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Abstract

et

g

When children reach five years of age, mos of them
have experignced some form of schooling-in ontemporary

ociety.‘r' ardless of their own intentions. - Thege ch{Taren'

ed to leave their familiar home envi}onment and
erent culture, the classroom, 4here there

©

are a~ variefy of new rest:\ctions and regulatioas. What is
it like for young children to go to school? What meanings do
they a:)be to. their experienge? This study was proposed to

: l
understanding of children’'s own \rfch~ and lived

seek
experiences as (a whole, instead of . identifying general .
tendencies or developing propositjgns to explain observable
or measurable behaviors.. N
In order to qnfold the deep meaning structure of y,

schooling for young children, | entered into the concrete
life-worlds 'of three Kbrean childrgp -4s they entered
kindergarfen in September, 1985. During the period from
August to December of that year, I participated in their

world by talking with fﬁpir parents, observing and sensing
’ their real actions sand;féelings in the classroom, rand having
occasional conversations with them. In'order'to undlerstand
their experiences in a wider con}éxt, I trje | to get
assistange from other sources such as the pictures they
drew, the teacher’'s comments, photographs; arn® so forth.



As 1. delved into'the.deep meanings of three children’'s
Tife-wok ids, I tried to re-tell their experiencés of
beginning scﬁooling with the vividness they lived through.

On of their lived experiences, | attempted ta let

sig s emer they related to educational
concerns practice | identified were: '; have
long leg’ (feeling of grown-up); 'I‘did nothing’ (’'nothing’
as it related to school activities); 'Where are we going?’

(loss of self in the time schedule and evaluative criteria);
~‘Can ;Bu hold my hand?’ (wanting to be affiliated with and
no&iced by qther ?lassmates): and 'She is nice’ (the teacher
is nice).

In the final chapter, Ty eXperience of tHe act of
understanding, wﬁich is central in this study, is‘reflected
upon as | experienced through th{s.study in order to deepen
the act of understanding in further efforts to understand
€hildren’'s worlds. In our efforts to improve educational
practice, an attempt to search for the prop;r place of
children in. educational practice is mdde. Finally an
education for children is suggestéd and discussed with
relation to the notion of pedagogical tactfulness ~and

wu-we i . . ‘ :
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1. Introduct ion , /

A. Background to the Research . .t

The cultural pattern of the approacheq group is to
the stranger not a shelter but a field of adventure,
not a matter of course but a questighable topic of
investigation, not an instrument for disentangling
problematic situation but a probdematic situation
i(t)s?lf and one ha(r'd to mastef (Schutz, 1971, P.
104) . /

While sitting here. reflecgfag’—on the first days\of
sending my daughter, Jane, to‘théfdaycare center, 1 .vividfy
remember the heart-fendering feeling'of léavinq her as she
was choking, crying, and struggling to free herself from the

o

teacher behind me. After/ beginning her daycare life, shs
would wake at mid-night ahd cry. This was -something which
never ﬁad happened ' before. She réfused to eat anything at
thé dayéare as well as at home. This experience led me as a
mother and. a student who is interested'ih early childhood
education, to pondér one questjon in my ‘Tind. Whata is it
like for youngl Egildren to be left in an unfamiliar
environment and with strange people? When young children are

separéted from their parents and required to adjust to hew

ways of e, what feelings and meanings are they
experiencing? |

Almost all the children in contemqorary society are
expected to have some form of ‘schooling’ when they are
appfoximately five years of age, At this time, they may
éxperience a strange environment.‘ a different organization,

\
and unfamiliar people. For the first time, they may be-. cut”
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N~ v i . "
off from the familiarity and security of the home culture
for a length 2f time for five days a week. In additidn,
tAere are many restrictions and regulations they must follow
in a schooling society (Jackson, 1868'. They have to !;o to
school every morning at the fived Wime. They have t8 share
play materials with other classmates. They have to conform
to the teacher’s authority which may be a different kind of
power from their-parent’'s (Dreeben 1968; LeCompte 1978).
These going-to-school experiences at around age five-rmay be

v . * - 7 .

a traumati¢ and critical event for young children in their
life.

Schutz (1971) speaks of "strangeness .and familiarity"
as, general categories of our interbretation of the world.
Aécording to SchutZ, when a stranger encounters a new
situation thch is unknown and which therefore "stands out
of the ordinary order of his knowledge" (P. 105), his/her
previous way of t!ihking. "thinking-ds-usdal®" which was
brought from his home droup, becomes unworkable. What is it
like to be a stranger? Aceves -(1974) shows a vivid example
of this feeling, expressing that:

Culture shock is waking one morning and wondering.
“What the hell am 1 doing here?" It is. having
nega}ive reactions to customs and practices you do
not™<now, and cannot understand. In a part, it -is
homesickness, not just for a place but for a way of
l1ife. It is psychological and somet imes
physiological reaction to being alone in a strange
place, not knowing what Jo do. It is feeling
outraged about being surroufided by a bunch of damned

foreigners whose reactions are not predictable in°
terms of the researcher’s own culture (pp. 82-83).



Fdr ‘the ch1ldren. as young strangers who approach the
new situation o} K1ndergarten what is it really like to
encounter the unfamiliar c1rcumstance ;f §chooling? What is
the real world of being in the classroom for the first time?
How do they go through thié real?ty in their own process of
inquiry? For example, what is it like for a child who really
needs someone to _comfort his/her emotional disf?ess‘or
insecurities, but who mJ;t wait until it is his/her turn to
have the teacher’s attention and suppor}? This kind of
reality may not be common in the child’'s home culture. Even
the teacher’'s supportive caring manner may be much different
from their parents’] The physical environment 6f the school’
set{ing might also offer a very different situafion from
home. The resources and play materials of“the school are
selected ana arranged mainly for- the child, while the
environment of home is organizeq to serve the wider range of
functions and needs of atll fémily members. In this sense,
ome can assume that they would enjox the abundance of play
resources .and environment. But what is this school setting
like for children themselves? What kinds of feelings and

meanings do they have in their mind? How do they transform

this dramatic experience in their schooling process?-

B. Purpose of the Research

There have bean -some efforts to understand \the

children’s experiences in beginning schooling which vary in

the setting and research approach (Hughes, Pinkerton, and
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Plewi's, 1979; Thompson, 1975; Blatchford, Battle, and Mays, -

1982;:ﬂyrtoﬁ. 1971; McGrew, 1972). The main concern of these
studies focused on the children’s difficulties in transiting

from home to school. They were viewed-from the adult’s

pebspectives (teacher, researcher, and parént), and focused

- on those things which were observable and measurable. Based

on an adult’s world view, they analyzed the children’s

N » (3 ' ] 3 "'l 3 .
beginning classroom experiences in terms of objective social

structure. Hugﬁss et al. (1979), for example, reported that
13% of the qhild?‘n in 34 samples were maladjusted in coping
wifh school . Blaféhford et al. (1982) also reported that
children sbent\more time overall in solitary activities than
in parallel or interactive contacts with other children.

They also provided four styles of behavior after eniFyago

school. The first group was oriented toward peers and the

second group to staff. The remaining two groups spent
relatively less time in sosial contact but each group showed
a different style of spénding time by‘themselves:-one group
spent this time construciively. while the other group was
less Oconstrucgive, less bright énd more distressed on entry

to school. - - -
Y

-

In a sense, these studies may_ help to ident¥fy

regularities of children’s behavior in adjusting to the

school system; but, what Kinds of implications are there in
terms of our understanding of children? What does it mean td
be ’maladjusted" for children themselves? What ﬁakes

children orient to peers or teachers? These studies seem to

’
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provide us with little about each child's uniqde 1ived world
in becoming a student in a kihdergarten classroom.

\Let's have a more specific example Hudhes et al.
(1979), in the ‘research about children’s difficulties on
starting infant school iﬁ England, used the "Adjustment to
School" scale developed by Thompioh (1975). This scale
covered twelve cétegories of behavior. such as social —-
relationships, language, persistence at activities: physicai\
skills, and so forth. By means of teacher’'s rafings on a
large..;u;ber of children after they had been in sc@ool for
about half a term, and by similar rat1ngs on some of  the
children four terms Kater, the chi.ldren’'s emotional states
were codified and quantified in terms bf each categor*L This
approach migHt be useful fpr identifying‘ some general

© tendency of children’s behaviors. But, at {he same time, we
m1ght also negllgently lose somethiog 1mp9rtan¢
mean1ngfu] in each child’'s lived world —? bel:éwe thtf we
need to know and understand. the v1v1d and r1ch exper1ences
of children themselves.tpv give them more meanIngfuT' and
-comforfable educational experience. ‘

- The main purpose of this study was to underStand the
livgd meaning of beginning experience of schoollng fer
Kindgrgarien children. For this study, three Korean children
were invited as informants. As | am a Koream, it was hoped
that I could penetrate into their meaning wor 1d more déeply.
It was glso assumed that the experiences of three Korean

children in school might be affected by their home culture.
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As an insider of their lives as well as as @ Korean, I

searched for a deeper ‘understandind, of\‘their unique
experiences in going to school within the who!# context of
their lives. _

| A

- C. Research Questions | " ~ .

The main question of the study wus "What is the lived
meaning of children in becoming students‘in a Kindergarten
classroom?"’%he following questions were elaborated to start
and guide the research process, but each specific question
was not pursued aad exam%ned separately. Nonetheless, it was

hoped that each of them would provide significant‘ cl;es iko
| portray the whole picture of the child’'s lived meaniﬁg. The
pre-entry' phase was viewed as an important aspect of

understanding'each child’s_experiencé more deeply within the

whole context of his/her* life history.

1.Pre-entry -

What arg;the past experience and home background .of the~
child?

- What Kinds Bf group experience does the child have
before ~going to kindergarten? (for.eXample, play grohp
or daygaré)

- What attitudes and expectations do the parents have’
‘for the child? | ? .

- What Kinds of family structure does the child have?

Are both of the parents/;orking? How many siblings does



the child have? What is the birth-order‘ind sei of the
child?

2. gﬁtry into Kindergarten

What is the lived meﬁpihg of the beginning experience of

schooling for the child?

- what is the perceived meaning of teacher for the
child? |

- What is the perceived meaning of play materials for
the child? BT
- What is the perceived meaning of classmate§;f8¥'ihe
child? | |

- What is the perceived meaning of time schedule for the
child?

- What is_ the perceived meaning of classroom aCtivity

(free play and.teacher-directed activity) for the child?

-

D. Significance of the Research

In the book, Crisis in the Cflassroom, $ilberman (1970)
concluded after his extensive lassroom observation that
"schools fail,..., less because of maliciousness than because
of mindiessness" (p. 81)° It seems to me that one of the
fundaméﬁtal shared concerns of non-technological type of.
research may be to overcome this prevailing "mindlessness”.
or thoughtlessness in educat#on. Barritt, Beekman, Bleeker,

and Mulderij (1983) expressed this concern as follows:



It ~is to the problem of ﬁ{ﬁ;leésness' that
educational research from a phenomenological
perspective tries to speak by bringing intentions
out from where they hide in the ongoing parade of
unreflected moments sos we become aware of the
meanings represented in actK?ns (p. 147).

Many early childhood edu;ators have investigated a
variety of.iyostions and fSroblems in an attempt to provide
young children with more 'effective’ educational eiperience.
For example, how can we teach young children to have
competent communication skills? What kinds of teaching
styles are more efficient? What Kinds of teaching materials
.5re more useful? How can we develop 5 valuable program to
hePp pre-service teachers for young children? It seems to
me, however, that these educators did not quesiion the
reality of young children’s }ife in the classﬁoom from the
chf]dren’s points. of view, especially when it is the first
experience:for young children.

| We need to know and understand children’s own meanings
in the kindergarten classroom if we are to pﬁbvide a
meaningful education for them. If the priority of schooling
is to help our children to live more meaningfully as
valuable human beings, ‘then we muét.try to understand our
children’s school world as deeply as possible. In this way
it is hoped that we can learn to be more 'mindful’ and more
thoughtful as‘educators. In order to be mindful échators.
we need more solid grounding for our .educational efforts.

And, thus grounding must be closely ang ‘directly connected

to the primary experiences of the children themselves.

B
-7
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Vandenberg{ (1971) speaks: of how we can ground
educat ion. o ‘ |
| To focate‘;-edagogfc authority within the child's
world, i.ef/gfrom the child's point of view is to
disclose pedagogic authority exists itself in

the lived-

A

" \d of the child and to ground educating

gd to helping us find gome of the most
ground for the development of an early
childhood education curriculum which is meaningful for young

children. .
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I1. Proundor.fiﬁdino:'Tho Meaning of Schooling

.
L]

. A, Introduction

A yarieti of efforts have been made to improve early

childhood‘ education, even though\thq approaches and basic

philosophies among them were Qomewhaf different. Some
educational programs were focused on - the more
teacher-directed approaches while - others  had an
unstructured, child-directed orientation. Recently, however,
many early childhood programs tend to be‘moving to the more

child-centered, so-called open classroom model of education.

These programs reflect the belief that each child’'s needs

and interests must have a priority if education is to be a
more meahingful and secure educétiohall experience. Some
studies, however, oppose these beliefs about the significant
place of children's needs and interests ln edugptlon '

Gracey (1972) and wllcox (09?8) found that the children
were expected to follow certaln roles and standards which
might be meaningless for them. Children were often
controlled by the teacher and trained to supiézs, their own
feelings ;and meanings through the schooling process. It was
reported‘fhat the dniqueness of each child and his/her own
meqpinq world might not be considered to have crucial
importance ir the real schooling system. '

In this chapter, I'will look at the Eecent tendency of
the philosoph;.of early childhood education to discover what

beliefs we have in educating our children. And then I will

10
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review some of the literature and research which i3 focused
on' what s really happening in the schooling, mostly in
terms of early childhood levels. Finally, a reflection oﬂ’
the present reality of our schooliné will be presented from
the viewpoints of critical educatorsk _ ‘
P \ !
B. ThocEJRooont Trend of the Philosophy of Early Chilvd
Educat fon |

There have been. a variety of aﬁproaches to early
childhood education based’ on different philésobhica{ vor
ideological assumptions about the nature of childhood and
education. -Receptly, however, there seems to be an
iﬁbreasing selﬁlreflection among early childhood 9ducators.
Approaches which' tend to conceive‘ of children as passive\'
;eciﬁients 6f"védults' predetermined world view have come
under scrutiny. In these approaches. the meaning of 'early
childhood education is 1likely to be understood as the
provision of the standardized sets of Knowledqe.—and the
behavioral norms of the given §ociety. '

This new self-reflection seems to have allowed many
éarly childhood educators to re-orient their philosopfties
and views of teaching children; There is a revised movement
toward a more ’open%\approach of eqycation. In a more open
approach, the creative and gctive nature th children and
_ their wunique needs, interests,Aandiexberiehces tend to be
recognized. As well, a concern Fegarding teacher-student

relationships, children’'s active participation in the
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prodqction of Kknowledge and an acceptance of tho{r wor 1d
views tend to be emphasized instead of a one-s;ded
imposition of the prestructured information.

Many contemporary approaches "to early childhood
curriculum express this fundamental trendaof emphasis, at
lesst in terms of printed documents. For _exemple, in the
kindergarjten curriculum of _‘rea,--the basic goal of early
chiidhood education is desgrib‘h as "helping children to be
whole personhs through diverse ‘wnies in the educational
environments which are appropriate for their needs and
interests” (Korean Mini;try of Education, 1982, p. 19). The
early chifdbood education goals of/}dberta also reflect this
perspective.i According to the philosophy of Alberta Early

“Childhood Services (1984), . .

- Each child is unique and may have abilities which are
‘different from those of other children.

- Parents and society should provide opportunities for
- childre to develop their abilities to their fullest

potential. ‘

- The dignity and worth of each child must be respected

and enhanced.

- The child whose needs have been met adequately is more

likely to develop into a healthy | responsible and secure

person. _

- Children need time to come to know and'develop their

own understanding of their surroundings.

I
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r Play is a central and necessary part of children\s
development. Play .includes any wctivity children have
freely chosen, is under | their control and is not
dominated or imposed by an adult (pp. 1-4).

-

o -

] -

Can we assume that these beliefs are reflected in
c1adsroom? Many research studies of classroom life have
uncovered the tifferences between beliefs and actions. It
seems that we have been paying too much attention to the
eﬁabling process ofnschooling. which focussed exclusively on
the written and explicit philosophies and goals of school
curr\gulum For sure, children are learnlng basic knowledge
and skvlls in their schooling which are essential for life
in the contemporary society. But at tﬁ; sape time, wgen' we
change our vantage point‘ and look at what is really
happenlng in the classroom, we might be able te captur: a
d\fferent picture of classroom society as Jackson (1968) and.
Silberman (1970) hete dpne in the past. -t

In referringAto the somewhat negative part of schobling
rather than the enabling role, I do not mean that these
realities can represent the whole process of sqboolf;g.
Rather 1 hope that we can have a critical moment to 'reflect
upon the unknown and d1sregarded but certainly J;isting,
part of schooling so that we can see the situation ‘within

the whole context as it is. As Gadamer ~(1982) pointéa out,

"the only scientific thing is tci recognize what is, instead

\
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‘of st;rtiqg}from what ought to be, or what could be" (p.

466) . \

C. Sdcjal Realities of Schooling
Traditionally, studies of schooling have been dominated
by a simple input-output model of teaching and learning that
"~ focussed an academic- achievement. In:-this paradigm,
schooling has been viewed as a "complex sxgtem that can be
analyzed into its constituent components® iEisner ana\
Vallence, in Werner, 1979, p. 21), such as teacher attitude,
téaching style, student achievement in subjects and so
forth. |
Recently, however, thgre have been attempts to descrig}—'
the schooling process as ;'whole:‘ In this approach, much
more attention has been paid to what happens in the school

b

and .classroom than to thQQUch is learned. Researchers using
this approach believe that "it is unnecessary and often
misleading to isolate a few factors within the ‘system - and
label them cause and effect” (Hamilton, 1983, P. 314). The
::nain focus of tr)is wholistic perspéctive has been the‘r:agiq?h
aspects _of schooling. These hidden aspects include valqgs.
norms, and interests which . are taught implicitly by the
social system of the séhoo], rather tﬁan on the explicitly
known academic knowledge and skills.

According tonLé06mpte «»78), ~
Going to schgo}‘is part of - socialization -proces;;
'schools ‘transmit 'skills, aspirations, norms, and

behavior patterns which assist in the assumption of
specific roles. They do so both overtly and
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covertly. Overtly, they transmit cognitive skills
such as reading, writing, and mathematics. Less

obviously, the schools pursue noncognitive
objectives -- norms, values, and behavior patterns
ge‘med important for socialization to adulthood (p. --
2).
ﬂ m—

Jackson (1971) claimed that every classroom has two
cusiicula which the stud?nt{ are'expected to master. One is
the stated curriculum a&g the second is the 'hidden
curriculum.’ He defined the hidden curriculum in élassroom
life as "the cur';cwlum of rules, regulations and routines,
of things teache'aﬂm * students must learn if they are to
make utheir way'w ™ minimum pain in the social institution

called the school® (P. 20).

To fully understand the child's experience in

- schooling, we need to 1look at the hidden element of

going-to-school phenomenon as well as the stated.

-

- Schooling as Social Control

<

Silberman (1970) identified the characteristics of

school life with "learning how to suppress- one’s feelings

and emotions and to subordinate one’'s own interesté and
desires to those of the teacher” (P. 151). Many educafors
are centering on this negative reality of classroom life.
They claim that.children are controlled by the invisible
characteristics of the school orgaﬁization such, és
authoritative power of the teacher and continuous
evaluation. Silberman (1871) presented fourbspecific demands
of adjustment to the institutional worlid of the school which -

are very similar to dJackson’'s (1968) three structural
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features (crowd, praise.'and power ) of classroom. These four
demands can be summarized as fpllows:

1. Children must 1learn to live in school without the

assurance of the adult aqgepfiﬁce that children .take for

granted at home. N < 1

2. Children must manage their lives in a highly

congested social environment where materials and activities

!
\

must be shared.

3. Children must withstand continuél e?aluation of
their’'s words and actions.

4. Children must adjust to the pervasive authority of
school pe;sonnel (pp. 2-3). | ’

Jackson and Wolfson (1871) studied how often children
undergo experiences which tended to be regarded as
disruptive or as interfering in terms of the natural pursuit
of their desires. They observed the ;hiidren in a nursery
school with seven categdries which were derived from the

-

p{lot study. Tﬁéy’found that even in the nursery school

~setting, which may not be regarded as formal schooling,

constraining episodé% of one sorf.or another (child-child or
child-teacher) appeared to be a common feature of nursery
school life (one every five minutes).

What are the realities of the Kindergarten classroom
which can be regarded as the beginning stage of /the formal
schoeling process? According to Gracey (1972),

Kindergarten is the place which children begin to
learn the pupil role. At the core of this learning

~is a set of classroom routines which the teacher
introduces and then trains the children to follow
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(P. 163).

Gracey refers to the kindergarten as an "academic boot camp”
in which children are trained to their first“bureé%cratic'
roles. in this schooling process which forces the children
"to obedi;ntly follow meaningless routines /iwposed Ey
authoritative figures" (Grapéy; 1972, P. 176), finally they
learn that "being in school really does involve doing what
96Q;ré told and never mind why" (Gracey, 1972, P. 170).
King (1982} also emphasiz~s the socializing aspects of
Kindergarten classroom, because "it is presumed to establish
_the foundation for the years of schooling that follow" (P."
A"). Hence, she states that “teachers’ messages about
appropriate classroom behavior are particularly evident in .
Kindergarten classroom” (P. 18).\ That is, fhe fact”'tﬁat\
kindergarteners are new participants in the schooling urges
“the teacher to make norms of appropr{ate classroom behavior
explicit, - wusing clear, straight forward, repeated
instructjons“ (P. 18). She reported that when children wefe
*‘ﬁked to desdﬂ%be differences betwgen Kindergarten and home,
most children responded by naming one or more restrictions
6; their wuses of play materials. Their-answers included
responses such as: "The teacher is in charge of the toys

AY
You have to talk low." "You cannot run in school."

here."

“You have to share."” "There's lot more Kids here!"
In this situation, children learn to ignore tempting
materials, and to delay interaction with each other until

the teacher allows them to play. Teachers also use the play

3
-
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activity to induce the children 1in adjusting the school
Eegulations.‘King concludes, ﬁowevér, Qhat even though play
is used as an ihstrument to help the children adjusi to the
constraints of the kindergarten classroom,’ “children also
use play .matgrials to 'gghieve their~ own goals, and to
develop personal meanings Q?thin the institutional context"
(P. 27). ' |

Kindergarten may not be exactly the same as the
structured formal schooling situation; Many Kin&ergarten
programs are presently hoving to the child-centered, free
play activities, or 'the So-called 6pen classroom model.
Nevertheless, it seems that the classroom cannot\ be free -
from the insti*m“onal characteristics of schooling. After
analyzing the dynamics of social control in two different
kinds of kindergarten classroom, open classroom and
structured one, Borman (1978) reported that the teachers ,in
the open classroom were moré frequent ly ob;ervgd using
regulative or contrél strategies with the children than the
teacher in the traditional classroom. Wilcox's (1978) survey
of 32 classrooms supports a view of open classroom as - much
more highly regulated by teachers than one would expect.

The apparently more open classroom of the two Kinds of
kindergarten seftings, replete with diverse learning centers
and individualized contacts with each student, was found to
be actually more authoritarian in terms of teacher control
mechanisms. The above §¥u&ies indicate that even the more

open, child-centered kindergarten classroom is characterized

.



v
- 2 19

[

by the teacher’'s control and behavioral restrictionea

Schooling as Culturel Conflict

It can be assumed that because of the structural
difference between home and school, parents and teachers are
likely to have different norms and rules for the chilafs
behavior: Parent-child relEtionships can be characterized by
greater intensity and ;longee duration than those between-
child and teaéher:}But. fime demands and the short-term
nature of interpersonaT*‘relationships in school may force
teachers to limit intimacy between themse lves and children
in order to protect both from excessive affective commitment
(Hess, Price, Dickson, and Conroy, 1981). This"psychological
distance between teachers ‘and children may be alhost
inegitable in the school organization.

