
 

 

FACULTY OF EDUCATION AND BUSINESS STUDIES 
Department of Humanities 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Knowledge Construction in Multicultural 
Reading Projects 

 

Svatava Nigutova 

2018 
 

Student thesis, C-paper, 15 hp 
Didactics and Literature 

ENG801 
 

Supervisor: Iulian Cananau 
Examiner: Marko Modiano 



 

 



 

 

Abstract 

This paper researches the theoretical background needed for the implementation 

of literary texts with multicultural themes for use in EFL courses in Sweden and it 

offers several concrete didactical solutions for multicultural reading. The theory of 

multicultural education by J. A. Banks is presented with focus on the dimension of 

knowledge construction. The processes that are examined are the learning processes in 

the zone of proximal development by Vygotsky (1986), the concept of scaffolding by 

Woods, Bruner & Ross (1976) and the process of perspective-taking by Thein & Sloan 

(2013). These processes each employ a three-step sequence that moves students from 

their existing knowledge to new knowledge and revised personal opinions. The 

teacher’s role is to provide support during the learning process. The second part of the 

paper suggests different activities for the multicultural reading of a novel, in order to 

make the process of multicultural knowledge construction and scaffolding visible. 

Teacher support includes text reduction, book discussion and language analysis. 

Discussion points found in Love Medicine start with revising the stereotypical images, 

discovering how personal experience influences knowledge or how ethnicity influences 

professional career choices. When teachers and students read literary texts with 

multicultural themes, students’ racial prejudice can be reduced (Banks 2004) and their 

ethical attitudes become more open (Thein & Sloan 2013). The literary work chosen for 

framing in the theory is Love Medicine by Louise Erdrich. The paper ends with a 

reflection over the limitations of multicultural reading projects. 
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1. Introduction 

The main idea for writing this paper came from an episode that happened in my 

career as a teacher of English as a foreign language in Sweden. A class of boys in the 

vehicle- and transport-program expressed racist sentiments and attitudes during the 

lessons and the faculty members started to discuss how to cope with the problem. The 

headmaster’s suggestion was that teachers should do something about it during their 

lessons. Teachers today should be interested in the possibilities of multicultural 

education and in raising the multicultural competence of the students. The demand is to 

make Swedish students more ethically open to diversity and more conscious about the 

multicultural reality around them. 

Literary works are often used in the context of EFL courses. Reading a literary 

work about different cultures presents an opportunity for productive discussions about 

cultures and cultural competence. Swedish students are supposed to read English-

language fiction in both lower secondary and upper secondary schools in order to ”meet 

written and spoken English of different kinds, and relate the content to their own 

experiences and knowledge” (Skolverket 2012, p. 2, my italics). Moreover, if you are a 

teacher of English in Sweden today, it is increasingly probable that your students come 

not only from Sweden but from other European and non-European countries. Swedish 

society has become more multicultural (Swedish Institute 2018) which has created new 

challenges for teachers in the classroom. The inclusion of literatures of many groups 

and cultures corresponds with the postmodern and postcolonial claims that aim to 

diversify the white, Eurocentric Western literature canon. The students from non-

European countries have different historical and cultural backgrounds compared to the 

majority of Swedish students. That is why language teachers need to discuss what texts 

are read and how they are read. 
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Reading English-language literature aims at promoting understanding and 

acknowledgement of different cultures for the Swedish students (Skolverket 2012, p. 1). 

There is a need for education that promotes knowledge, understanding, and respect for 

diverse cultural traditions and beliefs (Cummins 2015, p. 456). For the purposes of this 

paper, the term multicultural education will be used. Education that promotes respect 

across cultural groups increases equality in academic achievement for all students and 

especially for students from marginalized communities that are often underachieving 

(Cummins 2015, p. 457). English teachers are supposed to plan their lessons in order to 

develop both linguistic knowledge about the English language and literary and cultural 

knowledge about different cultures and identities.  

This paper examines how the cognitive processes of knowledge construction 

enable multicultural education in schools and investigates how a literary work can be 

selected and implemented in a foreign language course.  

 

1.1. Aim of the Paper and Research Questions 

There are two main questions examined in this study: 

1.     What teaching and learning processes are involved in the knowledge 

construction of multicultural competence? 

2.     How can lessons and activities be structured in order to increase 

students’ multicultural competence?  

One of the main purposes of this paper is to understand what knowledge 

construction, and specifically multicultural knowledge construction, means for a teacher 

standing in a classroom with 20 students, some of them Swedish, some of them from 

culturally diverse backgrounds. In chapter 2, the theories and approaches offered by 

James A. Banks (2004), Lev Vygotsky (1986) and their followers are examined. In 

chapter 3, the cognitive processes involved in knowledge construction, scaffolding and 
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perspective-taking, are described and compared in order to answer the first question. 

Chapter 4 presents several didactical suggestions connected to the reading of the novel 

Love Medicine (Erdrich 2004) and answers the second question of this paper. Several 

activities are designed to use the scaffolding techniques and aim at influencing students’ 

ethical attitudes when reading the multicultural texts. A list of limitations that may 

appear during the implementation of the multicultural curriculum and possible further 

research topics conclude the paper (chapter 5).  

 

2. Background 

 English teaching in Sweden is regulated by the national curriculum and 

guidelines issued by the Swedish Ministry of Education (Skolverket). According to 

”Aims for English 5” English courses are required to include ”content and form in 

different kinds of fiction” (Skolverket 2012, p. 3) in order to increase students’ literacy 

and students’ competence to relate literary texts to their own experience. The concept of 

literacy is connected to the ability to influence the societal position of an individual 

(Lindholm 2009, Cummins 2015, Banks 1994). Increased literacy empowers students 

and gives them tools to collaborate within the society. Schools have the tools to 

compensate for the unjust access to knowledge for students from economically 

discriminated groups (Lindholm 2009, p. 178). Effective strategies should be 

implemented when reading texts in all school subjects (Gibbons 2002) and therefore in 

English as well. The reading of authentic English texts can be a source of wider 

linguistic knowledge. It can enrich students’ vocabulary and grammar, but it can also be 

an opportunity to influence students’ opinions and attitudes.   

Reading authentic literary texts may include reading Swedish and Western 

authors such as Selma Lagerlöf or Geoffrey Chaucer in a new light by analyzing the 

texts and making use of the learners’ own unique experiences and perspectives (Sjödin 
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Lundholm 2016, p. 6). It may also include the incorporation of the texts describing 

different cultural backgrounds. Vandrick (1996) suggested that multicultural literature 

can be defined as “works by writers of various cultures, and/or readings about various 

cultures, including diverse ethnic and racial backgrounds, religions, social classes, 

sexual orientations, and abilities or disabilities” (p. 254). English as a foreign language 

(EFL) lessons are a perfect example of “contexts where languages of wider 

communication are studied” and as such suitable for investigation of the diversity and 

intercultural instruction (Modiano 2009, p. 177). Therefore, English lessons are well-

suited to be a platform for multicultural literature reading projects and, consequently, to 

become pilot lessons where multicultural education emerges. 

