed if such trained teachers exist. This plays a 

significant role in the multicultural policy implementation by the central government and its 

efforts to impact society as a whole. Teacher’s inability to practice multicultural education in the 

classroom deeply hinders the social impact on the community. 

 Mentioned previously, the central government administers its own survey every three 

years per stipulations set by the Support for Multicultural Families Act. The most recent surveys 
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were published in 2012 detailing student issues in order to relay the success of the policy and the 

current condition of public school matriculating multicultural students. Some of the most pressing 

surveys highlight the amount of violence and discrimination in schools experienced by 

multicultural students ranging in age from 9 to 18. According to these government sponsored 

surveys, 83.6 percent of students ranging in ages between 9 and 11 have experienced 

discrimination with the most extreme cases, when considering students between ages 9 and 18, 

involve South and South East Asian (81.3%) and Middle Eastern (38.1%) students. Students who 

experienced no discrimination came from Russian (53.7%), Canadian (38.5%), and American 

(32.6%) decent.  Violence in school was categorized by verbal intimidation, bullying, harassment, 

money, sexual behavior, and cyber bullying. Students (9-11) as it relates to this study experience 

mainly verbal intimidation (68.2%) and bullying (37%) with the highest numbers experienced 

from South East (89.5%) and South Asian (80.5%) students. The issue then comes not only from 

the interaction between the micro-culture student and teacher, but also the macro-culture student 

and the micro-culture student. Here is where multicultural education training and cultural 

awareness/sensitivity training are paramount as teachers need to be knowledgeable of how to deal 

with these situations and teach both student cohorts how to better engage and communicate. As 

mentioned throughout this research, multicultural education is not simply one sided, but involves 

all cohorts within a community, especially those within the public school atmosphere.  

 Quality of School Life 

Through the various elements of this literature review: increased minority population, 

multicultural education policy, cultural competency, multicultural and egalitarian beliefs, the 

hidden curriculum, teacher expectations and treatment, cultural differences, and monitoring; a 

common link can be made. The quality of school life is determined by the relationship of these 

factors and directly affects student school life satisfaction.  

The quality of school life is derived from the broader concept of quality of life (Epstein 

and McPartland, 1976; Nussbaum and Sen, 1993; Linnakylä, 1996; Karatzias et. al, 2001). 
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'Quality of life' means the level and versatility of social life experienced by individual members 

of society (Linnakylä, 1996). From the individual’s perspective, the quality of life is viewed 

holistically, analyzed by a particular point in time based on both positive and negative 

experiences. Moreover, these experiences are based on very specific aspects of life i.e. work, 

friends, family, school etc. Williams (1981, p.9) highlights the typical activities and functions of 

school life that also directly correspond to society in the following four ways: 

(1) to facilitate and certify the achievement and competence valued in the society; 

(2) to encourage and enhance an individual's personal development; 

(3) to support individuals' socialization, social relations and social integration; and 

(4) to nurture and guide an individual's social responsibility for his or her own actions. 

Placing a more general view of these functions, they can be viewed as societal expectations by 

which schools create structures and programs that convert them into activities within the school 

(Williams & Batten, 1981, p. 9): 

(1) curriculum and certification structures, which enable students who have reached agreed 

standards to qualify for promotions and certificates; 

(2) instruction structures, which facilitate personal development through learning; 

(3) socialization structures, which emphasize student participation in the social system 

of the school in order to achieve wider social integration; and 

(4) supervision structures, which engender the development of social responsibility in 

students through adjustment to and learning of prevailing social norms and values.  

These societal expectations can be met and structured within the school only through the approval 

of individuals and their attraction to the outcomes. Williams (1981) provides four major areas of 

student motivational experiences which directly correlate to the four societal expectations and 

school structures. 
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<Figure 2>

 

 

 

 

 

 

 

 

 

FIG. 1. Domains of student experience of the quality of school life (Williams & Batten, 1981, p. 

10) (cited in Linnakylä, 2006, p. 71). 

 

From the point of view of the student, obtaining competency is attractive if certification processes 

offer a secure basis for the future and new opportunities for personal development and for 

functioning and succeeding in society. From the perspective of individual growth, student 

experiences must include the experience of adventure in learning, i.e. a joyful experience which 

makes learning intrinsically motivating. The main motivating element of social integration is 

identity formation, the development of self-awareness in a school class and in relation to the 

larger society. Acquisition of social responsibility is dependent upon the student's status and 

prestige in the group (Williams & Batten, 1981, p. 10) (cited in Linnakylä, 2006, p. 71). 

The level of school life satisfaction is important to assess as it “affects psychological 

well-being, as well as school engagement, absentee rate, drop-out and behavioral problems” 

(Verkuyten & Thijs, 2002, p. 203) as well as school alienation and discontent (Fine, 1986). From 

a social cognitive perspective, school satisfaction “follows from the cognitive interpretation of the 

fulfillment of psychological needs that are essential to child development” (Verkuyten & Thijs, 

2002, p. 204). Karatzias (2001) refers to the quality of school life as “a general sense of student 

well-being, determined strictly by school-related factors and educational experiences resulting 

from pupils’ involvement in school life and their engagement in school climate” (Karatzias et al., 
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2001, p. 266). According to Epstein and McPartland (1976) the quality of school life consists of 

three parts: 1) satisfaction with school in general, 2) commitment to work, and 3) attitudes 

towards teachers. Taking this definition and breakdown into consideration, school related factors 

such as teachers, value of school, positive perception of school culture, relationships with peers, 

positive view towards personal ability and perseverance, good behavior in school and parental 

support are all positive contributing factors to learning. Moreover, the school environment is 

crucial to the general well-being of students as it contributes to the improvement of pupils’ 

learning performance as well as socialization by making school a positive experience. As this 

study relates to the multicultural attitudes of teachers in Seoul public elementary schools, it is 

necessary to ascertain the perceptions that multicultural students have regarding multicultural 

education practices implemented in their schools. This sheds light on the multicultural quality of 

school life held by the micro-culture student and the relationship between Seoul City government 

multicultural education policy and its implementation within the public elementary school system. 

Competence and relatedness are the two most basic needs for human growth. Each 

presents a feeling of social acceptance which may lead to either positive or negative emotions. 

Positive emotions such as happiness stemming from high performance in grades can create 

greater satisfaction with school. In the case of the multicultural student, this may be difficult. The 

Confucian value inspiring education fever in South Korea, in which Confucius states there is both 

a great happiness and satisfaction in constant studies
24

, ignites this issue of perception of 

academic competence and acceptance from teachers and peers. Education fever has brought about 

many social and educational problems: excessive private education expenditures, social 

disharmony between the rich and the poor, promotion of an academic attainment-oriented society, 

and “an examination hell” for college entrants (Lee, 2006). These problems are multiplied for 

multicultural students due to their dependency on the public education as private education is far 

too expensive, this enhances social disharmony, the concept of academic attainment is arduous 
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 Confucius, Analects, Book 1 Chapter 1, Penguin Classics, 1998 (cited in (Śleziak, 2013) 
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due to the language and culture barriers and the lack of inclusion of the macro-culture in 

multicultural classes, and finally the concept of examination hell is seemingly impossible for 

multicultural students at higher age levels as education fever is not a familiar or practiced belief. 

The perception of academic competence tends to convince people of their assets and abilities, and 

when done successfully, further increases the satisfaction of school life in students. 

Specifically referring to relatedness and belonging, schools play a central role in 

addressing this need. According to Baumeister and Leary (1995), children accepted by their peers 

are more likely to enjoy school and their classes. According to Kim Hee-kyung of Save the 

Children's Seoul division, multicultural children, especially those with a mother from Southeast 

Asia, face discrimination from their “one-blood” Korean peers who learn these stereotypes and 

prejudices from their parents and the media feeling unabashed to tease or bully their peers who 

they see as different. “They (Korean students) see themselves as superior to children with 

Southeast Asian heritage. They say they are dumb or poor, because Southeast Asian countries are 

less developed than Korea and that's why they assume they are inferior to them” (Thomas, 2012). 

Furthermore, peer status has a stronger impact than friendships on school perception and self-

evaluation (Green, Forehand, Beck, & Vosk, 1980). This approval or disapproval by peers leads 

to social inclusivity or exclusivity directly affecting the satisfaction of school life.  

Cultural and ethnic differences have an effect on students’ school satisfaction which is 

recognized in a study by Verkuyten and Thijs in 2002. It was in this study comparing Dutch 

children with ethnic minorities that victimization by peers occurred more often. Also, the ethnic 

minorities, which did not form a homogeneous group like the macro-culture, illustrated visible 

and cultural differences affecting their experiences. These issues had a direct effect on minority 

students’ satisfaction of school life. Fact finding surveys performed by KOSIS in 2012 represent 

similar findings. 68.2% of students aged 9-11 experienced verbal intimidation and 37% 

experienced bullying. Similar findings were given at the 12-14 age range with 64.7% 
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experiencing verbal intimidation and 35.5% experiencing bullying. When identifying those who 

dropped out of school from the ages of 12-14, 37.4% did not want to attend school any longer.  

Conclusion  

It has been asserted that teacher-student relationships are key, stemming from teachers’ cultural 

competency, belief systems, use of the hidden curriculum, treatment, recognition of cultural 

differences, and monitoring methods in the classroom. Teacher likeability affects student 

achievement and in turn, school satisfaction. With the fairly high percentage of verbal 

intimidation and bullying in Korean public schools (based on fact finding surveys ordered by the 

central government), multicultural children need and deserve a trusted ally to relay grievances 

and concerns to within the school environment. It is further asserted that the multicultural 

knowledge and awareness held by teachers may be measured and compared to multicultural 

student perception of school life, thereby creating a measurement to truly understand the impact 

current Seoul City multicultural education policy is having on the quality of life of multicultural 

students. This study focuses on Seoul City and four public elementary schools within. Drawing 

from the literature review, the concept of multicultural education is both broad and complex 

requiring a narrowed definition for the use of South Korea and more specifically the city of Seoul. 

Centering on the goals set by central government policy, beliefs, awareness and attitudes of 

teachers, the definitions of multicultural education used by South Korea ministry officials, the 

programs implemented by Seoul City, paired with the idea of quality of school life this study is 

conceptualized under the following premise: Multicultural awareness refers teachers’ awareness 

of, comfort with, and sensitivity to issues of cultural pluralism in the classroom. This awareness 

presents itself in the beliefs and attitudes of organizational actors which may reflect the goals and 

program outcomes of current central government policy; however, this disconnect between policy 

and practice is presented through improper understanding of multicultural education itself. 

Moreover, these beliefs and attitudes affect the quality of school life in multicultural students, 
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thereby impacting their social identity within Korean society further hindering or promoting the 

ultimate goal of current policy which seeks to create social unity.  

This study will measure the multicultural attitudes and beliefs of Seoul public elementary 

school teachers to ascertain the cultural competency held by said teachers and highlight its 

impending effect on current multicultural education policy. 
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Chapter 3: Methodology 

Aim of the Study 

The aim of this study is three-fold as indicated in Chapter 1: to identify the role of primary 

education teachers in educational and societal reform; 2) highlight the perceptions of primary 

education teachers on micro-culture students; and 3) to assess multicultural students’ quality of 

school life based on their perception of multicultural attributes implemented within their 

respective schools. In order to obtain this information, this study will analyze the multicultural 

attitudes and belief systems of educators at public primary education institutions implementing 

Seoul Metropolitan Government Multicultural Education Policy. Each survey was translated into 

Korean and edited to fit the situation and goal intended.  

Mixed Methods Approach 

This study utilized qualitative and quantitative research methodology. Qualitative data 

was collected in the form of interviews with teachers at Itaewon, Gwanghee, Yeongil and Kunja 

Elementary Schools. Any conclusions given were subjective, were given from the perspective of 

the participants, and were based upon varied personal experiences and knowledge. Quantitative 

data was collected in the form of an array of surveys to gauge both student and teacher 

interpretation of multicultural education and teacher-student relationships. These surveys were 

correlated in order to ascertain the effect of multicultural education policy implemented in Seoul 

public elementary schools. 

Conceptual Framework 

 

This study is enveloped using multicultural education theory compared with South Korean 

multicultural education policy, multicultural competencies, multicultural and egalitarian beliefs, 

hidden curriculum theory and the quality of school life in primary multicultural students. The 

professional experiences and contexts of the researcher as a practicing primary school English as 

a Second Language instructor also contributed to the framework. In the Methods section, further 

discussion regarding the possible bias of the researcher is provided.  
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Multicultural Education  

Definitions of multicultural education are very diverse. For the purposes of this study, the 

definition of multicultural education is taken from the National Association of Multicultural 

Education (NAME), Indiana University professor Christine Bennett and coupled with that of the 

Korean government policy. According to NAME (2003), multicultural education is a 

philosophical concept stemming from ideals of freedom, justice, equality, equity, and human 

dignity challenging all forms of discrimination in schools as well as society through the 

promotion of democratic principles of social justice. The diversity of student life and history is 

placed at the center of teaching and learning allowing multiple thinking processes and for 

students as well as teachers to critically analyze oppression and power relations in their respective 

communities, society and the world. NAME demands school staff be culturally competent and 

multiculturally literate to create a supportive environment inclusionary of multiple perspectives, 

experiences and democracy. Christine Bennett (1990) further defines multicultural education with 

the four overlapping dimensions: (1) the movement, (2) the curriculum approach, (3) the process 

of becoming, and (4) the commitment as “an approach to teaching and learning that is based upon 

democratic values and beliefs...to foster cultural pluralism within culturally diverse societies and 

an interdependent world” (Bennett, 1990, p. 11).  