-McPherson (1972) contrasts tbe Brimary relationship of
parents and children against the secondary relationship of
teachers and children. According fo McPhersbn. parents have
"partieularistic" expectation for their children and they
are much more concerned with the indimidLal qualities of
their own child. However, teachers. have "universelistic"
expectations which lead them to give equal amounts of
attention to each child, judging everyone - by the same
objective standards, using explicit and public criteria for
maKing judgements. They rely on. "rafionality,_ order, and
detachment" (Lightfoot, 1975, P. 34). Thus, we can assume‘

that the home and school offer a somewhat different spcial
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environment for young children in#pglation to theif goals,
socialization pre%sures. control straggg#ééi and interaction
Qith young chi ldren. MOreovef. differences between these two
settings, which are unavoidaﬁ@o for young children, may
cause discontinuities or disparities between the experience
of the ohf1d at home and at school. |
. Hess, et al. (i981) studied the contrasting styles of
mothers and teachers of preschool children in terms of
goals, expectations, and attitudes. They found * some
differences between them, even though hothers'and teachers
held similar goals for children. Motherﬁ"press for mastery
of developmental tasks at an earlier age. Mothers teach in a
style shat is more direct, demanding,iand explicit. Mothers
appeal to their own apthority‘fn obtaining compliance while
teachers involve rules more often. ‘.
These researches support McPhersoﬁfs (1972) two Kinds
of relationships -- primary and secondary.” Mothers are
likely to demand higher quality of their own child's
achievement because of thé primary and very personal
relationship, while teachers -might be more concerned with
the equal benefit of all children and 'the public order
because of. the secondary and psychologically detached
‘relationship with the children. ' |
Some researchers have focused on the cultual conflict
at the mofe macro level; socio-economic status and
ethnicity. Getzels (1974) suggested that differences between

the values and language é;ae of some social class and ethnic -
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groups of parents and those valqu and language of teachers
might @ contribute to ‘“discontinuities” in the child's
experience at school. Thus, "children may have to attempt to
function in an alien environment that requires behavior
which is in steiking contradiction to that which they have
been taught to va?ue" (Wilcox, 1982, P. 467).

Winetéky (1978) gnterviéwed parents and teachers and
compéred the expectat:ons of parents and teachers fo; thé;m
behavior of preschool children. She found that a h%gh
\preference ' for self-direction was associated with the role
of teachers and with parents of the Anglo middle-class
mainstréam, According to her, the child who was.considered
neither“middle class nor anglo-American faced ofve set of
behavioral expectations at home which required conformity
“and é reliance upon externally ihposed demands, and a
different set of expectations at school which reduired the
child to be self-directing and to rely upon intern{l
stanéards for behavior. In this situation, the child might
be confronted with a dilemnw

D; Reflection: Search -

2 News Way of Understanding the
Child in Education !’ :

Understanding th om the perspective of
his world is to hold® view that, despite
biographical ‘and developmental determinants, the
growing child is an intentional actor constructing a
life project with consciousness, that becoming in
the world involves a dynamic self-representation,
that the child, too, is a historical being, a maker
of history, a meaning-maker involved in a praxis
upon the world (Suransky, 1982, P.36).
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Traditionally, educational endeavour has been dominaied
by product-orﬁented model. In this framework, teaching
behaviors are identified or created, children are exposed to
thése prescribed conditions, #nd then aghieved }wtput of the
children is measured. In this tradition, the child’'s own
perception and construction of know ledge has been
disregarded. Children have been largely viewed as the
'passive recipients’ of teacher’s instruction.

Pinar (1975) described the fmage of the child implicit
in the dominant conception of'schooling as follows:

Children are basically Awild. unpredictable beasts
who must be tamed and domesticated. Hence they
cannot be trusted until they have internalized the

values of socially controlled and emotionless adults
(P. 360).

Within this perspective, children are viewed as empty
Qessels to be filled from the outside. They are not
considered to have their own intentions nor the resources to
lead their 1lives and create meanings. Thus, they must be
imposed with something prepared unidimensionally by adult
educators. As a result, one of the basic aims of the
schooling turns out to be the “training of so-called
disruptive impulses and their channeling into socially
useful activities" (Suransky, 1982, P. 23}.
Freire (1970) defined this mode of educating as’
"banking concept of education." He states:
Education becomes an act of depositing, in which the
students are the depositaries and the teacher is the
depositer. Instead of ommunicating, the teacher
issues conmuniques and /makes deposits which the

students patiently reckive, memorize, and repeat.
This is the "banking" concept of education, in which
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the scope of action allowed to the students extends

only as far. as receiving, filing, and storing the

"deposits (P. 58).
In this conception of educatiqn. teachers ére primarily
narrators, transmitting knowledge to the children who are
assumed to Know nothing and need to be trained. The
children’s almost enigmatical possibility of persdzal
education is nécessarily neglected through the schooling
process.

During the last two decades, criticisms of this
dominant conception of schooling have increased remarkably.
The main thqpe of these criticisms is the contention that
children are dehumanized through such schooling experiences.
According to Macdonald (1975), children become engaged in a
"forgetfulness"” concérning their own meanings in this
dehumanizing process. Through their continual schooling
experiences, children are forced to “}epress or submerée the

unique meaning structure growing out of their own activity

and take on the attitude and posture of the control agent”

(Macdonald, 1975, P. 87). They become alienated from their
own personal potentionality through repressive
"forgetfulness." They are led to the 1life which is

qetermined by the external demands of control agents, rather
than by their own intentional and personal meaniﬁg wor ld. As
Vanderberg (1971) said, the child stops
"wanting-to-be-someone-himself" (p. 77). That is, h/she is
trained to be satisfied with ‘being" according to other's

expectations.
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’ Thus, a new viewpoint of loéking at the children in.the
educatfanal efforts has been introduced by some critical
educators. They claim that the children must not be regarded
as objects for the playing out of teacherq' pgeds and
beliefs. Instead children are existential being; who have
their own intentionality and purposiveness. Within these new
viewpoints, the child’s open communion with the world is
emphasized in that the child lives directly in the wordd,
prior to the alienaiion from the immediatedmorld.,Vandenberg
(d971) stated: |
The educational task... is to take the being of the
pupil into account by enabling him to say for
himself what is important, to speak in his own
voice, to determine for himself who he is, and to
determine for himself and to accept responsibility
for his being and for being with others (P. 153) .
Educators  who take this stance entertain the
existential -quality of the lives of children, rather than
the measured quantity of it. They believe that the meaning
and relevance of education to the child must be grounded in
the individual’'s unique needs and interests, instead of
imposing "what we think is important and what fits into our
model or theory" (Beekman, 1983, P. 37). Vandenberg (1971)
points out that true educational responsibility resides in
vaccepting whatever help, the child needs inﬁ&fder to be
someone-him/herself. The acceptance of such help is "the
ontological ground of pedagogic authority. It is when

educating has significance for his being" (Vandenberg, 1971,

P. 67).

Pl
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How can we find the child's own meaning structure and
existential interests? Suranéky (1982) suggests fhat we
should become ‘“anthropologists" of childhood, "to make
visible the existential ground of the everyday l1f:
experiences of the child" (P. 36). ; The role of
anthropologists of childhood must provide desériptidhs which
are “clear, vivid, faithful of experiences.lof Actions, of
wordeé, of phenomena” (Suransky, i§82, P. 36).‘and based on
sensitive observations. The interpretative efforts, based on
continual dialogue and thoughtful reflections, can make it
possible for us to reach to the existential world of the
child.

’Gadamer’s {1982) notion of "fusion of horizons" might
introduce us to the understanding of the child in an
authentic way. He suggests that the understanding of the
child must involve the dialectical encounter between two
horizons, the child and the teacher, rather than the
teacher’s unidimensional construction of the child’'s world.
’ It seems to me that it isain Ehis way that our educational

" efforts must be pursued and directed.
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I111. Reesarch Approach

A. Qualitative Orientation

When children enter the kindergarten classroom, what is
their 1ived world of becaning a student? To understand a
child’s real Jlandscape of moving from home to school, I
believe that we, as adults, need to understand the child’s
own horizon.

Traditionally, the so-called quantitative approach has
been the -deminant means of investigating the human‘
phenomena. In this paradigm, the résearcher employs some
type of predetermined model of logic;-deauctive reasoning
from theory to the measurable and quantifiable hypothesis,
collects data with testing materials, and ultimately
explains the causal relationships of particular variab]es.
The baiic aim of this process\is to predict, control, ané
generalize human behavior with law-1ike statements. Within
this paradigm, it may be difficult, if not impossible, to
Know what it is really like for young children to be in a
new environment such as a clasgroom. Every human situation
is unique and ever-changing, thus a quantitative approach .
cannot 'capture the moment’ of the child’'s life in its full
sense. . |

In order to understand a chi'ld’s lived world as it is,
we "have to be there 'in’ the social context. That means
being part of it, participating, interacting, Changing.
being changed, sometimes qLestioning" (Beekman, 1983, p.

26
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39). Further we need to try to be free from our

'-,'-?»,.'p}'géon.éept_i:ons' and theories. This seems to be crucial when

we study young children who cannot be® expj‘ainodby the
conventional worid of adults. Beekman (1983) casutions us -as
follows: ] : o
As long as we see the® actions of little children
through the models of our shared adult
conventionality, we are not likely to see the world
:8) chidren, in their own uniqueness, see it (P.

As adults, we m;ght be already alienated from the
child's landscape which is more "immediate and exciting -
full of colors andqchanges" (Beekma;. 1983, p. 40). Beekman
furtﬁer claims that we ﬁave to go inside the world of
children and have a true dialogue with them, rather than
imposing our convention, if we are to truly discover the
egsence of childhood. He describes lthe child's world as
follows:

The child's world 1s a world of sense, emotions, and

actions; where “second nature, culturally
" determined mean1ngs have not yet taken over the

7;» .direct experience; where the outside world is an

invitation to action: where- 2 long tunnel is not
. smérely a®tunnel but an exciting mysterious sha
‘that betkohs a child to stamp*and shout-—wi.
reasoning echos (P. 43). : : *
To catch the deep structure of ihis preconventional,
personal. and unique landscébe of the child, we need to turn
to eaph child’'s own subJect1ve world, rather than fbocus on
the objectxve wor ld that can easily be seen.
The research approach to grasp this subjective meaning
world is generally referred to as a ‘'qualitative’ or 'human

science perspective.’ According to Pattom (1980), this
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paradigm has been described as a world view which proposes
that human phenomenon should be studied in a ‘"holistic,
AR

/

inductive, and naturalistic” way. in.the holistic approach,
the researcher tries to undefstand the gestalt, the
totality, and the unifying nature of particular settings in
order to put together a complete picture of thg"social
dyﬁamics of a ‘particular situation. In focussinézon an
inguctiye way to look at human phepamena, s/he} starts from
the real éxperience of the rgaﬂﬁty, without impdsing

pre-exiétﬁng,’xpectations or hypotheses. In this approach,

" the researcher _ must attempt to understand naturally

occurring events, relationships, or interactions in their

naturally occuring states. S/he does not attempt to

manipulate ‘the research setting (Patton, 1980].

* Porter and Potenza (1983), in a discussion of

differences between quantitative and qual}tative research, .

present the nature of a quélitative orientation:

Although aware of the existing theoretical
framework, investigators using ‘qualitative
methods, ...analyze and Mpothesize during and after
data collection, generdting categories, comparing
concepts, and constructing theories, as suggested by
the data. In this way, the research is attempting to
understand the explanatory schemes used by the
subjects themselves and to discover patterns which
emerge among subjects and settings. The emphasis of
research is on the natural setting and the interplay
among variables as they naturally occur. Because of
the interest in understanding behavior from the
subject’s own frame of_ reference, the researcher

often must get involved'hn the setting... (P. 158).
Patton (1982) speaks of verstehen as an integrating
theme running through the qualitative tradition. According

to him, the notion of verstehen is that human beings can be

e
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understood in a manner that other objects of study cannot.
"Men have purposes and emotions, they make plans, construct'
, Cultures, and hold certain values.‘ and their bebhavior is
influenced by such values, plans, and purposes” (Patton,
1982, P. 11). This notion implies that human behaviér, mus t
be studied in terms of the'aning it holds, or how the
world is undé}stood by individu®Ts.

In this qualitative orientation, because the goal is to
understand in depth the phenomenon under investigation, the
researcher must try to delve into the grounded part of it.

In other words, we must dig out the deep meaning ';tructure
which exist behind the objective and surface wo;ld. Glaser L
gad,Strauss (1967) point out that the basic aim of this o
orientation is to generafe theory, grounded am the primary
experience with a particular phenomenon. This theory must be
a conceptual world, but grounded on the concrete and lived

wor 1d. \ . ) »

B. The Role of the Researcher

Within this human science paradigm, the researcher
plays a vital role in terms of the direction of the
research, because h/she is "the instrument for both data
collection and 1nveg§igation" (Duignan, 1981, P.292). In

this sense, the researcher is a filter through which the
hidden meaning of the worlid is emerging. }
Agmhuman beings, we cannot escape our own subjective

past experience and uniqueness in describing and
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interpreting a certain phenomenon. We cannot be completely
objective because we-are living human beings who base our
needs .and interests on our everyday life. Kaplan {(1964)

speaks Of the nature of the subjective observation by human

beings.

After the moment of iéhe observer’'s birth,, no
observation can be rtaken tn all innocence. We
always know somethihg already. And this knowledge is
intimately involved 'in what we come to know next,
whether) by observation or in any other wayl(P.
132-133).

Barritt, et al. (1983) also described the inevitably

“subjective aspects of doing research.

A1l research is conducted by someone and represents
that . person’'s beliefs about such matters as the
importance oOf this subject, the value of . that

. procedure, the significance of this results, the
impor tance of this way of saying rather than that
one (P.33). 3

To gain fuller understanding of the hidden ' me?ning of
the Adhild’s unique experience in starting the schooling
process, if we try to be objectfve,‘we might lose something
very significant, because objectivity "means .to eliminate

and ,deny what is really there" (Colaizzi, 1978, P. 51).

¥ _
Colaizzi speaks of the meaning of objectivity from the

“ Bhenomenolodical perspective.

Objectivity 1is "fidelity" of phenomena. It is a
refusal to tell the phenomenon what it 1is, but a
respectful -listening to what phenomenon speaks for
itself (P. 52).
Hence, qualitative researchers try to acknowledge and
take into account their own biases as a method of dealing
with them. They use themselves as strong instruments to find

more mé%ﬁingfu] and valid information about certain

e
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phenomenon. According to Becker and Gear (in Duignan, 1981,
P. 290), the obsénver who is aware of these problems of
subjectivity of inference is wéll equipped to deal with them
because s/he “"operates, when gathering data, in a social
context rich in cues and information of all kinds." Thus, -
this "evergrowing fund of information gives the observer an
extensive base for the interpretation énd analytic u;e of
any particular”patum" (P. 32). While it may be difficult Yo
acéept that the researchers can transcend some of their own
biases, the methods that 'the researchers use might serve as
a guide in this process. C

It seems to me that objectivity is almost impossible as

well as i‘isable in the human world. When we try to be
ubjectivity, we could lose the fundamental and

ibﬂistential mearring wor 1d which only human beings can have.
In this research, to ‘use testing materials to maintain
objectivity would hinder the research effort to find the
hidden elements of the -uniqueuexperiential wor 1d of each
child. But, as Becker and Gear (in Duignan, 1981) suggested,
because of this human elemént. we might be able to
cross-check and re-examine the validity | of our own
1nterpretatioﬁ through evergrowing speculation and dialogue
with our subjects. In addition, we can be open to new
ihformation and new findings, because the human beihg is
always on-the-way of ,peing (Heidegger, 1962) at every

¢
moment .
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collection of

"~ C. Data Collection

Lofland (1971) has syggested four elements in

‘methodology must get close enougﬁ to the people.

and d
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the

qualitative data. First, the qualitative

and

situai;on being studied to be able to understand the depth

ails of what goes on within a given moment. Second,

the qualitative methodologists must aim at capturing what

actually takes place and what people actually say. Third,

qualitative data consist of a great deal of pure description

of

people, "activities, aqF, interactions. And fourth,

N,

qualitative data consist of direct.quotations from people,

.both what they speak and what they write down.

Participant Observation

According to Schatzman and Strauss (1973),

The researcher must get close to the peoplie
whom he studies; he understands that their actions
are best comprehended when observed on the spot,, --
in the natural ongoing environment where they live
and work... A dialogue with persons in their natural
situation will reveal the nuances of meaning from
which their perspectives and definitions are
continually forged (pp. 5-6). ’

Wilson(1977) claims that the researcher needs to be an

insider of the world under investigation "within which

the

-subjects interpret their thoughts, feelings, and actions"”

(P. 249), in order to portray the real picture as it is.

Silver and Ramsey (1983), even though they accept some

weaknesses such as extensive training, excessive

‘commi tment

time

and observer bias, suggest that to be ’'in there’

to catch the subtle dimensions of children’s experiences
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broadens our points.oquiew of the classroom.

According to Fine and Glassner (13879), however,
participant observation with children involves special
prob lems due primarily to the age differential. They
describe four different roles that adults can assume —mr *°

doing participant observation with children. These roles can
| bevdefined in terms of two relevant dimensions; (1) the
extent of positive contact between adult (researcher) and
child, and (2) the extent to which the adulf (researcher)
has. direct authority over the child. As an ideal role for
the researchern they speak of the "friend role.; In” this
role, the relationships between the researcher/gnd the child
can be "intimate and honest, and based on mutual goodwill,
even though participant obsefver and actor may recognize the
necessity for separate repertoires"‘.(Fine and Glassner,
1979, P.156). For developing this "friend role," Fine and’
Glassner maintain that the formation of rapport is one of
the necessary conditions. It seems to be true that children
do not disclose their feelings and thouéhts to someone fhey
.do not trust (Beekman, 1983). Vidich (1955, in Fine and
Glassner, 1979, p. 116) claims that rapport with children is
important because‘the position determines what is like]y to

v
be seen.

Interview
Qualitative research emphasizes the meanings which

people place on their éxperience. Although participant

|
i

\\
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observation will yield significant,information, it might be )
difficult to ascertain feelings, \thoughts. and intentions

wifhout directly asking the person being .studied. When the

researcher assumes that the 'pgéson’s perspective is

meaningful, knowable, and potentially explicit, it is

necegsary to use interviewing as a strategy for revealing

his/her perspective (Patton, 1980).

In a traditional interview approach the researcher asks
the subjects a series of predetermined and prestructured
questions which the subjects are supposed to answer.
Sometimes the subjects may choose from an array of given
responses. With this type of interview, it is difficult to
reveal the unique meanihg structure for each child, because
we cannot make a list of ajl thg 1tems to cover each child's
particular and everchangi te We need to let ch1ldren
speak for themselves in their words. Therefore,
‘qualitative interviewing is characterized as 'open-ended’ on
a continuum df degree of structure (Lofland 1971; Spradley,
1979; Patton, 1980). |

In this sense, the least structured interview situation
is informal conversation. Through engaging in numerous
discussions, the researcher sometimes attempts to steer the
comments toward an area of concern. At other times a causal
chat may be more fruitful. The situation is likely be one in'
which the res%arcﬁer is “present for coﬁversation but does

not participate in it" (Porter and Potenza, 1983, P. 165).
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According to Lofland (1971), .success in interviewing is
dependent on an unthreatening and cordial approach to
people. bBecause of the adult researchér's authofity
structure over the child which was cautioned by Fine and
Glassner (1979), I tried to be as suppohtive and sympathetic
88 much as  possible. Lofland (1871) described this
interviewing style as follows;
In preparing for interviewing and practicing it, we
can all ask ourselves if we are in fact being
sufficiently friendly and supportive; displaying
sufficient concern for understanding the other
person’s point of view: taking him seriously in his
own terms, and refraining from being judgemental--

especially in a negative way-- about what the person
has said (P. 90). '

Doéumentation ‘

Accordihg to Battersby (1981), “"grounded ethnography
can be referred to‘ as ' a strafegy which utilizes the
7multip1e-instrument“ approach (Pelto, 1965) of the
ethnographer to generate a thesis or cture of certain

social processes” (P.93). This approach is referred to as

"triangulation” which means "the combination of
methodologies in the study of the same phenomenon” (Denzin,
1978, P. 281) to have a more vivid portrayal of the

phenomenon in question.

In the present study, there were a variety of formal
and informal documents and processes which provided clues to
the meaning of each child's experiences in school.
Photographs, pictures, report cards, teacher -parent

interviews, and private collections reflected each child's
~’r‘ M ‘
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world. These various documents and artifacts were utilized )
not only as a 'cross-checking’ systems for® verifying the
validity of emergent meaning structures, but also as another
solid ground to compare, generate, and refine the /emerging

themes.

D. Interpretation

Qualitative research does not pursue the Kind of
‘“truth’ which 1is fixed, replicable, predictable, and
generalizable in a technological sense. Rather it searches
for understanding human experience. Suransky (1980), in her
argumentation against natural science paradigm, presents the
basic goal of phenomenology as follows;

Phenomenology has no 'solutionl and no 'product’ to
offer, but is an open-ended pursuit of understanding
“based ‘on dialogical encounter and the perception of
socio-cultural relativism and its concommi tant
meaning structures (P. 172).

"A key term in understanding situations (scenes,
settings, events) 1is interpretation” (Werner and Ro’.
1980, P. 96). In this study, the interpretation will play a
major role in uncovering each child’'s lived meaning and in
providing "thick description” of it. Interpreting is "the
process of coming to understand situations, acts, artifacts,
speeches which involves intents, Totives, and. viewpoints"
(Werner and Rothe, 1980, P. 97).

In a sense, the qualitative orientation for a

particular research question is an ongoing process of

interpretation; based on the changing interpretive framework
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of both the researcher and the chil?. This ongoing . process
is referred to as "hermeneutic circle." According tb Werner
and Rothe (1980), "in every act of interpretation, new
meaning 'emerges for the interpreter ’as he acquires new
experiences and attains changed vantage points in the
situation itself. Understanding 1is cummulative as this
interpreter-situation relation changes over time" (P. 106).
Therefore, an interpreted understanding at a ;pecific stage
always has temporal character which contains the  inevitable
poss{bility of being changed in any situation.

The research process of this study can be seen as a
continual interpretive effort in search of meaning for -
better understanding of each child's lived world in becoming
a student. Thus, I tried to maintain an open attitude to
li;ten to the child’'s voice and to pick up the essences of

‘each child's reality.

E. Data Analysis |

The data collected by the open-ended qualitative
orientation were large quantities of transcriptiaons, field
notes; and documents. The basic aim of coltlecting all these
data was to discover the theory grounded by the reél
situation itself (Glaser and Strauss,1967). To develop a
grounded theory, a systematic analysis of all data was
needed. The analysis of qualitative data had a dialectically
and continually interpretative character.. In this sense,

analysis and identification of patterns could not be
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isolated from the data collection process (Bogdan and
'Biklen, 1982).

The main purpose of this study was to seacph for
essential themes from the continual interpretation process
og the child's experience. Glaser and Strauss (1967) suggest
a constant comparison process as a method to reveal the
" emergent themes. In the study, I collected some initial data
and attemptedﬁto make some sense out of them. And tKen, "to
be constantly alert to emergent Serspectives" (Glaser and
Strauss, 1967), I tried to continually go back to the
changing meaning wor id of the child. Through this persistent
interaction, the essential themes emerged, a process which
Geertz (1973) described as one of "guessing at meanings,
assessing the guesses, and drawing explanatory conclusions
from the better guess..." (P.20).

.
F. Credibility of the Research

The present research was inEEQdi to gain a better
understanding of the reality a chﬁjdﬁ)ﬁxperiences in the
Kindergar ten classroom, rather ¥bhh' to verify certain
hypotheses about it. Hence the basic aim of the present
study was different from a quantitative approach attuned to
explain a certain phenomenon with a prescribed framework
that reduced the '‘rich’ part of the reality into abstracted
and alienated.theories. |

In his discussion of the criteria of assessing the

trustworthiness of qualitative research, Guba(1981)
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suggested that we need to understand the validity of
research in the context of each study's different
perspectiye. He claimed that each was apprehended on the
basis of basic assumptions about the nature of reality, the
nature of truth statements, instruments, design, and so
forth. He stated that we must judge the level of
trustworthiness of a study in terms of its own world view.