Foreign and second language teachers in general and English teachers in 

particular are familiar with language acquisition theories. These theories describe 

linguistic and grammatical inputs and outputs that determine the way people learn new 

languages (Lightbown & Spada 2013). Russian psychologist and theorist Lev Vygotsky 

wrote in the 1930s about the zone of proximal development, a metaphorical place in the 

learning process where ”children could do more than they would be capable of doing 

independently” (Lightbown & Spada 2013, p. 25). Vygotsky (1986) observed that 

language is learnt during social interaction and conversations between children and 

adults, where both language and thought are developed (p. 187). The teacher builds the 

scaffold - a structure that takes the learner above the level of the actual knowledge 

(Wood, Bruner & Ross 1976, p. 90). Wood, Bruner & Ross (1976) observed that the 

“scaffolding” process makes it possible for a learner “to solve a problem, carry out a 

task or achieve a goal which would be beyond his unassisted efforts” (p. 90). The 

scaffolding process is in that sense building ”a kind of supportive structure that helps 

[the learners] make the most of the knowledge they have and also to acquire new 

knowledge” (Lightbown & Spada 2013, p. 25). Vygotsky’s studies of child psychology 
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and the observations and terminology from Wood, Bruner & Ross (1976) affected 

second language acquisition and learning theories, resulting among others in several 

new theories of communicative, content-based, and task-based language teaching 

(Lantolf 2000 and Donato 1994 in Lightbown & Spada 2013, p. 118). 

The concept of knowledge construction, in this case ideological and 

multicultural, is also defined by Banks in his concept of multicultural education (Banks 

2004, p. 5). Banks formulated the aim of multicultural education as an education that 

wants to “reform the schools… so that the students from diverse racial, ethnic, and 

social-class groups will experience educational equality (p. 3). Cananau and Sims 

(2017) identified two different meanings of the term multicultural: the descriptive one 

that acknowledges “the coexistence of cultural groups within one society, or what could 

be called “multiculturality” (p. 298) and the prescriptive meaning that “emphasises a set 

of measures designed to enable an existing multicultural society, as well as to promote a 

desired or ideal type of such society” (p. 298). This normative meaning is the meaning 

that teachers want to divulge with their multicultural reading lessons discussed in this 

paper. Furthermore, some important aspects of multicultural education were lifted by 

Cummins (2015) who used the term intercultural education and gave two reasons why 

intercultural education should be promoted - firstly because it promotes social cohesion 

and respect across cultural groups and secondly because such education promotes 

academic achievement and equality of educational opportunity for students from 

marginalized communities that are often underachieving in school (p. 457). Multi-

cultural education is aimed at both minority and majority students and is designed to 

help all students understand and benefit from cultural diversity.  

Banks (2004) defined the following spheres that are used to conceptualize 

multicultural education: a) content integration, b) the knowledge construction process, 

c) equity pedagogy, d) prejudice reduction, and e) an empowering school culture and 
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social structure (p. 4). Content integration lifts the texts telling stories about different 

ethnic groups and protagonists. These kinds of stories should be implemented into the 

curriculum and such reading should be planned for all students, not just for students of 

color (Banks 2004, p. 6).  

Knowledge construction stresses the importance of mutual learning (Banks 

1998) - teacher and students learn together for example about a culture unknown to 

both. This process will be described in more detail in chapter 3. One important aspect of 

gaining more knowledge is that gaining more knowledge is connected to gaining more 

power. Cummins (2015) explained that ”knowledge construction enables the students to 

gain an inside knowledge about their own situation and become more empowered 

individuals” (p. 458). Knowledge construction can be defined as the students’ 

empowerment or as a collaborative creation of power. Banks (1993) argued that one of 

the goals of multicultural education is for students to understand how knowledge is 

constructed and they should therefore ”be given opportunities to investigate and 

determine how cultural assumptions, frames of references, perspectives, and the biases 

within a discipline influence the ways the knowledge is constructed” (p. 12). The 

meaning of knowledge construction is in that sense double – knowledge construction 

refers to the process when students learn new things with teacher support. Furthermore, 

it refers to knowledge in general, that it is constructed from different perspectives. 

Banks’ third dimension expands the validity of multicultural education towards 

other subjects than those traditionally connected with reading and writing (i. e. teachers 

of Swedish or English in the Swedish context): equity pedagogy suggests that students 

from different ethnic backgrounds should meet and work together in groups in different 

classes, allowing students to discover the diversity of opinions (Banks 1998, p 2).         

A teacher in Sweden with a class of solely ethnic Swedish students might wonder how 

to accomplish that but Banks (1998) suggested that in case of ethnically homogeneous 
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classes “vicarious experiences such as videos or books can have powerful effect on 

racial attitudes” (p. 2). Even within the same ethnic group teachers are encouraged to 

uncover the diversity coming from different religious beliefs, different views and social 

perspectives (p. 3). Different cultural perspectives are in that sense replaced by different 

socioeconomic conditions and ideological beliefs.   

As for the fourth dimension, prejudice reduction, Banks (1998) announced that 

“by the time we get to equity pedagogy and prejudice reduction, all teachers can be 

involved” which means once again, that teachers of all subjects should be included in 

the goal of providing multicultural education (p. 2). One of the things that all teachers 

should be encouraged to do is being sensitive to racial prejudice that children come to 

school with. Teachers should work on helping students to develop more positive racial 

attitudes, which takes us back to the aim of multicultural education. Among practices 

that reduce prejudice of white students Banks (2004) mentioned the 1978 study by Katz 

and Zalk that showed that the most powerful practices were vicarious interracial contact 

and perceptual differentiation of minority group faces (p. 18).  

Last but not least, Banks (2004) aimed at the total school culture and its labeling 

practices and stated that the fifth dimension consists of an empowering school culture 

and social structure. The school culture should make a constant effort to prevent the 

students from joining racial, ethnic and cultural groupings and to empower them to 

interact across ethnic and racial lines (p. 5). It should always be the school’s goal to 

make groups more diverse and expose the participants to diversity (Banks 1998, p. 3). 

Cummins (2015) argued that schools must communicate to students that knowledge of 

additional languages and cultures ”represents an intellectual accomplishment and social 

advantage” (p. 459). 