 Article 5 of the “Support for Multicultural Families Act (2008)” titled “Enhancement of 

Understanding of Multicultural Families” draws on these principles of multicultural education in 

order to better understand the micro-culture and create harmonized communities through the 

process and institution of public education. The act reads:  

(1) The State and local governments shall provide education for understanding of diverse 

cultures and take necessary measures such as public relations activities in order to 

prevent social discrimination and prejudice against multicultural families and to 

encourage members of society to acknowledge and respect cultural diversity. <Amended 

by Act No. 10534, Apr. 4, 2011; Act No. 11675, Mar. 22, 2013> 

(2) The Minister of Education, and the Superintendent of each Office of Education, whether 

in the Special Metropolitan City, a Metropolitan City or Do, or a Special Self-Governing 
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Province shall devise and implement measures to provide education aimed at enhancing 

understanding of multicultural families in schools under Article 2 of the Early Childhood 

Act, Article 2 of the Elementary and Secondary Education Act, or Article 2 of the Higher 

Education Act.<Newly Inserted by Act No. 10534, Apr. 4, 2011; Act No. 11690, Mar. 23, 

2013> 

Drawing on these definitions, this study conceptualizes multicultural education to be culturally 

competent and multiculturally literate teachers and staff of public schools implementing curricula 

with democratic principles of social justice in order to challenge discrimination, both in school 

and the outlining society, by encouraging the acknowledgement and respect for cultural diversity. 

In order to uncover multicultural education beliefs systems held by teachers in Seoul public 

schools, the following items will be analyzed.  

Multicultural Competency  

The concept of multicultural competency is taken from professor Kyung-Hwan Mo of 

Seoul National University. He asserts that such competence is derived from a set of professional 

abilities encompassing knowledge, skills, values and attitude, and multicultural efficacy required 

to effectively handle diverse classrooms. These teachers are able to understand the social 

diversity of their respective societies and their students’ cultural background, possess 

multicultural efficacy, multicultural instruction skills, as well as positive attitudes toward 

diversity (Mo & Lim, 2013). This study concentrates on the multicultural attitude of public 

elementary school teachers. 

Multicultural Beliefs  

Belief systems are used in this study in order to gauge the perceptions and beliefs of in-

service primary teachers in Seoul, South Korea regarding multicultural education; in educational 

research, the term belief “refers to attitudes, views, ideologies, or models that teachers hold about 

students with a different cultural background from their own” (Hachfeld et al. 2011: p. 987). 

Multicultural and egalitarian beliefs each possess progressive attitudes toward immigration; 
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however, each are to be taken separately as they differ in interpretations of diversity. 

Multicultural beliefs in the context of education allow teachers to embrace intercultural 

differences by incorporating the diverse cultures into daily classroom practices. Egalitarian 

beliefs accentuate equality in the classroom regardless of ethnic and cultural backgrounds. To 

categorize and label groups based on ethnicity or culture is one of the sources of discrimination 

(Park and Judd, 2005). This study will focus on determining which belief system is held by public 

elementary school teachers, either being multicultural or egalitarian. 

Belief Practices  

The concept of what is taught and what is actually practiced is a widely researched topic 

in the field of education. Although teachers may be trained in certain approaches, they may not 

always implement those beliefs or feel them necessary in the classroom setting. This study 

conceptualizes belief practices as the teachers’ level of importance on cultural diversity in the 

classroom. 

Student-Teacher Relationship  

Many studies have been conducted to determine the effect of positive student-teacher 

relationships. This study seeks to expand on this empirical data in order to ascertain the effect of 

the positive relationship between native South Korean teachers and multicultural students on 

Seoul City multicultural education policy. The concept being to discover the desire to continue to 

teach multicultural students in the coming years as the micro-culture population continues to 

grow. This ‘looping’ concept illustrates the positive relationship between teachers and their 

students (Judge and Philips, 2006). 

The Hidden Curriculum  

The concept of hidden curriculum comes from Benson Snyder (1970) in his analysis of 

the hidden curriculum. The hidden curriculum refers to that which is taught, though not 

intentionally anticipated. Snyder advocates that conflict and anxiety found within educational 

institutions and students is drawn from the academic and social norms which may hinder 
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students’ individuality, creativity, and independence. The hidden curriculum provides messages 

of the “formal goals of teachers and their curriculum…that students find they must use in order to 

attain high grades and other academic rewards…rooted in the professors’ assumption and 

values…and the social context in which both teacher and taught find themselves” (Snyder, 1970: 

p. 3-4). For this study, the hidden curriculum will be used as a theory to determine the potential 

implications of the attitudes held by pubic elementary school teachers on multicultural education 

policy and multicultural students in Seoul public schools. 

Quality of School Life  

 The quality of school life of multicultural students consists of a variety of variables, i.e. 

family life, Korean language proficiency, student-teacher relationships, status and identity in class, 

achievement and opportunity, etc. As this study is narrowed to the concept of multicultural 

education, it is essential to ascertain the perception these students have on the amount of 

multicultural education practices implemented by their respective teachers and schools. Due to 

this, the quality of school life of multicultural students is conceptualized as micro-culture student 

perception of the implementation of multicultural education practices and their feeling of cultural 

acknowledgement.  

Hypothesis: Seoul City elementary school teachers’ multicultural beliefs do not reflect Seoul 

City policy being proposed.  

Participants 

The participants in this study include organizational actors (teachers) and multicultural 

students from Itaewon, Yeongil, Kunja, and Gwanghee Elementary Schools in Seoul, South 

Korea. These schools are located in urban settings with a significant multicultural and foreign 

population and are similar in nature as they all have commercial and residential components 

making them high traffic areas with increasing interest and easy accessibility to the public. 

Individual school information has been provided. 
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Itaewon Elementary School  

The sample amount for teachers at Itaewon Elementary School was 20; 2 teachers were male and 

18 teachers were female with an average of 14 years of teaching experience. None of the teachers 

at this school possessed any multicultural education training.  

Itaewon Elementary School has a multicultural student enrollment of N=54 students. 

According to collected data, 30 come from families with one foreign parent and 24 with families 

of two foreign parents; 24 boys and 30 girls. Due to limited Korean language ability, 19 

multicultural students completed surveys accounting for 35 percent of the total multicultural 

student population.  

<Table 5> 

 

Yeongil Elementary School 

The teacher sample amount at Yeongil Elementary was 20; 2 teachers were male and 18 teachers 

were female with an average of 10.3 years of teaching experience. Two teachers failed to disclose 

their years of experience. None of the teachers at this school possessed multicultural education 

training.  

Yeongil Elementary School has a multicultural student enrollment of 100 students, 45 

boys and 55 girls. According to collected data, the majority of multicultural students are of mixed 

race. Yeongil Elementary refused to have the majority of multicultural students participate in the 

survey for the following three reasons (1) to protect them from any emotional issues that may 

arise as assimilation is the school culture, (2) teachers are unaware of the cultural background of 

students and are unable to classify who should in fact take the survey and (3) the possibility of 

USA Russia Kazakhstan  England Japan Pakistan Indonesia Philippines Turkey 

10 11 1 2 3 3 2 1 2 

France Nigeria Uzbekistan Ethiopia Italy Iran Venezuela Australia China 

1 6 1 2 1 1 1 1 5 
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complaining parents
25

. Due to this, 11 students who participate in KSL classes conducted by a 

Chinese teacher participated in the survey accounting for 11 percent of the total multicultural 

population.  

<Table 6> 

Philippines China Japan 

2 96 2 

 

Kunja Elementary School 

The teacher sample for this school was 18; 3 teachers were male and 15 teachers were female 

with an average of 13.8 years of teaching experience. None of these teachers possessed 

multicultural education training.  

Kunja Elementary School has a multicultural student enrollment of 16 students, 8 boys 

and 8 girls. According to the data collected, the majority of this cohort is of mixed race. Out of 

this amount, 11 students completed surveys accounting for 68.5 percent of the total multicultural 

student population.  

<Table 7> 

Russia Mongolia Pakistan Cambodia China Vietnam Middle 

East 

1 2 1 1 6 2 3 

 

Gwanghee Elementary School 

Teacher participation at Gwanghee Elementary was 19; 3 teachers were male and 16 teachers 

were female, all with an average of 15.5 years of teaching experience. None of these participants 

possessed multicultural education training. 

Gwanghee Elementary School has a multicultural student enrollment of 40 students; 26 

come from families with one foreign parent and 15 with families of two foreign parents; 17 girls 
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 The letter sent from Yeongil Elementary detailing their reasoning can be viewed in the appendix. 
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and 23 boys. 29 of the total multicultural student population completed surveys accounting for 

72.5 percent of the total multicultural student population. The table below details the 

multicultural student population at Gwanghee Elementary School.  

<Table 8> 

Multicultural Mongolia Kazakhstan  Philippines China Vietnam Uzbekistan 

26 2 1 2 5 1 3 

 

Additional Information 

This study originally set out to study the four selected elementary schools for the 2013 Seoul 

Government Multicultural Education program. Bokwang Elementary School was removed from 

the survey and observation process. The Vice Principal was contacted in regard to data collection 

permission and was not receptive to the data collection process due to the cancelation of the 

program. As of 2013, Bokwang Elementary School had the highest number of multicultural and 

foreign students and the highest participation rate out of the four schools selected in 2013. 

This study consisted of 77 participant teachers and 70 participant multicultural students. 

The figure below illustrates the data collection surveys and the formulation of teacher 

multicultural education belief and attitude indices. 

<Figure 3> 

 

 

 

 

 

 

 

 

1. Teacher Multicultural 

Attitudes Survey 

(TMAS) 

2. Teacher Cultural Beliefs 

Scale (TCBS) 

3. Student-Teacher 

Relationship Scale 

4. Teacher Belief Practices 

Survey (TBPS) 

5. About Me (Student 

School Life Survey) 

 

Teacher 

Multicultural 

Education 

Belief 

Teacher 

Multicultural 

Education 

Attitude 



 

70 

 

Data Collection Tools 

Six data collection instruments were utilized for this research study: the Teacher Multicultural 

Attitude Survey (TMAS), the Teacher Cultural Beliefs Scale (TCBS), the Student-Teacher 

Relationship Scale (STRS), the Teacher Belief Practice Survey (TBPS), the About Me Survey 

(QOSL) and interview procedures formulated by the researcher to determine teacher 

interpretation of current legislation and beliefs and attitudes regarding the current multicultural 

phenomenon. Prior to the propagation of the data instruments, principals were asked to give 

consent for the teachers and multicultural students to participate in the surveys. The data 

instruments for the research study and the reasons why they were chosen for the study are 

provided in the following paragraphs. 

Teacher Multicultural Attitude Survey (TMAS) 

The central government in Korea has endorsed and promoted the concept of multicultural 

education. A crucial step in providing this method of learning involves the cultural awareness and 

sensitivity of teachers. To ascertain the multicultural attitudes of organizational actors at Itaewon, 

Gwanghee, Yeongil, and Kunja Elementary Schools, a survey was conducted. The Teacher 

Multicultural Attitude Survey (TMAS) was used (see Appendix B) to evaluate the multicultural 

attitudes of in-service teachers who teach culturally diverse students. This survey was developed 

to measure the multicultural awareness of teachers in K-12 settings, where multicultural 

awareness refers to teachers’ awareness of, comfort with, and sensitivity to issues of cultural 

pluralism in the classroom” (Ponterotto, Baluch, Greig, & Rivera, 1998, p. 1003). Furthermore, 

teachers with a high awareness of multiculturalism view cultural diversity as a strength feeling 

responsible for addressing multicultural issues in the curriculum as well as the teaching and 

learning process (Ponterotto et. al, 1998).  The TMAS survey consists of 20 questions asking 

respondents to rate their degree of agreement based on a 5-point Likert-type scale ranging from 1 

(strongly disagree) to 5 (strongly agree). Questions are worded in a positive and negative 

direction to control the response set. Out of the 20 questions, 13 were worded in a positive 
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direction where high scores indicated high cultural awareness/sensitivity and 7 were worded in a 

negative direction where low scores indicated high cultural awareness/sensitivity. The latter items 

are reverse scored.  

Teacher Cultural Beliefs Scale (TCBS) 

To ascertain the cultural beliefs of organizational actors at Itaewon, Gwanghee, Yeongil, and 

Kunja Elementary Schools, a survey was conducted. The Teacher Cultural Beliefs Scale (TCBS) 

was used (see Appendix C) to evaluate the cultural beliefs of in-service teachers who teach 

culturally diverse students. “The TCBS assesses multicultural and egalitarian beliefs about 

diversity, both of which reflect favorable attitudes toward immigrant students, but differ with 

regard to how cultural diversity is believed to be best accommodated in schools” (Hachfeld et al., 

2011, p. 986). This survey consists of 10 questions, six items designed to measure multicultural 

beliefs, which measure how strongly participants endorse the belief that the cultural background 

of students and their parents should be taken into consideration in teaching, and four items 

designed to measure egalitarian beliefs designed to measure how strongly participants focus on 

cultural similarities and endorse the belief that all students should be treated equally, regardless of 

their cultural background. Responses were given on a 5-point Likert scale ranging from1 

(strongly disagree) to 5 (strongly agree).  

Student-Teacher Relationship Scale (STRS) 

In order to assess the relationship between multicultural students and their teachers, the Student-

Teacher Relationship Scale (STRS) was used. This is a 5 point rating scale, using the Likert-type 

format, for both students and teachers. Due to time constraints and the aim of this study and the 

generalization the central government policy uses to identify multicultural students, teachers did 

not rate individual students; however, the general population of multicultural students within 

teachers’ classes was assessed. The same concept was used for multicultural students in which 

they did not rate each teacher they interact with; however, students were questioned about their 

homeroom teachers, to whom they have the most contact, in order to understand their feelings of 
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the relationship within the school. The items on this scale were based on a previous 16-item 

version (Pianta & Nimetz, 1991) developed from attachment theory, the attachment Q-set (Waters 

&Deane, 1985), and a review of literature on teacher–child relationships. This scale has been 

used extensively in studies of preschool and elementary-age children (e.g., Birch & Ladd, 1997, 

1998; Howes & Hamilton, 1992; Howes & Richie, 1999; Hamre & Pianta, 2001). For the 

purposes of this study, a shortened version of Pianta’s (1994) STRS was used to assess students’ 

and teachers’ perceptions of their attachment relationships with one another. In this study, 21 

items were eliminated from the STRS to better focus on the aim of the study. Fourteen of Pianta’s 

original 35 items were retained. Using this instrument, teachers and students rate the degree to 

which each description of their relationship occurs on a 5-point Likert scale (1 = never; 2 = 

rarely; 3 = sometimes; 4 = often; 5= always). An example of questions within the positive 

subscale system is, “How friendly is your teacher toward you?” and an example of the negative 

subscale is “How often do multicultural students say something that offends you?”   