The qualitative researcher plays a critical role in
doing research, because the fundamental goal of the research
is to better understand the subject’'s worid, based on the
interpretation process which is self-directed by the
researcher and guided by the subjects. In this sense. fhe
researcher’s insightful sensitivity has a significant part
in conducting vesearch. Glaser and Strauss (1967) claim that
"the root source of all significant theorizing is the
sensitive insight of the observer himself... The theorist's
task is to make the most of his ins}ghts by developing them
into systematic theory" (pp. 251, 256). *

THen, how can we check whether the réﬁearcher played a
sensitive role in observing the phenomenon under study or
not? Cottrell (1982) speaks of the context of developing and
confirming these insights in the whole process of conduéting

research as follows:

Qualitative research is a continual, dialectical

process  of observation, interviewing, and
participating, while analyzing emerging themes.
These themes are then confirmed through e
intersubjective understanding with the
participants...again, a mutual, respectful,

collaborative learning experience. A further step
might be discussion of the data and . themes with

AL
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others who have an interest in the phenomenon under
study. The final test of insights, perhaps, is the
reader’'s reaction; to what extent do conclusions
seem 1llum1nat1ng. instruptive. yand perhaps even
universal (P. 46}

In this sense, the qualitative researcher engages *in a
continual process of critical reflectivity auring the whole
process of inmbuiry in order to become coﬁEcious of his/her
own preconceptions about the phenomenon under study. Husser]
{in Cottrell,~ 1982) refers to this process as "'bracketing
away’ -- recognizing your preconceptions, ... for yourself
and your readerﬂ in order to put your interpretation into a
proper context” (p. 48). The subjective interaction _between
résearcher and subjects is acknowledged as an inevitable
winéaw through perceptions are constructed. But, the
qualitative researcher clarifies hi;/her. involvement in
doing research and then presents an account of the critical
reflectivity to the reader. There is no "hidden agenda"
(Cottrell, 1982, p. 50) in this approach.

In a sense, however, we might be able to say that the
qualitative research is gu’. by the less subjective stance
thaq!LFhe quantitative one, becduse "the discovery process
and the questions raised by the researcher need not be
related to any ‘“"received or prior thedry" (Schatzman and
Strauss, - 1973, .p. 12). Thus, through a consistent
dialectical and critical reflection process, the qualitative
approach might allow the researcher to go. beyond his/her

biases and preconceptions, which wi-tl. .then lead to

trustwor thy research.

.
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G. Delimitation ¢

A study cannot be free from the temporality and thua;;‘

AP IN

e incompieteness of understanding since we, a‘
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researchers, live within our own horizons which are l\maﬁpd

in time and space. I't is already embedded in the qualitattve

approach that such a study has its own limit

incompleté in some senses. Without awareness of

and is
this

characteristic of the study, an underitanding of the

research can be nﬁslfd from the outset.

I have 1ntentlonally delimited my concerns of th1s

study to aspeqgs whlch are significantly related to a propeq.ii

understandlng of the research. first, my wa‘.kf seeing and

interpreting three children’s world can be 1nfl]aned by my
Q."',."’-'W .

&ﬁ§}5€UItUr£l background as I am Korean. It may be possible '

f&r those who are from different cultures to interpret the

children's experiences in different ways. Tﬁus. thié s tudy

" is 'viewed from my cultural horizon which may provide a

different perspective and must be understood in this light'.

Secondly, the main focu? of this study is to understand

the meaning of schooling from the children’ s-perspective

rather than from the‘teacher's. This does not mean that the'

teacher’'s view is not important when examining the reality

of contemporary schooling practice. My preference\ of

children's perspective 1is based on my understanding of our

historical moment where children’s own meanings tend

negated. or over looked in most quFational settings.

to be

”

A

"
}

{

‘u
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Thirdly, in the'hualitat%ve approach; it is one‘of the
most difficult tasks for the: researcher 10 vali@ate an
interpretation to the .reality. This task tends to Be more
difficult when Qe try to understand the world of children.

*Although there is no one correct ihterpretation of reality,

. & variety of approaches ar€ used in qualitative research. In

this study, the chil

's drawings and photographs were
Qsed as additiéﬁal ways ok confirming three children’'s lived
experience in classrooms.

Fimally, it is not my intention in this study to make a
set of explicit recommendations or general guidelines td}
change the existing system of schooling. This does not mean
that I have no concern for the 1mprove£ent of our bresenn
educational pract1ces Schooling is so r1ch and un1que thaf
one general rule or technique can hardly be applied to theA
practical situation without reflective def%beratwon Thusq‘
in this study, my main concern‘)s to alTow us, as educatérs,

to have reflective moments in order to be aware of and to go

beyond the contemporary s1tuat10n of schoo]1ng in a concrete

N . ‘ ,3“,,!

way. v ! R

\
H. Research Procédure ;Qﬁ* PR
Initially I cQptacted a Korean lady&Lho was in charge
of the 1nfmT5§hass in a Korean church in Edmonton for names
of children who would be attendrng d ,K1ndergarten in
September, 1985. There were six Korean childfen { four boys

. 4
and two girls) who could be the possible informants for this

(' A
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study. All of their p&%snts' were willing to have their
children“participate. | , N
A1l the boys and one girl had one year df play school
experience and the'other one girl had two years of daycare
experience. Since | intended to select three children from
this group, some criteria Qe;e applied. The girl whO\Pad two
years of daycare experiences was excluded from this qstudy.
since the child"wbo had not had much experiences in the
institutionalized setting seemed to be mére appropriate for
this stUdy. The principal would not permit me to be in the
class;oom of the other girl. Thds eventually three -boys,
Jason, Ricky, and Sam wére selected as the final informants
fofr this study. Jason was to attend the Glefery.échool and
Ricky and Sam the Moonlight School. Dufing August and early
September, formal approval from the Edmonton Public School
Board and from the two kindergarten teachers and principals
was obtained. |
"The five months from August to December in 1985 were
the main period of data collection. In August, the parents
of Ricky and Sam were invited to discuss with me their views
of their chiid, their educational expectatiohé, the child’'s
previous life history, and so forth. As Jason's parent§ were
visiting Korea during August, they were not inf?rviéwed ‘at
this time. These, discussions helpéaf me undéﬁstand the
child’'s experiences in‘,ékﬁooling Xh'EQ broader 3 'textﬁ
During this period, .a direct}meetina\with eacH Ghild waS

"avoided because of the possibility of influencing his
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experience in the classroom by Knbwing me’pheviously.
Although | entered ‘the classroom as ah observer with
each child in September, I did not attempt to establish a
special relationship with any. of them during the first
month. 1 tried to focus on my observations on fhe child’'s
dﬁrgoing. :pctivities. - During my observations in the
classroom, 1 took notes about the child's actions and
interactions in the classroom, music room, library,

playground, and hall.

Frequenf and deep conversations with each parent and

teacher in terms of the child's life, at home d aSEEq1 |
especially when I was not present, _lh r:ffary
supplemehtary paths at this stage of data S |
deep interaction with the child was avoidedf-~;‘;:-{§mount
of time I could be with the child was limited. Conversations

& ‘
witH each parent and teacher took place at least once a

week. Every conversation was audiotaped. Occasional

conversations with the teacher were attempted during or

after class. EVery night a diary was written reflecting on

what 1 saw and felt during the day and my intended plans for-

the next day were outlined.
Basically this period of data collection was designed

to capture a general picture of the child’'s 1life-world in

 the. beginniné df ukindergarten. This general picture was

anticigéaed to guide me in narrowing down my viewpoints into
more significant parts of the totality of the child’'s lived

wor ld.
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October to December was devoted to an intensive pursuit
of the essential themes which emerged from the child’ s

]%fevworld in the classroom. All the 'approaches ‘such as

participant observation in the classroom, regular

N ‘/;"’ | . . . ’ ! . . .
f“?ma conversations with each parent, occasional chatting with the
A . . . . ' : : >
P teacher, and maintaining a diary were also continued in this

later part of data gathering. The conversations with éach
child were’ propelféd for the affiﬁmation‘of his meaning
world and for the re-generation of the tentatively captured
themes. Photos were t;KenhﬂOf the child’s involvement in
activities which seemed to bmgnificant . These photos were
introducea to stimulate and chéllenge'the conversation with
the child later. As a useful way to induce each boy to -
reveal their inner wofld.\l also asked them to draw pictures

“
about their experiences as a'student (Coles, 1965).

I. Pilot Study *
The piloting stage for this study took place during the
. first " three weeks in June, 1985. The main aim of this
preliminary phase was to allow me to get a sense of being, in
- the classroom as a researcher and fOIGiscoVEF_gahe of the
problems which I had not anticipated. Basically this effort
provided me with practical experiences jn doihg field work
type of research. This opportunity was useful in the sense
that it oriented me to 'really be’ there in the‘classroom.
‘ . to 'directly feel’ and have some 'real sen;e’ of doing field

-

workK .
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Initially 1 met with the director of Green Forest
Daycare in Edmonton at the beginning of June. 1 introduced
the nature of this study. to get permission to be a
participant observer in the Kinderéarten ‘clagsroom for
several weeks. She agreed to allow me tg‘do my piloting in
the daycare. We also haa diécussions regarding the education
of young children, Kindgrgarten administratioq, the quality
of staff members, and other issues related to early
childhgod education.

Tﬁe daypare had one Kindergarten classroom for
five-year-olds which operated from 8:00 to 11:30 a.m. Aftef
-lunch this program continued to provide some children with—
daycare services. Children who did not need extra care from
outsugp of home in the afternoon went home around 11:30 a.m.
Accordfng to - the ﬂﬁhirector. there was no particular
difference between fhis Kindergarten classroom and other
Kindergartens 1in general, except that the center provided
extra child care services in the afternoon. She
characterized the philosobhical orientation of this
kindergarten' as é play-based approach raiﬁer than a
structured and/or .cognitively briented one. She put‘an
emphasis on the uniqdeness'of each child and on his/her"
individual rate of development. She described the role of
teachers as'he]ping children play and find their own meaning
rather than directing ihem to follow an adult’'s one-sided
instruction. She seemed to be quite satisfied with» all thé

teachers’ interactions with the children in the daycare.
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Adam, a Korean boy, had been in the kindergarten
classroom since the first week of the month. This situation
allowed me to have a similar experience to that‘of my main
study since, as noted previously, 1 was going. to focus on
three Korean children as they began their schooling
experinces in Kindergarten.

During the- three weeks oflpilotiﬁg. I was' basically a
participant observer who attempted to sensitively pick up
Adam’s actions énd,feelfngs and‘}o have conversations with
him when the situation enticed me to uncover some of his
emerging meanings. At the same time, | tried to take field
notes of his Qngoing activities as well as "the surrounding
contexts. During interviews with him and with his mothgr.
brief notes and tape recording were made. Pictures were
taken to see how Adam, as well as other children, reacted to
the presence of a camera iq my hand and to the use of
pictures to initiate conversations. Later, reflections on
each day’'s experience in the classroom were writtén down to
remind me of some of the useful approaches and attitudes
related to my field work and alsd to examine my
inappropriate behayiors in the classroom situation. Some of
the issues or guidelines which seemed to have significance
in terms of collecting more meaningful and relevant data %an

be summarized as follows:

1. Altﬁough it seemed to be important to immediately

ask the child about his feelings at a certain moment before
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he could have time to refleét on o% forget about it, | noted
th;t {t was difficult to have deep conversation with him in
the classroom setting. Sometimeé he moved to othér play
areas and other times he just ignored my qdestions. Hence [
took pictures of him and some of his seeminqu favorite
centers in the classroom. Later I showed him the pictures to
induce him to express séme of his feelings about his
ciassroom life in a warm and ;ree etmOSphere out of school.
He was so exctd about e pictures that he began talking
before | asked sohe quesfibns.}Using this approach, I could"
confirm or, fn sdne cases, question my prior interpretation
about his feelinés in the classroom. It seemed that to let
the children uncover some of their inside worlids, I might"
need to provide them with concrete situations which were
directly related to their experiences. 1 should also offer
an appropriate time and place which would encourage them to
be open about their own intentions withodt being forcedr by

my need.
bt 2. In the qualitative research orientation, the
formation of the intimate rapport between the researcher and
informants is oné of the most «critical factors in
approaching and revealing their deep meaning worlds. But in
\._ @ 'he pilot study, the formation of a friendly reiétionship
~$00- -soon induced the child to rely exclusively on me in the
classroom. He always asked me to play and be with him. It
seemed that often I néeded to purposely distance myself from. .

the child to provide him with an opportunity to play by
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himself or with other children. This allowed me to see the
child's . experience from a somewhat detached stance, as well
as to decrease the influence of. my Ppressnce on his
experience in the classroom. _ |
' %. During\the first several days of this exploratory

step‘. I did not take notes in the classroom. Not only was I
worried that 1 miéht lose something significant about the
. Child's experience when my attention was on the recording,
but 1 was not comfoétable writing some of my observations
among the children and the teachers. Thus I could not help
being very keen to remember everything about Adam's actions
in the classroom so tnat I could later describe the range of
happenings clearly and vividly. But later, when I Sggan to
dgscribe my observations and my feelings, | found it was
difficult to reprodgge the viQidness of the child’'s actions
and feelingé. fﬂﬂrealized that [ had to jot down as many
things as poséible about the immediate situation right after
the observation in other places like washroom, hall, and so
forth. |

4. Note taking, along with tape recording during the
interview, was a remarkably useful approach for 'catching
more subt ‘and complex situational moods and feelings. It
was helpful as it also reminded me of facial expressions,
bodily gestures, my hunches, and so forth.

5. Dufing interviews with Adam’'s mojher, my basic
attitude toward our conversation was to let her speak and

lead the conversation at her own pace. | was also sure that
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any topic in our conversation could be a clue that would
help me understand the child's experiences in the classroom.
But I noted thHat sometimes I needed to lead or redirect our
conversation/ an remi&d her of the original topic, our
dﬂfcussion about her child. She would often lead the
conversation 1in a direction which seemed to be somewhat
irrelevant to the original theme of our talk. 1 was
uncohfortable about interrupting her free talk and worried
that she might feel intimidated or controlled. However, she
seemed to fully understand the“necessity of my interruption
. and the redirection of our conversation into the boundary of
the original topic.

There were some dilemmas which could not be decided
either one way or the other in a ¢certain situation, because
of the subtleness, dynamics, and uniqueness. In general,
however, the first hand*experience during the pilot phase

enabled me to have real sense of doing field work.



IV. The Traditional value System of Educating in Korea and
its Changes in Contemporary Age

-

A. Introduction

In every society, there are certain values and beliefs
which are taken for granted by members of that culture.
These values and beliefs compose the basic fabric of the
everyday lives of the people and influence their way of
thinking, acting, and interacting with others in that
particular society.

Then, what can be said about the value system of Korean
people? What philosophi%a] foundation has been basic to
their own roots? Although aspects of Korean tradition app;gr
to ée weakened and changed in the modern society, many
facets of the Korean way of 1life still remain. In this
chapter, a general basic picture of the Korean value _
structure, as it relates to educational practice, will be
infroduced from a comparativé perspective~with that of the
Western cblture. The impact of Westernization in modern
Korean society will also be presentedi This description is
intended to familiarize people with Korean trédition and to
enhance the understanding of three Korean children’s unique
experiences in Canadian schools. The situation of Korean

immigrant parents who are living with two different cultures

within the Canadian context will also be presented.

(23
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B. Korean Value System

The Basic Attitude Toward the ChiYd

The traditional attitude of educating the children in
Korea might seem somewhat strict and stern. Korean parents
tend to have various restrict‘ws and expectations (or even
requirements) about their children’s behaviors.
Particularly, they tend to be firm in teaching their
children to behave in certain way§ which are believed to be
‘right’ in Korean tradition and which are related to the
ethical aspects of human 1life such as respect for the
elders, courtesy féward others, 'modesty, concession,
etcetera.

The strictness of Korean parents seems to be a result
of feeling they have a crucial responsibility to educate -or
guide their children into a ‘'wholesome’ way of living. They
believe that if they are not stern in their guidance, they
might ruin their children's future. In other words, they
tegd to believe that they need to guide their children’s
life, rather than allowing their children freedom of choice.
One Korean immig#ant mother was experiencing these types of
her basic attitudes, in comparison with those of Canadian
people.

When | go to the playground with my children, I find
‘that our way of relating to our children seems to be
different from those of Canadian parents. We tend to
be attached to our children very strongly. In a
sense, we seem. to be regulatory and to give our
children excessive interference. The basic

standpoint of aCgnadian parents, however, seems to
let their children solve problems by themselves. The
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children do not ask their parents to help them,
either. 1 have the impressigo.that, as parents, they
do not seem to rea bef™% erned about their
children. They seem™ to @iwl as each independent
individual to each other (AWMMst 17, 1985).

On the other hand, it seems that Korean parents tend to
attach themselves ioiu&h;ir children very strongly and
deeply. This strong connection between parents and children
might be related to some concrete ways of rearing children
in Korea. In Korea, the mother will usually stay in the same
bed with her child until s/he is old bnopgh to stay by
him/herself n a different room. If a Qounger child comest
s/he moves to his/her grandmot ) room.

When the mother takes he ild with her, she usually
carries hiw/her in her arms or on he; back with a blanket.
Korean people do not use a stroller, like in Western
society. A stroller seems to symbolize the detached and
individualized way of connecting mother and child. Korean
parents do not really separate their children frém
themselves. They work hard mainly because tHZy want to
support their children as much as possible. They sacrifice
almost everything for the benefit of their children. They do
not really care about their own needs and difficulties.
Thus, there tends to be a very strong emotional bond between
the parents and their children, which continues no matter

where they are or what they are doing.
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' Boy Preference

Within the traditional 1if® view of Korean people,
there'Jhas been a predominant emphasis upon the concept of
the "family" (Son, 1978). When the child is born, s/he
becomes a member of a certain family rather than ‘an
independent individual. Thus‘the evaluation of one person
has thé representative nature of the whole family,

There is a strong value orientation toward the
perpetuation of a paternal family lineage which took root in
Confuciqefsm (Son, 1978), and influenced the belief for a

i

son preference’ within the Korean spirit. As Solbemsg
described., "the sen_was .assential to carry on the famPly; he
was the link thai ~tlee-ﬁthe future w1tr{*he past" (p. 112).

In this vein ong 9* %th%‘x

married wann, A{f *:19 proqg;&- il §f"
RS i £3.58 2 .
no way th escape frcﬁi gui l’ty fee]&s ak e \ertﬁ'lnatmg the
PR
fam1ly. paz;ause* aﬂ Qw son ft g-f@t% to connect the

{ & 4. ] .gQ;Q‘ ‘

family. \ SN G b B “: _
As a ' t’.v the bby ténﬁs to ha,ve more privileges than
the girl wi't the fami Iy uhﬁch can encourage him to feel

supemomty,;alli autherttatwe power. In particular, the
L] !\‘ L] - i
- ‘ret:ewmg the formafl education outside the home

advantage.
is offereg§ :ze frequently to the boy than to the girl. The

xpect the boy to improve the social status of



Role Education

. Since Korean society can be redarded as
family-oriented, each individual is given a ce®tain position
or role within the family ag soon as s/he{ is bprn (You.{'
1980). In this context, the life of each person is Closely“
connected to other members of the family. Furthermore the
meaning ofg life can be found in rel;tion to others, rather
than as an independent being. This type of value system or

.

the marriage between man and woman in thé&:

family orientation is best reflected in e rationale for
aprean culture

(Choi, 1976, in You, 1980). Withir~

*?édi tional Korean
-4
society, marriage ‘ +s not the unioR ®f two individual

e gersons. ‘Rather it is ‘g0 event between two families. The

* woman becomes a member of the husband’s . family and is
‘reqdired to play a désignated role within the ?&Qilz rather
than be the wife of one man. The married mdn also has  his
own role within his family and his wife's/family.

Hénce; even when fre children are young, the
transmission of each diffekent role for boys and girls tends
to be regarded as very important. According to <wone main

(textbook in the traditional Korean education, thére is a

statement that "ths boy and the girl are prohibited {; sée

each other when they bécome seven-year-olds" (You, 1980, p.

126). This is not only a precept for the man and the woman

to remain chéste. but also implies that when children are

Eeven-years-old. they are required to learn, in earnest, the

different roles and obligations of a man and a woman. They
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are taugh:\\to follow the different social norms and

behavicral stdhdards. toward each other.

bo, for the boy, the expected role is to manageé the whole

family, especially in terms of mgking the living and having
the major cémﬁi}ment of responsibility. Thus a boy is
‘éngpuraged to be';ctyVe. oUtgoing, and responsible. However,
. the girl is not'allowed }o "bring out’ herself. She learns
to be quiet, modest, gracious, and patient. She takes charge..-
of Keepiag house. She has more r;strictions on her behavior‘
than a boy. The mother plays a key role in teaching the girl
these- virtues. In this‘,sense, the ' home education’ has a
greater significénce for the girl than for the boy.™
1 4
Family Strquure
The ,traditional family structure in HKorea is an
extended one* where grandparents, parents, uncle, aunt, epd
children live together in the same house. Within this family
structure, the bespongibility for child-rearing is not_
restricted to the parents, -but rather includes 2]1 fami]y'
members, espgcial{y' grandparents. ' Wifhin tﬁis family, the
children can have ample care and suppprt from other member s

ﬂgﬁiwﬁhe fdmily evén when their parents cannot take care of

thes.
‘ﬁm

When a younger brother. or sister is born, the older
child does not have to experience the- dramatic feeling of
being separated from his/her mother or of feeling lonely and

insecure. When cHildren are young, they learn the meaning of

TN
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" .
ionshigs through a direct experience with many

thin the family. They can have a real and rich
opportunity to see, feel, and learn about the place of older
peop le “in their lives; respect for elders comes out in this
context. Chung (1876) says, “There were always people -
grandparents, parentg. auntsy wuncles - whom the children
could depend on and speak to in the family" (p. 33-471." In
this sense, the nature of education could have
multi-directionality among all family members instead of the
reciprocal interactionisétween parent§ and cﬁildren.

'

Moreover . there is also a strong - tendency .to respect
elder pedple. as can be envisaged in the extenggd familjal
tradition..The'grandfathen”in the family has the highest
position in lgading the famity and teaching the children.rHé
is fully respected by ali family members. His Qidely and
deeply e;perienced wisdom through his whole life has a very
stgong imfluence in teaching his grandchildren. The
grandmother also tells stories to her grandchildren.
Al1though the‘grandparents tend to have a strict-attitudef.in

teaching their 'grandchildren, they are usually permissive

and give plenty of caring love .to #hem.

“Emphasis on Studying

The /man cannot be human being without studying. The
most fundamental achievement from this study is that
~ Wes can get an insightful implications for our
" ordinary life (Youl Kok Yi, in You, 1980, p. 139)1' ‘

L}

XB'YE, one of the greatest scholars in Korean history,

siated, the importance of 'academic learnigdgi has been

& ' o
4 Fan N
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emphasized tﬁrough the life of Korean people. Although there
is little opportunity for the  lower-class people to
participate in écademic activities, they étill highiy regard
them. . v, | ‘
For® Koreans, the ultimate aim of academ1c achievement
is to develop an ethical- mind rather than to obtain
technical knowledge or skills. Therefore, to';mentally grow
up’ test‘to have a more precious place in Koreanﬁ*ﬁfe than
materiali;tic abundance. - Yi is showing this value.system
when he states:
The aim of education is not to pass bée examinat1dn
and to take a higher position in the society. Rather
it is intended to teach man to be a "true human" who
is sagacious and virtuous with the strong commitment
of moral duty (in You, . 1980 p. 128).
.
Western In?luence in Korea .
@F’ Korean ‘peopJe‘ have preserved t;eir own tradifion, as
described abeve, over a comparatively long history. Since
they began 'to have contact with Western societies, however,
many aspects 8f their tradition came to be affected by
+ Western culture. Fo; example, many Korean parents learned
different ideas about chiLﬁ educati?n. They began to put
Epeﬁ; children in a separate Aroom for the purpose of
cultivating independence. The diffefentiél attitude toward
boys and gibls became weakened and they began to gain a hore
equal status.
The extended family structure, 1nfluenced by Western

technology, also began to be challenged by thé movement of
7
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industrialization, urbanization, and mobilization. Moreover.h

the 1impact ' of Western individyal-oriented Qaluée‘led toka-
additional resistance against the traditional extended :
?amiﬁy structure. Although some Korean peOple'actjvely seek
to receive and accept new ways of life very positively, for
most of the peqple. in a sense, changes were an ipevitable
_and necessary feb the survival in contemdbrary society.
regardless of their voluntary decision. s
‘Although many aspects of Korean life have been
remarkagly affected by this Westerniiatien,ltherefare still
people th‘want to keep the Korean tradition and have tried
to find new, 'worthwhile insights from the  blend of a
tradffional ‘culture apd a contemporary, te;;nological
soeiety. Some parents began to realize the value of an
extended fa&ily system in terms of the meening of human life
and the education of thetrichildren. Some yoﬁnger mothers
who. want to seek their anlcareers’or to have a job, also
find a practical be?efif: from extended family; they can
obtain some helpvfrog other relatives in Keeping¥tﬁeir house
apd . in taKind care ofﬁtheir children. On the other hand,
“‘hqwever they also want to be free from the traditional
:’ fmn1ly system in which the woman is requxred to stay at home
and do housework. Many Korean mothers want to pursue the1r
own” l1fe as individuals outs1de of the home.
W w}hus. in general, the situatlon of Korean people may be
‘ that they are neither Westerners nor traditional Koreans.