However, it cannot be taken for granted that teachers and personnel working in 

schools have all the necessary information or possess a positive attitude towards 
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multiculturalism. If any reform is to be implemented successfully in a school (such as 

effective prejudice reduction teaching) changes are required in a number of other school 

variables (Banks 2004, p. 20). Teachers need more knowledge and they need to have an 

awareness of their own attitudes towards race and ethnicity. Many school reform efforts 

fail because the norms and ethos of the school do not change in ways that make 

institutionalization of reform possible (Banks 2004, p. 20). Similarly, German (2002) 

stated that the schools and teachers should take “every opportunity to eradicate the 

effects of racist attitudes and practices in all aspects of school life so that [ethnic 

minority students] can enjoy their full share of equality with regard to education access, 

treatment and outcome” (p. 214). All faculty members should therefore 

”prejudiceproof” their school, making the instruction empowering.  Furthermore, 

teachers of diverse backgrounds can be those who enrich the classrooms and the school 

organisations by sharing their personal and cultural knowledge with their students 

(Banks 1993, p. 12). That is to say, teachers’ attitudes and opinions have a large impact 

on how successful the processes and projects within the multicultural education will be. 

  

3. Scaffolding and Knowledge Construction 

The first question of this paper inquires about the teaching and learning 

processes involved in the construction of multicultural competence because it aims to 

closely examine the process of knowledge construction, a process described as essential 

by both Vygotsky (1986, p. 187) and by Banks (1994, p. 12). Vygotsky’s thoughts 

about learning are often described as social-constructivist, social-cultural or cultural-

historical and it is a perspective that understands development of human thought and 

language as based on social interaction (Gibbons 2002, p. 36). Both Vygotsky (1986) 

and Banks (1994) observed how children ”construct” their language/knowledge with the 

help of an adult who assists them in the process. Knowledge construction implies that a 
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child/learner learns new knowledge, new things, in a gradual process of interaction. The 

learner comprehends the new facts or abilities faster with the assistance of a teacher or a 

tutor than without help. Vandrick (1996) also remarked on the resemblance between the 

social construction and multiculturalism when she wrote that ”the multicultural texts 

tend to celebrate self-reflection and embrace the rhetoric of social construction by 

asking students to dig into their own experience before reading, that offers opportunity 

to connect students’ personal knowledge to academic discourse” (p. 266).  The working 

assumption in this analysis is that Vygotsky’s and Banks’ concept of the knowledge 

construction processes have some common aspects and in that case it would be possible 

to use the scaffolding method both when teaching the language and when constructing 

knowledge about other cultures. But what concrete cognitive processes appear within 

knowledge construction? 

Radford et al. (2014) showed that the concept of scaffolding has three main 

dimensions: contingency, fading of support and transfer of responsibility (p. 118). 

Contingency operates on two principles: offering greater guidance when learners 

experience difficulty and offering less guidance when learners show proficiency 

(Lefstein 2017, p. 2). Fading of support describes decreasing support for the learner and 

withdrawing it when it is no longer needed. As learners gradually work more 

independently, there is a transfer of responsibility (Radford et al. 2014, p.118). Wood, 

Bruner & Ross (1976) concretized the scaffolding actions of the tutor with following 

activities: direct interventions, verbal corrections and general verbal directions (p. 95). 

The functions of the teacher/tutor are described in terms of recruitment, simplifying the 

task, direction maintenance, marking critical features, frustration control and 

demonstration (Wood, Bruner & Ross 1976, p. 95). Lefstein (2017) focused on what 

learners do in the scaffolding process. Learners choose the task and means to 

accomplish the task, elicit the support, regulate the form, degree and timing of support. 
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He also pointed out that learners have agency, i.e. they can “resist or subvert support 

that is offered to them” (p. 3). Once the students master the task with scaffolding, the 

support can be removed, and the students will be able to complete the task again on 

their own (MacLeod 2012).  

The scaffolding technique is widely used not only in learner-teacher cooperation 

but it has been broadened to include learner-learner interactions as well (Lightbown & 

Spada 2013, p. 118). Using the term collaborative dialogue, Swain and Lapkin (2002 in 

Lightbown & Spada 2013, p. 118) demostrated that second language learners co-

construct linguistic knowledge while engaging in production tasks (i.e. speaking and 

writing) that simultaneously draw their attention to form and meaning. It is a cognitive 

activity and social activity at the same time (Swain and Lapkin 2002 in Lightbown & 

Spada 2013, p. 118).  Banks (1998) also used the term co-construction when describing 

the working process between teachers and learners (p. 2). Gibbons (2002) offered a set 

of concrete questions that can be used to scaffold the support: ”Tell me what you have 

learnt. Tell me what you have done. What have you discovered? What do you want to 

tell us? What did you find most interesting?” (p. 75, my translation). It is important to 

adjust the time given to students to answer, i.e. wait several seconds longer for the 

answers or several more formulations before the teacher corrects them (Gibbons 2002, 

p. 75).  

In order to illustrate the process of knowledge construction by a concrete lesson 

design, Banks (1993, p. 12) suggested a lesson design about Westward Movement (see 

table 1). The learning plan moves from the students’ personal knowledge into 

presenting different perspectives about the theme. The plan uses segments or full length 

films that present different perspectives on the historical fact of the first European 

settlements in America. The presentation of the textbook account that stands for the 

official and general school knowledge comes last. The plan starts with students’ 
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personal and actual perspective and it proceeds to the presentation of several different 

perspectives. Teacher’s assistance and explanations are visible in the whole design. 

Students’ participation in the discussions could be viewed as moments where learners 

display the newly gained knowledge. 

   

• ask the students to make a list of ideas that come to mind when they think of 

“The West” 

• ask the students to view and analyze the film How the West Was Won 

• ask them to view videos of more recently made films, make a list of major 

themes and images 

• teachers summarize Turner’s frontier theory to give students an idea of how 

an influential mainstream historian described and interpreted the West 

• teachers present a transformative perspective on the West - film How the West 

Was Won and Honour Lost narrated by Marlon Brando 

• ask the students to view segments of Dances With the Wolves and discuss how 

the depiction of Native Americans reflects both mainstream and 

transformative perspectives on Native Americans in US history and culture 

• teachers present the textbook account of the Westward Movement in the final 

part 

  

Table 1. Lesson design for Westward Movement suggested by James A. Banks (1993, p.11-12) 

    

Banks often used the Native American perspective contrasting to the white, 

Western perspective (Banks 1993, p. 11-12). The ethnic minority perspective challenges 

the “certainties” of the majority’s established version of reality and offers a starting 

point for discussing the uncertainty of personal knowledge. Banks’ wish to expose the 

students to diversity resonates with Thein & Sloan’s (2012) proposition of perspective-

taking strategies as a means to “encourage uncertainty and ownership of such 

uncertainty” when reading multicultural literary texts (p. 321). When reading and 

responding to multicultural texts, students should be responsible for their positions and 
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beliefs. They should also discard authoritative or moralistic assumptions about their 

own beliefs as universally held norms (Thein & Sloan 2012, p. 321). Similar to Banks’ 

proposition about uncovering the diversity in the classrooms, multicultural education for 