Teacher Belief Practices Survey (TBPS) 

In order to further understand the classroom practices of teachers relating to their beliefs 

including cultural awareness and recognition, monitoring, and teacher-child interaction the 

Teacher Belief Practices Survey (TBPS) was conducted. Teachers’ personal beliefs about 

elementary school programs were measured using a five-point Likert scale with anchors of 

importance: 1= not at all important, 2= not very important, 3=  fairly important, 4= very 

important, and 5 = extremely important. The items included both developmentally appropriate 

and inappropriate beliefs about elementary school practices. Results for the TBPS were 

performed by calculating the mean scores for each item.  

About Me Survey 

The final survey was given to multicultural students relating to their school life experience. The 

Quality of School Life Scale (QOSL) has been renamed “About Me” to appeal to students at the 

elementary school level. It is an instrument geared toward elementary school students based on 
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the workings of Williams and Batten (1981). This survey was used to determine how 

multicultural students perceive themselves as individuals as well as members of their school 

environment which directly translate to Korean society. Societal expectations are translated into 

school programs and actions as students obtain both knowledge and skills that develop their self-

conception and cultivate their behaviors in Korean society. Students responded to the 29-question 

survey which operationalizes general positive and negative experiences in school focusing on the 

five central domains of school development of identity and status (general satisfaction, status in 

class, identity in class, achievement and opportunity, and negative effect) (Linnakylä, 2006). 

Responses regarding teacher-student relationships were omitted as a separate survey was used to 

ascertain the relationship in greater detail. In its place, five statements were added for students to 

perceive the level of multicultural education being presented in the classroom and throughout the 

school as a whole in addition to the acknowledgement of their cultures by both teachers and 

native Korean students. Responses were recorded using a four point Likert-type scale: definitely 

disagree (1), mostly disagree (2), mostly agree (3), and definitely agree (4).  

 It is important to note that quality of school life is not only determined or affected by 

school environment and participants. External factors will also make a significant effect on the 

outcome of the research. External factors include economic, societal, familial and the like. Given 

the time frame, restrictions placed on the researcher (i.e. language, time, school apprehension, 

etc.) and the focus of the study, it was not possible to account for broader external factors. The 

primary focus remained on the school atmosphere outright and was not inclusive of varying 

outside factors. 

 Interview/Observation Protocol 

The final instrument utilized for collecting data is the interview and observation protocol. These 

instruments provide rich detail of participant perspectives as they respond to the questions 

presented by the researcher. Interview protocols are often employed in research to provide in-

depth responses that provide opportunities for enhancing teaching and learning. The interview 
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protocol utilized for this study consists of open-ended questions to address any identifiable issues 

or concerns that arose from research or survey instruments. Observation protocol was conducted 

by viewing students throughout their school day and interactions with one another. Access was 

not permitted to observe students in the classroom; however, during times of ‘break’, classroom 

transitions, and start of day methods I was able to observe student interaction as well as teacher-

student interaction.  

The participants remained anonymous regarding their name; however, demographic and 

characteristic data such as age, grade, ethnicity, gender, and years of teaching experience were 

recorded by the researcher to identify emerging themes among the participants.  

Potential Research Bias 

Execution of this thesis was not without personal bias of the researcher. As a foreign resident of 

South Korea and a four consecutive year resident of Seoul, certain biases were held regarding the 

nature of this study. As an African American female and English as a Second Language 

instructor, certain views and observations had a potential to be considered when approaching 

methods of research and interview protocols. In order to prohibit and abstain from such bias, the 

researcher instituted the aid of Korean nationals when administering surveys and conducting 

interviews. Miscommunications in language and culture were minimized. 

Time spent teaching English as a Second Language plays some significance on the 

subject matter; however, teaching in private institutions compared to teaching in public 

educational organizations varies in content, structure, student populous, and cultural awareness of 

organizational actors within. The two environments, both educational in nature, are in fact very 

different in atmosphere, thereby canceling any bias based on personal instructor experience and 

knowledge. 

Limitations 

Limitations in this research were based on time, language barriers, and availability. School 

schedules begin in March in South Korea. As the bulk of the information and data was to be 
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collected during this time, many teachers and administrators were unable to commit to interview 

schedules, observation times, and survey completion. Moreover, the researcher’s schedule 

prompted limitations in data collection due to work, internship, class, and thesis writing 

schedules. 

Surveys used in the data collection of this research were created by foreign academics 

and researches from the United States and Germany. Due to this, the surveys were all originally 

written in English. This created complications not only in language barriers, but styles of writing 

culture, which are very different in South Korea. To rectify these issues, surveys were translated 

into Korean language, written to appease the South Korean style of writing, and formatted to 

South Korean survey style format.  
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Chapter 4: Findings 

Introduction 

The initial data findings will be presented in a descriptive analysis pertaining to the 

conceptualizations gathered from the literature review. Following the descriptive analysis will be 

the indices findings. This chapter is concluded with analytical analysis based on both findings.  

Teacher Multicultural Attitude Survey (TMAS) 

The Teacher Multicultural Attitude Survey was conducted at all four schools to better understand 

the level of multicultural awareness and sensitivity teachers possess. Teachers who are not 

culturally aware of their own socialization bias create a high probability for multicultural 

education efforts to be ineffective (Ponterotto and Pedersen, 1993). Participants consisted of 10 

males and 56 females. The average years of teaching was 13.125 years (SD= 9.5809). By school, 

the participants consisted of 19 teachers from Kunja Elementary School, 9 from Itaewon 

Elementary School, 20 from Yeongil Elementary School and 19 from Gwanghee Elementary 

School (N=66). The following questions were extracted to analyze whether teachers “see cultural 

diversity as a strength and feel responsibility to address multicultural issues in the curriculum and 

in the teaching/learning process” (Ponterotto and Pedersen, 1993): Question 13: “To be an 

effective teacher, one needs to be aware of cultural differences present in the classroom” and 

question 18: “Regardless of the makeup of my class, it is important for students to be aware of 

multicultural diversity.” 84.8 percent of teachers surveyed believe that to be an effective teacher, 

one needs to be aware of cultural differences present in the classroom and 89.7 percent of 

teachers believe that regardless of the cultural makeup of classes, students should be aware of 

multicultural diversity. This illustrates a positive association to multicultural education practices 

and beliefs. 

 Adhering to the definition of multicultural education used for this study, teachers of 

public schools need to be aware of the cultural diversity within their schools and possess cultural 

sensitivity. To analyze these participants further, certain questions were taken from the TMAS 
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and grouped according to their association to ‘teaching methods’ and ‘cultural awareness’. 

Questions pertaining to teaching methods are as follows: 

Question 2: “Teaching methods need to be adapted to meet the needs of a             

culturally diverse student group.” (Mean= 3.85) 

Question 8: “I believe that the teacher’s role needs to be redefined to address the   

          needs of students from culturally diverse backgrounds.” (Mean=       

           3.45) 

Question 13: “To be an effective teacher, one needs to be aware of cultural   

  differences present in the classroom.” (Mean= 4.24) 

Question 14: “Multicultural awareness training can help me to work more  

             effectively with a diverse student population.” (Mean= 4) 

(Grand Mean= 3.88; Potential= 5) 

The following chart highlights the responses of the participating teachers. 

<Figure 4> 

 

Based on the findings, it appears that teachers have a middling feeling toward multicultural 

education. This illustrates some promise of the multicultural education initiative in that teachers 
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are willing and able to commit to multicultural education training as well as make adjustments in 

their teaching methods. Teachers in these schools appear to have a  sensitivity to the cultural 

makeup of their students which is necessary to properly implement multicultural education 

practices.  

The lowest mean score for this grouping of questions comes from question 8 which 

addresses the teacher’s role in the multicultural education process. A 3.45 mean score illustrates a 

deficient amount of teachers who feel their roles should be adjusted to meet the needs of the 

culturally diverse students. This has significance in the implementation of current policy as 

multicultural education is very much at the directive of teachers. Moreover, in the context of 

South Korea, ethnic demographics are increasing at a conspicuous rate requiring the roles of 

many to change, especially teachers. Multicultural education policy will only be effective if the 

implementers express the attitude that due to changing times, changing roles are necessary. This 

plays some signifance in the cultural awareness of teachers as well. 

 

Questions were grouped together in order to further analyze teachers responses relating to cultural 

awareness. 

Question 4: “Teachers have the responsibility to be aware of their students’ cultural 

background.” (Mean= 4.29) 

Question 6: “It is not the teacher’s responsibility to encourage pride in one’s culture.” 

(Mean= 3.27) 

Question 11: “I can learn a great deal from students with culturally different 

backgrounds.” (Mean= 3.06) 

Question 17: “I am aware of the diversity of cultural backgrounds in my classroom.” 

(Mean= 4.14) 

The following chart highlights the responses of the participating teachers. 
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<Figure 5> 

 

(Grand Mean= 3.68 and Potential=5) 

The cultural awareness assessment was very interesting regarding intercultural learning. 

According to the data, teachers in Seoul feel a responsibility to be aware and are aware of the 

cultural diversity of their students. What is most surprising is that these teachers seemingly feel 

no connection with these students. The mean scores for questions 6 and 11 portray Seoul teachers 

with a disconnect between their roles as teachers of multicultural students. They fall in the middle 

range feeling as though it is not the teacher’s responsibility to encourage pride in one’s culture or 

that they can learn from students with culturally different backgrounds. This acts as a serious 

disconnect in how Seoul City government is seeking to achieve social harmony. If teachers who 

are in contact with a diverse culture of students 71.4 percent of their daily lives, but feel that they 

mostly do not learn from them or feel that they have no responsibility to encourage cultural pride, 

how then can multicultural education policy in Seoul be effective through teachers?  

This disconnect is also reiterated through the responses for question 17 on the survey 

regarding teachers awareness of the diversity of cultural backgrounds in their classrooms. A mean 

score of 4.14 indicates that teachers in these four schools are aware of the cultural diversity of 

their students which is a positive step in effectively implementing multicultural education. The 
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quandary arises when this mean score is compared to question 11 determining if teachers can 

learn from their culturally diverse students. What is important for public school teachers to 

understand is that they are not simply instructors or facilitators of multicultural education, but 

they are also participants who will benefit. It is seemingly unnecessary for teachers to identify 

student cultural diversity if they feel they cannot also learn from it. This shows an immense 

detachment from the policy, in that multicultural education cannot reach the communities (the 

goal of the policy) if the teachers are not and do not feel they must or can learn from it themselves. 

This leads to the issue of belief systems and how it effects the outcome of public policy. 

Teacher Cultural Belief Scale (TCBS) 

The TCBS was conducted at the participating four Seoul public schools in order to ascertain the 

belief systems displayed by the teachers therein. As mentioned in the literature review, both 

multiculturalism and egalitarianism are favorable attitudes toward immigrant students; however, 

the two belief systems “differ with regard to how cultural diversity is perceived and believed to 

be best accommodated in schools” (Hachfeld, 2011). Multicultural beliefs stress highlighting and 

emphasizing students’ backgrounds and egalitarian beliefs emphasize similarities and equal 

treatment of all students. To determine the belief systems of the teachers participating in the 

survey, three questions from each grouping were analyzed. For multicultural beliefs, questions 1, 

2 and 3 were extracted: (1) In the classroom, it is important to be responsive to differences 

between cultures, (2) It is important for children to learn that people from other cultures can have 

different values and (3) Respecting other cultures is something that children should learn as early 

as possible. For the egalitarian belief scale, questions 7, 8, and 10 were used: (7) Schools should 

aim to foster and support the similarities between students from different cultural backgrounds, 

(8) In the classroom, it is important that students of different origins recognize the similarities 

between them and (10) Children should learn that people of different cultural origins often have a 

lot in common.    
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<Figure 6> 

 

According to the data collected, 75.5 percent of teachers surveyed have a multicultural 

belief where 87.1 percent of teachers surveyed have an egalitarian belief. This finding highlights 

the true belief systems of teachers and perhaps even the lack of knowledge of multicultural 

education and what the current policy seeks to accomplish as well as their role as teachers 

implementing policy. Although 75.5 percent can be viewed as a high figure, 87.1 percent is much 

higher in that these teachers believe in fostering similarities between the students as opposed to 

highlighting their differences. This is a sheer contradiction to multicultural education pedagogy 

and has the strong potential to be detrimental to its implementation. Teaching beliefs should then 

be analyzed in order to be assess the way their classes are being maintained and handled in 

respect to multicultural education.  

Teacher Belief Practice Survey (TBPS) 

This survey was conducted in order to analyze the classroom practices believed by the 

participating teachers. The most relevant question for this study was question 5 in which teachers 

were asked to rate the level of importance “for activities to be responsive to the cultural diversity 

of students”.  
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<Figure 7> 

 

79 percent of teachers surveyed believe in the practice of making classroom activities 

responsive to the cultural diversity of the students within. This high response portrays teachers 

with a positive understanding of multicultural education and how it affects all students as opposed 

to solely the micro-culture cohort. Both native Korean culture as well as others has the 

opportunity to enter the class curriculum as well as activities surrounding it.  