Some people seem to eagerly accept the Western life pattern

Ld

)
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and value system, but others. who do not find meaning in
this new life style, stick to their own traditions.
Sometimes the practicaL reality doeo not allow them to
preserve'theirlown tradition, although they want to keep it.

Hence, the situation in Korea seems to be very ambiguous,
and depending on the individual and on the'aspect of the
traditional Korean\culture, the impact of Westernization
seems to have different meanings and significance. It does
not seem to be a matter of either one way or the otherst Even
within an tndividual, there can be contradictory life values

and eaoh value may differ depending on the situation.

C. Korean Culture within Capadian’Context

The 'Western way ofhkgfe’ has had an impact on the
Korean society. This inf fuence is more .apparent for families
who haye.moved to Canada. The Korean and‘bCanadian‘ cultures
seem to have value systems which are different and
incompatible; yet, these two cultures co-exist for Koreans .
who have moved to this country. Because of the co-existence
of two incompatible cultures, many Korean parents tend TEL\
experience -conflict in teaching their children. One Korean
mother said:
I feel that there seems to be no right way or best
way to teach our children. I am not so sure whether
I have to let my children decide everything by
themselves or not. 1 think that the independence is
impor tant, but also the serious consideration about

parents’ advices cannot be overlooked in our life
(August, 1985). .

.
® {
L]
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s



e 61
Y

, EEPR
These differences between two cultures ¢

;é;;g‘create
conflicts for Korean parents and children liviﬁﬁ%fqr‘éanad .
On the one hand, most of the Korean parents hébg“tﬁaf their’
children can keep abreast with Canadian children and;:move
‘ ubwafd into a higher socio-economic status in Canadian
sociéty. This ‘move upward’ demands that their children(
integrate Canadian values and social preferences. On the
other hand, they also try to keep&/theiF own cultural
tradifion. For example, they teach their child~.to be
‘respectful of their elders and of the Korean lahguage. In, a
sense, many Korean immigrant parents seem ‘tg feel more
strongly that they have to preserve their own traditjdn than
do the people who are living iﬁ Korea.

According to Seif’'s (1984) research of Korean immigrant .
families in Edmonton, "the .parénts thbught it was important
for their chj]d to be able to speak, read, and write Korean"
(p. 39) and they ar; using Korean with their children almost

all the time at home. They gave the ' following reasons for

keeping their own ‘tanguage at home: "to keep our Korean .

language," "for the children to be ab}e to speak “~Korean
better," "to let the children knoQ their Korean language and
not forget it," “"Koreans should use korean with each other
at home," 'fto Keep our unique tradition and culture,"” and
" s"children wijll lose the Korean language if it is not used ét

‘But  the parents want their children to
LR Gt - e v, . : ;] R . ) .
“éhieved wsame* level of excellence as Canadian children in

. . . . ~ [} ,
terms -of English_ so thag -they can survive in' this

» . .
EN - M
L)
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English-speaking country. . .

Kim {1976) studied ghe'conflictjng situations between
Korean immigrant \parehts' and children - over children’'s
demand§ for greater autonomy as they groy up in Canadian
society. He found that Korean girls were less lééditional in
their values and were in increased conflict with their
parents ’as their length of residence in Canada increased.

This is probabiy because Korean girls are traditionally

given considerably less freedom than boys. Thus, the

»

‘possibility of conflict in Canada is accordingly greater foh

them (in Michelson, Levine, and Spina, 1979).

As\Kim (1576) and Siefs’ (1984) studies exemplify, most
of Korean immigrants Tﬁving 'in the Canadian culture are
likely to be in a éontradictory context;;they want to keep
Korean traditions as well as adJust to those of Canada. One
Kore&h 1mm1grant mother said,

I do not want my -child to become naughty to the
parent and the elderly. But, it seems that she is
learning that Kkind of behavior from other Canadian
-children. She thinks that the behavior is a right 7
one and she stands against me. I-do not know what to
say and how to deal with her attitude.... Sometimes,
1 try to understand her, because she has been
educated "Iin Canadian schools and she could not have
enough opportunities to be involved in Korean
culture except. at home. The time whenh she stays at
+ home and can have interaction with us is very short
in_comparison with thataof staying outside. But, I
still hope that she Wi R'ow.as a Korean who can be
proud of our culture® ”‘“jcaaljy speaK~ Korean
without much- proﬁl; 1 3 ) 2

= P at Korean 1mm1grants are
5"“""3# to preservé TREir  own tradftmns with their

children even though the 1mmediate c1roumstances compe |

‘)



them to adopt to the Canadian life style.
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V. A Portrayal of Beginning Experience of Schogling'
for Three Kindergarten Children

A. General Descripiion

Home Background

The parents of the three Korean children in this study
immigrated into ?anada in 1977. Since then, they have been
-residing in Edmonton. All of them were born and educated in
Korea and spent more than twenty years of their 1life iﬁhthat
country. Except Sam’'s parents, they were married in Canada.
Althoggh there have been someAdifficult times in the past
eight years adjusting to the economic and socio-cultural
ways of life in tpjllunfamiliar country, they now appear to
"have adjusted. to a certain extent. On the other side,
however. they still find many differences and obstacles such
as language and ethnic‘g?serﬁnination which they feel are
almost impossible to overcome. They try to visit their home
country, Korea, at least every four or five years to be with
their own peopleg and in a familiar culture. They a]so
believe_thét}l é?r children néed to visit their home land to
experience aﬁ?ﬁiearn about their roots. The parents want
their chﬁl&?en to visit Kofea as' often as possible,
especialfgaas they become older.

In the following sectﬂgxétthe home background of each

child will be presented.’More specifically, what kinds of

family background does each child have? How can we

64
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characterize each child? What are the parents’ general

beliefs and attitudes in terms of education?

Jason

Family Background: Jason's family is a nuclear one
which consists of his parents, Jasen, and his otder s;gﬁer,
dby. Jason’s father 1is working as a welder. Sometimes he
mqyes to other places ‘for his work and stays separated from
his family. Often he works at night and sleeps at home in
the day time. Thus Jason’s mother has been trying to keep
her house very quiet so as not to interfere w{th her
| husband’s sleep during the day. She reflects that “probably
that's why Jason became very sensitive; He was reared in a
very‘quiet environment” (Sept. 10).

Jason’s mother has been staying at home rather than
seeKing employment, which is not the usual case for Korean
immigrant families. Since Jason's birth.'she has remained at
home as she realized that to educate her own children was of
utmost importance. She said that, "Money can.be earned at
any time, buf education has its own critical time" (Sept.
10).- Thus she took care of Jason all the time. In a seﬁse.
however, she feels that she became too involved in her
family 1ife and children. Some{imest she wonders whether
somewhat indulgent care has been given to Jason and might
have a harmful effect on him.

Jason has only one sibling, his sister Joy, who is

three vyears older than Jason and attends the same school as
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he does. According to dJason’s mother, Joy is sociable,

lively, and talented. She remembers all of her teachers’

birthdays and prepares a present for eaqh of them. She also
enjoys making things for her teachers and her friends; On
the " other hand, se often complains that her mother ioves
only Jason and she seemg to have difficulty sﬁaring thiﬁgs

with him, including her mother’'s care and atteation.

Characteristics of Jason and His Daily Life: Jason was
.born in Canada in December of 1398Q. He has been r&jsed
mainly by his mother since he was born. He did not have any
special physical problems or any critical experiences in his
fami\y history. He had a year of blayschool experience and
during that time, according to his mother, he did not
experience any difficulties or problems. At home, he uses
the Korean language as his means of communication.

According to dason’é mother, he 1is very sensitive,
tender, and submissive. When he réélizes that he did
something wrong, he does 'good things’ to make sure his
mother is not angry. Until last year, he felt very afraid of
unfamiliar people and would stick close to his mother. Frbm .
my observations of him in class, [ would judge him to be
very organized and orderly. He was 990d at putting things in
the right place and cleaning up his ﬁess.

Jason usually stays at home \and watches TV (mostly
Sesame Street and cartoons) or plays with toy cars anmd
robots. In fact, Jason was sent to the afternoon

Kindergarten class because his parents wanted him to have a



67

chance to watch Sesame Street in the morning. Later his
mother said, "Jason seems to learn more from the Sesame
Street program than from the school." He does not play much
with his sister, "probably because of the age gap" (UM',
Sépt. 10). He has one close friend. Denny, a Korean boy who
lives close to Jason’'s home. Before he went to K1ndergarten
Jason spent much of his time with Denny.

Educational Attitude of Jason's Parents:—dason’s mother
hopes that her children will develop a generous personality
and have a plain life rather than become well-known persons.
She algo thinks that morality and intelligence should be in
harmony. She tries to teach her children to care about
others and to be modest. At the same time, she emphasizes
,intellectual growth. She believes that she has to be. open
and supportive of her children and allow  them ample
oppor tunity to become familiar with the Canadian lifé style.
She said, "In the case of Jason, | do qg. prepare , any
specific things as I did for Joy or for mu:élf when she was
"going to start Kindergarten. I just hope that Jason can
adjust to the school without much problem. [ don’'t expect
any more than that" (Sept. 10).

As was described, Jason’'s mother does not work because
of heﬁﬁéducational concern for her children. Hence she tries
to make sure that everything goes well in terms of their
education. She emphasizes cleanliness, orderliness, and
regularity of every day life. Sometimes her children

- e —mm - - - -——-—-ew -

'dason’s mother. Hereafter, RM means RicKy’'s mother, SM
means Sam’' s mother. - '

: \ \ﬁ
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complain about her strict attitudes. But she feels that even
when she gives them more freedom, they can not seem to enjoy

it. For example, although she gave them a special

opportunity to stay up late on Friday night, thgy teuld” not "

stand it and fell asleep by themselves. She feeli“;ﬁat in a
sense she controls or interferes with her children
excessively: she also feels that this is her own style and
she can not stop it. |
. .,
Ricky ’ RS
Family Background: Ricky’'s family has their own érchry
store in a. high-rise building. Ricky. s _mother shares With

her husbahd in working in their store. Ricky's grandmother57 rF.

who lives nearby, comes to Ricky’'s house and takes‘care of
the two children when their mother works in the grocery. The

grandmother usually stays at Ricky's house half of a Hay in

the afternoon. Thus Ricky was raised, in part, by his:

grandmother. According to Ricky's mother , Ricky's
grandmother is very permigssive and often spoils her
grandchildren. She says:

But I am somewhat restrictive and stern. So

sometimes | am worried about the negative effects of

the inconsistency of child-rearing attitude between

my mother and me (Sept. 2).

Unlike Jasom’'s mother, Ricky's mother is‘ concerned
about the” lack of time she has to spend with her children.
She tries to stay 'at home and play with her children at

least two days a weekK.
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Ricky has one'sisger. Susan, who is éné year old;r. She
seems to be’'g very I;Vely~and expressive girl. Whenever lv
went to Ricky’ house, ;he talked much more than Ricky did.
Shef§lso looked after RiFky when he was in schooll One day
in September, Ricky “tord susdn that boy on playground had
hit him. She went to the boy and said, "Why did yod hit my
brothé;? If you do it again, 1 will tell the teacher."
Ricky's mother s&id that when they play outside with their
friends, Ricky dépends on Susan to sblve his problems.

Characteristics of Ricky and His Daily Life: Ricky was

born in December, 1980, at the around same time as Jason. He

L 2

. was raised without any special health problems. Last vyear

Ricky attended the same play school asfSam, the other bgy in
the study. According to Ricky's mother, "He did not adjust
well " to the playschool. He did hot:participage in the games
or play with the other children. He never raised his " hand
- when the teacher asked questions. Sometimes he did not want
to go_to school.’ . | |

Ricky seems to be lively and friendly, although he is
not outgoing with others. Accordingjto h’sﬁjmather, he” is
very shy and "lacks social confidence. When he meets
unfamiliar people, he alwéys‘sticks cliaé to his mother.
However, he cares  about his sister. His'mother said that
when she gives him somefhipg tc eat or to play yitgk\ 2:
always waits for Susan and shares with her. -

Ricky usually plays a lot with Susan at home. The

relationship between two of them seems almost an equal oge.

v
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rather than hierarchical one, maybe because there is not

mg‘age difference' .between. em. ~R‘icky likes to draw
pictures. cut things, and make art crafts with his sister.
Egucational Attitude of Riocky’s Parents: Ricky's
parents expect and encourage their children to be happy and
ethically mature inBividuals M;% believebin God. They do not’

expect thegp to be smarter than others. They just hepe their

“ children will gﬁbw up as true human beidq§. Jhey have set up
’ \

English outside. ] Y

a rule that the children, have 'to usd Koréan at home and
. S B a <

L4

Ricky' s mother seems to gaip much knowledge about child
growth and development from reading the books and tries to
\ Y
use this information in her owN situation. She'feels that

some things from the books are ﬁseful but others are not

. working,Jn her practice. - B

» ‘ .
_For the beg1nn1ng .of K1ndergarten, Ricky’ s. mother
taught him h1s name, alphabgts and numbers. And she also
asked him to become mpre independent in terms of using tnEf

washroom clean1ng th1ngs up, and so forth.

T o . . ¢ - .
) A | cos
‘ t 7 | R - .
Family . Background: Unlike the Other two families in

Sam

th1s study, Sank.Jived. in an ‘extended fami ly environment
unt1ﬂ last spring when his grandparents moved out- of his .
Home and 1nto a nearby apartment They st111 come to Sam s

house for every meal aﬁd spégd lots of t1mes with their -

.grandth*dren Thus, Sam’ sf+vfe has been. greatly 1nfluenced

" Y
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e Sam's mother has been working since his birth, the
grandmother has played - a major role in Sam's  early
childrearing. Even when Sam’'s mother was at home, Sam
usually spént most of hls time with hts grandhother The
fact that there 15 not zhoahp time fo-. ‘Sam and his parents’
to talk and play togethep’&s g ¢ concern»*o Sam' s mother.‘She
is WOrrwed about the educational d1sadvantaée Her children
may experience because of this lack of interaction. Recently
she began to seriously censider her English.

1 think that 1 need much more time with my children.
Since they were born, I have been busy trying to
-~ make money. | had to earn. money to build a more
solid foundation to live . in this country. At first |
thought that to prepare 8n economic foundation was
vy . the most urgent tesk for us. So I worked and worked
?wgfib - and worked. But now I hegin %to question myself -
- what i# the more important thing in our life:.. And

- ' | N
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by his grandparents,’ especially his grandmother. Begause

also | feel that I* need to spend much time and
energy té improve my English for the long’ future of -
myself and my children. 1 am wa1t1ng for thé chance .
to English school which is offered by Alberta
ver ment for the immigrants from non-tEnglish
ing countr1es (Sept. 3).

: . *
“Sam’ s father is working as a ‘tdaxi driver and Sam's

motheﬁ was working in a factory .which made paper boxes.,but

she quit her lob last September (1985) to go to the * £ngl1sh

| schoo] Sam’ s ﬁath?r _geems to have anq;rregular EVeryday

11fe as he appears to work wheneven he feels 1like working. .

N
«

He usual?y works “at n1ght aéq ‘ \"s Gufnng the: day Thus he

does not- have much chance fb“ule;e ‘,ﬂr Jaf%‘mth hls ch1ldren

Sam has . one e!ﬂer‘ sig /g §'Mary who is 1n/the same
+

classg as sdsan {Ricky' s-saster) Mary is aa’very qu1et and

shy girl, unlike Susan. Mary and Susan attended the sqme

..
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last

‘openly expresses his assertion.

punishment,

doing things for others.

then has,a playmate..

| ' —

#

year older than Sam, she needs and as?s for+ more care

eaying, "Mary acts lfke a younger sister of Sam. Rather

looks more independent and self-responsible."

12

playschool and are close friends. Although Mary is about one

anf

attention from her wmother, than Sam does. Sam’'s mother was

Sam

>

' Characterisfics of Sam and His da11y Life: Sam was bovn

February, 1981, was reared largely by his grandparents.

has never been seriously ill, and he attended playschob1

year. From my_conversation with Sam's mother, 1 sense

»

t@pt she is still very much oriented to the Korgan way

back fraﬁ%the playschool. ~ .
,' . ~ ,
According to Sam’'s mother, -Sam plays very actively

obstinate. .If he thigks that his behavior is right,

>

{7

At the block corner, Sam was play1ng by himself with
two plastic cars while threezotheMgchildren were
building a train. When the teacher t

lights, the children startedi to cleadn up. Before
putting all the blocks away, the three children left

the rug.- Sam put all the blocks away alone, which he
‘had not .gven tguched. He was the last ch1ld who came -

to the:rug (Se t. 25):
Sam spends mu h?(ipé by h?jmse'lf at home. Althgugh

v

in Sam s play. When hn§%§1ster comes home from school,

%%\
LI

e

ed off the:

of

living. Sam slept with his. mother until he . started

and

he

But wheﬁ he realizes that he

.‘."

something wrong, hq’is willing to accept {t and receive

<
He is orderly in his manner and does not mind

~

his

grandparents stay with him, they are not actively 1nvolved

he

.

kindergarten and uged to be carried ‘on his grandfather’s
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Educational Attitude of Sam’'s Parents: Sam s parents
w S%EN to feel proud of the1r Koreaﬁ tradition and try to pass
. this culture onto their children. for example, they try to

teach them to care about other speople, to respect their

. elders, and concede to others. Sam's mother .states:

I do not think we need to put thga child in a
separate room to cultivate the independence of the
child from a young age. If you give him énough °
loving care, he will naturally .grow up .as an
independent persom and at the same time always
preserve almost” uncond$§ onaL love from his parents
inthis mind. I think we are the examples.

s Although we were raised a typical Korean culture,

. we do not rely on our parents Rather we try to help

and support them. We always think about our parents

»~ and worry abeut their health and well-being even
‘t?ough we are living too far away from them (Sept.
3).

She also hopes that Sam can'“adJust properly to the new

env1ronment of K1nderg§rten and be a good ‘student who

follows well the teacher's instruction." She said that she’

.did not teach Sam or prepare him in any special ways for~

Kfndergabteh ‘because “Sam did not show any part1cular

problems during. his playschoo! and also can write h1s fiIY

-

name_.
\

home! She says that to speak English fluently is necéssary

Sam's mother encourages her children to use Korean at

- but we should never forget our'language. For herself, ghe

strongly feels that she has to learn mdre Engligh to liveﬂinf

Canadian society. Until recently she was not copgerned about

her English, but she is beginning to realize

of being able to use fluent English.
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School Settings o | . ' .
’The. two schools in this study, Geoffery Schooly and
Moonlight School, were located on the South-East side of
Edmonton. This area began to be developed around ten years
ago and man9 immigrants ;rom other coun*ries. particularly
f'a Asian tountries, reside he'e Most of the famﬂies were
' 'young.vso there-was a h1gher engplliment in the elementar¥ Y
schools around this area than other areas of the city. There
was a high ratio of iﬁrden‘s to teachers 1in these schools
and all the parents ¢in this study complained about this .
.pr'¢1em They wanted to move dom thfs area as soon N
Jposs\‘!ble beqause of the ‘concern a!zout their ch1ldrﬁ/ .
education. Mar&of t fann Pies 1n thhe. ﬂ‘area« of the c1ty\q
were earn1nd the1r 11v1ng by d01ng physxgal labor likeq
welding or construct1on work R '
©° At the time "of this stwud}y ‘f\e total enroliment for
-Geof fery School was 579 and was 450 at Moonltght School. The ’
printipals of 'two schools were qgite open when 1 initiallyirha_*’g
contactéd them regarding thig study and were wi]‘ling\w’”a ‘
cooperate  if the teacher did not mind. Bo%h of the',
principals’ offlces were located near the centd? of the main
schoo1" buij mg. 1'?\ the case -of "Moonhght School the !
principal often came into the classroom with visitors and.‘

s‘

1ntroduced them to the ‘chi idren and teacher, explained about\_‘

1]

the activities, class;‘oom env1ronment ahd so .forth. I. did
° rd :

not observe the principal at Geoffery School doing th15

N

). N
L
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The two kindergar tens in;}these schools were: very

similar in terms of organization of %#ime, theme selection,

.

work-er iented approachf cultural diveﬁ;ity{" parent

participation, and so forth. In the following descrfptfbn'

aspects as well as the untque
classroom will be intrﬂ!ﬁi@d
in both of fhe Kindergarten classrooms

re bdsed . a theme approach and  had regular time

schédules and daily foutines. “The themes 2nd regular t imes

-schedule of each day for the first four months of ‘school

* swere as follows:

I . .
. Themes | ) ‘
Septefber : BeaffiShapes.’SaféEY‘ "W"
4'5 T October. ?a]l, Thahksg{yfng. Halloween | : ;ﬁ
. . November: Hospital ‘, *
T December: Christmas 1
| Moonlight School N
. - September : Bear, Hospital . -
Octpger: Thanksgiying. Halloween _-
s November: Pets : | ." ’ ‘
D;ac‘enb??* ¢ Christmas . ‘.: - ~,‘:_"'-®‘x

)

- ‘ -

. T1me Schedule

Geoffery Schooi ('12 45 td 2" 55 on mursday and 12:45 to 3:35

. <
3w g

e o
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the rest of week)
. "

‘operffng: about zarminutes
centers: about 45 to 60 m(@ptes . "
clean- up about 10 to 1§gikhutes ‘

”N?'-« “r, L
e » | i g o
recess: daily for 15 m1nutes A.,vg. T

B

e

. gym: 30 minutes on Mondays and’ F’mdays ?q ,
T RO

.l1brary:‘30 minutes on’ Thursdays r

music/ theme activities/ storytime: 20 to 30 minutes

7_@ closing: 3:35 (Thursday at 2:55)
h r. ' .

Moonlight School (8:45 to 11:35 A.M.)

»

, : . o
> calendar, the assembly (only on Wednesday): 15

o k mjnut’ 4
. - :

gym (calendar'only on Wednesday):'iS'minotes

.

’

«center time (Monday, Wednesday, Friday), large

N R
group(Tueéay and Thursday): 30 gpinute

(Monday, Wednesday. Fr1d’?%sic' N

A 3

center ti

- (Tuesday and Thursday): 30 ‘minutes ;

Py ' recess: 15 minutes , .

A \ | | Y Y A
snack: 15 minutes '

. ' o

story: 15 minutes
vlearning games and qugs and clean up (Monday,

" Wednesday. Fr1day) 11brary (Tuesday and Thursday%

A . 30_\ nutes

Along with the themesfand}time schedule, the genereE\

. atmospnere Offthéufwo classrooms Qas'strictly structured and

.

\
\-

- ‘\\-
St bl ,ﬂ? "'\;J
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work-orii‘%é&a Each,set up some work 'ih‘ relation to thg.
theme, usually twe different activities, and requ1ﬂed every

.Chlld 1:6 figtsh these tasks within a certain perlod Only .

.ﬁaqur . the . children finished their designated tasks could K
they have ’center time.’ Each classroom was also strict in
terms of its t 18 schedule. When it was the pre determ1ned

" time Yo maye to anotper' act1v1ty, none of the chi‘ldren wgf'e

" alvowed to contfﬁue w1th “Hha't: they had béén‘ﬁo1ng

As spbc1al act1v1t1es both schools hag fleld trips to-
é hospital and a fire stat1on and to the museum at Geoffedy

School in conJunctlon with the theme. Both of ‘the SChools;;

Y

had a Halloween party and a Chr1stmas ébngert. On thes“da,s

»

the children became excited and agitated. K

o
» o

v Yo

R}

.4'

a L)

L,A

. In both schools, one teacher alde helped the’ teach.ro "‘;$

prepare and set up the activities and d1rected the ch1ldren
when they were making craftsCor doing games durlng center
time.’ Except when they were direetly 1nvolved in helping
chilaten w1th sqﬁe act1v1t1es they usually did not stay in
the claSsroom anJ they worked in ‘%he staff room copying
things or preparrndpwmaterlals for activities. Parent
1nvolvement was encouraged #*n both cTassrooms. By the middle
of September the time schedU]e for each volunteer pareht was
already set up until Christmas. The main role of the parent
, helpgr was ~to prepare the activity materials and help the
childreh play gameszar make some crefts. Most,mothers wanted-
-to he helpers in the‘plassroom so that they could have an

opportun1ty to 0Q~§rQe their own child in school.