Thein & Sloan (2012) means to encourage the students to see similarities, differences 

and “differences within differences” (p. 315). The goal of perspective-taking is to 

support students in “authentically considering perspectives outside their own 

experience” (p. 321) and the process goes from one’s initial response through the 

confrontation with the ideas of others to the final revision of one’s initial response (see 

table 2). Thein & Sloan also suggested that the conscious usage of tentative language 

helps students experiment with new perspectives and offers a strategy for students to 

distance themselves from authoritative and definite assumptions (p. 314). Apart from 

using tentative language, some other activities that encourage authentic engagement 

with multicultural texts, are 1. taking on the perspective of a character through drama, 

role-play or writing, 2. appropriation of various critical theories or lenses, 3. reading or 

constructing alternative texts to juxtapose with those considered in class (Thein & Sloan 

2012, p. 314).  

 

initial response (IR)  ⇒ 

 

 

ideas of others   ⇒ 

 

revision of IR 

 

Table 2. Process of revision of initial response in encounter with ideas of others according to 

Thein & Sloan (2012), (my interpretation). 
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3.1. Scaffolding in Multicultural Education 

In order to understand how scaffolding can be used within multicultural 

education, we can present the phases within the knowledge construction process during 

an ideal English lesson project (table 3). During the multicultural knowledge 

construction process a teacher expects explicit changes in linguistic, literary and cultural 

knowledge on the one hand and implicit changes of ethical attitude on the other hand. 

The sequence of phases in both cases follows the same pattern. Such presentation of 

cognitive activities makes teachers aware of how to procede during a lesson and what to 

do when assisting their students in a learning process.  

 learning new linguistic 

knowledge 

learning new ethical 

attitudes 

1. student’s actual 

experience/knowledge 

starting with the actual 

linguistic knowledge of the 

student (Gibbons, 2002, 

Wood, Bruner & Ross, 

1976), “stepping from 

something one knows” 

(Vygotsky, 1986), 

starting with the personal 

experience of the student 

(Banks, 1993), eliciting the 

initial response of the 

student (Thein & Sloan, 

2012) 

2. encounter with 

new ideas/new 

knowledge/new tasks 

providing support by 

modelling and scaffolding 

(Gibbons, 2002), by 

demonstrating, simplifying 

the task, marking critical 

places, controlling the 

frustration, maintaining the 

direction (Wood, Bruner & 

Ross, 1976), 

showing different 

perspectives (Banks, 1993), 

confrontation with the ideas 

of others (Thein & Sloan, 

2012) 

3. revision of 

student’s 

opinions/knowledge: 

fading the support and 

transferring the 

responsibility for the task to 

the student (Radford et al., 

2014) 

recognition of multiple 

viewpoints and partiality of 

our own assessments in a 

discussion (Banks, 1993; 

Banks, 2004), owning the 

uncertainty of the ideas 

(Thein & Sloan, 2012) 

 

Table 3. Presentation of cognitive and supportive activities involved in multicultural knowledge 

construction. 
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The knowledge construction process develops gradually both in case of learning 

new concepts and tasks and in case of acquiring new attitudes. The students are ”found” 

on the level of their current, actual knowledge by the teacher. It is essential that the 

process starts where the students are and it is the teacher’s responsibility to meet them 

there. The second step lies in motivating students to perform tasks that aim at new 

knowledge and new competence, providing them with support and gradually increasing 

their autonomy. The diversity of tasks and of supportive actions makes it possible to 

involve as many students as possible. Students are confronted with new knowledge and 

new perspectives. Finally, the students take over responsability for the task and for the 

new competence. They should manage performing the new tasks, expressing the new 

attitudes and revisiting their own ideas. If the teacher uses scaffolding techniques and 

schemes for the preparation and realization of lesson projects, the support and assistance 

can result in students having more knowledge about different perspectives and being 

more aware about the “uncertainty” of their own opinions.  

 

3.2. Challenges during Multicultural Knowledge Construction 

There are however many pitfalls when this process is taken into praxis during a 

concrete lesson. Vandrick (1996) observed that reading about unfamiliar cultures 

without adequate discussion may promote focus on differences and may leave students 

with the impression that such cultures are exotic and other ”leaving students’ beliefs 

unexamined and stating that their own cultures are central and superior” (p. 262). That 

would leave the students with their perspective still in the first phase, while considering 

their position definite. When showing the different perspectives teacher aims at 

breaking the illusion of homogeneity and discovering multiplicity as the norm. 

Vandrick (1996) noticed that we usually see people of our own culture as complex and 

active subjects while people of other cultures as indistinguishable from one another, 
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homogeneous objects of study who can be reduced to generalized data and explained (p. 

264). This kind of homogeneous illusion must be disrupted during the multicultural 

reading projects and that is what Banks (1998) also emphasized with his quest for 

”diversity within the homogeneous groups” (p. 2). The effectiveness of multicultural 

reading depends on the way it is taught. The way the material is presented is critical for 

what kind of discussions will follow.  

Issues such as prejudice and discrimination may become sensitive and 

controversial and the teacher must be observant when such discussions are productive 

and when they are harmful (Vandrick 1996, p. 266). Banks (2004) as well asked for 

further identification of major barriers that teachers face when trying to make their 

curricula multicultural (p. 22). Discussion about risks and potential controversies should 

therefore precede the planification of multicultural projects in order to make teachers 

more confident and prepared for students’ questions and contradictions. 

One example could be the epistomological discrepancy that appears when 

defining the knowledge construction process – how do we know that this is the correct 

attitude if we have removed the one, central perspective? The knowledge construction 

concept is anchored within structuralist beliefs about larger, underlying universal 

narratives or structures (Barry 2017, p. 50), while multiculturalism is pursuing the 

multiplicity of perspectives and echoes the post-structuralist views about the fluid 

character of reality (Barry 2017, p. 64). Shim (2011) noticed as well that post-

structuralism insights have been taken up by many researchers in multicultural 

curricular studies in ways that want to “overplay the individual’s ability to rationally 

position themselves and deploy different selves from available multiple selves” (p. 742). 

The teacher might find it difficult to avoid contradictions: does the knowledge that we 

are ready to explore exist as firm, objective knowledge? Or is knowledge constantly 

fluid, changing with no fixed center?  