Student-Teacher Relationship Scale (STRS) 

 The Student-Teacher Relationship Survey was conducted in order to assess the type of 

relationship had between these two groups. As proven in countless studies, the relationship 

between teacher and student is paramount to the quality of school life as well as academic 

achievement overall (Hamre & Pianta, 2001; Baker et.al, 2008; Gay, 2010). In relation to this 

study, the highlighted question taken from this survey was to determine if the teachers and 

students wished to continue the relationship for the next year of schooling. For teachers, question 

five of this survey asked “How excited would you be to have multicultural students again next 

year?” and for students “How excited would you be to have your homeroom teacher again next 

year?” This type of question suggests that if each group wishes to continue the relationship 
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(“looping”), there must be a positive relationship currently experienced within the relationship 

(Grant, Richardson, and Forsten, 2000). Also, any variation in these answers would suggest that 

either group feels better or worse about the relationship than the other. The responses showed that 

55 percent of students wish to have the same homeroom teacher for the following year, and 45 

percent of teachers wish to teach multicultural students the following year. This suggests that 

multicultural students perceive their relationship with their homeroom teachers more positively 

than teachers view their relationship with multicultural students. 

<Figure 8> 

 

About Me 

The quality of school life refers to the general well-being of students’ based strictly by school-

related factors and educational experiences resulting from their school involvement as well as 

how they are engaged in school environment (Karatzias et. al, 2001). As a cognitive component 

of quality of school life, school satisfaction is a subjective construct highlighting a student’s 

individual perceptual differences in relation to the school climate. Multicultural elementary 

students come from various ethnic and familial backgrounds placing high variations on the 

perceptions of school life. Due to this, interactions between both students and teachers were 
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analyzed as individual student accounts could not be determined. Quality of School Life was 

assessed by asking multicultural students their perception of multicultural education in their 

classrooms as well as their feeling of how their schools respond overall. Four questions (numbers 

5, 6, 8, and 9) were taken from the survey in this regard: (5) Activities in class include my 

personal culture, (6) My teacher talks about my ethnic background in class, (8) My classmates 

make an effort to know about my culture, and (9) My school cares about my cultural background.  

<Figure 9> 

 

In analyzing these responses results show that 54 percent of students feel that multicultural 

education practices are implemented and appreciated within their schools. This illustrates the 

amount of multicultural education being implemented in schools and the quality of school life 

that micro-culture students are experiencing. Should current policy be implemented effectively, 

this score would be much higher, at least within the 80 percent range.  

In this vein, teachers’ cultural beliefs and attitudes should be assessed independently to 

determine how well they align with current policy and the potential affect that may occur on their 

respective outlining communities. Independent analysis of these two characteristics is necessary 

as what people believe and how people respond can be quite different or even contradictory. It is 
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necessary to ascertain both areas to fully conceptualize the nature of multicultural education by 

way of public elementary school teachers. In order to measure the parallel between teacher beliefs 

and attitudes with current multicultural education policy, two indices have been constructed to 

indicate the level of multicultural education understanding and attitudes to foster successful 

implementation in Seoul public elementary schools.  

Construction of Indices 

Using the theoretical framework accrued from the literature review, specific elements of 

multicultural education and belief systems are used to portray the four components of successful 

multicultural education implementation by teachers. The areas under review are the movement, 

the curriculum approach, the process of becoming and the commitment.  These four conditions 

indicate the multicultural competency appropriate to effectively implement multicultural 

education formulated by the empirical framework. The movement and the curriculum approach 

have been omitted from the index to better suit the aim of this study. The movement, per the 

literature review, discusses the transformation of the school environment to be more inclusive of 

micro-culture elements. This characteristic does not directly translate to the target of this study as 

the main focus lies in teacher beliefs and attitudes regarding the implementation of the policy. 

Moreover, transformation of the school environment would be handled by school management 

and not necessarily by in-service teachers. The curriculum approach was also excluded as school 

curriculum is administered through a top-down approach from the central government. Although 

the central government policy allocated each ministry of education to “devise and implement 

measures to provide education aimed at enhancing understanding of multicultural families in 

schools”, teachers are not a part of the curriculum development process as it relates to 

multicultural education. Additionally, teachers express some form of autonomy in their classroom 

environments; however, they are still confined to the mandates set by the schools and preparing 

students for rigorous examination processes of the Korean education system. Due to this, the 



 

86 

 

remaining two characteristics will be used to analyze the link between government policy and 

teachers’ attitudes toward multicultural education policy in Seoul. 

Teacher Multicultural Education Belief Index (TMEB) 

This index has been titled the Teacher Multicultural Education Belief index (TMEB) taking on 

the concept of the third characteristic of multicultural education implementation, the process of 

becoming. The process of becoming refers to the development of multicultural competencies in a 

person or a person becoming multicultural through perceiving, evaluating, believing, and doing, 

bringing about an increased awareness of multiculturalism as the normal human experience. As 

mentioned in the literature review, Gay (1994) asserts cultural awareness as a paradox created by 

educators asserting the treatment of all children like human beings, regardless of ethnic identity, 

cultural background, or economic status as their top priority. She further expresses that a person's 

humanity cannot be isolated or divorced from his or her culture or ethnicity, being that a person 

cannot be human without culture and ethnicity, and conversely one cannot have culture and 

ethnicity without being human. Lisa Delpit states, "If one does not see color, one does not really 

see children" (Delpit, 1992). Therefore, to acknowledge and respect one another, to be fully 

human, requires mutual understanding and appreciation based on cultural understanding (cited in 

Gay, 1994). In this vein, cultural competency in Seoul City teachers is paramount to the proper 

implementation of multicultural education policy within their respective schools. Questions taken 

from the Teacher Cultural Beliefs Scale (TCBS) were used to assess this quality in participating 

teachers in this study. Questions 1 through 4 and 6 of the multicultural belief section were used as 

measures of teacher multicultural education beliefs: 

 Question 5 (When meeting with parents of different cultural backgrounds, I spend more 

time trying to understand and empathize with their perspective) was omitted from the index as it 

has a strong similarity to question 4 (Measure 4). This similarity was also shown in the responses 

to the questions as there was minimal difference in the scores. These five multicultural questions 

fit the profile of the index in that they all encompass characteristics to highlight teacher 
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acknowledgement, respect, mutual understanding and appreciation of a culture other than their 

own. Responses to these questions are inputted into the following equation to determine each 

teacher’s multicultural education competency. The example for Teacher 29 is used here. 

<Equation 1> 

 

 

    

   

The TMEB Index is an aggregated index combining data recovered from the TCBS. This 

equation denotes a formula used to create the Teacher Multicultural Education Belief index and 

was applied to all participating teachers from the four schools selected. This formula is evenly 

weighted and gives each teacher a score from 1-5 based on the calculations. Teachers’ responses 

of 4 or greater signify positive multicultural education competency and a high correlation to 

effectively implement current policy. TMEB denotes teacher multicultural education belief and n 

represents the number of entered variables used in the index.  

Measure (1): The CRDi indicates the responses to question 1 on the TCBS (In the classroom, it 

is important to be responsive to differences between cultures). This question holds significance as 

it identifies the teacher’s role in the classroom regarding multicultural education implementation. 

A significant characteristic of multicultural education is the acknowledgement and recognition of 

diverse cultures within the classroom setting. Teachers need to share this belief in order to 

successfully implement the multicultural education initiative. 

Measure (2): The DVi represents how teachers value the importance of students learning from 

diverse backgrounds. (It is important for children to learn that people from other cultures can 

have different values.) This notion rings true for the context of South Korea and its homogeneous 



 

88 

 

background. Students need to be aware of the differences in values and customs held by other 

cultures and understand their positive nature as well as the ability to enhance student’s lives 

through experience and interaction. As teachers are implementers of current policy, their 

willfulness to instruct students on the variations of different cultures highlights the potential 

success of the policy. Multicultural education seeks to foster cultural pluralism in which exposing 

and acknowledging cultural differences allows for all those involved to learn from one another 

and develop new ways of thinking. Seoul multicultural education policy seeks to create a 

harmonious society by way of the public school system. Teachers are the first step to the 

beginning of this process meaning that the knowledge acquired by their interaction and what is 

learned and accepted by them transcends to the entire student population under their tutelage and 

the students they interact with.    

Measure (3): EL signifies teachers’ beliefs in children learning about respecting cultures at an 

early age. (Respecting other cultures is something that children should learn as early as 

possible.) The literature review discusses the susceptibility of children at the elementary age and 

the effects teachers have on their formative base. Ascertaining the importance of learning to 

respect differing cultures prophesizes the goals of the policy in question and the outlying affects it 

will have on the community at large. Teachers are asked this question to ascertain their feeling of 

this empirical practice as it relates to multicultural education. Answers to this question highlight 

teachers’ competency in multicultural education and its effect on students within the early stages 

of their education.  

Measure (4): CP conveys the way teachers interact with family members of multicultural 

students. (In counseling parents who have a different cultural background than I do, I try to be 

considerate of cultural particularities.) Teachers who are considerate of the cultural 

particularities of their students and their families further signifies the multicultural awareness they 

possess as well as indicates the potential multicultural education curriculum to be executed in the 

classroom whether it be explicit or implicit. Teachers who are not considerate of the families of 
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the multicultural students within their school and classrooms shows a blatant disregard for the 

multicultural education process and control the success of current policy effectiveness. The way 

teachers interact with this cohort foreshadows if not mimics the interactions had with 

multicultural students. It is a significant measure to understand at what lengths teachers will go to 

communicate and adjust to varying cultures. 

Measure (5): TTC symbolizes teachers’ belief in cultural diversity training courses. (Dealing 

with cultural diversity should be taught in teacher training courses.) Teachers who believe that 

these courses will be helpful and useful in the classroom setting, not only in the way they interact 

with multicultural students, but also the way they plan and implement curriculum, portrays their 

belief in this teaching practice and its necessity to be administered to teachers within the city. 

Should cultural diversity be taught in teacher training courses, pre-service teachers will be more 

prepared to handle and interact with the rising multicultural student population in Seoul public 

schools and in-service teachers will be able to better connect and facilitate classroom procedures 

and lessons creating a more inclusive and accepting environment for the micro-culture cohort. 

The overarching effect of this training allows for teachers to be able to coalesce cultural 

awareness training with their everyday lives thereby effecting society as they interface with it. 

 Using these questions, the TMEB was formulated and the responses were recorded. 

Scores have been grouped together in descending order. Again, teachers with scores of 4 or 

higher are considered those who have a high multicultural competence and are able to 

successfully implement current policy effectively. This scoring out of 5 can be compared to that 

of 100, for example, a measurement of 5 is 100%, a measurement of 4 equals 80 %, a 

measurement of 3 equals 60% and so on. 
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The results are displayed visually below: 

<Figure 10> 

 

As displayed in both the table and graph, the number of teachers with a sufficient multicultural 

competency is average. Specifically, 58 percent of teachers in Seoul public elementary schools 

that participated in the survey display a high multicultural compentency illustrating a lower than 

passable potential for current multicultural education policy to be successfully carried out within 

schools.  58 percent of Seoul public elementary school teachers display a mutual understanding 

and appreciation based on cultural understanding. As this number is a little more than half the 

surveyed population, it appears that a higher number of teachers who consider it necessary to 

acknowledge, respect and appreciate cultural diversity is needed to equate to a legitimate amount 

of teachers required to successfully implement multicultural education policy. 

Teacher Multicultural Education Attitude Index (TMEA) 

The Teacher Multicultural Education Attitude Index embodies the commitment characteristic of 

multicultural education; an essential ingredient to combat racism and other forms of 

discrimination is through the development of appropriate skills and attitudes. As mentioned 

previously, there are five programs available for Seoul in-service teachers; however, these 
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programs maintain a one sided focus on minority cohorts neglecting macro-culture inclusion. As 

local schools and governments are left to their own devices to create and implement their own 

policies it is imperative to observe and analyze the attitudes of street level bureaucrats in order to 

better understand the effectiveness and potential success of the implemented policy.  

Questions from the TMAS survey were used in the development of this index. Specific 

questions relating to the attitude of teachers toward multicultural education were extracted. 

Calculations for this index are analogous to the previous index: 

<Equation 2> 

 

The TMEA index is an aggregated index combining data recovered from the TMAS. This 

equation denotes a formula used to create the Teacher Multicultural Education Attitude Index and 

was applied to all participating teachers from the four schools selected. This formula is evenly 

weighted and gives each teacher a score from 1-5 based on the calculations. Compared to the 

previous index, teachers’ responses of 4 or greater signify positive multicultural education 

attitude and a high correlation to effectively implement current policy. TMEA denotes teacher 

multicultural education attitude and n represents the number of entered variables used in the index.  

Measure (1): AMi denotes teachers’ attitudes toward adapting their teaching methods to coincide 

with the cultural diversity in their classrooms. (Teaching methods need to be adapted to meet the 

needs of a culturally diverse student group.) Multicultural education calls for the transformation 

of the current curriculum and teaching methods to be more inclusive of micro-culture cohorts. 

Teachers with a positive attitude toward alterations in teaching methods illustrates their 

acceptance of this policy and their commitment to aiding and ensuring that multicultural students 

perform well in class.     
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Measure (2): CRi refers to the feeling of reward teachers receive from teaching multicultural 

students; not only from teaching a select number, but also teaching an increasing number of 

culturally diverse students over time. (As classrooms become more culturally diverse, the 

teacher’s job becomes increasingly rewarding.) This question is most significant in the Korea 

context as the multicultural population continues to rise and has risen swiftly over the past five 

years. Moreover, children of multicultural families are represented most in public elementary 

schools as opposed to middle schools and high schools, signifying that the participants surveyed 

and their responses that were used in the computation of this index is paramount to multicultural 

education efficacy in South Korea. In order for multicultural education to be successful in schools 

and reach the outlining communities, teachers need to possess a positive attitude toward children 

of cultures other than their own.   