»e

NL A
3

PR

s
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There webe 27 children (boysv. girls;8) in the
afﬁgrnoon. kindergarten class at Gébffery School ‘and'25 “k'
(boys; 12, g%rls;12)in the morning class at Moonlight School. a
In each gthool there was a somewh;& diverse cultural
-céﬂpostition with familigs from China, &1?’ Vietnam, and .
Korea to mention a few. In the kindgrganten at Geoffery |
School, only Jason was from V',‘ea. There&é,ré also two boys_
and one girl from China, one boy from Vietnam, one boy and
two girls from Indfa, and one nativg Indian boy. The teacher
in this schoql mentioned that she‘Qaé Having a di¥ficulty in
teaching some of‘them. She said that they ‘were too “active
and mé&iﬁ trouble in the classroom. In the other school,
Moonlight School, there were fewer ethnic minority childréen
than in Geoffery School. There Were tyo_Koréan_boys. Ricky

and Sam, - one girl‘from India and a 'girl from China. The

teacher~ did not feel th&¥fe: were any s;;ecial prob lems
r»egarding these }twinori{y children, although some children
were nqt open and did nr'ralk much bec'au’ f./their -
cultural background or lak; age l.imifations.' The teacher
felt they worked hard and'tried to learn as many things as

possible. | . ' R

Teacher's Beliefs and Objectives

“»

‘Geof fery School -

' Mrs. Sanders, the kindergarten teacher of Geoffery
School, taught in various schools for five years in

AU

3
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part-time positions or for teachers on 'maternity leave. She
was presently teaching only in the afternoon Kindergarten,
whiJ‘ was dasoﬁgs'class. She was born in Edmonton and 1ived
oﬁ the North side of the city ﬁor mos t of her life. Thus she
felt strange.worsﬁig on the South;side. She often %,Jt: that

she did not belong in this séﬁaql and wat not -comfortable

#

around the other staff members. She was :appainted to this -
' o

school one week after classes had started and was not quite
. Y i

ready to teach this year. She shared the classroom with - the
morning class teacher and felt that she did\not have much
freedom to prepare or change the classngom  énv?ronment.

These situations contributed toy herf" feeling of
- 0 '

dissatisfactionWith her teaching this year.
. She ' expressed her own beliefs about kindergarten
education and ‘the main purpose of it.

- My phi losophy is‘td‘!:Ke eagh child from where he is
and take him as far as we can. Some children, start
. with so few skills in the Kindergarten that they may
not progress as far as someone who starté&d oul with
more sKills. You have: to treat ,each child
~individgally. You never. ask a_chjld to come ‘up. to
the {ront and speak if you’ kn that they are
painfully shy. It could be sug* a horrible
experience for them and damage them for a long time.
%o you g?ally have to treat each child individually
Dec. 10). : Y B

- [The main purpose of Kindergarten educatfon is] for
most of them, to become familiar with the school,
how to get along with children of that age, share,
how to do some basic, skills such as cutting,
coloring, listening to the lesson, getting dressed;
very basic things, so that when they go to grade one
it's not such a big deal for them to start their
education (Dec. 10). '

-
v

She also believed that kindergarten age children were ablg

.
to learn to obey and should be tau&ht to do so. (in the
(" |

. ’ ' ’»‘f: )



. 2 . 80

_booklet, All About the Kindegarten Program which the teacher
made for the paren‘ts in Octcber)
Moon1ight School o
' For Mrs. Morrison, the teacher at Moonlight School,
this u@“s her. ‘third year of teaching. She seemed'.quite
satisfied with her teachmg this year. She felt she was just
' st the begmmng stage of teaching -and wanted to learn as
i much as ible. ‘She maintained that she was learning and
:'"‘ cﬁahéir&y year. She a'lso .said that she was"really

o v excited and challenged by her profesmdﬂ She was teaching

as a full-hme teacher covermg two k\inc{ergarten classes,
. - g s e ('i"” *

one in the mormng and the other m the afternoon She was

+

newly appmnted to the school this year
She saw the main objective qf kindergarten as fo)leﬂs., .

.developing the total child, thatsphyglcally.y

. socially. cognitively, culturally, emotionally;

N Thgee are the five things that compose th&lcheck \ 3
list the school board has to cover what we are
o doing. The chfldren are growing in each of these

areas and some of them deveIOp thore #h one area than
in others; so maybe you need to try to encourage
. their social skills, 'their er’otlonal - sKills,
physical skills, depending on the ‘child. So as much
as possible, we try to it the prbgram to - the
+ chilren and™ that's th reasone_for the learning
. centerd§ (Dec. 18). : ' 2

She al§o believed that the main role of the educational
- . system was to q\eet the needs of society. Thees purpose of
school was to h?p people fit into society.

School is ajreflection of society., ..The -children
‘should learn some basic things to 1live in this
society. Althou?h they do not 1i it now, we have
t.o teach them. Thdt's the societyjand our life (Dec.

(/ ‘ ® ‘ an



Physical Description ,fﬁ? ' ¢

Goo/ff.ry School - |
. The Kindergarten classroom in Geoffery School v_vas'
relatively small, dark, and cool in comparison with the -
setting at Moonlight school. It had a window at or;e corner,
but this window did not provide emough light for the whole
" classroom. The room was colorfully debsrated with chi ldren’s
pictures, art work, charts, and so forth. There were
small-sized chairs and three round taSIesbbug. ‘this wad not
enough furniture to accomodate all of tbe ‘&\ﬁi‘ldren.. This
clas(room also had a public ad.dresé system v\:vhic'h- s g
cénnected to the principal's office. The function of this/\‘
\&yptem was to inform the teacher or the teacher aide of some
formal noti&és’ or persona) phone calls. Name labels were
attached on marious items 'suc;h/a;swtrge chair, window, sink,
desk, and lego set. '

There were two bulletin boardgs and one chalk board
‘

whwch sur rounded three s1des of the classr‘oom One- board

the theme board and it was

per 1odlcal ly changgd‘
,sméll part of this boar' ‘ :

i
a chart for “today’ss V.I.P. ey
aQs&started fhe

Y d

used - for the everyda.ye'outme when the gl
’ o8
other two boards were used to d1splay the' d‘)i ldren’ sz‘ ?'art

Y
N .

works . . T .

The cubby holes and a she'l'f for lego were right in
front of the msually children’s shoes, mittens, art
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work, and so forth, were ed around. this area

The carp.ted‘area\w' up right behind the cubby

» i
[ holes and beneath tt eme board. A small chair/for the

corner and-beside the window. This‘..
o . T
area. was used for whole group activities.such as takihg -

teacher was placed at'

. attendence, reading stories, assigning ‘today’'s V.I.P.
teaching songs, hav1ng snachs. and so forth. The children’s

attempts to make noise or to move to other spots could lead

————— g e

.to being reprimanded by the teacher. The form of punishment
used ranged from having to.stand by the door or the’svnk, to

\
sftt1ng by the teacher. .

= A record player waS*éscated in one corner of this rug
'Y area. The set”'of headphones were out of order when the

school year started so only one-ch11d at a time coul&‘51sten )

-

to the record with a headphone. However. several children -
' \

would often sit together around the record player and listen

. \ L3
to songs or stories without. the headphone. The teacher did
i -

not seem to mind the someﬁhat loud. sound from. the ‘record'

- .. . .

, . ¢player.
!

\
A l

AT ' Oa- the rug 1n the opposite the record player was a b1g

»t‘:’ >

.8 J- onden équare box~ confalning -var tous shapes of’ blocks.J%hus v;%’

"’i S/h

‘A'

when it was center time, most of the space in the rug :area

. -was sually occupied by the blocks, several children, and
was the focal point for lots of noise. |

' Beside' the block box was a long wooden shelf which

drossed the area and roughly divided -the room into the 'rug

- éﬁ;’ and * the 'working area Books, records, puzzlies, and
< . ,4"l0 - . v

. : , [ )
., - > 30 ‘ ® ‘ A
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games were on this shelf. As it was a little bit high for

the.children to touch anything on the top, the teacher Lsed

this area to put things for her own use.

*

On the other side of the rug area, there wene- three
tables fone _}ound and two square ones) which the ohildre:
| used to work on the tasks given by the teacher.’ The center
table was aluays used by the teacher aidef When she said,
"Come to my table," .the children would go to this table.
Another square table near‘the sink was used by the teacher
to direct some individdal or small group activities. The

remaining round table was used for puzzles and ganes. /,_,d/
D '

. At one corner of the working area were sand frays and

i

water trays. Both of them had similar kinds of materials

/
i

such as plastic cars, sieves, fynnels, and different kinds/
-

of containers. The teacher’'s big desk was facnng all these

areas. The desk was shared with the teacher s aide who wou}ﬁ
1

usually sit” there and prepare materials. Thé sink was besfoev
the«teacher’s work table and the palnt easetﬂ were located

- . [

near the sink.
] The house corner, which das located by the door. Qas
walled in ‘y the cubbies and the long wooden shelf. Various
’kwnds of k1tchen appliances clothes, q;ses dishes, cups,
; and so. forth were squeezed in one big bag and one wooden Z:’
cupboard This space was not sufﬁ1c1ent Yor more than 'f1wp ’
people and was always crowded with chxldren ‘and alI.of theifi

‘play materials. Thus fhe dhlldren 1n the house, 'corner

usually used add1t1onal areas like the rug or the other s\de

. I
s . .
i X . - . . I,
. l ’ * *
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of the cubby holes.

Moonlight School

The initial impression of this classroom was that it
was,brigﬁt aﬁa;containcgﬁ a good selection of materials,.
equipment, and supplies. A1 the‘walls were decorated with
'the colorful pictures, letteré. numbers, and charts. The;e
was also a public address system in use which linked the
claigroom to the Qrincipal’s office. Usualiy ﬁhe systeﬁ . was
usea \Yb inform the teacher and the teacher aide of - the
official matters or private phone calls. ThHis 1line of
communication was initiated from the principal’s offiée and
the teacher could only answer to it. |

There were large ‘bulTetin boards® running along two
walls. On one bulletin board there were wusually bHightly
colored pictures .reldtéd to a teacher-selgcted theme. The
other bulletin board, which was along the same wall as the
window, was Qsed by the teacher for the routinized, daily
Jearning activities. Onﬂthis board there were a ‘Calendar
chart and the assigning board. Riéht beside was a white
chalkboard which was occasionally'usij“\bx the teacher : to
explain things. ’
Next to the door were two desks and chairs facing each

other. One chair was for the teacher and the other for the

teacher aide. The desks %ere always piled with papers and

: e ! .
books. I did not see the teacher sit on her chair except to

check the children’s c?@thes when they went outside.
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Right behind the teather aidg's chair was a sink which
usually contéined things to be washed such as paint ceﬂi‘
prushes, or cups. The children also used the sink to wash

Y
their hands and drink water. There were two round tabtes for

play dough and crafls. Us;ally thé teacher aide helped the

children who were working at these tables and woufd wa lk

. around thi§ area/io supervise their activities. . !

- The fiéqgtank. paper shelves, and assigning board were
used to provide an énclosure for the sand table. There Were
sieves, traﬁéparent funnels of different sizes, cups, and
plastic containers in the sand area. |

Beneath the theme board and calendar. the carpeted area
was arranged for the whole group heétings with the teacher.
The teacher’'s small chair was placed at the corner facing
all the children. The chf]dren were supposed to sit along a
str{p< of tape which outlined a circle on the floor. The
teacher would meet with the whole class to start a day. The

)typical roQtine at this time was taking attendance, doing
”the calendar, and assigning reéponsibiﬁities guch as leader,
monitor, pets, snack, and calendar to the children for the
day. It was occasionally compulsory for all the children to
do some work sheets at this time. The activity, would be
supervised by the teacher and the teacher aide. Show and
tell, story }e]1ing.\games, or the choosing of centers, were
done hére. The child's freedom was extgghely restricted

during this period. The children could not talk to each
b 4 .

> Ybther, mové to other spots, or reven go to the bathroom at

-
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this time. Almost all the discipl#nary actions by the
teacher happened here. ‘ .

In one corner of the carpeted area was a record player
with several sets of headphones. Opposite the door and near
the window was the house corner which contained wooden
Kitchen appliances, a cupboard, a table and chairs, dishes,
a doll and a cradle. A typewriter was placed ;n a nearby
desk. Beside anofher window, there wég a round table and a

: . -
shelf set up for games and puzzles.

Filling the center of the room, there were fouf small
Qquare tables and several chairs for number and letter
activities. This areé was also used for coloring or working
on worksheets. The material in this area was prepared aﬁd_
changed in conjunction with each different theme and the
activities were linked to numbers and letters. These
activities were not compulsory for all the children.

. The cubby holgs. mail boxeg. and coat racks - were
located in frazt- of f?e door. At the cojner ?f {he cubby
holes, several different shapes of large hollow blw and
planks were ordered i§ the shelves-along with the miniature
p]qgtic cars. There Qas a separate room nearby in which the

-

water table was located.

B. Jason
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Having Difficulties in Separating ' \

Jason, unlike the other two children in this study,
showed a speciai difficulty in the beginning stages of his
new schooling when his mother was leaving the classroom. On
the first day, September 4, 1 had arrived at the school
about five minutes before class and had been chatting with
the teacher in the hall. I saw Jason coming tﬁrougq the long
hallway to the kindergarten classroom with his mother. He
was clutching her hand as thgihwalked along. This was my
first meeting with Jason and is mother as they had been in
Korea during the month of August, and they had just returned
to Canada two days before school started. As-Jason’s mother
and 1 were introduced, Jason looked around at the new peop le
{several mothers of otﬁ%r children) and the new
surroundings. He was now holding his mother’s hand in his
two hands. When the teacher sugges ted Jason’ s mother leave
and come back around 11:20, Jason’'s face became strained and
fearful. He looked up his mother and said;

Jd: Mom, I want you stay here.

M: No, I have to go. -

J: Why?

M: Teacher said I have to go. .

J: (glancigg.dt the teacher) Ummmm (insisting
obstinately) ' '

M: Jason, the teacher is nice and there are many
good friends too. Isn’t that fun? :

J: (no answer )

Jason's mother left and the teacher led" him into the
classroom. Jason was constantly looking back at his mother:
Three children were sitting veryquietly on the rug in the

classroom. They were so quiet and motionless that I did not

»
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even notice they were there; }hey looked very tense. JasqQn
‘was directed to join them, which ﬁ; did. They all sat very
quietly and seemed to be waiting for something serious‘ and
important to happen. ‘pgn Jason's mother came back after
class, he dashed 6ver and clung to her and said, "Moooom,"”
in a coquettish tone, which 1 did not observe in other
children when they met their mothers at the dismissal.
Jason's difficulties in separating from his mother
became more apparent ;s his schooling proceeded . during . the
first month. On Monday September 16, when I was entering the
building through the door right beside the Kindergarten
classroom, I could see Jason's mother was walking along with
Jason and other children ipr the 1line. The ,regﬁlation was
that mothers were to leﬁcgﬂ;heir child at the front door and
the teacper would take all the children to the classroom.
But this day, dason’gimother came into the classroom with

him holding his hand. Eventually she was dragged into the /

e

classroom by Jason and asked a special favor of the teacher.
. ~
M: (to the teacher) Can I stay?
T: 1 am sorry. Wé will have a new teacher today. 5o
we don’'t really have a helper. Maybe in October.
M: (to Jason) See Jason? 1 have to go.
J: (grasping his mother’'s coat more tightly and
almost crying)
M: (putting the 'inside shoes’ on Jason's feet,
wiped tears and hugged him) You are good boy, right?
Work hard and liste carefully to the teacher’s
instruction, 0.K.? Say bye to Mommy.
J: (standing and looking down to the floor for T
while without any words) Bye (in a very feeble
voice) .
~ . & ) o
After his mother left, Jason went to the rug, as he had been
: s/
doing since the beginning of his schooling. He looked almost
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¢ .
absent -minded, waiting for the teacher's order. At the

dismissal time, 1 asked Jason’'s mother why Jason w;s in such
a bad mood at the day. She said that probably-he felt lonely
in t;e new environment and thus wanted to stay with her.
Jason' s reluctance to be separated from his mother
~bécam; more intensified. On September 19, Jason was trying
to make his mother come intQ the classroom by pulling on her

hand., Ja$oh's mother was trying to free his hand and was

\

saying:
M: I have te-go, Jason.
J: I want go with you to home (beginning to cry!.
M: I am not going to be at home because I have to go
some other place to do my own work.
J: Theh | can play with Denny at home.
M: Denny went to the school, tdo. I will count five
and then go, 0.K.? (after counting, Jason's mother
left) )
J: Mommy f{crying very hard and running out to the
hall).
I took dJason into the classroom and the teacher aide cameé
over to Jason who was almost screaming, and said,” .What
happened, Jason?" Tapping his shoulder, she said, "Shhhh, no

more crying." Jason calmed down somewhat but still was
sobbing quietly. When the teacher aide left and 1 hugged
him, Jason began to cry hard again. I triedﬂto appease him,
saying, "Mommy will be here pretty soon." He was screaming
and screaming. Finally the teacher came to Jason and bulled
him to the rug by his hand. She said, "da§on you haye to go
to the library." Jason immediately stopped screaming and was
told to sit on the rug, which he did.

1 did not observe other children who cried like Jason

/
when their parents ‘left the classroom. For Jason, who had



80

‘
[}

been with hig mother almost all the time, it was ver§ hard -

to be left alone in the unfamiliar surroundings.

Feeling of Superiority

As soon as the HKindergarten started, the cognitive
aspect of the classrooh ctivity became manifested. On the
first day when the teacher was distributing the name tag to
each child, she asked the childrer, "Who can say what this
shape is?"fNobody answered. She taught the names of -ngeral
different shapes (triangle, rectangle, square, circle) and
then gave them‘the name. tag. Afte 'the teacher had taken
attendancg(“fwo—children were sgxz to the principal’s o;fice
‘with the attendance slip. During this time the teacher asked
the children who remaineg in the classroom to start counting
from one on. The voices of all the children were mixed up ay’
very few of the children seemed to be able to count
correctly. When the teacher and the children counted up to
38, the teacher waited to see whether or not thémchildren
.could continue after 39. All the children were quiet. A1l of

sudden, dason.said. "Forty." The teacher commented, "Oh very
good, dJason." All the children looked toward dasog and he
smiled, which [ had hot seen him do in the c]ag#?oom. The
words, 'Fifty’ and 'Sixty’ were also provided b; Jason and
gave him a chance to feel superior to other chilqren.

Jason could read, although not fluently. For show aﬁd
tell time, the teacher made cardbéqrd signs on which five or

six children’s names were printed. Every morning the teacher
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“held up one board in front of the children and asked them, to

i

read the name on it. One.month after kindergarten began,
s
only Jason could read the names of the children on the

$7%$oard. The teacher always «praised him; "Jason, you are a

very good reader." Usually Ja ed ground at othe;

cnildren and seemed to feel v (of himsel

Jason's sense of superiof%ty was often e
the other contexts, too. On October 1, after finiﬁhing two
work tasks, coloring the safety paper and tracing different
shapes of leafs using the onfy five designated colors, some
children were playing at the va:{bus centers until it- was’
home ’time. Richard’'s mother, the day’'s,  helper, urged the
children to stop playing and to get a book. "This is not the
time to play like that. Go and get the book. Read it right
there" (pointing to the small space right in front of the
dqor). Jason was also forced to sit by the door and read a
book. As he was just opening one book, | sat beside him and

i
asked, "Can you read it, Jason?" Jason replied in a

confident ione. "Yeah, | can." | asked him to read it and he
started to read somewhat stutteringly. Richard's mother, who

had been looking at Jason, said to me, "Oh, he is quite 'a

"good reader.. Good for you, pason." Jason’'s voice became
stronger. He said, after finishing the book, "I can read

another book, too." He seemed to feel very proud of himself.

Jason had various infermal interactions which made him

feel superior to other children in this letter-oriented

classroom environment. Jason, Richard, and Kay were talking



about Halloween as they sat on the rug.

Kay:  You know what, 1 am going to be a Wonder Woman
at Halloween.

J: 1 am going to be an ow!l (turning his head upward
to the board and looking at the pictures about
Halloween). Hey see, it's Halloween.

Richard: Where is it?

J: Right there (pointing to the written word,
Halloween, on the board).

R: How do you Know the letter?

J: I know it (Oct. 28).

From these experiences, Jason|began to find a different
meaning of 'being able to read’ in the school life. Before
going to school.'he did not really cé?éxabout the fact that
he could read, , "Probably because he w;; not put in a
situation wheré he could find any significance in it."”
Jason’'s mother continued. -

But now., he seems to feel very proud of being able

to read. He also said once, "Mommy, only I can reay

in the school"” tJM, Oct. 15). t
Jason was comparing h{mself with otﬁer children in terms of
his ability to read \and was sensing a feeling of

superiority. This may be re openly stimulated in the

cognitively oriented classr

Nothing Funny

when I asked Jason what he did in the school, he
always said that he did not do anything. So 1 asked
him, "How come you did not do anything?"” Jason just
replied, "Nothing funny at all" (JM, Sept. 20).

On September 30, the children were singing the good
bye song which they sang at dismissal time.

We are leaving

We are leaving

We had some fun

We had some fun...

Kay, standing beside Jason, was whispering into



Jason's ear, “No, | did not have any fun." Jason
agreed, "Me, either," exchanging a clandestine smile
with Kay.

Jason could hot have fun in the school. When he said
that he—did not do anything, that meant he did not do
anything ' funny’ or meaningful for him, as shown in the
above converéalipn between Jason and his mother. Jason's
‘what’' was different from the ‘what’ his mother was asking
about. For sure, Jason did things which would have meaning
to his mother, but these activities d&id not seem to be

™
meaningful to him. Jasbn’'s 'what’ was something meaningful
or significant within his own world. Hence. he could not
help but say that he did "nothing funriy . "

‘As Jason’'s experience of schooling went on, he became
more silent about his school life, cspecially about the
learning activities. Jason’s mother said:

He talks about school much less than before.

Originally he wa% not so expressive when | asked

about his school life. But these days he never talks

about school before 1 ask. If | keep on asking what

he learned in the school, he just replies, "you know

what | did." He talks a lot about other things 1¥e

toys and his friend, Denny, but not about school
(JM, Oct. 20).

-

Jason seemed to think that his mother already knew what he
was supposed to do in the school so he did Kot have to tell
her about it. On October 7, Jason was coming back from the -
gym class whicﬁ I missed. We héd a little conversation,;

0: Did you have a fun in the gym?

J: No, how come we can have fun?

0: What do you mean by that?

J: My Dad said 1| am not supposed to
school. | have to work.

0: Oh, so you do not have fun in the schqpl?

J: No. F
‘ “
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0: What’did you do in ‘the gym?
J: Doggy bone (not clear), no fun at alj}.

Jason Kknew what he was supposed to do at scﬁool. They were~
not to be ' funny’ or fun things:; rather he was to do things
which could be called ’'work’:. things which were usually
boring and not ‘' funny’ for him.

Most of the activities {H the- school Were not muc
for Jason. Moreover, he knew that he had to follow whetever
he was ingiructed fo do. Sometimes Jason .found that some - - -
activities were really uncomfortable for him to follow the
way that the teacher directed. But he did them at least in
front of the teacher or in the classroom. On September 30,
all the children were making a paper bear, which was linked
to the theme of fhe“week,A during their center time. The
teacher gave each‘child two small round cereals and lots of
wool strings for the bear’'s body. The children were to cut
the bear along the line and then put on the eyes and wool -
string to ‘make a bear. 1 was sitting beside Jason and he was
just about to attach the round cereals onto the eyes of the
bear . Suddenly he paused his hand_and asked me, - "1 don’'t
like this. Do I have to put this on?" So | advised, "Well
you better ask the teacher." Jason thought for a while and
then said, “Well I will do it now, but when 1 get home, I
will take t*;s out.. Jason did not ask the teacher whether
he could be allowed to do something which did not coincide
with the teacher’'s direction. He just did it the way he was
told to do. But he intended to change the thing which made

him uncomfortable when he was away from the school and the

-

.\ .

. . ' \\.:4*
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teacher’'s supervision.

