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Social justice in mathematics education remainseutigorised and contested. In
this paper, | discuss various construction of sbiatice in education and relate it
to equity and diversity agendas. Theoretically, ill wase my discussion on the
writings of Nancy Fraser. Lastly, the theoreticasaission is illustrated by some
results a study on internationalisation and globation in mathematics education
conducted in various countries on both sides ofRheific.

In another context (Atweh, 2007), | discussed thpartance of engaging with the
concept of social justice itself in addition to aggg with practices that promote it.
In that paper, | discussed two other familiar temithin the discipline that often are
used interchangeably with social justice; nametyyity and diversity. Relating the
two constructs, Burton (2003) argued that thera ishift from equity to a more
inclusive perspective that embraces social just(pe’v). She added, “the concept
of social justice seems to me to include equity aodto need it as an addition” (p.
xvii). Wenzel (2001) pointed out some limitationghwthe equity agenda to provide
a normative guide for practice to achieve socistipe. He discussed the difficulties
within the traditional equity discourse in determgnquestions as to who is entitled
for equity measures and how to avoid individuafisehess at the expense of the
group’s benefit. Similarly, equity measures tendi¢éal with a single recipient of the
benefits and not as a social group that is systeailgtexcluded.

Likewise, the social justice agenda in mathemagtscation is at times discussed in
relation todiversity (Loden & Rosener 1991). While the concept of ggaitose
from, and is often associated with gender conceires,concept of diversity arose
from, and is often associated with concerns abaliti@l and linguistic diversity.
Undoubtedly, the persistent research evidencesihae groups of students are not
achieving or participating in mathematics, and ek of acknowledgment of the
contribution of the different cultures to matherostias well as the different ways on
knowing as illustrated in certain feminist writingend the ethnomathematics
movement, raise serious social justice issues.

Like equity, however, the diversity discourse givese to some problems in
achieving social justice in that it leads to essdising the differences between the
different groups and it fails to take into consateyn the changing constructions of
these labels and their contextual understandingmme and place. Similarly, the
diversity discourse fails to adequately take intmsideration one of the biggest
threats to inequality and exclusion, namely socior®mic background or poverty.

! The theoretical part of this paper is based eratticle appearing in the special issue on s@astice in the
Philosophy of Mathematics Education Journal, (Atw2907)



In spite of the overlap in the aims of both agemufasquity and diversity, there is an
important difference between them that leads temally contradictory outcomes.

This relates to their ultimate aims with regardyjtoup status. Equity projects aim at
reducing group differences, e.g. in achievement padicipation, and hence its

ultimate aim is to abolish group differences. Dsiy discourse, on the other hand
aims at enhancing group differences and statuss iBhthe dilemma that Nancy
Fraser (1997) referred to in discussing the muttiahsional model of social justice.
There are two further limitations of the equity atdersity agendas. On one hand,
remediating equity concerns might be vulnerableadfacklash of misrecognition

(Fraser, 1995) for the target group by constructingm as victims, while the

diversity construction promotes group identity. @e other hand, the diversity
agenda might be vulnerable of romanticising diffiee between groups by treating
them as exotic, while the equity agenda highligh&sr exclusion and disadvantage.
| will come back to these points later in the paper

UNDERSTANDING SOCIAL JUSTICE

Traditionally, the conception of a social justiceodel was based on the
redistribution of material or symbolic resourcesl ayoods.Distributive modelsof
social justice focus more on unequal opportuniiressociety rather than mere
outcomes. Mclnerney (2004) argued that a societyatbe called just unless “it is
characterized by a fair distribution of materiadamon material resources” (p. 50).
Rawls (1973, in Mclnerney, 2004) claimed that thjsct of social justice is the
basic structure of society, “the way in which thejon social institutions distribute
fundamental rights and responsibilities and deteenthe division of advantages
from social cooperation” (p.50). Gewirtz (1998) ntiéed two forms of distributive
justice: a weak form, equality opportunity, and a strong form, equality of outcome
In mathematics education, distributive models ofiaojustice are reflected in
compensatory programs allocating designated ressufor the disadvantaged.
However, this model does not always question tlieazdum itself, the pedagogy or
the regimes of testing used in the classroom aait tble in creating educational
inequality. Similarly, it may not take into accouhe reasons for the inequality that
have historical roots and are socially and polilycdetermined.

Marion Young (1990) presented a critique of traxhél conceptions of social justice
in that they are based on “having” rather than fidéi Grounding social justice in
individual solutions that allow little room for theonsideration of membership in
multiple social groups is inadequate. Furthermexégnding such models, developed
on the distribution of material goods to other goaiich as self-respect, honour
opportunity, and power, is problematic. To underdtthe struggles for social justice
by a variety of groups, such as women, African Aoaars, and gay and lesbian
people, feminist theorists posited a discourseoofas justice based on the principle
of recognition Nancy Fraser (1995) expounded:

Demands for “recognition of difference” fuel strigg of groups mobilised under the banners of
nationality, ethnicity, ‘race’, gender and sexualit.. And cultural recognition replaces



socioeconomic redistribution as the remedy of danjastice and the goal of political struggle.
(p. 68)

Fraser (1997) argued that social justice today ireglboth redistribution and
recognition measures. She presents a model oftypafriparticipation” as a guiding
principle that incorporates both models. In a lggablication (Fraser & Honneth,
2003), she presented what she calls a “criticabrgh@r recognition” that avoids
reducing one dimension to the other and avoidgnfalinto postmodern non-
normative deconstruction. Importantly, Fraser adyuthat redistribution and
recognition remedies are analytic tools that aré matually exclusive and, in
practice, most social justice action contains el@sief both.