Measure (3): CL represents the attitudes teachers hold towards learning from their culturally 

diverse student populations. (I can learn a great deal from students with culturally different 

backgrounds.) Multicultural education calls for an interactive learning process that not only 

students are able to benefit from, but all those involved in the process. This concept is inclusive 

of teachers who have daily face-to-face contact with students of differing cultural backgrounds 

from their own. In the context of South Korea, this interaction and learning process is paramount 

to effective multicultural education practices as many native Koreans do not have the opportunity 

to meet and engage with foreigners on a daily basis. Public elementary school teachers have the 

benefit of seeing, interacting, and learning from those of varying cultural backgrounds everyday 

throughout the year. This allows for a tremendous advantage to learn from and grow with micro-

culture students as well as their families.        

Measure (4): ACD demotes the attitudes teachers have regarding the awareness of cultural 

differences in their classrooms. (To be an effective teacher, one needs to be aware of cultural 

differences present in the classroom.) Not only are these attitudes relating to the knowledge of the 
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cultures represented within their classrooms, but also how this knowledge relates to the 

effectiveness of their multicultural education teaching skills. Again, multicultural education 

asserts that cultural differences should be highlighted in the classroom, making it a priority for 

teachers.  Teachers who respond positively to this section of the formula have an optimistic 

attitude to placing multicultural education at the forefront as well as associate this attitude to the 

effectiveness of their teaching abilities. This section correlates with the first portion of the 

formula, (AMi), in that each relates to teaching methods. The clear difference between the two is 

that the ACD measure highlights the necessity in awareness of cultural diversity in the classroom 

in direct association to its effect on teacher effectiveness. This measure is of significance to South 

Korean teachers as teaching methods in the country are generalized as ‘teaching to test’. Should 

participants respond positively to this measure, it further illustrates the commitment and positive 

attitude toward multicultural education and the positive effects it will play on all students in 

public elementary schools and not solely on the micro-culture cohort.   

Measure (5): The final measure used in this index, AMD, portrays teacher attitudes to all students 

being aware of the cultural diversity regardless of the cultural makeup of the classroom. 

(Regardless of the makeup of my class, it is important for students to be aware of multicultural 

diversity.) This further emphasizes the effect of multicultural education in that it reiterates the 

necessity of all students being aware of cultural diversity and the need for all students to 

understand and acknowledge differing cultures. Teachers who respond positively to this measure 

understand and appreciate cultural diversity and the impact it has on students regardless of their 

participation in multicultural programs.  

The formula for this index was applied to all participating teachers from the four schools studied. 

Scores have been grouped together in descending order. 

 



 

94 

 

The responses have been illustrated visually: 

<Figure 11> 

 

Based on both the table and charts above, the findings portray that 33 percent of teachers hold a 

sufficient multicultural education attitude necessary to successfully implement current policy and 

67 percent hold an insufficient multicultural education attitude.  

Individual School Analysis 

Based on the information shown and the manner of which this study was conducted, it is 

necessary to determine the amount of sufficient teachers within the four participating schools to 

illustrate teachers’ overall abilities to implement multicutltural education policy in Seoul. Again, 

teachers with index scoring of 4 and above possess sufficient competencies and attitudes required 

to adequately administer and implement multicultural education policy.  

 

 

 

 



 

95 

 

<Figure 12> 

 

The TMEB index for Kunja Elementary School resulted in 53 percent of participating 

teachers with sufficient multicultural education competency and 47 percent of teachers with 

insufficient multicultural education competency. These findings show that a little more than half 

of the participating teachers have the multicultural competence necessary to effectively 

implement policy set forth by the central government.  

<Figure 13> 
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The TMEB index for Gwanghee Elementary School resulted in 70 percent of 

participating teachers with sufficient multicultural education competency and 30 percent of 

teachers with insufficient multicultural education competency. In accordance to these findings, a 

considerable number of the participating teachers have the multicultural competence necessary to 

effectively implement policy set forth by the central government.  

<Figure 14> 

 

The TMEB index for Itaewon Elementary School resulted in 38 percent of participating 

teachers with sufficient multicultural education competency and 62 percent of teachers with 

insufficient multicultural education competency. Findings show that a significant number of the 

participating teachers at Itaewon Elementary School do not have the multicultural competence 

necessary to effectively implement policy set forth by the central government.  
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<Figure 15> 

 

The TMEB index for Yeongil Elementary School resulted in 67 percent of participating 

teachers with sufficient multicultural education competency and 33 percent of teachers with 

insufficient multicultural education competency. Findings indicate that a satisfactory amount of 

the participating teachers have the multicultural competence necessary to effectively implement 

policy set forth by the central government.  

The most significant variations in responses came from questions 1 (Mean= 3.3, 

VAR=1.33) and 3 (Mean= 4.06, VAR= 1.15) of the index ascertaining teachers’ competency 

regarding responsiveness to cultural differences and children learning to respect differing cultures 

at an early age, respectively. These high variations show the vast disparities in competence held 

by teachers in Seoul public schools as well as their potential responses and actions toward 

multicultural students while present in the classroom environment. Arguably the most relevant 

question denoting the multicultural competency of teachers is measurement 1 of the TMEB. As 

stated throughout this study, multicultural education firmly asserts the necessity of 

acknowledgement of cultural diversity in the classroom as a main determinant of proper 
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execution of this teaching pedagogy. These participating teachers show a clear disparity in their 

views of this aspect leading to the logical conclusion that multicultural education, pertaining to 

the overall view of the teachers surveyed, is not properly implemented in the classroom. 

Moreover, the literature review has clearly stated that learned behaviors are at the most receptive 

when children are at their youngest. The disparity in these responses shows that teachers 

participating in this study do not have sufficient competence to behave accordingly to educate 

students in the importance of respecting diverse cultures which illustrates severe divergence from 

the policy in its attempt to create social harmony by providing “education for understanding of 

diverse cultures … and to encourage members of society to acknowledge and respect cultural 

diversity”  

Individual schools were assessed using the TMEA index as well.  

<Figure 16> 

 

The TMEA index for Kunja Elementary School resulted in 28 percent of participating 

teachers with sufficient multicultural education attitude and 72 percent of teachers with 

insufficient multicultural education attitude. Findings indicate that a substandard amount of the 
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participating teachers have the multicultural attitude necessary to effectively implement policy set 

fort by the central government.  

<Figure 17> 

 

The TMEA index for Gwanghee Elementary School resulted in 42 percent of 

participating teachers with sufficient multicultural education attitude and 58 percent of teachers 

with insufficient multicultural education attitude. Findings indicate that a unsatisfactory amount 

of the participating teachers have the multicultural attitude necessary to effectively implement 

policy set forth by the central government.  
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<Figure 18> 

 

The TMEA index for Itaewon Elementary School resulted in 11 percent of participating 

teachers with sufficient multicultural education attitude and 89 percent of teachers with 

insufficient multicultural education attitude. Findings indicate that a deficient amount of the 

participating teachers have the multicultural attitude necessary to effectively implement policy set 

forth by the central government.  
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<Figure 19> 

 

The TMEA index for Yeongil Elementary School resulted in 40 percent of participating 

teachers with sufficient multicultural education attitude and 60 percent of teachers with 

insufficient multicultural education attitude. Findings indicate that a substandard amount of the 

participating teachers have the multicultural attitude necessary to effectively implement policy set 

forth by the central government.  

Questions on the TMEA that showed significant variances were CRi (Mean= 2.57, VAR= 

1.14) and CL (Mean= 3.06, VAR= 1.01) measurements determining the cultural rewards acquired 

by the teachers and cultural learning gained from teaching multicultural students, respectively. 

These participating teachers did not find teaching multicultural students rewarding, not only in 

the current state, but also as the multicultural population continues to grow. This shows 

divergence from the policy initiatives as this policy under review in this study seeks to create 

social harmony through multicultural education. Should teachers not find reward or gain cultural 

learning through multicultural education, it begs the question of what unintended or hidden 

messages are being received by these students due to the feelings held by teachers. Additionally, 

the variations in responses regarding what is learned by teachers from the cultural diversity of 
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their students sheds light in two ways: either teachers are not taking care to adequately 

acknowledge their students’ cultures or assimilation tactics are being put in place by schools by 

which the ability to learn from diverse cultures is unattainable. In either light, teachers’ attitude 

toward learning from diverse cultures further reiterates the need for teachers to have further 

training in multicultural education to improve their attitude in order to facilitate proper 

implementation of the policy.  

 Putting these findings into context, it can be deduced that public elementary school 

teachers in Seoul City need more training in multicultural education to enhance their multicultural 

competency and attitude. Compared with the quality of school life of multicultural students, these 

numbers show an interesting relationship. Collectively, 54 percent of multicultural students have 

a high quality of school life as these students rated their school life quality with 80 percent or 

better, while 46 percent of multicultural students responded with a low quality of school life 

rating at 75 percent or lower. Further analysis of the QOSL questioning shows a low mean score 

for question 8 of this survey: My classmates make an effort to know about my culture (M=2.89). 

The mean score for this question is significant as multicultural education calls for the inclusion of 

all students and not simply the micro-culture cohort. Based on the program format established in 

Seoul public elementary schools, multicultural education classes or KSL classes are only 

inclusive of the minority groups prohibiting ‘normal’ Korean students from exposure.  

Multicultural students with the feeling that their classmates are not interested in learning about 

their cultural background highlight policy inefficiency. The variance of the responses to this 

question is also significant as it is high (VAR=1.04). Pertaining to the student’s school or perhaps 

their cultural or racial background, classmates have an interest or disinterest. 

Discussion 

The perceptions, beliefs, attitudes, and relationships held and used by these teachers play a 

significant and major role in the implementation of The Support for Multicultural Families Act as 

well as its effectiveness. As with any other student group, teachers have an unequivocal impact 
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on the lives of the multicultural students they teach whether the end result be positive or negative 

as well as on the outlining communities in which they teach. In order to obtain a better 

perspective on where teachers are at the start of the implementation process, these indices provide 

a measurable tool for government officials to gauge teacher levels to provide them with the 

necessary training and guidance to enhance the effectiveness of multicultural education policy. 

Although the impression teachers leave on students is important regardless of their cultural or 

ethnic background, the case of multicultural students is exceptional in that teachers’ multicultural 

education beliefs and attitude also have a direct relationship on multicultural students’ 

interactions with other Koreans throughout their everyday lives which impacts the goals and 

intentions of the policy in question. Moreover, this impact plays a significant role in the future of 

these students and their abilities to be successful and accomplished throughout Korean society.  

Significant findings drawn from this research require further examination. Findings from 

the TMEB show that teachers’ beliefs are not equal to the Support for Multicultural Families Act. 

Based on the scoring used for this index, only 58 percent of teachers possessed the multicultural 

beliefs in line with current policy. This scoring serves as a valid proxy when compared to the 

TCBS. Teachers showed a significant negative corresponding view toward multicultural beliefs 

as opposed to egalitarian. This illustrates that teachers in these four participating schools have 

strong beliefs in assimilation methods as opposed to multicultural. This is further evidenced from 

the letter received by Yeongil Elementary School (Appendix F). This letter expressed firm beliefs 

that students were not to be seen as ‘multicultural’ and that surveying these students could lead to 

further stress due to the differentiation. Issues may arise in situations such as these as Yeongil 

Elementary School housed the most multicultural students out of all four schools surveyed (100 

students). Moreover, this school housed the highest assemblage of a single culture in one school 

(96% Chinese). This leads to the conclusion that the Chinese students within Yeongil Elementary 

fancy themselves Korean and not Chinese which shows a blatant disregard for their Chinese 

background and the positive teachings that could be expressed and learned as a result. This 
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presents the case of assimilationist policy as opposed to multicultural policy in attempting to 

mold students into a Korean perspective of life as opposed to creating a harmoneous multicultural 

society through multiculturalism in which all cultures are represented and respected.  

Multicultural education seeks to highlight differences, not mask them. Teachers at this 

school are further perpetuating assimilation tactics: 1. By not permitting surveys to be conducted 

to all multicultural students, 2. Acknowledging that teachers within the school are unaware of the 

cultural background of their students, and 3. Allowing only those students engaging in KSL 

courses to be interviewed, leading to the assumption that these students will not suffer any 

emotional stress as if they are somehow different from the students who do not participate in the 

courses. Additionally, this letter highlights aforementioned points within this study regarding the 

discrimination and prejudices that may come as a result of the school learning of the cultural 

background of students. As mentioned previously, many parents raising multicultural students do 

not want their ethnic background exposed. This request is upheld by the school at the behest of 

parents which further prevents the adequate response to current multicultural education policy. 

Moreover, it reiterates the policies inefficiency to reach the communities as these parents do not 

feel comfortable with outsiders knowing their children’s true cultural identity. More work needs 

to be done to train teachers to interact with parents and students better in order to relieve the 

tension and stress of cultural exposure and allow students as well as parents to be proud of their 

cultural heritage.  

Another important takeaway this study brings is the acknowledgements of Korean 

teachers’ cultural awareness and social interaction with the micro-culture. Understanding and 

recognizing these attributes regarding behaviors and beliefs will shed light on the teaching 

practices performed and the perceptions gained by the students.  Schools, in fact, are the 

responsibility of government and, as such, the “factors shaping government priorities are 

potentially important influences on the perceived necessity for school reform, the resources 

available for reform, and the direction of the reforms” (Mulford, 2003:p.6). Social policies of 
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countries, school systems, or communities, are mainly concerned with achieving positive 

outcomes for its citizens, especially for those who are vulnerable (Willms, 2003). In terms of 

school systems, meeting the needs of vulnerable students (multicultural students) is critical if they 

are to make use of the knowledge and skills acquired in school in order to participate as active 

citizens in mainstream society (Willms, 2003). In this vein, more investment needs to be made in 

multicultural education for teachers in order to adequately implement policy with the intended 

goal of creating a culturally harmonious society here in South Korea. TMEB and TMEA findings 

strongly suggest that current in-service teachers in Seoul public elementary schools are in grave 

need of further investment in multicultural knowledge. This investment will lead to the better 

implementation of multicultural education policy and the betterment of the quality of school life 

in micro-culture students. The current knowledgebase held by the in-service teachers who 

participated in this study illustrate a severe mismatch between the policy and the implementation 

used by schools and teachers.  This has been further illustrated by the quality of school life 

presented by multicultural students and has severe implications on the hidden curriculum 

transferred in the classroom.  