Jason also began to lesrn that, he had to follow
whatever he was instructed to do and 'never mind why.’ On

) ® (October 30, Jason was coloring a ‘color by number’ sheet

W

with Richard on the rug. The children were instructed " to

colon)each divided part of the whole picture of the cat
according ta the assigned number and color of each part. The
assigned numbers ranged from 1 to 5 and as a whole each
numbér was given to lots of parts of, the/ cat except the

number 3 which had only one spot for the nose of the cat.

f‘ After finishing up to the number 2 spots, Jason just started

[ )
to color the spot for number 3. He posed for a while and
seemed to look for something on the paper. Finally he talked
to Richard in a somewhat curious voice.
J: Richard, see there is only one number three. It's
funny. How come it can be like this (constantly
looking for some other spots for number three).
R: Who cares, just do it as the teacher says.
J: Yeah, you're right. Ummmm (He appears to have
lost the direction in his coloring work) Now what?
Oh, I have to know what color is number four.
Jason approached the paper which the teacher had pos ted
ipdicating what color should be used for each number. Jason
’
[came back to his spot, murmuring, "Green for number 4." Then
‘\\ '
he bent over to his paper on the floor and picked up the
green crayon which he had been keeping for his own use. He
started to color. Jason was becoming a person who just did
whatever he was ’required to do. The teacher directed

situations were too powerful for him to resist or to object.

v
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Jason's feeling of nothing funny continyed up to

Christmas. He never said that he was having fun or enjoying

the school activity. Whenever 1 asked him, he said “boring

and boring.” v ‘

These days he more often says that schodling

bor i and thus he hates to go to school. Apparently

> he still goes to the school every day; but he

to feel very bored in .the school. tspeciatly he

hates coloring or making some art crafts, but

of the work is dot in the schoo! seem to be of

| ]
this nature (J \~9°Q1/1 ).

~

/

s

On December 11,° p#ter finishing making a candy cane which

was his assigned work, Jason was wandering around to look

for a center to go with Richard. The teacher came up and 3

suggested to both of them, "Jason and Richard. why don’ t you

! .
try those games?” - She was pushing on Jason and Richard’s

-

L3

backs as she directed them to the game tableq. Jason accepted

the teacher's strong suggestion and started to play an

alphabet matching game with Richard. Jason did not‘ seem to

be very involved in the game.‘ He was touching the gd&me

board, but he looked as if he was thinking about

other.

«
things. Finally he stood up-@nd said, "It's too boring." He

>
seemed to have said this almost unconsciously.

4
»

Being Called

Each week the teacher se! up two main activities, along

with the theme of the week. Every child was required to

finish these activities within the week. The

referred to these activities as 'work.’ Usually

-

activities werte a form of crafts designated to 'teach’

-

teacher
the

the
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children some cognitive skfﬁls such as shape, color, number,
“or the like. Thig 'work’ was' done during the center time.
_ Beforse the center time began, the teacher requested the
teachér 'aidhtb\ball the names of five or six children to'ao
\Egrtaan tasks ‘at her table which was in q.'» center of the
room. . The teacher aide had g list of names of al] the

+

children so that she could know who had;done which task and
when; She would call several chiidren’s names and ask them,
'Come to my table, quick.” The children whose names were
ca]led by the teacher a1de would go to the table.ls1t on a
chair, and w:it very qumetly until the teacher aid.gave them
their ‘work.’ Before she would give them their task, she
would qsually exemplify one child who was sitting ve}y
quietly. Ffor example, v"Sabel, you are sb quiet. I wish
everygbody can sit so quietly 1#ke Sabel.” Then she woulgfd
distribufe the paper to the children and explain how to do
the work with the paper: what to cut, which part should be
glued, which color should be used for a certain part, and so
on. ; L
The teacher herigii,would also call five or six other -
children to her table ﬁhich was located near the sink. The
rest of the éhildren were free to choose a center. They had
to be carefuj in choosing the center, because each center
had a maximum number of children who were -allowed to play
there. 1f the child was lucky, s/he could go to the center

P
which s/he wanted. although sometimes children had to give

Up their preference if the center was full. Howeyer, as soon
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as one spot became empty at the 'work table,’ one child who

was playing at the center was called by the teacher or by

the teacher aide. The teacher was not concerned about what
the child was doing at that time and just called the name.

The child was to stop whatever s/he was doing and go to the

work table. Usually Jason did not like to be called, as many ‘f

other children did not.

: Thd, teacher said loudly to the teacher aide who was
sitting on her desk, "Mrs. G., could you call the
names of six children who will make the traffic
light?" Jason was muttering, "1 hope they won't call
me" (Sept. 30).

Jason waé making something with plastic toys on = the
rug. The teacher aide called him, "Jason, comg ove
here." Jason seemed to feel frustrated and walked to

the teacher aide’'s tabie, often looking back to the
things which he was leaving behind. The teacher aide

said, "0.K., Jason, cut only five fat turkeys and
everything else goes in the garbage.” Jason cut them
and said, "Mrs. G., 1 am done." The teacher aide

said, "0.K., Jason, now you can ?et a brown crayon
and color your turkeys" (Oct. 15]).

Jason seemed _ to become familiar with certain
instructions from the teacher or the teacher aide about QJS
work such as what color .to use, what order to follow, and so
forth. This seemed to make Jason_bewildered when he was
allowed to make his own decision. 0On O%}ober 21, coming back
from the field trip to the fire station, every chiid was
handed in a-fire booklet and then told to color in it. Jason
said to Richard,

J: What color? (to Righard)

R: Any coler.

J: (looking at me) Can I use any color?
0: Yes, I think so.

J: 0.K., 1 like it (beginning to color).

On November 18, the Sunday school teacher at his church

2
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distributed a small booklet for the children to color. dJason
asked her;
J: Teacher, what color do I have to use for the
bird?
T: Maybe, yellow or green. - _
J: Yellow or green (repeating to himself as he
"started coloring the bird with the yellow crayon!.
0: Why don’' t you use any color you, like?
J: No, you have to ask the teacher, first.
0: Why? R
J: | don't know.
wWhen the éhi]dren were waiting to—be . assigned to a
center, -~ they wanted to be called . as~ soon as possible,‘
because they knew that later there would not be many centers
-y . ‘
left from which they could choose. Although one child was
lucky to be called quick]y‘by the teacher, sometimes there
still was not much choice, because the teacher requested
each child not to go to the center which s/he had been to
already that week. The children were forced to choose some
specific centers they had not been to wiihin' the week,
r:;?fdless of their own interests at the moment. On

Sefftember 18, the teacher gave Jason two cheices, story or

lego. But Jason asked a special favor of her, which he
usually did not do; ’

J: Can 1 gosand or game’

T: You already did it, so Yot today. You can choose
either story or lego. ‘

J: (hesitating for a while)

T: YoUu better hurry. ' g

J: Lego (in a feeble voice). ) ,'»

The  teacher often tried to control the children by not
allowing them to choose a center until they became quiet or
by picking a 'model’ child who was sitting very quiet and

: : 1\

still and giving him/heg/fhe first choice of a center. Jason

—
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seemed to learn quickly that in this culture he had to be
quiet to be called and al1oQ;d to play at the center.
November 12, Jim was whispering something to Jason. Jason
was obstructing it.

J: Don’t talk to me. We have to be quiet. She won't
call me.

Exper iencing Confusion | ¢

) Jason was confused about the time schedule in the
Scﬁool until Chrigtmasf During the first several weeks, when
the teacher turned the light off to inform the children of
the clean-up time, Jason looked so surprised and suddenly
all the children became very quiet. He was not sure what
came after center time, recesé. and so forth. He did not
know whether he was going to have center time on a certain
day. Often he asKed me or the teacher, "Are we going to have
center time today?" He was not always sure where he was
going when the 1long 1line -of children walked somewhere
through the hall.

"When the children were told to change their ' inside
shoes’ ‘and put on their jackets, Jason, like most of other
chi]dﬁen; usually was not sure whether it was time to go
home. or not. The children were regularly supposed to change\
their shoes and put on their coats two times a day. once =2t
recess time and again at home time. On September 19, at
recess time, the teacher asked all the children to take

their shoes off and to get their jackets. When Jason was

almost ready, he asked me, "Is this home time?" He did not
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know why he was putting on hig jacket. One day in September,
1 was almost running to ea¥®h ﬁp with the line and found |

Jason was standing by the front door. I asked him;

0: What are doing here, Jason?

J: 1 am watting.for my mom.

0: No, it'’s not home time. It's recess. Go out and
play until the bell rings.

J: Oh, but, where is my buddy? |

0: Yeyr buddy did not come? .

J: No. '

0: It's 0.K. 1 think you can go out by yourself.

J: No, 1 don;; know when I have to come back. I
might get lost. :

0: O.K. Let’s go out together.

The fact that his buddy, who had béeﬁ' matched to him
from the beginning f the school, did not show up on this
day made him more confused about the time arrangement.
Fur thermore, »it made him feel insecure about going out of
the building and mixing with so many unfamiliar children. He |
wés‘worried aon} getting lost among them and not being able
to come back to the classroom at the right time,

‘When all the <children were lining up for the gym

class, dJason was asking Kay who was holding his
hand, "Are we going to the library?" Kay, "No, we

areggoi to the gym" (Oct. 28).
The tchher was asking the children, "Do you Know
wh e are going on Monday?" (They had just
finished the calendar, so they were informed the day
was Monday) Jason, raised his hand, “Library."”

Teacher said,"” No, ¥hat' s Thorsday” (Nov 18).
Somet imes Jason showed confusion by asking questions
about thé/time schedule, but not all the time. He was often

just moving according to the teacher’'s order or walKing

along with other'children in the line.
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Feeling of Bigger
Jason, like the other two children in this study, felt
A )

he became bigger after he stirted going to kindergarten. At
the beginning of Kindergarten, Jason had a very difficult
time breaking the strong bond with his mother. He did not
wint to be left without his mother, so he cried. After going
through this difficult time, however , Jason became more
independent. For Jason, who had been given a great deal of
care and attention by his mother, this was an important
experience for both Jason and his mother. Jason's mother
said:

daSQn was remarkably sensitive and needed' - special

care from me, probably because he was reared in that

way. He could not sleep out of our house so we 'had

to take a picture with us which was hung on the wall

in his room when we went other. plakes. Even now I

spoon feed him otherwise he does not eat much and it

makes me worry. Sometimes 1 feel I am spoiling him,

but I cannot stop it (JM, Sept. 10}. S

Within this context, Jason was not given | much
opportunity to be an indepeﬁdent child. But after he was
sent to the school, he began to feel more grown-up.' Jason’'s
mother said that she had never expresse&—to him ;ny concrete

expectation that he 'be grown up’ and do things by himself.

In a sense, Jason's mother felt afraid that Jason would ¥

become grown-up and not need her. help.

For the last week Jason frequently comes back home
by himself after school. Everyday 1 asked him to
come with his sister. But he just comes back home by
himself. When | asked him, "Why don’'t you come with
your sister?" Jason replied, "I am big now and I can
come by myself" (JM, Oct. 30). :
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In relation to other children of a similar . age, Jason
seemed to like to show that he was 'big.’ On October 13, the
- Sunday school teacher was holding up a paper . turkey and
asking the ‘children;

T: Do you know what this is? -
"All the &hildren were shouting, "Turkey.”
J: (To Emily in a low voice) |- made, this in my
school. You didn’t do it, right?
. 0: How come Emily did not do it? _
J; Because she cannot go to the kinder?arten. She
has to .be hig like me (in church, Oct. 13).
Jason felt proud of the fact ghat‘ke could do something in
school which the younger children could not do. The other
side of Jason, however, did not coincide with the feeling of
'being grown-up.’ Sometimes he asked his mother for
assistance and attention, like askiﬁg her to take his jacket
off. He also gried to have more physical contact with his
mother thrbubh behaviors such as kisses, hugs, or cling.
Jason's mother went -on;
Especially when he comes back from the school, he
sticks to me and asks me to do many things for him.

I feel that he is trying to compensate for the

lonely feeling he had at school (Oct. 30).

Thus while he felt grown-up, at the same time he wanted more

care and attention from his mother.

Experiencing Getting A Partner

From the second week of .Jason's school life, he
followed one girl, Kay and tried to sit by hé% and to be her
‘partner.’ He_usually did not play or talk with other
children except Kay. When other children talked or touched

him, he just ignored them and sometimes showed an exSiicit
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dislike to them through his facial expression or saying
directly, "Don’'t do that to me." When he was required to
hold a boy’'s hand or stand in the boy's line by the teacher,
he was very reluctant to be separated from Kay. Whenever he
could, he would hold her hand or sit by her in the gym or in
the hall. He would also force children apart in a group to
sneak into the spot beside Kay. Moreover, he tridd to follow
Kay when he was choosing his center..

The teacher ask Jason, "Where do you want :<to go,

Jason?" Jason® replied without any hesitation,

"Puzzle." He hurried to follow Kay who had decided

to go puzzle table prior to Jason. Speaking to Kay's

back, he said, "Hey. Kay, l'm gonna play with you"

(Sept. 16).

Many other children also- liked Kay and tried to sit by
her, which sometimes bothered her. But she always smiled,
even when she was saying, "No," or "don't." Because of Kay's
generosity, the qhildren usually did not take her complaint
or rejection seriously.

Four children were trying to sit by Kay. She said,
"Too many children are surrounding me. I don't know
what to do’ (a smile on her face). Peter stepped on
Kay's feet as he hustled through the other children.
Kay was complaining about it,~Rut still with a warm
voice, "Peter, you are hurting " (Sept. 19).

As the above description illustrates, Kay was a girl
whom many children liked and who had a warm temperament. She
had her own preference of a close friend, Richard.thus. Kay
did not care much about Jason, although she did not express
it in a definite way. Although Jason was noticably concerned

about Kay, she wanted to sit by Richard and hold his hand.

Thus Jason tried not to be isolated from the two of them.
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Jason was taking his jacket off in the hallway as he
walked in the line to the classroom. He kept his
eyes on Richard and Kay. He stood beside them at the
coat rack watching until they finished taking of f
their jackets. When they finished, Jason suggested,
“Let's go now." Actually Richard and Kay were
talking to each other without paying any attentfon
to Jason. Jason continued following them ‘into the
room (Oct. AQ. -

Richard was also.a gentle and cooperative boy. He and
Kay were willing to play with Jason. But, Richard usually
took the initiative in their play and Jason and  Kay would
follow his direction. I never observed Jason and Kay argQing
about Richard’'s suggestions.

within this whole dyhamic context, Jason was enjoying a
meaningful part of his school life. The three of them seemed

to play well together; but, when each child was requested to

’

get a partner’ and stand in the line, Jason " often
experienced a critical moment of isolation from his group.

When each child was asked to get a partner in the
line for the gym class, Jason was rejected by Kay
and Richard. Kay and Richard held each other’'s hand
and Jason.was left alone. His face became miserable
and at that moment another girl, Connie, came up and
‘tried to hold his hand. Jason shook off her hand.
Connie shouted to the teacher, "Teacher, Jason
doesn't want to get a partner.” The teacher did not
seem to hear it. Jason was blaming Connie in an
angry voice, "1 can hold your hand when we are ready
to leave. You don't have to tell her." Jason looked
so disappointed (0Oct. 21).

Up to Christmas, Jason had to go through this Kkind of
experience when he was required to get 'a partner.’ There
were few problems when they could all play together, but .
when one of them had to be isolated from their group, Jason

was always the child who was sacrificed.
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Exper iencing Teacher

\

Jason had formed a certain image oﬁ&the teacher before

he went to the kindergarten. He had beena

that the teacher was a good persdn who

old by his parents
Id teach children
things they did not already know. Whel¥M |  asked .Jason's

mother  whether she provided son'¥.

) ;i any special
%}

preparation for school, she sail®

1 did not do as much as | had done forls sister.

Jason looks so young to me and | don't expect much

from him. I just tell him to follow whatever the

teacher says and listen to the teaching she gives.

Actually this is what | have been telling him since

he began playschool (UM, Sept. 10).
Jason hag been taught at home that he has to follow the
teacher's instruction and listen to what she said. He also
seemed to believe that the teacher was, or rather should be,
a nice person. We wergq talking about his teacher;

0: How is your teacher?

J: She is nice.

. 0: what do you mean by that?

J: I mean, .... just she is a teacher (Sept. 301).

For Jason, the teacher was not a person he could ask a
special favor. On September 16, | was sitting by Jason at
the game table. Jason was finishing, for the second time,
all the games which had been left on the table for the day.
He looked at the new game materials which were shelved
beside the table. Pointing to the new games, he asked me,
"Can | do those games?" 1 said, “We11, 1 guess so. Why don’t
you ask the teacher whether you can play with those or not?”
He was looking around to find the teacher. Thinking for a

while, he shook his head. 1 suggested to him to try it
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again, but he said, "No, | don't want f{t." And then he
started to play with the game which he alreag{ had finished.
when | suggested to him that he get permission from the
teacher .first. he appeared to understand that he 'needed a
'special favor’ from the teacher to play with these new game
materials which the teacher did not intend to set up as part
of the activities qu\lpe day. He hesitated for a while
trying to decide whether he should go and ask her about the
games. Finally he made up his mind to stay with the old
games rather than attempt a new adventure. If Jason had seen
the teacher as someone whom he could question, he could have
asked her for new games as he seemed tired of the old ones.

The teacher was also an authbritative person who could
stop Jason's fierce crying which his mom and I could not do.
As was described earlier when Jason was separated from his
mother, he cried very hard. 1 had hugged him and tried to
appease him, but he just cried harder. The teacher
approached him and as she pulled on his hand, said, "dJason
you have to go to the library."” Jason soon stopped Wéfying
and then sat on the rug without saying a word. Nobody who
was in the classroom could stop his eruption of feelings
except the teacher. Only the teacher could do that.

As the kindergarten year pgogressed. Jason would talk
more about school. He began to use negative words to
describe his schooling ang his teacher. He was often saying
to his mother that gchool was boring. One day I was ta;king

with Jason égbut the teacher; N
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J: | do not like my teacher. because she always
gives us boring stuff. :
0: So you do not like her?

J: No, but she is nice.

0: Uhy’ .
"J: Because; ... My mom said she is a nice person
(Oct. 31).

Jason always asked permission of the teacher when he’
wanted to do things such as go to bathroom or change center:
Not many children asked the teacher whether Epey could move
to anokper center during centegftime. They just moved to
another center and played there. The teacher also did not
make it-explicit that the children had to inform or ask her
when they wantéd to change Ehgir activity. | never observed
Jason change a center without getting permission from the
teacher. On November 16, after cheFKing his plan book, Jason
was asking the teacher; =~

Teacher, 1've got only one center left.
what is that?

Water, but it is closed.

: 0.K., then get a book and read it.
dason was looking at a book) .

Jason, what is this book about?

I don't know... I don’t like this.

Do you want another book ?

No, | want to play with Kay and Richard (looking
t two of them who were playing at the sand trayl.
Why don’t you go there and play”?

No, I can’t. Mrs. Sanders did not allow me to
play there. If I go, she will be angry to me.

('_ON LOC.OA-—OL—‘C

For Jason, the teacher was a person who had a special role

and thus could control his activities.
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C. Rioky

Getting Excited ‘

Ricky, unlike the other two children, Sam and Jason,
became very excited as the day of going to kindergarten came
closer and closer. He asked his mother sevéral times during
the summer what day he would go to school and how long he
had to wait. Ricky's mother described his eagerness to go to
school as follows:

Before going to school, Ricky needed. to finish two
immunizations. Usually Ricky feels so scared about
the needle. When he had the first one, he was s{
scared and cried. And two weeks later when he wa

supposed to have the second one, he was trying not
to feel scared and said. "Mom, if | have this one, 1

can go to school, can't 17" He then volunteered to
go to the clinic (Sept. 2).

Ever since Susan, his sister, began kindergarten last year,
\‘;:ng has had a strong desire to go to school. He started
playéghool at the same timeé Susan entered Kindergarten. The
playschool and kindergarten were in an opposite direction to
each other. Whenever he had to turn in an opposite direction
to his sister, he would ask his mother, "Mom, when can | go
to that way?" Morebver.-when Susan brought home some crafts
or worksheets which she had done in school, he always
questioned, "Mom, when can | make those Kinds of things?"”

As the new life ig,the kindergart?n started, Ricky's
excitement became elevated at home because of being in the
‘real school.’ When he came back from school after his first

day of Kindergarten, he remained agitated for the whole day.

His mother said,
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He seemed to be a different child during the whole
day. He did not eat much and his mind seemed to be
away. When he was talking, his voice was unsteady
(RM, Sept. 7).

His mother felt there was one major reason he had Dbeen
SO eager for school to start. Ricky's mother commented.
He has al&ays been asking me to give him a baby so
that he can play .with him. Usually he stays at home
with his grandmother when | am away and does not
have enough friends. His only playfate is his sister
but when her friends come to my ‘house, Ricky tends
to be idolated from them. Thus, he seems to need a
friend he can play with. Maybe in the school he can
be happy with many children (RM, Sept 7).

l\ .

Whatever the }eason was, finally Ricky could go to a real

school and was so excjted about it. He was happy with the
]

school and enjoyed the experience. His mother said:
Ricky enjoys going to school. When | asked him about
school, he said that liked school and his teacher
was nice too. Actually\]l was worried about him, even
though he wanted to go to school. As | said, he is a
shy child and could nQt adjust to his playschool.
But, this time, he seems to be different. He wants

to g:\io school and enjqys it (RM, Sept 30).

Ricky &a enjoying his school life at least during the first

month.

Feeling of Grown-up

When Ricky asked his mother when he could. go to school,
hig mother said, "When you are big enough like Susan, you
can go to school.” ﬁ\cky had been told that when he became a
‘fﬁa boy, he could go to school.

wﬁeh Riecky started school, it meant for him that he was
now grown-up and he was not a small child any more; he

expressed this < feeling in a variety of Q;ys. On the first

-
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day of school, the teacher asked the children to draw a
picture aboUt themselves. Ricky drew about himself as a
person who had very long legs. I later realized that the
picture meant that he was big enough to have long legs now
so that he could walk to the school. On October 9, 1 visited
Ricky'§ house and 1° suggested that he draw. whatever he
liked. He did not have a clean sheet of paper so he started
to draw in a small space which was left in a used cne. He
- was drawing two pédple and talking:

R: These are Sam and myself. This was when we were
babies (pointing to the legs of twol.

0: Oh, are they babies? '

R: Yeah.

0: Why? ,

k: Because we have short legs. If we are big like

now, we can have long legs so that we can walk to
the school (Oct. 9). : ,

-

Ricky also became more independent in his daily 1life.
At night, he 'voluntarily began to tell his mother that he
-would sleep at a certain time. Usually he went to bed when

his motherﬂ

‘3

asked h{m to. Béfore he started school, RicKky
refused to gdrto bed and wanted to play more. But, after he
started ‘Kindergarteh,“ he would wake up by himself and
prepare for=school. He cleaned up in the washroom by himself
and sometimes he would try to reach things which had been
placed in a high spot. Ricky’'s mother was commenting:

Usually he asked me tq‘art things like taking bookKs

from the high shelf for him, but. ‘howadays he does

not ask me and tries. to do it by himself. If he can,

he seems to feel very proud and says, “See mom, I

can reach it by myself now" (RM, Oct. 14).

In the morning when he would leave for the school, he began

to refuse to go with his mother. One day. near the end of

t
¥

%
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October he sudden]y,said. “"Mom, You don’'t have to com%; We

#

can go by ourselves." p

Ricky was also relating the feeling of being grown-up
to the fact that he was ﬁearning things at schdol. ‘As  was
described before, Ricky had been told that ié_he were big
1iKke Susan, he coild go to school and make «crafts. Now he
was finally going to school and cor‘;,wake the crafts. FfFor
Ricky, to be able to do this meant * f-  bigger. He often
wanted to teach some games which he ho earned at school to
his uncle and his sister, and felt so prpud of himself. On
October 2, his uncle visited hws family. Ricky'was talking
to him,

L]

"R: Uncle, you know what? Ummmm do you Know the
'Doggy Bone' game? .
C: No, what is that? ‘
R: I can show you how to play the game.
C: Oh, Ricky you learned a lot from school. (after
practicing the game) o m
R: Yeah, 1 can do some other games, too. You know
why? Because | am big.
Ricky was connecting the school learning to the home
situation and trying to show his 'bigness’ by demonstrating
some of the things he had learned at school during the
beginning two months.

Ricky felt grown up and became more independent:. he
tried to do many things by himself and was proud of * his
accomplishments. On the other hand, however, he began to
feel lonely and asked for more attention, physical contact,
and love from his parents.

These days, he often clings to me and rubs his face

on me. He Kisses and hugs me, saying,"” Mommy, I 1ike
you." He did not do'that before. Probably he seems
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to feel lonely (RM, Sept. 21).

He alsé showed\more reluctance to be separated from ié
mother. OB October 9, when I was playing with Ricky at his
house, his mother was leaving to go to work at her grocery
store. Ricky dashed up to her and cluﬁg to her pants. He
begged, “Mom, don’t go. 1 want to stay with you." Ricky's
mother said, "Ricky, 1 have to go because we are supposed to
receive new things in the store today." Ricky became sullen
and stood for a while without saying anything. His mother
éaid, "1 Kpow you can stay with your grandmother. 1 will be
back soon tbday. You ‘are big now, right?” When Ricky's
mother left, he walked back to me and said, "1 wish 1 can be
a baby. I don't want to be big.”