 

16 

 

In the structuralist perspective it is the system of signs, the relations of 

constituent elements in the system that are important for understanding the meaning 

(Shim 2011, p. 747). Shim highlighted that ”the meaning is not self-evident in the sign 

but rather it is the sign system that enables the meaning to be mutually understandable 

among people” (p. 747). Applying this theoretical framework into multicultural 

education, teachers must uncover, together with their students, the invisible structures 

and forces that govern society and the way people think, feel and perceive (Shim 2011, 

p. 748). At the same time, the post-structuralist point of view questions the idea of one 

unified and homogeneous underlying structure that determines us. Humans are products 

of multiple histories and multiple social structures (p. 750). It is important for a teacher 

to be aware of the structures that exist and that he/she is a part of – teachers too are 

determined by the linguistic, historic, social structures that are to be challenged in 

multicultural education. Multicultural education discovers what we do not see and do 

not know (structuralist examination) but it also questions what we know and which 

stereotypical, definite beliefs we have by making our certain beliefs uncertain (post-

structuralist re-examination). Teachers should therefore apply, as Shim (2011) has 

suggested, both structuralist and post-structuralist points of view to act within 

multicultural education: ”Many aspects of structuralism and post-structuralism 

complement each other in ways that can provide more productive frameworks for 

understanding the difficulties involved in intercultural relations” (p. 747). 

 

4. The Multicultural Reading of Love Medicine 

This chapter focuses on providing concrete examples of activities connected to 

reading literature in order to increase students’ multicultural competence. The 

dimension of content integration focuses on which texts should be included, how they 

should be integrated and how to read them in class (Banks 2004, p. 6). In a similar way 
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to Banks’ design covering the perspective of Native Americans, Louise Erdrich’s novel 

Love Medicine has been chosen as an exemplary text to work with. Banks (2004) 

assessed that the implementation of multicultural texts and material raises students’ 

racial awareness and develops democratic attitudes and values (p. 10). He also noted 

that reading texts with multiethnic and multicultural content had a positive effect on the 

racial attitudes of second-grade white students (p. 17). Content integration is, as we 

have noticed, one dimension of multicultural education. However, Shim (2011) 

similarly emphasized that simply changing curriculum is not enough without examining 

who delivers the curriculum, how it is delivered and what institutional structures and 

forces are at work (p. 750). Content integration of multicultural texts stands, in that 

sense, for ”what” and knowledge construction with scaffolding as its main method 

stands for ”how”.  

A number of tasks can be performed when reading Louise Erdrich’s Love 

Medicine. The scaffolding method is applied where students are known well and 

supporting instruments are offered. The suggested activities can as well exemplify 

which criteria a teacher might consider when choosing authentic literary texts for 

multicultural reading. Love Medicine is a novel published in 1984 and it consists of 18 

chapters told by different characters. Apart from Marie and Lulu who narrate several 

chapters each, other characters present their own chapters and provide ample 

opportunities to challenge the reader’s prejudices. This narrative structure provides a 

decentralized point of view.  

In order to meet the students at their level, the teacher attempts to differentiate 

the tasks. Differentiation is when teachers adapt their approach for different students so 

that the entire class have the chance to perform to the best of their ability (Stevens 

2014). It is not rare that teacher must adjust the length of the authentic texts according 

to the students’ competence. This kind of novel, divided into different chapters 
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resembling short stories enables working with shorter segments of the text, in case 

reading of the whole novel consisting of 367 pages seems as an insurmountable 

achievement by teenagers. Teacher can extract text units and in that way reduce the 

texts for students. Another approach consists of group works that are orchestrated 

around different chapters and result into group presentations in the class. Firstly, if not 

everyone in the class manages to read the book, then each student group can read 

different segments and report on them to the classmates. Secondly, the whole class 

manages to read the book together. Moreover, the collaborative dialogues within the 

groups and within the classroom are a part of equity pedagogy thinking (Banks 1998, p. 

2). It is important that every student is given the opportunity to succeed with the tasks 

and it has been established that correctly planned group work increases students’ 

language development (Gibbons 2002, p. 51). Text reduction and its distribution in 

different groups can be one way of scaffolding the reading process for all the students.  

In analogy to Banks’ own lesson design, when reading Love Medicine students 

will also get acquainted with the contemporary reality of Native Americans. Pre-reading 

activities are essential for students in order to check their actual knowledge as the first 

step of scaffolding and in order to facilitate the following reading (Lindholm 2009, p. 

186; Gibbons 2002, Cummins 2015). Teachers can ask students to describe what they 

know about Native Americans and show several short videoclips about recent living 

conditions in reservations. The protagonists of Love Medicine qualify as belonging to a 

different ethnic group than the group of probable readers - Swedish and immigrant 

students in Sweden. The pre-reading activity and point of departure for a teacher is to 

inquire about students’ actual knowledge and image of Native Americans - what do they 

know about their lives today? The romanticising picture of Native Americans is not 

unproblematic and Lima (2016) pointed out that “equating authentic Indianness with a 

static and idealized image of the past effectively [deletes] contemporary Native peoples: 
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Indians are only real if they are the same as they were in some imaginary past, but if 

they are the same as they were in that past then they are not really here.” (p. 308). The 

lack of real knowledge about present-days Native Americans offers a possibility for the 

students and the teacher to acquire new knowledge together. The distinct difference 

between the widely spread misinterpretation of Native American identity and the real 

meaning of being Native American makes reading about this ethnic minority interesting 

for students. Teacher can naturally initiate the discussion about stereotyped and false 

images and engage students in a search for information.  

This realisation can subsequently be applied to our knowledge about other ethnic 

groups - what do we really know and how do we get information about the lives of 

different nations and ethnic groups? If we were wrong or had a misleading picture of 

Native Americans, can we have the wrong picture about other ethnic groups too? 

Examining stereotypes we have about other people plays an important role in 

multicultural education (Shim 2011, Vandrick 1996, Banks 2004). Moreover, Vandrick 

argued that multicultural texts often miss the point about having gender balance (p. 

263). Even in this case Love Medicine can be seen as a suitable text that destroys the 

stereotypical notions: the story follows two strong women that act and protect their 

families – Marie and Lulu. Some critics argue that it is June, another female figure, who 

dies in the first chapter but is present in several chapters that reminiscence the past 

years, who actually is the main protagonist or a unifying character of the book (Stock 

2016, p. 126). That would add another female character that a reader can identify with. 

Discussion is in that way extended from what it means being Native American to an 

intersectional inquiry of what it means being a Native American Woman.  