Those teachings that are not expressly intended, but are conveyed through the teaching 

process have a higher expectancy of being visual as the TMEB and TMEA have illustrated the 

beliefs and attitudes of teachers, moreover the vast variations of their responses. As mentioned 

previously, two of the most essential characteristics of multicultural education (The CRDi and EL 

measures taken from the TMEB index: In the classroom, it is important to be responsive to 

differences between cultures and Respecting other cultures is something that children should 

learn as early as possible, respectively) has a vast variation of responses (VAR=1.33 and 

VAR=1.15, respectively) which must be perceived as gross negligence in the multicultural 

education implementation process. Teachers who are not responsive to the cultural diversity in 

the classroom have a high potential to omit these practices in the classroom setting 

unintentionally portraying to multicultural students that their culture does not matter and even 
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more so has no place in the classroom setting. Moreover, teachers who do not feel it necessary for 

children to learn to respect these cultures at an early age are missing a crucial opportunity in the 

growth process for this age group and preventing themselves from demonstrating this process for 

children who learn through their actions via blatant and hidden curriculums.  

Insufficient multicultural education attitudes displayed by teachers also has a negative 

effect on the hidden curriculum as teachers vary in their responses. As mentioned previously, 

participating teachers displayed a significant variation (VAR=1.14) in the rewards they receive 

through teaching this group and what they learn from students with culturally different 

backgrounds (VAR=1.01). A more pressing issue is shown in the lack of variation of some of 

these responses. Teachers provided similar responses to the awareness of cultural diversity in how 

it pertains to their effectiveness as a teacher (VAR= 0.3) as well as the influences it has on the 

class as a whole regardless of the cultural makeup (VAR= 0.28). Teachers responded quite 

positively to the attitude that being an effective teacher pertains to the awareness of cultural 

differences and that ALL students should be aware of multicultural diversity even if there is 

limited to no diversity in the class. Responses such as these affect the hidden curriculum as there 

appears to be much confusion in who is able to be effected by multicultural education as well as 

to whom multicultural education offers rewards. If teachers believe that there is a correlation to 

the effectiveness of their teaching and the awareness of cultural diversity in the classroom, they 

should be able to learn from those students who are from culturally diverse backgrounds. This 

transactional learning inspires both teacher and student, a concept that appears lost on the 

participating survey respondents.  

Further analysis can be taken from teacher responses to open ended interview questions. 

Most significantly, when asked to describe their feelings about multicultural education policy 

implementation within their respective schools, many teachers responded with needing 

multicultural education training, ways classes should be conducted for multicultural students and 

feelings about teaching multicultural students in general. Firstly, out of all teachers who were 



 

107 

 

surveyed, not one of the teachers possessed multicultural education training. Due to this, many 

teachers insisted on the need for multicultural education training to enable and insight better 

success both professionally for the teachers and academically for the students. Secondly, in 

regard to class construction and organization, many teachers felt that classes should be separated 

while the micro-culture learned Korean language and culture and not immediately placed in class 

with “normal” Korean students while others expressed the opposite. These feelings are confirmed 

by the results of the indexes in that teachers’ responses to key questions about multicultural 

education had high variances. Many teachers discussed feelings of stress when teaching 

multicultural students due to multicultural students’ lack of Korean language ability, lack of 

bilingual teachers within the school, and discomfort with teaching students who were not 

“normal”. Lastly, teachers expressed issue with the program and its redundancy. Teachers felt 

that the programs presented were not especially helpful to the students or the overall goals of the 

initiative. Teachers felt that more bilingual teachers and teacher helpers were needed in the 

classrooms in order to be better assist multicultural students in need. 

Additionally, the lowest mean score (Mean= 2.57) gathered in this index originated from 

teachers’ rewards granted through increased cultural diversity; however, teachers responded 

positively in making ALL students aware of cultural diversity regardless of immediate exposure. 

This sends mixed signals to the students through the hidden curriculum as teachers are not finding 

rewards, but considerably feel that ALL students should receive the reward. Implications 

prophesized through the responses of the indices shows significant variance between the beliefs 

and attitudes of teachers and the intended goals of multicultural education policy. This will have 

considerable effect on multicultural and native Korean students as they continue on through the 

public education system to eventually arrive in the workforce. 

Further scrutiny of the index results highlights more questioning: (1) What are the 

reasons teacher responses varied?; (2) What are some possible reasons for variations in 

competency in schools?; (3) Do the variations in years of teaching experience, populations of 
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multicultural students, or lack of training have any correlation with the level of cultural 

competency held by in-service teachers?; (4) Is there a link between cultural competency held by 

in-service teachers and the quality of school life in multicultural students?; and (5) What are the 

true feelings of teacher regarding multicultural education programs? These questions and more 

may be considered for future research in order to broaden the scope and further investigate issues 

relating to multicultural education policy implementation as well as teacher implementation 

abilities. 
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                                         Chapter 5: Conclusion 

Summary 

This study began with the hypothesis that Seoul City elementary school teachers’ multicultural 

beliefs do not reflect Seoul City multicultural education policy being proposed. To determine this, 

two indices were developed to determine teacher multicultural education beliefs and multicultural 

education attitude and compared the results of these indices with the goals and intentions set forth 

by Korean central government policy. Based on the data collected, analyzed and reported, the 

hypothesis can be accepted. The amount of culturally competent teachers has proven minimal 

leading to further training needed by Seoul Metropolitan Government for teachers at the 

elementary school level. As multicultural populations continue to rise, further stress and strain on 

Seoul City’s education system as well as its organizational actors will respond accordingly. 

Actions taken, as this study suggests, to analyze the multicultural backgrounds of teachers will 

further aid in policy implementation and development. 

The impact of globalization has had an effect on OECD countries and South Korea is no 

exception. In an effort to respond to globalization and the increasing number of its immigrant and 

multicultural population, South Korea has made use of the pedagogical tool multicultural 

education to aid it through the challenges of increasing ethnic diversity. Under the umbrella of 

multicultural education, South Korea’s ‘Korean as a Second Language’ programs have taken 

center stage. It is undoubtedly necessary for multicultural students to learn Korean language and 

culture for better acclimation into society and the school system; however, the more significant 

issue between the South Korean central government and society appears to be in difference, 

inequality, power and privilege. As there are authors who believe negatively in the equal and fair 

treatment of everyone regardless of defining characteristics (Young, 1990), Grant and Ham 

(2013) also criticize those who use multicultural education as a cover to homogenize those that 

are “different” (p. 87).  As detailed in the ‘Support for Multicultural Families Act’, South Korean 

policy aims to be inclusive of each cohort in an effort to create a harmonious society, i.e. social 
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cohesion. Using education as a base, I believe that South Korea will continue to excel in its policy 

and make further strides in completing this goal to end discrimination and build an environment 

where all inhabitants may live amicably.  

South Korea has achieved a great deal in such a short amount of time in which it will 

soon surpass that of its model country, the United States. Looking toward other countries such as 

Sweden and Canada, South Korea can turn itself into a model country for the United States to 

follow. Using the TMEB and TMEA as a tool throughout the city of Seoul may begin the 

necessary assessment of pre and in-service teachers to better implement multicultural education 

and perhaps further studies can be performed in workplaces, i.e. government offices, businesses 

and conglomerates, putting South Korea in an even more advantageous position to become a 

model nation throughout the globe. 

Multicultural awareness refers teachers’ awareness of, comfort with, and sensitivity to 

issues of cultural pluralism in the classroom. This awareness presents itself in the beliefs and 

attitudes of organizational actors which may not reflect the goals and projected program 

outcomes of current central government policy; moreover, this disconnect between policy and 

practice is presented through improper understanding of multicultural education itself. My first 

research question dealt with the role teachers see themselves playing in the implementation of 

multicultural education and societal reform. Based on the findings of the TMEA, teachers do not 

feel the necessity to modify their role to meet the needs of culturally diverse students. Given the 

homogeneity of South Korea and the homogeneity of teachers in South Korea, it is pertinent for 

teachers to take the leading role in identifying and nurturing the cultural diversities present within 

their classrooms in order to foster the positive relationships within their communities.  

Responses to this question provide the central government as well as the Seoul Metropolitan 

Government with targets to achieve through use of multicultural education training for teachers 

and expanding on the programs currently in place. Current policy utilizes the social construct of 

the public school to serve as passageway to implement this policy; however, has yet to fully 
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ascertain the knowledgebase of their instruments, i.e. teachers, in order to assess its potential 

outcome. The TMEB and the TMEA serve as useful tools for governments to detect 

characteristics in teachers to better implement social and educational policy. Identifying the 

beliefs and attitudes of teachers as it relates to multicultural education provides a clear distinction 

to locate teachers with the necessary competency for implementing multicultural education as 

well as those teachers who need more training.   

 The second research question this study sought out to analyze was the perceptions of 

primary education teachers on micro-culture students. These perceptions were noted as whether 

“looping” would be desired by teachers; in other words, the desire to have the same students 

again the following year. After review of the responses, only 62 percent of teacher would enjoy 

teaching their multicultural students again next year. This further illustrates the attitudes held by 

teachers and the possible stress that teaching multicultural students causes. Responses such as 

these leads to further implications that teachers are in desperate need of multicultural education 

training. Based on this research, further research may be conducted regarding the stress caused by 

teaching students of culturally diverse backgrounds or the impact teaching multicultural students 

has had on teachers.  

The final research question this study presented was to ascertain how multicultural 

students at the primary level feel about the quality of school life in their respective institutions 

pertaining to multicultural education. Students in these schools responded very interestingly to 

these questions as their responses were almost even. As noted previously, 53 percent to 47 

percent reported a satisfactory quality of life as it relates to multicultural education. This 

reporting is significant as it serves as a valid proxy to the teacher responses as those measures 

recorded only 58 percent of teachers posed positive attitude toward multicultural education. The 

TMEA was able to assess teachers’ attitudes which were reiterated through the quality of school 

life in multicultural students. This further highlights the effective usage of these indices and the 

potential influence it is able to have on future South Korean government policy. 
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The quality of school life in multicultural students, impacts their social identity within Korean 

society further hindering or promoting the ultimate goal of current policy which seeks to create 

social unity.  

Policy Suggestions 

 

This study sheds light on the Multicultural Education policy within the city of Seoul, South 

Korea. Based on the research and results collected, it may be concluded that Seoul Metropolitan 

Government needs to continue to provide more funding and training in the concept and practice 

of multicultural education for all in-service teachers especially those in chosen program schools. 

According to the Migrant Immigration Policy Index, South Korea lacks in social integration 

efforts, although access to education is high. Undocumented immigrant children have access to 

education; however, are fearful of receiving it due to trepidation caused by possible deportation. 

The tables below highlight the ratings given by MIPEX and the vast changes that have occurred 

in comparison to the year 2007. South Korea has made considerable strides in its efforts to 

include the multicultural population into mainstream society; however, efforts have been 

specifically geared toward the multicultural cohort singularly and not to the society as a whole. 

MIPEX concludes that “South Korean schools have not taken advantage of all the opportunities 

that immigrant pupils bring and have a weak intercultural education approach”. Therefore, more 

efforts need to be directed to both cohorts, as well as teachers, in order to see significant results in 

current and future policy.  
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<Figure 20> 

                                 Education                                         Anti-Discrimination  

 

(MIPEX, 2014) 

Moreover, issues pertaining to discrimination have excelled by way of fields of application; 

however, are limited in their definitions and concepts which is the cornerstone of any policy 

agenda. Like in most MIPEX countries, “potential victims of discrimination are able to benefit 

from anti-discrimination laws in all areas of life such as employment, education, welfare etc. 

based on the grounds of race, ethnicity, religion and nationality” (MIPEX, 2014). Although South 

Korea ratified the 1965 International Convention on the Elimination of All Forms of Racial 

Discrimination
26

, the multicultural population is still less protected compared to other MIPEX 

countries as discussed previously. With this issue in mind, it is no wonder that the United Nations 

special rapporteur on racism and discrimination recommended that South Korea ratify the 

international convention on protecting rights of migrant workers, saying that there are "serious 

problems" of racial discrimination in the country (Korea Herald, 6 October 2014). It is clear that 

the issue of social cohesion between each cohort extends much farther than the language barrier. 

                                                 
26

 The International Convention on the Elimination of All Forms of Racial Discrimination was adopted by 

the General Assembly of the United Nations on 21 December 1965. The states parties undertake to 

eliminate racial discrimination in all its forms and to promote understanding among all races. (Switzerland 

FDFA, 2014) On March 5, 1997, “The Government of the Republic of Korea recognizes the competence of 

the Committee on the Elimination of Racial Discrimination to receive and consider communications from 

individuals or groups of individuals within the jurisdiction of the Republic of Korea claiming to be victims 

of a violation by the Republic of Korea of any of the rights set forth in the said Convention” (United 

Nations, 2002) 
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Policy should focus on social cohesion by way of multicultural education in order to increase its 

MIPEX rating and see considerable changes in South Korean society.  

With this in mind, multicultural education policy can take note from Vanderbilt professor 

Stephen Heyneman (2007; 2004; 2008). Social cohesion, according to Heyneman, consists of two 

parts: human capital (knowledge, skills and attitude) and social capital (bonding and bridging). 

Social capital plays a significant role in countries like the U.S. (extensive history of immigration) 

and South Korea (due to the growing number in multicultural population coupled with the low 

birth rate and ageing population) due to the bonding and bridging aspects: bonding capital, which 

is the feeling of inclusivity within your own group, and bridging capital which allows for those of 

differing origins to connect and understand one another. Bonding capital can cause problems 

when dealing with those of differing origins as they may not understand how other communities 

operate.  