Later when I met his mother, she said that Ricky had
been used to being left without her for long periods of timé
and that he usually accepted this without any complaint:
Recen}ly. however, he had changed and often asked his &other
not to go to work and would phone her at work. As Ricky
said, in a sense, he did not seem to want to be b%é, He
waﬁted"to stay a baby so that his mother would take care of
him and pay attention to him. ‘He seemed to have
contradictory views of himself at this point in timqj he
wanted to be big as well as to remain a small child. He
wanted to be big because he could go to school and feel

proud. But, on the other hand, he experienced loneliness and

_felt that not as much care and attention were given to him.
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Familiarity within Strangeness

Although Ricky was excited about going to school, he
experienced various Kinds of unfamiliar and new situations.
From the first day, he was informed of the rules and
regulations that Jlead to an acceptable life in the school:
“"Raise your hand when you want to say something”:. "You have

to be very quiet”; You have to listen to the teacher":
“Don't talk to ather children on the rug."” Rules of this

nature were not totally strange to Ricky, as he had beén in

-a playschool for one year. But still those regulations had

to be digested in a h‘. situation, with a new teacher, a new
teacher aid, and in a new physical environment, améng many
new classmates. I could read from his face that he was often
in a tense mood and did not feel 'free’ in the classroom.

. Among all this 'newness’ and ’uncomfortableness.’ Ricky
had one thing which was familiar to him. His sister, Susan,
was there. On September 6, I was standing in front of the
schdél door as Ricky game back from@recess. His face was a
mixture of surprise and delight as he said to me, "1 saw my .
sister." He saw her on the playground, which had surprised
him but also made him happy. He could find one of his family
members in the unfamiliar playground and \among many new
children. |

o

Ricky also tried to let his teacher and classmates Know

about his S{§£<:%40ne day when all the children were getting

ready for home,-Ricky came back into the classroom and said

in a boastful voice, "Teacher, my sister is out there.” On
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the playground Ricky met his sister and was taking her to
his classmates. He announced, "Hey, this is my sister." When

he returned home from school, he reported to his mother that

he saw Susan in the school and that they played together.

Ricky's mother noted that "Susan did not show much interest

f% this event, but Ricky seémed to like it very much and be
very surprised” (RM, Sépt. 14) .

Ricky also had an old friend in his new school, Sam who
was anotner informant for this study. During the first week
of school, Sam was assigned to the afternoon class by
mistake. From the second week on, however, he joined the
morning class which allowed Ricky to have an old friend in
a% unfamiliar environment. When they met in the classroom
for the first time, they hugged —each other joyfully.
Wherever they went, they tried to stick Eogether. They also
cared about each other. \

After recess, . they were sitting at the round table
near the sink waiting for the snack. The teacher
said, "Some of you who want a drink, can go now. "
Sam stood up and Ricky said, "I'11 save this chair
for you" (Sept. 18).
Ricky and Sam were matching puzzles and Ricky went
to the bathroom. Eric came to the puzzle table and
touched the puzzle Ricky had been playing with and
then Eric moved to another puzzle. Sam, who had been
looking at him constantly, pulled Ricky's puzzle
closer to him. When Ricky came back, he returned it
to Ricky (Sept. 25).
Ricky and Sam were together whenever théy were allowed.
Ricky seemed to expe}ience an emotional security by having a

friend in this new environment, although Ricky was later

deserted by Sam.



Having the Center Time | 3

Ricky, 1l1ike most of the children, enjoyed the center
time and was very active and happy when he was allowed to
play at the center he wanted. Usually he was quiet, did not
talk much with other children, and was not outgoing. On the
rug, Ricky often appeared bored and tired when there was a
whole group meeting. He would fidget with his name  tag and
sometimes he looked around, touching the books or some of
the pictures and cards on the wall. But when it was center
time, he became lively and animated.

As can be seen from the time schedule in the previous
section, center time was scheduled for only three days per
week and Ricky, like most of other children, 1loved playing
at th centers. although there were some limitations and
restrictions. For example,' the teachep would decide the
maximum number of chi ldren allowed}at each center. Ricky’s
favorite play centers were sand and water. On Octobér 24, 1
showed him a picture of the 'group meeting’ area on the rug
and asked him:

: What do you do here?

Teacher teaches us something.

: What does she teach?

: Ummmm. ..read a story.

: What else?

Some games, a-a-a-and I don’t Know.
: Do you like the tug time?

: N-o-0-0. ‘

: What do you like best?
: Sand play and water.

OVOVOXVOVO

Sometimes he had to give up playing at the sand box if
he did not get a turn to select a center early in the center

selection period.‘
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Like Jason, Riéky learned a stratggy to.get a turn to
choose his center as soon as possible. R{cky knew that, "If
you are quiet, you can choose the center quickly before it
is full" (Oct. 24).

During center time the teacher would call one child's
name and assign him/her to thé work table. The teacher did
not show much concern about what the child was doing at this
time. Shé had a list which indicated who was going to beethe
next child to be assigned to the work table. She just moved
through the list according to the order of the names. In
this classroom, the ‘play’ activities and cémpu]Sory'work
were related to the 'theme of the week.’ Some games, the
main-purppses.of wﬁich were to teach the children 1etters'of
the alphabet, colors, shapes, or some other concepts, were
introduced to the children and they were asked to choose one
of the games. Often there was one game which the teacher
considered important. If she wanted all of the children to
learn the game, she would have one group of children play

‘the game and then call the second.group to the game table.
Thus the teacher’'s main ro]g at center time was to'supervise

the movement of the whole classroom and to constantly keep

. her eyes on the 'list’ to check to see who did the main

activity and who did not. Unlike Jason’'s teacher, this

teacher usually did not get involved in directing or in

teaching the children the main activities. Instead the

_teacher aide and parent helper for the day directed the

o

children at the work table. Do

« .
b
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Within this classroom éulture. Ricky could not avoid
being assigned to work which the teacher had set up and
which he sometimes did not l1ike. On October 9, the teacher
was looking at the name list to find which children had not
done the two 'tasks’ of the week (making a turkey and number
book). She called Ricky, "RicKky, you diégd not make a turkey.
You need to go to the table." Later, when'RicKy came back to
the building toys, 1 asked him, "You must have had fun
making the turkey." He said, "“No, it's fiot fun at all.”
Ricky was usually reluctant to stop doing what he was doing
at the center and move to the “work' ;

Ricky went to the listening center. Danna came from
the Kitchen and informed him, "Ricky, it's your
turn." The teacher urged Ricky, "Ricky, you go and
paint YoUr fish." Ricky looked up at the teacher and
said, "I did it already." Teacher, "No, you did
not." Ricky stood up and asked me, "Can you save my
spot for me?.And then he said, "I wish I could come
back soon." He was constantly looking back to the
listenin? center while he was walking to the door
(Nov. 13). '

As Christmas drew near, Ricky became more vocal about
his boredom in the school. Sometimes he said that he did not
want to go to school. On December 8, Ricky an~ ~re having -~

a little chat in the church;

0: Ricky, how is your school life?

R: It's boring.

O: What is the most boring thing? : !
R: Everything. ‘ .
0: Even playing at the center? ‘ ’
R: Oh, 1 like it, but not other things, like ing
pictures.

0: Why do you think you have to do all those things
you don’'t like?

R: I don't know.

Ricky’'s mother was saying, "Often these days Ricky does not



119

4

1
b

want to go to the school. Especially in the morning, he
wants to sleep more. He says that he is still tired" (Dec.

15).

Experiencing Time Schedule

As the rnew life in the Kindergarten began, Ricky had to
experience the ‘rituals’ of this particular classroom
society. One such 'ritual’ was that the teacher would turn
off the lights to inform children of clean-up time. Then the
teacher and all the children would meet on the rug, which
usually led to-a new activity such as going to the music
room, gym or library, recess, or dismissal. But most of the
children did not know when the teacher would turn off the
light or where they were supposed to go next. What they did
know was that when the teacher said they needed to clean up
for another activity, they should do this.

Ricky was experiencing the time schedule in his own
way. One day in September 1 was walking beside Ricky as the
children were going to the music room. Ricky asked me,
“Where are we going?" He did not know where he was going
even though he was walking in the line. The teacher often
told the children what they were going to do next when they
met on the rug, but sometimes she did not tell them.
Furthermore, the children did not always pay attention to
the teacher so they missed what she was saying. Whatever the
reason, Ricky, like many other children, did not know where

he was going at that moment. Ricky often asked me after
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recess or before the class started in the morning, "Are we
going to have center time today?" He had no idea about when .
they were supposed to nave the center time. This was
especially true on Tuesdays and Thursdays when the time
schédule was more complicated than on other days. Ricky had
more conflicts following the schedule on these days. The
children would go to the gym first and come back to the
classroom and meet the teacher all together. Then they would
\line, up again and go to the music room, come back to the
classroom and then go out for recess. The children would
spend lots of €ime lining up and walking somewhere on these
two days. Within this complex activity schedule, Ricky was
going through his own difficulties in his 1life in the
school;

Ricky came back from the gym and went tb his locker

and took out his coat. | asked him, "Ricky, where

are you going?" Ricky said, "Getting ready for

recess.” | said, "No, this is not recess. You are

supposed to have music class next" (Sept. 24}).

Ricky also-experienceed disappointment begause of the

strict time §chedule; For example, when he was deeply

involved in playing with cars in the sand box or 'maKing

IS

bubble in the water, the teacher would turn off the lights
to let the children know it was ’'tidy up time.’ Ricky had to
stop what he was doing, clean up quickly and go to the rug
and sit on the tape. The tape was attached by the teacher
for effective control of the children’'s movement. Just
sitting on the rug was not enough. The children were

required to sit on the tape which formed a big circle on the
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rug.

Ricky was building a bridge in the sand box with
Eric. The teacher turned off the lights and said, "I
would like you to clean up and sit on the rug.’
Ricky was saying to Eric, "1 wish we could play
moré." Eric was agreeing with Ricky, "Yeah, but it's
time to clean up." Ricky cleaned his hand and went
to ¢he rug immediately (Oct. 23).

Rickx often became tired in the school, especially at
‘rug time’:when the teacher read a story or explained the
activities. 1 often observed that Ricky became inattentive
to the teacﬁer and looked around at things. Sometimes he
would lie down on the floor, a behavior which the teacher
‘would 'correct.’ On occasion, he would murmur, "Teacher, 1
am tired." But nobod;, including the teacher, acknowledged
his compftaint. The worse situation for Ricky was when he was
required to get work done when he was so tired.

After spending a long time talking about pets, which
was the theme of the week, the teacher asked
children to draw about their favorite pets and other
related things like a pet’'s house, pet families, and
so on. Then siic yave one sheet of paper to each
child who came up to her. Ricky did not move and
just sat on his spot. Only Ricky was left and the
teacher said, "Ricky, don't you have any idea of
pets?" Ricky shook his head. The teacher said, "But
you need to -draw pets.” Still Ricky was Keeping
quiet. Finally the teacher was leaving and 'saying,
"0.K., 1 will leave the paper here. When you are
ready, go to the table and draw.” I approached him
and said, "Ricky, are you tired now?" Ricky was
nodding his head and said, "I want go home." a
couple of minutes later, Ricky took the paper with
him to one table and drew a fish (Nov. 14).

Ricky felt so tired at that time and did not want draw a
picture; so initially he refused to do it. But later, he

decided to go back to the flow of the classroom schedule.
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Exper iencing lsolation (‘“‘:

When | first contacted Ricky's mother by phonéi’ she
said, "1 doubt if our Ricky will be appropriate for your
study because he is shy, not outgoing."” When he was in the
classroom, he did not talk much with other children, except
with Sam. He played mostly with Sam, held his hand, and sat
by him duringd September. However, Ricky began to be
separated from Sam as he began to ;eek a new friend. Ricky
wanted to go with Sam or hold his hand, but Sam did not care
about Ricky’'s feelings.

The teacher was distributing a name tag to each
child for the music room. Sam got his first and was
walking to the door to line up. Ricky grabbed his
arm and said, “"Sam, wait for me."” But Sam just left

(Sept 24).

During September, Ricky and Sam stuck togetﬂ!r and
cared about each other. When | asked Ricky about his best
friend, Ricky would say, "Sam." When Sam made a new friend,
he did not pay much attention to Ricky. Ricky began to\be
isolated from Sam. This meant that there was nobody Riéky
could feel comfortable with or approach easily in the
classroom. Ricky was not outgoing and active enough to make
other friends. He was often left alone, even when he was
doing an activity at a tabTe with other children. He did not
interact with others and just played by himself. Rick; was
not active in his interpersonal relations; he seemed to be
waiting for the time when someone would ask him to play.

Ricky's mother described his feelings of isolation from

other children;
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Last week Ricky came back from the school! and ssid,
“Nobody wanted to play with me." He was: almost
crying (RM, Oct. 4). '

Later he began to show a certain strategy to make
friends active[y. On October 10, Ricky was taking a computer
toy to the playground at the recess, which he had brought
for ‘show and tell’ that day. 1 asked him, “Ricky, why are
you taking this to the outside?" Ricky pointed.to Brian who

-was standing beside him and, without replying, the two of
them smiled at»each other and ran off outsitle. Later they
came back from recess and sat by each other at the snack
table. After snack, when Ricky was going-to the work table
to glue the turkeys on the tree, he thrust his hand out to
Brian and said, "Are you my friend?" Brian nodded his head
and held Ricky’'s hand. The next week Ricky brought the
computer toy again and was going out with two children,
Brian and Glenn, for the recess. -Glenn was holding the
computer toy and Ricky was following the two of them. After
recess, | asked Ricky, "Why Jid you bring this toy again? Is
this for show and tell?" Ricky said, "dJust because my
friends like it."¢+ Ricky used the computer toy to make his
friends play with him. He needed some materials to make them
be his friends. But this Kind of strategy did not prove to
be effective over time.

The next week Ricky was alone again. Brian and Glenn
were not his friends any more. At recess time when many
children went out with their close friends, Ricky wduld

often walk restlessly in the hall. He waited for someone who

i
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_would play with him on the playground. On October 24 | asked
"'hdm. "Ricky, why are you staying™here?" Ricky said, "] want

a friend to go with me." | found one child who could be a

‘friend with Ricky. Terry was coming over. | suggested.

“"Terry, why don’'t you play with Ricky?" Terry nodded. Richky
had been watching us. He came up and said to Terry, “"Can you
hold my hlnd?f They held their hands amd went out together.
Ricky looked so happy. As November approached, Bicky and Sam
started playing together. One day when 1 walked into tﬁe
classroom they were sitting by each other and talking about
something. Since then, | have observed the two of them

together more often.
’

-3
Exper iencing Teacher

Last year when Susan was in the kindergarten, she
brought a paper home which was about suggested and
expected behavioral standards of children that age -
like separating white and dark colored clothes
before doing laundry, ‘or to help with the cooking
and washing of vegetables or tearing them. Some
"behaviors seemed to be hard for the children of the

.~ - Kkindefgarten age. Anyway Ricky must have heard what

I  was explaining to his sister about those
behaviors.* He also tried to follow those guidelines
fot himself. Sometimes he reminded Susan of those
behaviors (RM, Sept. 14). *

Ricky learned about school and about the teacher from his

14
sister’'s experiences before he started Kindergarten.

L

According to Ricky's mother, she never forced Ricky to
follow the 'expected behavior’ guidelines. His mother said:

He seemed to think that the teacher’s instructions
should be followed without questioning. I can
remember that as a child I could not imagine
questioning or acting against the teacher’'s
expectations. Canadian people do not seem .to be much
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Ile us. This might be from our cultural background.

Ricky seems to have learned this attitude from wus

(SM, Sept. 7). o '
Acpual]y the first thing Ricky's mosher hoped for Ricky, in
"the beginning of Kindergartén. was that he would not make
any trouble in the classroom and that he would follow the
teacher's in;}rut&%on.‘On Oc*»ober 4, when the children were
getting on the bus for {he ;ield trip to the hosp{téj.
Ricky'.s mother tapped- the -window beside Rickyiand séid,
"Ricky, listen to the. teacher well and enjoy yoursglf." When
I heard that, I could feel the Korean t?%dition in terms of
parents’ attitudes toward the school and their children. As
can be seeh from the above example, Ricky had lots aof
exposures to this cultural attitude at home. In fact, I
’rarely 6bserved Ricky acting against or resisting his
teaéher in the classroom. .

This kind of obedience to his teacher did not
necessarily mean that he personally "liked' her. When we
were stalking about his teacH%f. he never said that he liked
his teacher. Sometimes he said, "She is pretty and nice,” or
LShe has curly hair." By saying that, he was aQoiding a
direct answer. When | asked him why the teacher was nice, he
said, "Because she teaches us games. i'liKe witch games”
(ch; 159 . One.day in tﬁe middle of November he e]bressed to
his mothér a more general reason why he thought the teaéher
was nice. "She is nice because she is. doing a nice job." He
thought that the teacher was nice, but this attitude toward

his teacher may ‘not seem to come from a very personal

I
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relationship with her. It seemed to be based on his general
image of 'a teacher.”™ The teacher was seen as a nice person
who helped children learn. Within his home culture he hadl
been living with this belief about teachers. ‘

"In a concrete and more specified situation‘?icky
e{pressed his view of the place of the teacher within his
wor 1d. .

4 B
Ricky asked - me to 'play teacher’ with him: Then he
said to me, changing his voice into a somewhat

dignified one, "Sit down here and [ will give each
of you a paper. You gonna draw yourself.” And then a
little bit later, “"Hurry up, vyou have to finish

this" (RM, Nov. 23 ).
For Ricky the teacé@r, was someone who gave a task to the
children which had to be finished within a certain time.
Wwhen he was changing his voice to be a té;cher, he showed
something aboﬁt his idea of the status of the teacher- in
relation with the children. The teacher had .the power'or
authority to command children to get something déne.
Learning of Being Quiet and Niqe

As soon as school started, Ricky was eager to be the
' leader’ who was selected by the teacher every morning.
Usually the teacher would select a child wﬁ% was ' very quiét
and sitting still on the rug.’ When she was going to select
one child for the day’'s leader, she would say to the
childrems "1 am Jlooking for a quiet girl (or boy! who is
'sitting very nicely." At the beginning of their schooling,

many children did not seem to recognize how the teacher was

going to select a leader or who it was going to be. But as

LY
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the days gradually passed, many children who were interested
in being a leader for the day would ‘become very quiet and
wait for the teacher’'s decision. In the first‘-monfh. whén
Ricky came home from the school, one of his main concerns of
that da& was the fact that he could not be a leader. One day

I overheard Ricky muttering, "She never saw mé.' when the
teacher selected another child. But within this classroom
culture, Ricky began to learn how he cou}d be a leader; "If
you are quiet, you can be a leader” (RM, Oct. 30). Ricky
seemed to learn that a leadef could be only one child among
many children and that the leader should be better qualified
than all others.

Starting in November, Ricky tried to finish his
activities first. Rickyﬂs mother said, "Nowadays he often
says that hé will beat théﬁ all" (RM, Nov. 23). 1 also
observed that when Ricky wou1d~finish5his work qujck]y he
would say, "I beat all of them. " Usua]iy he was a fast
worker, except when he was tired. As soon as he received a
task %Eom the qnpcher, hegwould hurry to find his spot and
get the task done quickly. He did not seem to care about how
his other classmates were doing. Many of the children wou id
talk to eac? other and Watchcpthers while they were worKing,
but Ricky u;ually Lept his eyes on his work. After getting
things done.ﬁ‘he wouid go to whichever center he 1iked
because he was the first person who was ready to choose a

center. When he began to @pjay, he would become deeply

involved in what he was doing.
. :

o
B
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On November 20, when Ricky was walking to the assigning
board to choose the center, i followed him gnd said, "You
have lots of choices now." Ricky smiled and said, "Yeah, I

can go everywhere." He chose sand. 1 followed him and asked,
"Ricky, why did you hurry so with your coloring?” Ricky
said, "Because, ] want to beat them all." Thus, a concern of
Ricky's mother was that he did not seem to work hard and
sincerely. RicKy's mother was worried about that;
The coloring and crafts which Ricky does in the
school does not 1ook good. He does not .seem to do
something sincerely. He just tries to finish it. So
I often tell him that he does not have to finish it
so fast and that he has to work more seriously. But,
this attitude has not changed (RM, Oct. 24).

Ricky was put in a classr situation 1in which the
competition or 'ébMparison among children was stimulated by
% -
the classroom standard of ‘good’ or 'nice.’ Within this
context, Ricky was learning that if he was guieter than
others, or at least as quiet as others, he would be able to
do the things he wished. Furthermore, he was also applying
this world view to other situations. For example, he would
try to finish the required work as fast as.he could so he
could 'beat’ other children and play with things which were

~fun, even. though there did not seem to be any clear

advantage to get things done fast.

D. Sam 4
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g
waiting for Turns

Sam, like the other children in his class, ‘Qas in a
situation where many children were involved as equals and
there was not enough opportunity for each child to satisfy
his/her own needs. Thd% one inevitable experience for each
child was to wait for their 'turn.’

For Sam,,ohe of his concerns in schooling was that when
he wanted t& say something, he had to wait until the teacher
gave him a .turn. Sam raised his hand whenever the teacher
allowed children to speak, but he did not get maMy turnseiq
speak. Hence, during the first month in this society, Sam
was putting up his haﬁd even when the teacher did not ask a
question or offer aﬁ opportunity for the children to express
" their éwn ideas. During Septémber, Sam would raise his hand
when the teacher was reading a story and explaining things
to the children. The‘teacher did not mention anything about
Sam's behavior. She just continued reading the story. But
Sam was still waiting with his hand raised uﬁti] he was
allowed to speaK; He really wanted to say something about
himself, his toys, his families, or whatever. But the
teacher did not seem to notice his strong desire to express
his thoughts. Sometimes he moved his spot closer to the
teacher so that the teacher could recognize his hand more
easily.

Anather situation in which Sam had to wait for his turn
~was when the teacher assigned the centers to each child. If

his name was not called early, he would become restless and



130

stand on the rug to check what sort of centers were still
opennfor him to select. When he was called later and could
not choose the center which he wanted to ‘go. he was
disappointed and unsatisfied. On September 25, 1 could
overhear him  say to‘himself in a complaining voice, “I am
always last."” Of course, he was not élways the last child to
be called to choose his center, but he seemed to feel he was
treated unfairly.

Sam's mother descr ibed an event in which Sam
role-played His experience of waiting to be assigned to a
center;

Sam was playing with Mary and he was a teacher and

shé was a student. Mary was saying that she wanted

to go to block corner and Sam said, “No, you have to

wait until I call your name" (SM, Oct. 16).

~ Some other Kkinds of waiting prevailed in Sam’ 8

classroom. When the cﬁildren sat at the snack table, they
~ had to wait until everyone was present and had been‘ served
their food. Moreover, every child was to sit still and put
their hands in their laps and not talk. When all these
stAndards were met, the teacher would explain about the
snack, gspecial]y when the food was not familiar to the
children. And then the teacher would ask all the childreé to
say thank you to the child who had brought the snack fer the
day. The children would shout in chorus, FThanK you..." All
the children had to sit through this procedure before they
could have their snack.

On the very first day of school, the teacher showed the

children that they coufU find a star in an apple if they cut
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it in a horizontal direction and then each child was served
ha]f an apple. As soon as a half piece of an apple was
served to Sam, he stretched his hand to the apple to eat it
or maybe to touch'the interesting star. The teacher aid

blocked his motion and said, "No, not yet," then touched
Sam’ s shoulder. He then looked around at other children at
the table and waited. |

Sam was transferring this waiting behavior to his home "
sétting; |

Wwhen we were having lunch, Sam said, "Mommy, we have
to wait until the teacher says it's time to eat.” So

| said, "It's good to have a meal altogether." Sam
said, "But sometimes I don’'t want to wait.” I asked
why and he replied, "Because I am hungry" (SM, Oct.
27).

The experiences of waiting to have his turn to speak and not
being given the opportunity to do so accumulated. Sam began
to stop raising his hand. He did not put . up ‘his hand as

often as he had before.

Becoming Self-Responsible

Since Sam started to have new experiences in the
school, he began to become more independent and grown-up,
like the other two éhildren in this study. As was stated
earlier, Sam was raised in the extended 'family and spent
most of his time with his grandparents who were permissive
with their grandqhildreh. Thus, his mother tended to regard
him as still young and dépendent. Sam was still sleeping
with his mother at-hight and could not get cleaned up by

himself before Kindergarten.



But when he was put in a different situation in his
daily life, he began to try to do more things by himself,
which was often encouraged by his mother.