The lack of one strong main character in Love Medicine allows other characters 

to gain more space and creates a plurivocal text. Erdrich shows that every individual 

story and voice matters equally and she in that way deconstructs the logocentric vision 
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of the reality. Another stylistic and literary instrument that Erdrich uses in order to show 

”biased truth limited by personal experience” is the shifting between the first-person and 

the third-person narrative. Barry (2017) remarked that shifts in the continuity of a work 

reveal instabilities of attitude and lack of unified position (p. 77). Mixing of 

perspectives contributes to the non-hierarchical order between the characters and 

supports the post-structuralist assumption that ”all knowledge is perspectival” and that 

”the unity and harmony lies in multiplicity” (Oppermann 2011, p. 233). Barry (2017) 

explains that post-structuralists call it the decentered universe – one in which by 

definition, ”we cannot know where we are, since all the concepts which previously 

defined the centre, have been ”deconstructed” or undermined” (p. 62). Another 

assumption that resonates with post-structuralism is ”knowing for certain that we can’t 

know anything for certain” (Barry 2017, p. 63).  

In Love Medicine we discover a narrative model containing the multiplicity of 

perspectives representing several individuals that reveal their mutual visible and 

invisible relations. That is a model suitable for multicultural reading, having in mind the 

requirement for the revision of one absolute and definite perspective that has been 

formulated previously (Thein & Sloan 2012, p. 321). Different accounts of the same 

episodes demonstrate the ”perspectival” characteristics of knowledge. According to 

Banks (1993), students should be given opportunities to create knowledge themselves 

and ”identify ways in which the knowledge they construct is influenced and limited by 

their personal assumptions, positions and experiences” (p. 11). One example for an 

activity considering perspective-taking could be reading passages where two characters 

account the same event in different way (for example Erdrich 2004, p. 139 and p. 160). 

After that, the students can be motivated to find an event in their school life and write a 

short account. They could share their accounts reading them in groups, making them in 

that way conscious about different personal perceptions and perspectives. Erdrich’s text 
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makes a reader conscious of the fact that our experiences differ and the same event can 

be perceived differently by each participant.  

The reading of Love Medicine serves as a modelling instrument for a teacher 

who wants to show the fact that personal experience can influence the account of what 

happened. The fact that we cannot step outside our personal experience should make us 

more humble and respectful when it comes to the personal experience of other people. 

Thus, one of the main premises of the multicultural approach has its explicit image in 

the way the novel is constructed. At the same time, the interconnectedness of the 

characters in the novel overcomes the skepticism of post-structuralist viewpoints. The 

individuals express their personal and unique experience but they are still members of 

the same community, constrained to seek ways to interact.  

The characters in Love Medicine belong to the Chippewa tribe living on their 

reservation. The Chippewas traditional way of life in forests is impossible to pursue - 

uncle Eli is ”the last man on the reservation that can snare himself a deer” (Erdrich 

2004, p. 29) - but they still have the connection to nature and feel being a part of it. 

Through the eyes of different characters in the book, the politics of the US government 

is described as hostile to the tribe and its members. White political decisions influence 

in a negative way on the land and nature and it is a means of oppression for the Native 

Americans. White politics impacts the tribe and strips them from their heritage: the 

reservation lies on the driest part of the land that the white farmers didn’t want (Erdrich 

2004, p. 12). Their children are forced into American schools far away from their 

parents, depriving them of the Chippewa language and culture. The limited space of the 

reservation is the only thing left from the vast territory the tribe once inhabited.  

Criticism of unjust living conditions for Native Americans runs like a red thread 

through the novel. Pessimism and determinism are typical for the Chippewa 

protagonists because ”the cards have been dealt” before they were born (Erdrich 2004, 
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p. 357). Pessimism increases when the limited prospects for Chippewa boys and girls 

are accounted for. By picturing careers of the characters Erdrich implicitly delivers 

penetrating criticism and failure of the official US policy against Native Americans – 

girls can stay in reservation and take care of the kids (Marie), become alcoholics 

(Marie’s mother), homeless and unemployed (June). Boys can spend their lives in and 

out of prison (Gerry), hiding in nature (Moses, Eli), becoming a US soldier and 

returning home with posttraumatic stress disorder (Henry) or turning into ”apple” as 

King did: ”red on the outside, white on the inside” (Erdrich 2004, p. 353). ”Red” and 

”white” point again at ethnic differences since ”an apple” means Native American in his 

looks but white in his behaviour and beliefs. On the other hand, some hope can be 

spotted for Albertine who studies to become a doctor, Lyman who succeeds in running 

the factory on the reservation, providing real jobs, or Lipsha who escapes the US army 

fate and re-discovers his family. Everyone is, however, always reflecting on his or her 

ethnicity that is inherently present as a primal cause in their attempts to explain why the 

things are happening. After having read parts of Love Medicine where these topics are 

raised, students could discuss their own job and future prospects. The influence of 

ethnicity on the professional career can be another point of discussion. The aim of such 

discussions is to make visible the hidden social structures that influence important 

choices in our lives.  

Some analytical techniques, developed from deconstructivist reading, can be 

used when reading the multicultural text in order to develop students’ multicultural 

awareness. Teachers want their students to uncover the limited perspectiveness of 

knowledge and to question the liability of universal facts that emanate from the 

dominant position of one language. The stereotypical images that we have about 

different cultures are articulated in language. The practice of deconstructively reading of 

multicultural literary texts questions established answers and enables to see through 
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power structures. Deconstruction questions the language and ”commonsensical notions 

and assumptions” (Barry 2017, p. 63). Analyzing words, expressions, short texts or 

short word clusters could be a way of making students aware of the connection between 

language and thoughts (see table 4). Barry (2017) suggested three different stages of 

deconstructive reading (p. 76-77): verbal, textual and linguistic stage. On the verbal 

level, students can with teacher’s support, look for paradoxes and contradictions in 

prepared text segments. The examination of the title Love Medicine could be done with 

students – was it love medicine that caused Nector’s death? The reversed polarity of 

common binary oppositions is one of the tendencies within post-structuralism and hence 

deconstruction (Barry 2017, p. 77), in the case of the title of our book we have the 

binary oppositions love-hate and medicine-poison.  

Another example could be the deconstruction of the heading of the chapter ”Red 

convertible”. A convertible is a car that can be spotted on veteran meetings in Sweden 

and vehicle- and transport programme students have no problems of picturing it. If we 

start digging into different meanings of red (Indian) and convertible – something that 

can be transformed, a totally different meaning appears, a meaning that once again 

criticizes racial politics in the United States. Suddenly, the phrase red convertible talks 

about a Native American boy that finds himself transformed into a soldier in the US 

army, fighting overseas for a government that mistreats his own ethnic group. It is the 

white government that wants to convert the identity of a Native American young man. 