This social capital then leads to the aspect of economics and how people within 

communities, states and nations coexist. The relationship between social cohesion and economic 

growth deals heavily in trade. Not simply international trade, but rather the interactions and 

communications between those of similar and differing origins and their abilities to understand 

and trust. In its simplest form, hiring a local worker to fix an appliance in your home; there must 

be an understanding and belief of trust between both parties that a) if the customer in this case 

requests a service, the worker will be paid or b) if the customer pays upfront, the worker will 

honor his commitment and complete the job as ordered. In the educational viewpoint, parents 

must trust that teachers have their students’ best interests in mind and teach to the best of their 

abilities, just as teachers must trust students will be attentive in class and complete homework 

assignments as directed. The more trade that is conducted between these groups, the higher the 

level of understanding and honesty which further builds social cohesion. Therefore, matters of 

trust are considerable to making social cohesion effective. Heyneman provides a simple model for 
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the path to social cohesion based on the foundation of effective organizations obtaining their 

objectives in a reasoned manner. 

<Figure 21> 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Using effective organizations as a base, he highlights four types of organizations that influence 

social cooperation, trade, and prosperity: social, economic, educational and political. Social being 

religious groups and the whole of society, economic being businesses for the purpose of profit, 

educational by way of public schooling and necessary resources to complete educational 

requirements and finally political organizations including all government and public sector 

management including the honesty of the police and customs. He completes the chart noting how 

to obtain higher levels of social cohesion. This is accomplished through social contracts being put 

in place to prevent the rise of tyranny. For example, the former Soviet Union displayed an 
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absence of prejudice due to high sanctions. Moreover, effective organizations require a set of 

rules that are standard across organizations. This can be seen in business, banking, sports etc. 

Globalization has been able to expand due to common international business practices and the 

honesty and trust of the businesses acting therein to a certain degree. Traditions may be diverse; 

however, the common practices are to be agreed upon and withheld.  

 Specifically pertaining to this research, education plays a significant role in obtaining 

social cohesion. Four influences being: the curriculum, school climate, the perception of fair and 

equal treatment of children and mechanisms put in place to adjudicate community differences 

which are all distributed from the appropriate governmental authorities. The public relationship to 

the school system has significant importance which poses the question for most parents placing 

their children into their local school system: How much do I trust the school system to be fair to 

my child? Governments and school systems may praise their policies and approaches; however, if 

the general public or even a minority group does not feel that the school system is fair to their 

children, there is a significant problem that seeps out into the social stratosphere. There may be a 

sense of favoritism felt by a minority cohort toward a particular group expressing that their 

children are not being treated equally compared to the other. It is a school system’s professional 

responsibility to ensure that the public be made clear of why certain policy decisions or choices 

are being made which may be facilitated through transparency.  

Lastly, regarding the mechanism of adjudicating differences (i.e. school board) of what 

the public believes to be appropriate there is a high probability of resentment towards the content 

being taught. This is seen in many countries relating to the history of interactions between 

nations, for example in the U.S. there is a lack of African American history that is not taught, in 

Germany where there are debates at times regarding the legitimacy of concentration camps, or in 

South Korea regarding the debate over ownership of the Dokdo. In conclusion, in order to assess 

the system, one must analyze the curriculum, the distance between what is experienced by 
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students and the curriculum, observe the degree of perception of those in the community and 

fairness to students and lastly review the quality of the mechanisms of adjudication.  
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Appendix   A 

 

 

Multicultural · International Targeted Children Korean Language Special Class  

Teacher Multicultural Attitude Survey 

(Seoul National University Graduate School of Public Administration) 

 

 

This is an anonymous survey used for scholarly purposes only.  

Please describe your personal information below. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teacher Multicultural Attitude Survey (TMAS)         

    
Strongly 
Disagree  Disagree Uncertain Agree 

Strongly 
Agree 

1 
I find the idea of teaching a 
culturally diverse group rewarding. 1 2 3 4 5 

2 

Teaching methods need to be 
adapted to meet the needs of a 
culturally diverse student group.  1 2 3 4 5 

  

Strongly 
Disagree  Disagree Uncertain Agree 

Strongly 
Agree 

※ Personal Information 
 
Gender:            ① Male    ② Female 
 
Years of Teaching Experience: 
 
 
Status:       ① Primary Grade level taught: (ex: grade 1~2 Math)                  
 

      ② Paraprofessional: (Responsibilities:                                        ) 
   

This anonymous survey is being conducted at Itaewon, Kunja, Yeongil, and 
Gwanghee Elementary Schools. Each of these schools are or have been funded 
through the Seoul City Government Multicultural · International Target Student 

Korean Language Special Class. The purpose of this survey is to assess the 
multicultural attitudes of both teachers and paraprofessionals within these schools. 

Thank you for taking the time to complete the survey. 
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3 

(Sometimes I think there is too 
much emphasis placed on 
multicultural awareness and 
training for teachers.) 1 2 3 4 5 

4 

Teachers have the responsibility to 
be aware of their students’ cultural 
backgrounds.  1 2 3 4 5 

5 

It is the teacher’s responsibility to 
invite extended family members 
(e.g., cousins, grandparents, 
godparents, etc.) to attend parent-
teacher conferences. 1 2 3 4 5 

6 

(It is not the teacher’s responsibility 
to encourage pride in one’s 
culture.) 1 2 3 4 5 

7 

(As classrooms become more 
culturally diverse, the teacher’s job 
becomes increasingly challenging.) 1 2 3 4 5 

8 

I believe the teacher’s role needs to 
be redefined to address the needs 
of students from culturally different 
backgrounds. 1 2 3 4 5 

9 

When dealing with bilingual 
students, some teachers may 
misinterpret different 
communication styles as behavior 
problems. 1 2 3 4 5 

10 

As classrooms become more 
culturally diverse, the teacher’s job 
becomes increasingly challenging. 1 2 3 4 5 

11 

I can learn a great deal from 
students with culturally different 
backgrounds. 1 2 3 4 5 

12 
Multicultural training for teachers is 
not necessary.  1 2 3 4 5 

13 

In order to be an effective teacher, 
one needs to be aware of cultural 
differences present in the 
classroom.  1 2 3 4 5 

  

 
 
 

Strongly 
Disagree  

 
 
 

Disagree 

 
 
 

Uncertain 

 
 
 

Agree 

 
 
 

Strongly 
Agree 
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14 

Multicultural awareness training 
can help me work more effectively 
with a diverse student population. 1 2 3 4 5 

15 
(Students should learn to 
communicate in Korean only.)  1 2 3 4 5 

16 

(Today’s curriculum gives undue 
importance to multiculturalism and 
diversity.) 1 2 3 4 5 

17 

I am aware of the diversity of 
cultural backgrounds of students I 
am/or will be working with.  1 2 3 4 5 

 
 
 

18 

Regardless of the racial and ethnic 
makeup of a classroom class, it is 
important for all students to be 
aware of multicultural diversity.  1 2 3 4 5 

19 
(Being multiculturally aware is not 
relevant for students.) 1 2 3 4 5 

20 

(Teaching students about cultural 
diversity will only create conflict in 
the classroom.)  1 2 3 4 5 

 

In addition to the above questionnaire, any feedback you may have regarding the 
multicultural training of teachers and/or targets for multicultural and international students in 
Seoul public schools would be greatly appreciated. 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
______________________________________________________________________________
______________________________________________________________________________ 
 
 

Thank you for your sincere efforts in completing this questionnaire. 



 

126 

 

Appendix B 

Teacher Cultural Beliefs Scale (TCBS) 

 

Teacher Cultural Beliefs 

Scale (TCBS)  

Strongly 

Disagree Disagree Indifferent Agree 

Strongly 

Agree 

Factor 1: Multicultural 

Beliefs 

     

1. In the classroom, it is 

important to be 

responsive to differences 

between cultures.  1 2 3 4 5 
2. It is important for 

children to learn that 

people from other 

cultures can have 

different values.  1 2 3 4 5 
3. Respecting other 

cultures is something that 

children should learn as 

early as possible.  1 2 3 4 5 
4. In counseling parents 

who have a different 

cultural background than 

I do, I try to be 

considerate of cultural 

particularities. 1 2 3 4 5 
5. When meeting with 

parents of different 

cultural backgrounds, I 

spend more time trying to 

understand and empathize 

with their perspective. 1 2 3 4 5 
6. Dealing with cultural 

diversity should be taught 

in teacher training 

courses.  1 2 3 4 5 
Factor 2: Egalitarian 

Beliefs 

      
7. Schools should aim to 

foster and support the 

similarities between 

students from different 

cultural backgrounds. 1 2 3 4 5 
8. In the classroom, it is 

important that students of 

different origins 

recognize the similarities 

that exist between them. 1 2 3 4 5 
9. When there are 1 2 3 4 5 
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conflicts between students 

of different origins, they 

should be encouraged to 

resolve the argument by 

finding common ground. 

10. Children should learn 

that people of different 

cultural origins often have 

a lot in common. 1 2 3 4 5 
(Hachfeld et al., 2011) 

 

 

 

 

 

 



 

128 

 

Appendix C 

 

 (Student-Teacher Relationship Scale) 

Teacher Survey Always Often Sometimes Rarely Never 

1. How much do you 
enjoy helping 
multicultural 
students learn? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

2. How friendly are 
multicultural 
students toward 
you? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

3. How often do you 
say something 
encouraging to 
multicultural 
students? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

4. How respectful 
are multicultural 
students toward 
you? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

5. How excited 
would you be to 
have multicultural 
students again next 
year? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

6. How motivating 
do multicultural 
students find the 
activities that you 
plan for class? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

7. How caring are 
multicultural 
students toward 
you? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

8. How do you like 
multicultural 
students’ 
personality? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

9. Overall, how 
much do 
multicultural 
students learn from 
you? 
 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 
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 Always Often Sometimes Rarely Never 

10. How often do 
multicultural 
students ignore 
what you say? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

11. During class, 
how often do 
multicultural 
students talk when 
you are talking? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

12. How often do 
you say something 
that offends 
multicultural 
students? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

13. How unfair are 
you to multicultural 
students? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 

14. How angry do 
you make 
multicultural 
students feel during 
class? 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

5 
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Appendix D 
Teacher's Belief Practices Survey (TBPS) 

  

            

  
Not at all 
important 

Not very 
important 

Fairly 
important 

Very 
important 

Extremely 
important 

1. As an evaluation of children’s progress, 
readiness or achievement tests are _____. 

1 2 3 4 5 

2. To plan and evaluate the curriculum, teacher 
observation is _____. 

1 2 3 4 5 

3. It is _____ for activities to be responsive to 
individual children’s interests. 

1 2 3 4 5 

4. It is _____ for activities to be responsive to 
individual differences in children’s levels of 
development. 

1 2 3 4 5 

5. It is _____ for activities to be responsive to 
the cultural diversity of students. 

1 2 3 4 5 

6. It is _____ that each curriculum area be 
taught as separate subjects at separate times. 

1 2 3 4 5 

7. It is _____ for teacher-child interactions to 
help develop children’s self-esteem and 
positive feelings toward learning. 

1 2 3 4 5 

8. It is _____ for teachers to provide 
opportunities for children to select many of 
their own activities. 

1 2 3 4 5 

9. It is _____ to use one approach for reading 
and writing instruction. 

1 2 3 4 5 
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Appendix E 

About Me…  

      
 

Age:                          Grade:                                 
Ethnicity: Gender:          Female                Male 

School is a place where… 
definitely 
disagree 

mostly 
disagree 

mostly 
agree 

definitely 
agree 

1. I really like to go to school 1 2 3 4 

2. I get satisfaction from the 
school work I do 1 2 3 4 

3. I get enjoyment from being 
at school 1 2 3 4 

4. I find that learning is a lot 
of fun 1 2 3 4 

5. Activities in class include 
my personal culture 1 2 3 4 

6. My teacher talks about my 
ethnic background in class 1 2 3 4 

7. My classmates enjoy my 
cultural background 1 2 3 4 

8. My classmates make an 
effort to know about my 
culture 1 2 3 4 

9. My school cares about my 
cultural background 1 2 3 4 

10. People look up to me 1 2 3 4 

11. I know that people think a 
lot of me 1 2 3 4 

12. I feel important 1 2 3 4 

13. People have confidence in 
me 1 2 3 4 

14. People come to me for 
help 1 2 3 4 

15. Mixing with other people 
helps me understand myself 1 2 3 4 

16. I get to know myself 
better 1 2 3 4 

17. I learn to get along with 
other people 1 2 3 4 

18. I learn a lot about myself 1 2 3 4 

19. I have learnt to accept 
other people as they are 1 2 3 4 
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20. I know the sorts of things I 
can do well 1 2 3 4 

21. I know I can reach a 
satisfactory standard in my 
work 1 2 3 4 

22. I know I can do well 
enough to be successful if I 
try 1 2 3 4 

23. I feel great 1 2 3 4 

24. I know how to cope with 
the work 1 2 3 4 

25. I feel depressed 1 2 3 4 

26. I feel lonely 1 2 3 4 

27. I feel restless 1 2 3 4 

28. I feel happy 1 2 3 4 

 
 

 

 

 

 

 (Teacher-student relationship scale) 

Student Survey Always Often Sometimes Rarely Never 

1. How much do you 

enjoy learning from 

your homeroom 

teacher? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

2. How friendly is your 

homeroom teacher 

toward you? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

3. How often does your 

homeroom teacher say 

something encouraging 

to you? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

4. How respectful is 

your homeroom teacher 

toward you? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

5. How excited would 

you be to have your 

same homeroom teacher 

again next year? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

 Always Often Sometimes Rarely Never 

6. How motivating are 

the activities that your 

homeroom teacher plans 

for class? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 
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7. How caring is your 

homeroom teacher 

toward you? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

8. How much do you 

like your homeroom 

teacher’s personality? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

9. Overall, how much 

do you learn from your 

homeroom teacher? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

10. How often do you 

ignore something your 

homeroom teacher says? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

11. During class, how 

often do you talk when 

your homeroom teacher 

is talking? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

12. How often does your 

homeroom teacher say 

something that offends 

you? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

13. How unfair is your 

homeroom teacher to 

you in class? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

14. How angry does 

your homeroom teacher 

make you feel during 

class? 