The two constructions of social justicedistributionandrecognitioncorrespond to
the constructions of equity and diversity respesdyivUsing the bi-categorical model
of social justice can provide a better understagain the relationship between the
two discourses. However, this does not yet contieibio a resolution of the
difficulties identified above. The conflict betweequity and diversity agendas has
been translated into the dilemma that Fraser (168I19 the distribution-recognition
dilemma. To deal with this dilemma, the authoradtices two further analytic tools
to describe remedial action for social injusticeader differentiates between
affirmative and transformative remedies for injostand argues that they cut across
the redistribution-recognition dividéffirmative remedies include those “aimed at
correcting inequitable outcomes of social arrangemewithout disturbing the
underlying framework that generates them” (2001,89), whilst transformative
remedies are “aimed at correcting inequitable auoprecisely by restructuring the
underlying generative framework” (p. 82). It renmito be shown how these
theoretical tools assist in a resolution of themtina discussed above.

SOCIAL JUSTICE ININTERNATIONAL COLLABORATIONS

To illustrate some of the tensions between thesbfit constructs of social justice, |
will discuss some of the learnings from a studyohaucted with a colleague on
mathematics educators from several countries infeast Asia and South America.

Distributive needs

Several international comparisons in mathematiasc&iibn have identified huge
gaps in achievement between students from diffe@intries. For example,
Glewwe and Kremer (1995) show that the gaps in exa&ment between less-
industrialized and more-affluent countries arensated to be 3 years of schooling.
This is not meant to accept the results of theseliest uncritically (Keitel &
Kilpatrick (1999). However, the mathematics exardime these tests represents the
mathematics that often opens the door for studenstudy abroad; and the lack of
their success presents a barrier for their pagtmp on the global economy. While
Western mathematics educators rightly questionnipéication of these results, they
still have significant implications for educatorsrh less-industrialised countries.



Educators from less industrialised countries alBeehexpressed a sense of isolation
due their lack of ability to participate in intetimmal conversations about
mathematics education. Not the least of these msas® financial. The cost of
attending international gatherings or subscribing iriternational journals is a
prohibiting factor for many international mathemateducators. Similarly, educators
from non-English speaking countries often feel eded from many international
activities that are in conducted in English. Whehkeal what their expectations were
from international contacts, the participants oé docus group were very direct and
candid in their reply. They aspired for more intronally financed research.
Further, some educators questioned why Englishldhioe the only language of
communication in many of these international gatie.

Hence, for educators from less industrialised coesitthere are clear issues for
distributive justice in international collaborat&anHowever, as argued by Fraser
above, distributive remedies of social injusticeon®l lead to problems of

misrecognition. It is fair to say, many educatomf the less industrialised countries
visited were also well aware of their needs foogggtion.

Recognition needs

The lack of participation of academics from manymees visited in international
dialogue implies that their great achievementshe éducation systems of their
countries, such as the Escuela Neuva (New Schoo{falombia, an innovation
internationally recognised for its excellence bg tHNESCO (Constanza, 2000),
remain virtually unknown in international publiaatis and theory.

Further, as one academic from Philippines pointedtibat research questions and
curriculum innovations promoted by Filipino eduaatenatch those of academics
from abroad. Many researchers are “very much imibeel by what they see in

[international] journals”. At times, the researchegtions are not judged by their
contribution to improving the practice of teachinghe local context. Some, indeed,
were seen as researching “trivial topics”. Othentis may be seen as not only as
irrelevant, but also detrimental to the welfareta country.

Critical collaborations

To deal with the complexity of both agendas of sabqistice and their possible
conflict, we employ thetransformative remedies discussed by Fraser. The
transformative-distribution mode of remedies tasgethe enabling of the
marginalised academics and cultures to develop tven capacity to generate their
own knowledge, research and theory about mathesnadiacation. Hence it effects a
change of pre-existing norms of knowledge productad may have short or long-
term effects. International interactions under tm®del include international
postgraduate students from less industrialised tci@srand programs that contribute
to the professional development of educators. Hewev is usually unidirectional
with clear demarcation between the providers andpmnts of development.
Similarly, this mode of interactions does not nseeiy problematise differences in



interests and needs of the different participahemce it leads into blurring of
cultural differences.

However, the transformative-recognition mode of edms targets the
deconstructions of the binaries that construct ewcacs from
affluent/developed/industrialised and those from orpanderdeveloped/less
industrialised countries and attempts to develafical collaborations that are
mutual and lead into reciprocal learning. Like nauikturalism, critical collaboration
aims to give recognition and respect to the knogdsddifferent cultural groups and
countries provide. However, in this category effist made to challenge the
structures that give rise to inequality in statas,well as the knowledge shared,
among nations. Critically collaborative activitieare necessarily based on
participation from educators in different countrias all work to develop local
knowledge and simultaneously contribute to collextinternational knowledge
albeit it is not universal but always contextualise
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