Similar linguistic exercises improve students’ understanding of metaphors and image 

analysis as well as enable deeper sensitivity for the insufficiency of the language that is 

supposed to describe the reality. Can the ethnicity of a person be changed? Has the 

majority government the right to erase the identity of ethnic minorities? What happens 

if you start disregarding your roots, your legacy? What happens when your country 

wants to turn you into something that you are not? Possible follow-up tasks for students 
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could evolve around perspective-taking, role-playing in order to visualize the 

discriminating position of an individual from ethnic minority. 

 

stage of 

deconstruction 

typical for the stage possible motifs, words, puns, quotations from 

Love Medicine 

verbal looking for paradoxes and 

contradictions 

love medicine, red convertible, Marie Lazarre,   

freedom in reservation 

”June walked over it like water and came home” 

(p. 7) 

”She will shine when we have burned off the dark 

corrosion” (p 54 – sister Leopolda in the convent) 

teach Chippewas the right ways (p. 327) 

textual shifts or breaks in continuity of 

the work, shifts in time, tone, 

view, attitude, pace, 

vocabulary, grammar 

shifts between ”I” and ”he”/”she”,  

broken chronology between the chapters 

listing people in ”Tomahawk Factory” (p. 309) 

 

linguistic implicit/ explicit reference to 

something that is unsayable 

Moses Pillager who doesn’t speak, ”nobody let 

out his real name” (p. 74) 

Eli is ”shy and he doesn’t like to talk” (p. 61) 

Henry ”was quiet, so quiet” (p. 186)  

 

Table 4. Suggestions for deconstructive discussions of Love Medicine with students, after Barry 

(2017, p. 76-77). 

 

On the textual level, shifts and breaks in the text could be pointed out, followed 

by a discussion of the possible consequences and meanings of such breaks for the reader 

(see table 4). On the linguistic level, the difficulties of articulating certain experiences 

can be taken into account and discussed: how important are the things we do not want to 

talk about? Do we make things less frightening by talking about them? Such analyzing 

exercises, in fact, work with short word/text units that are accessible even for readers 

with lesser literature curriculum such as the students enrolled in the vehicle-and-

transport programme but the impact of discovering different layers of meanings in 

words and texts contributes to the general language comprehension.  
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 Writing tasks are typical examples of after-reading tasks where students can 

show the development of their new knowledge and multicultural competence (Gibbons 

2002, Lindholm 2009). Vandrick (1996) observed that often writing short papers after 

reading and discussing the literature helps students to process new knowledge (p. 264). 

Students can address the issues ”in various writings at various times, which may allow 

them to develop deeper and deeper readings and understandings of the material and of 

the issues” (Vandrick 1996, p. 264). Among the vast variety of motifs in Erdrich’s 

novel, generating in several different characters and their diverse problems, it is possible 

for a teacher to find a motif that his/her students can relate to and, subsequently, to 

create a productive task around this motif. In the concrete case of Swedish vehicle- and 

transport students, it can be the car motif: June is represented by the car that her son 

King buys for the insurance money (Erdrich 2004, p. 23) as he comes driving his family 

in it at the beginning of the novel. In the end, it is Lipsha though, who discovers the fact 

that June was his mother, who “wins” the car and drives it back to the reservation (p. 

367). Another car-person identity is seen in the already mentioned story where Henry 

takes care of the red convertible (p. 187).  Lyman hopes that repairing the car could heal 

Henry’s PTSD. However, Henry chooses to commit suicide, drowning himself in the 

river and Lyman “drowns” the car there too (p. 193). A possible writing task for the 

students could be to ”describe a car that would characterize your personality and reveal 

your identity.” The vocabulary and syntax input from the two examples can function as 

a model text and as a supportive instrument, making it easier for students to produce 

their own texts. The requirement to relate the text of Love Medicine to students’ own 

experience and thoughts can be included in the task description.  

In this chapter several activities have been suggested for teachers who would 

like to read parts or the whole of Louise Erdrich’s novel. Teachers are advised to start at 

the level where they find their students and subsequently procede with group work, 
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classroom discussion, pair work or individual writing activities towards acquirement of 

new knowledge and revised ethical attitudes. Topics and issues that have been 

highlighted are the stereotypical images that people have, the influence of personal 

experience on knowledge, professional career opportunities influenced by ethnicity or 

different meanings and layers of words and language in the book.  

 

5. Limitations and Future Research 

The implementation of multicultural education depends on several factors – the 

teacher’s opinions and expectations, the school culture, students’ personal situation; 

these are all factors that influence the possible positive outcome of multicultural reading 

projects (Shim 2011, Banks 2004, Cummins 2015, Vandrick 1996). The scholars 

committed to multiculturalism repeatedly highlight the necessity of correct instructional 

practice – how to teach right and how to deliver the multicultural curriculum to the 

students (Banks 2004, Shim 2011, Vandrick 1996, Cummins 2015). Teachers must not 

lose sight of students’ actual state of knowledge and ethic attitude. Shim (2011) warned 

for prematurely optimistic accounts of multicultural education curricular projects that 

claim that students from diverse backgrounds were empowered because their teacher 

got to know something about their out-of-school lives or because their social studies 

curriculum included a chapter on cultures of students from diverse backgrounds (p. 

740). Moreover, even an exceptional curriculum can contribute to creating oppressive 

learning conditions for students from the diverse backgrounds if teachers who instruct 

the curriculum operate with a narrow set of assumptions (Shim 2011, p. 744). Another 

problem is that by reading ”exotic” literature, the difference is emphasized and visited 

”once a year” to be checked off on a list. This attitude marginalizes the groups 

represented by the literature once again (Vandrick 1996, p. 268). The challenges that 

teachers face when implementing multicultural curriculum should be researched in more 
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detail in order to provide the teachers with necessary information (Banks 2004, Shim 

2011). 

The choice of Louise Erdrich’s novel Love Medicine for framing the 

multicultural theory could be discussed – the shortcomings of the novel include the 

lengthy text, advanced language or maturity of the topics. Reading about Native 

Americans does not imply the same connotations to students in Sweden as it does to 

students in the United States. Another novel might address more directly the teenage 

audience in Sweden. Being a part of content integration, choice of the text is crucial for 

the teacher but is not focused in this essay. The ”how” of multicultural education lies in 

being able to scaffold student assistance while reading multicultural texts. The 

identification of criteria to distinguish different literary texts according to their 

accessibility to teenage readership, could be a theme for further research.  