 

      

      1 

 

 

       2 

 

 

       3 

 

 

      4 

 

 

      5 

 

 

Thank you.  
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Appendix F 

LETTER FROM YEONGIL ELEMENTARY SCHOOL 

 

November, the 17th, 2014 

 

 

Hello. I am sorry that I have to deliver you this message from our school head teacher. 

We have difficulty of doing this 100-student survey and can't help your survey this time 

because of those 3 reasons below.  

 

Firstly, we, teachers, in our school are very careful about their identity as their very 

personal information and multi-cultural lessons(classes) that might cause any 

emotional(or other) issues. Some students don't want to be appealed as multi-cultural 

children, which means they just want to be shown as ordinary Korean kids. The older 

they get, the more they have a tendency of that. We respect that and we try not to 

differenciate them from Korean students in any ways. The first survey was about a few 

of 1st and 2nd graders who take a special Korean class from a Chinese teacher. So it 

wasn't a big issue. But this survey would be very difficult to do it at school as long as 

Korean and chinese(multi-cultural) students are in the same class all the time. (Plus, we 

don't call them chinese students, so it's very hard to distinguish who are going to do 

survey in class.) 

 

Secondly, we might also have a possibility to get complaints from parents about their 

agreement for this survey.  
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Thirdly, only social-welfare teacher can access the information about chinese students. 

(It is also called 사회복지 교사 in Korean). The last information that I sent you by email 

last time was from that teacher. Some homeroom teachers don't know exactly who are 

chinese, because their parents don't want to be known as a part of chinese and don't 

open their family information to the teacher. It is a part of very personal information.  

 

We are very sorry again that we can't help your survey. We hope your professor 

understands and considers our multi-cultural students' right and our school's situation. 

Good luck on your research.  

 

Best wishes, 

Lena Kim. 

 

 

 

 

Young-il Elementary School 

 

 

 

 

 

 

 

 

<Table 9>  

TMEB Index Results  
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Teachers 

Response 

to 

Cultural 

Difference 

(CRDi) 

Learning 

from 

Different 

Values 

(DVi) 

Early 

Learning 

(EL) 

Consideration 

of Cultural 

Particularities 

(CP) 

Teacher 

Training 

Courses 

(TTC) 

Teacher 

Multicultural 

Education 

Belief 

(TMEB) 

Teacher 17 5 5 5 5 5 5 

Teacher 34 5 5 5 5 5 5 

Teacher 35 5 5 5 5 5 5 

Teacher 36 5 5 5 5 5 5 

Teacher 37 5 5 5 5 5 5 

Teacher 57 5 5 5 5 5 5 

Teacher 58 5 5 5 5 5 5 

Teacher 59 5 5 5 5 5 5 

Teacher 15 4 5 5 5 5 4.8 

Teacher 16 4 5 5 5 5 4.8 

Teacher 31 4 5 5 5 5 4.8 

Teacher 32 4 5 5 5 5 4.8 

Teacher 33 4 5 5 5 5 4.8 

Teacher 49 4 5 5 5 5 4.8 

Teacher 50 4 5 5 5 5 4.8 

Teacher 56 5 5 5 5 4 4.8 

Teacher 14 4 4 5 5 5 4.6 

Teacher 30 4 4 5 5 5 4.6 

Teacher 11 4 4 5 5 4 4.4 

Teacher 12 4 4 5 5 4 4.4 

Teacher 13 4 4 5 5 4 4.4 

Teacher 48 4 4 4 5 5 4.4 

Teacher 9 

 
4 4 4 5 4 4.2 

Teacher 10 4 4 4 5 4 4.2 

Teacher 26 3 4 5 5 4 4.2 

Teacher 27 3 4 5 5 4 4.2 

Teacher 28 3 4 5 5 4 4.2 

Teacher 29 3 4 5 5 4 4.2 

Teacher 55 4 4 4 5 4 4.2 

Teacher 24 3 4 4 5 4 4 

Teacher 25 3 4 4 5 4 4 

Teacher 46 4 4 4 4 4 4 

Teacher 47 4 4 4 4 4 4 
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Teacher 54 4 4 4 4 4 4 

Teacher 5 3 4 4 4 4 3.8 

Teacher 6 3 4 4 4 4 3.8 

Teacher 7 3 4 4 4 4 3.8 

Teacher 8 3 4 4 4 4 3.8 

Teacher 21 2 4 4 4 4 3.6 

Teacher 22 2 4 4 4 4 3.6 

Teacher 23 2 4 4 4 4 3.6 

Teacher 44 3 4 3 4 4 3.6 

Teacher 45 3 4 3 4 4 3.6 

Teacher 3 2 4 4 4 3 3.4 

Teacher 4 

 
2 4 4 4 3 3.4 

Teacher 20 1 4 4 4 4 3.4 

Teacher 43 3 3 3 4 4 3.4 

Teacher 53 2 3 4 4 4 3.4 

Teacher 19 1 4 4 4 3 3.2 

Teacher 42 3 3 3 4 3 3.2 

Teacher 2  2 2 4 4 3 3 

Teacher 39 3 3 2 3 3 2.8 

Teacher 40 3 3 2 3 3 2.8 

Teacher 41 3 3 2 3 3 2.8 

Teacher 52 2 2 2 4 3 2.6 

Teacher 38 2 2 2 3 3 2.4 

Teacher 18 1 2 3 4 1 2.2 

Teacher 1 1 1 1 1 2 1.2 

Teacher 51 1 2 1 1 1 1.2 
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<Table 10>  

TMEA Index Results  

 

Teacher 

Adapting 

methods 

(AMi) 

Cultural 

rewards 

(CRi) 

Cultural 

learning 

(CL) 

Awareness 

of 

classroom 

differences 

(ACD) 

Student 

multicultu

ral 

diversity 

awareness 

(AMD) 

Teacher 

Multicultu

ral 

Education 

Attitude 

(TMEA) 

Teacher 18 5 4 5 5 5 4.8 

Teacher 66 5 5 4 5 5 4.8 

Teacher 16 5 4 4 5 5 4.6 

Teacher 17 5 4 4 5 5 4.6 

Teacher 35 5 4 4 5 5 4.6 

Teacher 36 5 4 4 5 5 4.6 

Teacher 37 5 4 4 5 5 4.6 

Teacher 46 5 4 4 5 5 4.6 

Teacher 64 5 4 4 5 5 4.6 

Teacher 65 5 4 4 5 5 4.6 

Teacher 15 4 4 4 5 5 4.4 

Teacher 31 5 3 4 5 5 4.4 

Teacher 32 5 3 4 5 5 4.4 

Teacher 33 5 3 4 5 5 4.4 

Teacher 34 5 3 4 5 5 4.4 

Teacher 63 4 4 4 5 5 4.4 

Teacher 14 4 3 4 5 5 4.2 

Teacher 30 5 3 4 4 5 4.2 

Teacher 61 4 4 4 4 5 4.2 

Teacher 62 4 4 4 4 5 4.2 

Teacher 59 4 4 4 4 4 4 

Teacher 60 4 4 4 4 4 4 

Teacher 11 4 2 3 5 5 3.8 

Teacher 12 4 2 3 5 5 3.8 

Teacher 13 4 2 3 5 5 3.8 

Teacher 28 4 3 3 4 5 3.8 

Teacher 29 4 3 3 4 5 3.8 

Teacher 45 4 2 4 4 5 3.8 

Teacher 55 4 3 4 4 4 3.8 

Teacher 56 4 3 4 4 4 3.8 

Teacher 57 4 3 4 4 4 3.8 

Teacher 58 4 3 4 4 4 3.8 
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Teacher 10 4 2 3 4 5 3.6 

Teacher 27 4 3 3 4 4 3.6 

Teacher 44 4 2 3 4 5 3.6 

Teacher 52 4 3 3 4 4 3.6 

Teacher 53 4 3 3 4 4 3.6 

Teacher 54 4 3 3 4 4 3.6 

Teacher 6 4 2 2 4 5 3.4 

Teacher 7 4 2 2 4 5 3.4 

Teacher 8 4 2 2 4 5 3.4 

Teacher 9 4 2 2 4 5 3.4 

Teacher 26 4 2 3 4 4 3.4 

Teacher 43 3 2 3 4 5 3.4 

Teacher 49 4 2 3 4 4 3.4 

Teacher 50 4 2 3 4 4 3.4 

Teacher 51 4 2 3 4 4 3.4 

Teacher 23 4 2 2 4 4 3.2 

Teacher 24 4 2 2 4 4 3.2 

Teacher 25 4 2 2 4 4 3.2 

Teacher 42 3 2 3 4 4 3.2 

Teacher 48 3 2 3 4 4 3.2 

Teacher 5 3 2 2 4 4 3 

Teacher 22 3 2 2 4 4 3 

Teacher 40 3 1 3 4 4 3 

Teacher 41 3 1 3 4 4 3 

Teacher 47 2 2 3 4 4 3 

Teacher 4 3 1 2 4 4 2.8 

Teacher 3 3 1 1 4 4 2.6 

Teacher 21 3 1 1 4 4 2.6 

Teacher 39 3 1 2 3 4 2.6 

Teacher 20 2 1 1 4 4 2.4 

Teacher 2 1 1 1 4 4 2.2 

Teacher 19 2 1 1 3 4 2.2 

Teacher 38 2 1 2 3 3 2.2 

Teacher 1 1 1 1 3 4 2 
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Table 11 

 

In-Service Teacher Training Program  

 

(Mo & Lim, 2013) 

 

 

 

 

Table 12 

Thirty-Hour on-Line Program  

 

 Topics Hours 

1 Understanding of a multicultural society 2 

2 Multiculturalism and social integration 2 

3 Conception of multicultural education 2 

4 Trends of multicultural education in Korea 2 

5 Intercultural education I 2 

6 Intercultural education II 2 

7 Students from multicultural families 2 

8 North Korean refugees and their children 2 

9 Psychology and counseling of diverse students 2 

10 Teaching for diverse students 2 

11 Guidance for diverse students 2 

12 Development of a multicultural curriculum 2 

13 Multicultural education program examples 2 

14 Cases of anti-bias education 2 

15 Summary 2 

Total  30 
 

 

(Mo & Lim, 2013) 

 

 

 

 

 

 

Name of Institution Dates Hours 

Busan National University 7/23 - 8/3 60  

Kyonggi University 12/26 - 1/8/2013 60  

Gwangju National University 

of Education 

7/30 - 8/3 30  

Chuncheon National 

University of Education 

7/30 - 8/3 30  

Gongju National University of 

Education 

1/9 - 1/13; 8/6 -8/10 30  
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Table 13 (Korean Version of Table 3) 

 

 다문화 외국인자녀 대상 초등학교 한국어특별반 운영계획 

<English Translation> 

- Status of Operating Schools 

Elementary 
Schools Location 

Enrolled Students (People)   

All Total Multicultural Foreign Account 

Total   2104 205 142 63   

Kunja 
Dongdaemun 
Janan-dong 503 11 11 0 11.2 

Bokwang 

Yongsan-gu 
Itaewon-

dong 698 75 42 33 11.2 

Itaewon 

Yongsan-gu 
Itaewon-

dong 398 48 34 14 11.2 

Yeongil 
(Shingyu) 

Guro-gu 
Garibong-

dong 505 71 55 16 13.3 
 

Foreign children elementary multicultural Korean special operating plan targets 
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국문초록 

 

변질된 관점?: 정부의 다문화 정책과 이에 

대한 교사들의 태도 간의 상관관계 연구: 

서울 사례 
 

Kychele Boone 

행정대학원 행정학 전공 

서울대학교 

 

전 세계적으로 나타나는 인구이동 현상은 한국에서도 찾아볼 수 있다. 외국인 근로자의 

유입과 결혼 이민의 증가로 인해 서울은 다양한 문화가 공존하는 사회가 되었다. 한국은 

오랜 시간 동안 유교적 가치관을 바탕으로 한 단일민족주의가 강했지만, 다문화 사회로 

변함에 따라 교육 정책에도 큰 영향을 주었다. 한국의 교육개혁은 2008 년 

<다문화가족지원법>의 지정과 함께 다문화 교육을 위해 나아가고 있다. 이 정책은 

다문화 가족의 삶의 질의 개선과 다양한 문화가 공존하는 사회통합을 위해 지정되었다. 

정부는 다문화 교육 관련 정책을 우선순위로 두었지만, 다문화 가정을 대상으로 한 

한국어 및 한국 문화수업은 곧바로 시행되지 않았다. 또한, 현직 교사들에게 다문화 이론 

및 실행에 관한 수업이 충분히 제공되지 않았다. 현 제도의 효율성을 확인하기 위해서는 

다문화교육의 주체가 되는 교사의 문화적 인지, 태도, 인식, 기대를 측정하는 것이 

필요하다. 이러한 교사들의 가치, 태도, 신념은 잠재적 교육과정을 통해 초등학생들에게 

전달되어 나타나게 된다. 이 논문은 다문화에 대한 교사의 신념과 태도를 측정하고 

그러한 것들이 다문화교육 정책에 시행에 미치는 영향을 알아보기 위해 TMEB 와 

TMEA 개발했다. 결과에 따르면 현직 교사들의 문화적 역량은 낮은 것으로 나타났고, 

사례 분석을 통해 현재 서울의 다문화 교육정책 실패 요인을 도출해냈다.   

 

키워드: 

다문화교육, 평등주의, 문화적역량, 잠재적 교육과정, 학생 삶의 질,  

 

학번: 2012-24061 
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