The fact that Banks’ model and most scholars’ work is based on the situation in 

the United States can influence its applicability to lower and upper secondary school 

teaching in Sweden. One proposition for future research in Sweden would be gathering 

empirical data through a questionnaire before and after having read and worked with a 

multicultural reading project. The students in the vehicle- and transport programme 

would be a given choice as a test group. Would it be possible to spot any difference in 

students’ ethical attitudes? Thein & Sloan (2012) mentioned other problems with 

students misconceiving what perspective-taking and tentative language usage involve: 

students may happen to employ a rhetoric of tolerance and universality or continue to 

share definitive rather than tentative perspectives instead of authentic consideration of 

alternative ideas and conflicting perspectives (Thein & Sloan 2012, p. 320). Lindholm 

(2009) proposed further investigations of how different reading strategies are used by 

students and how instruction based on such reading strategies improves students’ 

reading development (p. 193). Future research could also adapt the knowledge 
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construction observations when analyzing learners’ interactions in peer learning and 

collaborative dialogues (Lightbown & Spada 2013, p. 118).  

 

6. Conclusion 

As teachers and educators we interact with our students every day. The 

awareness of different phases in knowledge construction and scaffolding leads a teacher 

to a more exact choice of instruments that are needed for multicultural education. The 

support that teachers provide during the knowledge construction process can have 

different forms and contributes to the development of student competence. Teacher 

presence and assistance in the place and time where new knowledge is presented, tested 

and discussed is vital for successful learning, most particularly in multicultural learning. 

This paper has discussed different aspects that influence multicultural education and the 

positive benefits that such contributions can have for the students. The focus on the 

knowledge construction process helped to discover similar sequences in scaffolding and 

in perspective-taking practices. 

Starting with an anecdote about students from one programme at a Swedish 

upper secondary school, I have examined the possibilities to influence their racially 

prejudiced attitude by reading and discussing a novel about an ethnic minority. All the 

necessary choices and considerations that a teacher must take when applying 

multicultural literary text into lessons, lead to a realisation of the complexity of the issue 

and at the same time its necessity. The application of scaffolding in multicultural 

education helps to provide a better learning environment and subsequently a base for 

students’ empowerment. A number of different philosophical frameworks that emerge 

during knowledge construction and perspective-taking have been identified: both 

structuralist and post-structuralist viewpoints are relevant when teachers and students 

together examine what affects historical, social, cultural and institutional positions.  
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The choice of multicultural literature can be done by a set of criteria that 

correspond with multicultural education such as the perspectival universe or 

protagonists from a different minority. If language knowledge construction is used to 

improve the learner’s language, then multicultural knowledge construction can be used 

in order to improve students’ ethical attitudes and reduce the prejudice towards diverse 

cultures. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

30 

 

References 

Barry, P. (2017) Beginning Theory: An Introduction to Literary and Cultural Theory.  

Manchester University Press. 

Banks, J. A. & McGee Banks, Ch. A. (ed.) (2004) Handbook of Research  

Multicultural Education. San Francisco: Wiley. 

Banks, J. A. (1998) Multiculturalism’s Five Dimensions. Retrieved from:  

https://www.learner.org/workshops/socialstudies/ 

Banks, J. A. (1993) The Canon Debate, Knowledge Construction, and Multicultural  

Education. Educational Researcher. Vol.22(5), 4-14. 

Cananau, I. & Sims, C. (2017). Teaching Literature, Implementing Multicultural  

            Education. In U. Serrander & P. Thalén (Eds.) Kunskap, motstånd, möjlighet:  

            Humanistisk forskning idag. Halmstad: Molin & Sorgenfrei. 297-316. 

Cummins, J. (2015). Intercultural education and academic achievement: a framework 

for school-based policies in multilingual schools. Intercultural Education, 26 

 (6), 455-468. Retrieved from: https://doi.org/10.1080/14675986.2015.1103539 

Erdrich, L. (2004) Love Medicine. London: Harper Perennial. 

German, G.(2002). Antiracist Strategies for Educational Performance. In K. N. Dwivedi  

(Ed.), Meeting the Needs of Ethnic Minority Children - Including Refugee, Black 

and Mixed Parentage Children: A Handbook for Professionals. Jessica Kingsley 

Publishers. 

Gibbons, P. (2002). Stärk språket, stärk lärandet. Språk- och kunskapsutvecklande  

arbetssätt för och med adnraspråkselever i klassrummet. Stockholm: Hallgren& 

Fallgren.  

Lightbown, P. M. & Spada, N. (2013) How Languages are Learned. Oxford: OUP. 

Modiano, M. (2009) Language Learning in the Multicultural Classroom. Lund:  

Studentlitteratur. 

Oppermann, S. (2011). Ecocentric Postmodern Theory: Interrelations between  

Ecological, Quantum, and Postmodern Theories. In C. E. Rigby & A. Goodbody 

(Eds.). Ecocritical Theory: New European Approaches. Charlottesville: UVP. 

Radford, J., Bosanquet, P., Webster, R., Blatchford, P., Rubie-Davies, Ch. (2016).  

Fostering learner independence through heuristic scaffolding: A valuable role 

for teaching assistants. International Journal of Educational Research 63, 116-

126.  

Shim, J. M. (2011). Structuralism’s relevance in a post-structural era: Re-visiting  

https://www.learner.org/workshops/socialstudies/pdf/session3/3.Multiculturalism.pdf
https://doi.org/10.1080/14675986.2015.1103539


 

31 

 

             research on multicultural curricular studies. Journal of Curriculum Studies 43  

            (6), 739-758.  

Sjödin Lundholm, A. (2016). Fiction Used in English Language Education in Sweden. 

A Multiculturalist Inquiry. Retrieved from: https://lup.lub.lu.se/student- 

papers/search/publication/8901441 

Skolverket. (2012). Syllabi for the subject of English in upper secodnary school in 

Sweden. Retrieved from: https://www.skolverket.se/publikationer?id=2975 

Stevens, R. (2014, Jan 16) Five practical tips for differentiation. The Guardian.  

Retrieved from: https://www.theguardian.com/teacher-network/2014/jan/16/ 

differentiation-teaching-students-ability  

Stock, R. (2016) Louise Erdrich’s Place in American Literature: Narrative Innovation in 

             Love Medicine. Prague Journal of English Studies 5 (1), 119-139. 

Swedish Institute (2018) Sweden and Migration. Retrieved from:  

             https://sweden.se/migration/#2015. 

Thein, A. H. & Long, D. S. (2012) Towards and Ethical Approach to Perspective-taking  

and the Teaching of Multicultural Texts: Getting Beyond Persuasion, Politeness 

and Political Correctness. Changing English, 19(3), 313-324. 

Vandrick, S. (1996). Issues in using multicultural literature in college ESL writing 

             classes. Journal of Second Language Writing, 5 (3), 253-269. 

Vygotsky, L. (1986). Thought and Language. Cambridge: MIT Press.  

 

 

  

  

  

  

https://lup.lub.lu.se/student-
http://www.theguardian.com/teacher-network/2014/jan/16/%20differentiation-teaching-students-ability
http://www.theguardian.com/teacher-network/2014/jan/16/%20differentiation-teaching-students-ability