Sam seems to become more grown-up and independent.
In the morning when [ say to him when he is
sleeping, "It 1is time to go. to school.” He
immediately - wakes up, brushes his teeth and washes
his face all by himself. Usually I have to tell him
to do this and that, but these days 1 do not have to
do this. He just does by himself. He can-'clean up by
himself in the washroom. In fact | encouraged him,
“"You have to learn this, because you are big now and
at school nobody can do -this for you." Later he
tried to clean up by himself several times and now
he is good enough to do it by himself.... He is
sleeping by himself in his own room too. 1 feel he
has grown-up a lot (SM, Sept. 27).

Whereas Jason was overprotected or indulgently taken
care of by his mother and he cried when he was forced to be
left alone without her, 1 never observed Sam showing any
reluctance to be separated from his mother at the school.
Rather!‘he.becahe more self—responsible} maybe because he
was asked to do so or just because he felt like being a 'big
boy.’

For the show and tell time, he took a big and heavy
train to the school. I suggested to him that [ would
do that for him, but he said that he could do it by
himself and he carried it to the school. It looked
too big for him. But he would not allow me to carry
it for him (SM, Sept. 25).

Sam''s mother was satisfied with Sam's acting like a big
boy. When she first started sending him to school, she felt
- Sam was still too young and did not really expect him to
behavef She was not sure whether he could adjust well to the

school or not, so she was afraid he might refuse to wake up

at the right time in the morning, or he might not want to go
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to the school because he felt so strange there. But now she
is satisfied with Sam' s growing independence and adjustment
to the school, although sometimes she is still spoon feeding

Sam at meal time.

Mak ing a New Friend

By having Ricky in his new classroom, Sam could aliso
enjoy a feeling of security within a strange environment. As
was shown in Ricky's 1life world, Sam hugged Ricky on the
first day in the classroom as if he had unexpectedly found a
very close friend. In fact they had attended the same
playschool for a year so they knew each other very well., [If
he was separéted froﬁ Ricky, he would try to be closer so as
to play with him. On Septémber 10 wken the children were in
the gym gbnning around and shouting, Sam suddenly seemed to
realize that he was nqt with Ricky. He stopped ruﬁning and
looked around. He ran to Ricky and said, "Ricky, you are
here." He continued running, trying to keep close to Ricky.
On September 17, when Ricky was ca]led by the teacher prior
to Sam and left for the center, Sam constantly kept his eyes
in the direction Ricky was going and then he also decided to
go to the play dough table where RicKky was.

But, ’according to Sam’'s motheér, Sam did not like Ricky
much. Sam was often complaining about being teased or Kicked
by Ricky. Actually | observed several instances when Sam’ s
play materials were taken away by Ricky. Sometimes he was

made to feel foolish by Ricky in the classroom. But he did
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not complain much about it and still played with Richky
}
during the first month in the new environment. Maybe he was
3
4
giving an important weight to Ricky not because he liked him
personally, but because Ricky was the only child he could
rely on for his emotional security within an unfamiliar
culture.

But, as he became more used to the situation, he
attempted to make another friend, which seemed to be a big
adventure for him. He decided to get out of his old life
circle and plunge into a new beginning. Consequently. Richy
began to be disregarded by Sam. Sam was giving his heed to
another boy, Cliff. Whenever possible, Sam would follow
Cliff and try to sit by or stay next to him.

In the gym, Sam was folloding Cliff and saying to

him in a low voice, "I will sit by you.” Cliff tried

to get away. from Sam and moved his spot. But Sam

followed him again and finally sat by Cliff. Later

on when the teacher asked the children to 1line wup,

Sam was 1in a hurry to follow Cliff and stand right

behind him again. When they came back to the

classroom, Cliff sat on a small space between two

children which could be only for one person. Sam

seemed to be at a loss and wandered around before he

finally occupied another spot (Sept. 24).

At the recess, Mary and Susan were waiting for Ricky

and Sam outside. Sam was coming out by himself and

said to them, "I will go to my friend." He was

running toward the park in the playground. Sam was

still following Cliff, when I got there (Sept. 24).
Although Cliff was not willing to play with Sam at first,
later on he became quite open and friendly with Sam. At
recess they went out together holding hands and sometimes
they would sit on the rug and talk to each other. Sam said

that C1iff was his best friend. One day when we were drawing
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about our friends, he drew Cliff and said, “"You know what?

Yesterday | was playing with Cliff at the recess time" (Oct.

~

3).

As the date approached to the middle of October, Cliff
began to make another friend. Thus Sam was left alone. On
October 16, at snack time, Sam pulled the chair beside
Cliff. Danna came up and said, “Hey, this is my spot.” Cliff
agreed with her, "Yeah, | saved this chair for Danna.® Sam
sat on the next chair by Danna. . Cliff and Danna were
chatting to each other and did not pay attention to Sam. 3am
just looked at them and sometimes smiled to himself.

After drawing a picture to send to Bobby., a boy who
was sick and could not come to the school for a long
time, Sam walked to the assigning board and found
C11ff there. He sat on the rug by Cliff who was
read1ng a book with Danna. Sam asked Cliff, "Is this
witch?” (pointing to the picture on the book) Cliff
glanced at Sam and did not reply to the question.
Sam sat beside them for a minute and then left (Oct
23). .
Sam's interest in playing with Cliff was not accepted

the‘ above

in a variety of contexts, as shown in
illustrations. He was consistently seeking the opportun1ty
to play with Cliff whenever he could find a chance. Oftgn'hef
had to experience frustration or isolation. Hence arounq th;'
mid?le of November he went back to R1cky Ricky was al;;;s
open to Sam and they began to play with each other again.
But Sam would still attempt to be friends with Cliff when he
could. On December 3, Sam was building something by himself
in the block corner. Cliff approached. Sam became very

excited and said, "Hi, Cliff. Do you want play with me?"
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Cliff just looked at the 0structure Sam was building and
asked, "What are you making?" Sam replied, "A house.” Cliff
began to look around at the other centers (seemingly not
interested in the blocks). Sam tried again, "You want play
with this car?" (handing the green plastic car to Cliff)
Cliff accepted Sam's offer, "0.K." But shortly after that,
Cliff left for the house corner. After his own journey to
make a Qyw friend in school, Sam went back to his old
friend. But he did not seem to give up completely his new
advénture. Rather, he still tried to play with his new

friend.

Feeling of Isolation and Power 1essness

During an interview with Sam's mother, the teacher

’,

commented on Sam’s interpersonal relations. She said that he
had good relationship with other children (SM, Nov. 15].
But, actually he was not actively involved with classmates
other than Ricky. Other children did not ask Sam to play
with them, either. Sam played mostly by himself, even ;hen
he was sharing with other children at the same center such
as the house corner, art area, or block corner. |
Moreover, Sam was tolerating a lot in his relationship
with other children in the classroom. Often he was ignored
by others and play materials or work appliances such as
blocks, cars, crayons, and books which he had been using
were often taken away by the other'children; At such times,

however, he did not strongly express his feelings to them.
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He usually responded, "No, it's mine.” or "You have yours
there."” But when others persisted in taking these materials,
he just withdrew from them and tried to find something els;/f

7
to play with. Of course, Sam did not always accept/ and .
tolerate whatever his classmates did to him: especially when
his personal rights were intruded. On October 3: in the gym,
Fric took Sam's ball away. Sam was chasing him and saying,
"Hey, that’'s mine." Eric Qas. bouncing the ball. Standing.
beside him without saying anything for a minute, Sam
repeated again, "Hey, that’'s mine." Finally Eric threw the
ball far away. Sam ran to catch the ball.

In the group play situation, Sam was usually isolated
by other children. Even though he did not actively try to
participate in the group, he did not conpl%in about being
rejected either. He seeméd to accept and tolerate it.

At the book corner, Sam and John started to maKke a
parking lot at the same time. John reached for a
block. Sam handed him some blocks from the shelf.
Sam then put a small block between two big blocks
which John had aTready built as part of a parking
lot. John shouted, “Hey, not this way." John took
the small block away. Sam watched John for a while.
Later he took two cars from the block shelf and
started to move the cars on the floor. He played by
himself (Oct. 16).

Sam was at the house corner with two childrén. He

was +taking some 11 dishes and cups out of the
cupboard. I was sta by the house corner. Naomi
looked at me and said, "You can come in, if you

like." So | entered the house and sat on the small
chair. Naomi explained to me, "Glenn is Dad and [ am
Mom and you are the guest."” Sam was steadily looKing
at us. | asked, " What about Sam?" Naomi just
glanced at Sam and replied, "Nothing." Sam moved to
the toy phone because the cupboard was accupied by
Naomi and Glenn (Oct. 24). )
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Halloween day was a most gappy day for Sam, unlike
most of the other children in his classroom. The teacher
séﬁt a letter to each child's home saying to prepare for the
Halloween party and to bring a special costume to the
classroom. The morning of the Halloween party each child put
~on their own special costume and started commenting to each
other. Many mothers came to the party, too. Some mothers
wore spécial costumes but others did not. They were chatting

f ' .
to one another and’ the whole classroom was elevated creating

a different sphere.

I was ing and talking with Ricky's mother, facing

the door.‘ w that Sam was standigg in the Hall and
loqkingjin the window. 1 then realiﬁgg that he did not have
o#fﬁgfispecial costumé. He did not come in the room; he just
stayed out there. | walked over to him and suggested, "Sam,
let’s go into thke classroom."’He shook his head. I enticed
him into the classroom and he walked to the puzzle table
then stood by the dolly house. Nobody seémed to notice that
Sam was there. The teacher and all the children were meeting
on. the rug like on a typical day. After a while the teacher
saw Sam and asked, "Sam, would you like join us?" -He did not
move. The teacher came closer to Sam and séid. "Sam, we can
put some make-up on your face. And you can find so&e special
costume in the house corner. Maybe you can help him’
(looking at me). Sam refused, "No, I don't want it,” and

finally began to cry. This was *the first and last

observation of Sam crying and making trouble in the
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group meeting, the children were divided into small groups

-

sroom. The teacher said, "Well, when you are ready, come

join us." She went back to the rug. After the whole
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‘and each group took turns playing spécial games prepared for

the

Halloween day. There was lots of laughter and merry

v

o
chatting. Sam persisted in his-.refusal to join other

chil

‘

dren for the games. After recess, he seemed to change

his mind and joined the, classroom ac'ivity. But he still

looked very anomfortable as he played among other children.

He
thei
'

/

o~

Hall

.

' i . . . UG
Sam dramatically experienced the feeling of isotation.® from

others at the Halloween party to whicL no meaningful

s

sigﬁ
this

chii

He did not want to be’different from the other children and

was frequently looking around at the other children and

r mothers. .

Later Sam's mother:was’talking,about the happening at

oween ;

I did not regard it as such an important thing. Sam
did not ask me to prepare a special costume, either.
I made a paper costume for him, but on the morning
of the Halloween party, he refused to put that on. I
thought it was optional to hdve a special costume
that day, so I just sent him to the school without
one (SM, Nov. 3).

ificance could be given within his home culture. After

experience, ‘he was hoping to be a witch "1ike other ¥

‘.
dren’ next Halloween. ;ﬁ? :

He was drawing a picture of a witch. | said to him,
"It looks like a witch." Sam said, "Yeah, it's me,
I'm gonna be a wrtch next year like other children’
(Nov. 3). : :

‘. fhus.ieel isolated ffom them next year.

{ "
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Becoming Intefested in Letters
Since, Sam started Kindergarten, he has been showing a

noticable interest in writing and reading letters, something
which he did not pay much attention before. When his sister,
Mary, practiced words like 'Brown’ or 'Bear,’” he tried to
copy them. Furthermore, instead of playing with toys, Sam
began to spend much of his time at home trying to copy the
words and letters which his sister would bring from school.
According to Sam’'s mother,

He often sits quietly and copies some of the letters’

in the book or the papers of his sister. He will

show this to me very proudly, "Mommy, [ did this by

myself." 1 occasionally encouraged him to practice

it with his sister, because I think he should begin

to learn it from now on (SM, Oct. 13}.
Sam's mother seemed to be pleased with Sam’'s interest in
reading and writing. On October 13 when I was at Sam’s house
'havigg‘ a talk with his mother, Sam just played with his
plastic cars. His mother-said,‘"Take a paper and write the
letters rather than playing with those t#ings. Now you go to
' school and need to study." Sam went to his room and came
back to the 1living room ard started to copy some words. 1
asked Sam’s mother, "Do you like to teach Sam reading and

writing?"'s She replied, "l do not know, but he does not: seem

to dislike it, so I just get him to do it.”

¢ o
Sam also began to show his interest 7ﬁ}feading ard, was

more aware of the print in his various life spaces.  Often e
'would read some of the signs on buildings as he rode in the

car.
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Getting Lost

Sam also experienced a feeling of confusion_ in terms of
the time schedule of the class activities. He had no idea of
what he was to do next and where he was to go. As described
in Ricky's section, the children moved to the other places
lTike thé musiz room, library, §r gym at least once a day. On
Tuesday and Thrusday, they were busy moving around the
schobl building doing the teacher’s plan of activjties. Like
Ricky, Sam a]éo had a bconflicting jdea about the time
schedule. On Thursday, September 18, all the children were
walking in line to the gym. Naomi, another child in Sam’'s

class, asked me;

'N: Are we going to the music room?
0: Don’t you know where we arne going row?

N: No.
0: How about Sam? Do y®u know where are we going
now? .

S: i{shaking his head)
0.1 think we are going to the gym now.
S: Not music room?
. ?éqNO" After gym, we will have music class (Sept.:

One day in Septémber, Sam took his library books to school
Y

o . Ty '
,on yednegday’ I saw he was carrying a yellow plastic bag in

the morning and asked him, "Sam, is this your day for = show
and télf?"‘He said, "No, it's my library booK."'I asked him,
"Did you think that.we were go fo -the library today?" He
nodaed his head and sq§E§Zed the bag into his cubby hole.
Occasionally in the morning before the class started, he
asked me, "Are we goihg to have center time today?" Like
many other children, he seemed to bé hoping that he could

&

gng the day, but he wasn’t»suﬁe whether
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he would be allowed to or not.

He also experienced frustration when he was really
absorbed in doing something, because of the strictly
followed )’chedule On October 9, when Sam was. just
start1n6§§2 'tber puzzle, the teacher turned of f the’ lights
and said, "I would like you clean ~up now." Sam muttered,
"I'm gonna finish this quickly." He hurried to find the
correct piece- for each spo& so he could finish that puzzle

as soon as possible. It was not easy for him to finish it in
. ’ oy

-a short time. Finally the teacher was saying., *ry is

ready, Ricky is ready, ... (Us;ally she continued to call
other children’s names who were already ready on the rug.
Sam became impetuous. | told him, "I will clean this up for
you if you want go now." He left in a hasty movement. |

As was illustrated in the above description, especially

-

~when Sam wa$ getting deeply involved in his own activity, he

was foréed by the teacher immediately to stop and was not
allowed to continue. He had no idea when the teacher was
going to turn off the fights or when hé had to move to other
activities. Hence, he often felt confused or bewilderedy
These experiences appeared-to make Sam learn that when the
teacher turned the lights off, he was to immediately stop
whatever he was doing and move to the rug to get directions
from the teaéher. even though the exact time of when this
would happen was not clear to him. .

On December 4, Sam, Cathrine, and Miles were at the

same 'table coloring a Christmas tree sheet. They were having
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a little chat. -~

Miles: When is receés7

Cathrine: 1 don’'t Kknow.

Sam: You can just go out when the teacher says it's

recess time.
Sam seemed to have learned that he did not ,have to gare
about when he could have recess, center time, or whatever.
It was not*within his power to decide the time for recess.
By November, he did not show much conflict of worry any more
about the time. He no 10q9er'asked what was "about to happen;
it was as if he had alread& learned that all he could do was

TR
to‘follow‘whatever the teacher said.

LN
Experiepcing Teacher
L4
For Sam, who was fgam a typical Korean culture, the

teacher was a person whom we had ,fb respect, almost

unconditionally, and had to listen to very carefully. Within

the Korean culture, the teacher tends to be regarded as a
wise and respectable person. Sam was a good follower of the
teacher. | never observed Sam making trouble for the teacher
or for other classmates.
| Sam’s mother was hoping that ng would follbw the
teacher’s instructions and teachings. Every morning when she
took Sam to school she would say, ‘"Listen well to the
teacher and study hard." It was a typical request from my
parents__dhen I was attending school. On October 13, when I
met Sam in church, he raﬁ over to me and hugged me, which He
had never done before. And then he quickly went back to his

friend and said, "You Know what? She is my teacher." The boy
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looked at me aé if he were suprised. Sam said to his friend,
"1 1ike her. She never gets mad at us." Thus Sam seemed to
view me as a teacher. His mother said that Sam reported to
her almost everyday whether I came to the school or not. he
usually did this before she had time to ask him. In fact he
did not talk much to me or show his interest in me in the
claséroom'unlike Ricky. Nevertheless he had his own idea of
me in his mind and also he was concerned about my existence
in the classroom. |
However, the real 1image of a teacher in Sam's mind

seemed to be different from that expressed. by his wusual
actions in - front of his teacher or his parents. One day |
was at his house reading a book which he borrowed from the
library ‘about a ghost. When 1 was finished I said, "I think
your teacher read about the ghosts many times before
Halloween." He agreed with me. Our conversation went on;

0: You must like ygﬁr teacher who reads many funny g/

stories to you.

S: Sometimes she is so mad to us. She punishes some

children.

0: But, not you.

S: She scares us. But you don’'t (Oct. 23).
He was making a point about his teacher. 1 never observed
the teacher being mad at Sam or punishing him, but he was
experiencing the teacher in a whole context with other
children. He was putting himself in others’ shoes. Thus he
felt scared when the teacher was mad at some other children.

Sam aiso thought that the teacher was a nice person who

taught the children. Sometimes he 1iked her when she allowed

him to have free play time. On November 24, 1 was at the
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church talking with my daughter about her daycare teacher.
Sam came up and asked, "Does she go to school too?" I said,
“Yeah, she goes to the daycare." Cur conversation continued,

. (smiling and looking at my daughter)

She likes her teacher.

Sometimes ! 1ike my teacher too. She is nice.

© When do you like her best?

: Ummmm... When she says it's center time and
recess. )
0: How about other times? ~ S
S: No-o0-o0-o0. I don’'t like her.

O: But, I think she always tries to help all the
children in the school. .

S: Yeah, I know. ™~

0: Did yod know that? :

S: She is doing a good job. She teaches us.

nounowm

Mak ing Something Good

After living in the classroom society for two months,
Sam began to show concern about some of the criteria to be
evaluated as 'good.’ During the first two months, this was
not really on his mind. In November Sam started to evaluate
himself or his works. Usually the standard was an external
one such as other friend' s work or the teacher expectation.

On November®, all the children were sitting on the rug
for the reces: Terry showed his picture to the teacher,
which was about a bike. The teacher praised him, "Terry,
that's a nice pic*t ire. All Kinds of details are here, very
good. I'm gonna dy 'ay this on the board." She attached the
picture on the board right beside the teacher’s chair. Sam
was looking at the feacher and Terry,'with‘an envious face.
VTerry was a child who had been highly praised for his

drawings by the teacher. Actually, one of his pictures was
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printed on the front page of the first news letter from the

Kindergarten.

Later on November 15, 5am was at home drawing a fish. 1

commented,

-

0: Good, Sam. 1 like your fish. What kind of fish is
that?

S: No, I am not good.

O: Why? 1 like your green fish. He looks so happy.
S: You know Terry? He draws really good pictures.

O: Well, I think Terry is good in drawing, but your
fish is really good too.

S: (just smiling)

Sam was experiencing evaluating bhimseff indirectly, 1in
comparison with other children. Other children’s work became
the standard of evaluating his own work. The teacher was the
main mediator to stimulate Sam's experience of being

compared wffgﬁdther children and finding a new criteria to

]

evaluate about himself.

Another criteria which Sam began to learn in

P

appreciating his own work was what the teacher taught him.
On November 25, Sam and I had a conversation;

O0: I saw you were painting a big fish in the other
room for long time. Why does it take so long like
that? :

S: Because, you need to make a good fish.

: What is good fish?

If it has many little things there.

Is that right? 1 did not know that.

Teacher said that.

nwoumo

Around at the beginning of Q'vember the teacher set up an
unusual project to paint a big fish for every child in
connection with the theme of 'pets.’ They were told to move
to- the other work room to paint the fish and often were

interrupted ‘during their own free play. At first the
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children did not know the nature of the project. When the
teacher asked the children to paint the same fish several
times, they seemed to feel confused as to why they had to do
it several times; it was not the usual pattern of their
works . When the teacher was calling several children’s napes
to go to the work roam to paint their own fish again.. mos t
of the childgen said, "l did it already." The teaéher said,
"No. we are not finished yet. You are going to paint a
little bft more details on fish so that we can make a better
fish." This experience led Sam t6 learn what should be the
criteria for evaluating his own work. The teacher’s
standards such as having more details became the criteria to

see his own work.



VI. Meaning of Beginning Schooliné for Children: Underlying
Themes and their Meanings for Educators

A. Introduction

ln' the previous chapter, the life-world of each child
was depicied in an attempt to understand the lived meaning
of beginning schooling. 1In this chapter, | present five
pervasive themes based on the experiences of three children
and on my own reflections.

First of all, it might be necessary to clarify what the
word, 'theme’' signifies in this study. If thematizing is not
understood in a full sense, the interpretative efforts may
be misled. In this study, the act of thematizing Iis

]

basié‘lly an attempt to make sense of the child's world and,
: t

is an abstracted form of theorizing. Etymologically, theoria
"' connotes wakefulness of mind’ in the 'contemplation’ or
'pure viewing of truth’" (Van Manen, 1982, p. 44). Thus
theorizing was originally intended to awaken our mind in
orienting toward the truth instead of providing a fixed form
of knowledge. In thic sense, it had an edifying purpose as a
conversational and hermeneutic aotivity.

Theorizing as a conversational, hermeneutic activity

is edifying in that it 1is constitutive of our

spiritual and intellectual lives as pedagogues. It

makes us more and more essentially what in essence

we already are; teachers, parents, etc. (Van Manen,

1882, p. 44).

In my study, | propose the themes as "places’ or

"windows’ through which we can look at the children’'s world
as a whole and through which ‘the real essence of their

148
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school life reveals itself. In this sense, the value of
theme can be understood in terms of its power to disclose
the children’§ wor ld. The development of these themes cannot
be regarded as the end of our efforts to understand
children’'s world, rather, it is-'a path to unde(stand the
children's lived world as a whole. The aim of themes can be
understood as “illumination, possibly resonanCﬁ‘ but not
generalizability or 'truth’” (Cottrell, 1982, p. 209).

fn theorizing or thematizing the life worlds of three
children, my basic intent was to prepare a communicative
base for those concerned about our children's future. The

R

five themes which | present here are not correct answers. or
‘truth’ to the question of this study. Rather, they are
intended to provide a reflective momen t on our

taken-for-granted act of educating children.

B. 1 Have Long Leg

Our whole life is a continuously changing and
ever-gréwing process. Moreover, it seems natural for
children to grow up; they seem to change everyday‘and we are
often astonished by the -enigmatic power of their growth.
When children reach school age, how do they experience this
process of growing-up? What is it like for children to have
a growing-up process at the moment of going to school?

As was described in the previous chapter, three
children in this study tended to feel grown up as they

started going to school. Generally they became more

il 2
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independent in their everyday lives &nd felt proud of this
change, although each of them lived through:this experdence
in a different way. Jason initially met his new school life
with loneliness and anxiety w;en he was sea§$ateif$f;m his
mother and initially Te would cry when she %Téft the
classroom. He struggled against staying alone without his
mother in the classroom. For Jason, whose mother stayed .at
home during most of his life and thus who tended to receive
a great deal of her care and attention, the situation
appeared to be more difficult than for fhe other children.
However, Jason seemed to become mc-e independent and feel.
bigger after going through t - fears and loneliness of
separating from his mother.

Ricky and Sam also became more independent felt
proud of it after they began going to- school. Their
reactions were somewhat different from Jason's and they did
not seem to experience many difficulties as he did. In the
preparation of sending their children to school, the parents
emphasized and encouraged their children to become more
grown-up and to do things by themselves. Ricky and Sam
seemed to accept their parents’ encouragement. For example,
Sam began to sleep alone in his room and Ricky tried to do
many things by himself such as taking books down from the
bookself or wvoluntarily going to bed before his parents
asked him to.

However , Jason and Ricky began to act in a

contradictory manner; on the one hand they wanted to be
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independent and were proud of it, and on the other hand tiey
wanted to be more dependent ¥nd asked for more physical
contact and emotional support from their parents. These
actions seem to show us that they could not feel secure or
comfortable in thedr histo}ical moment of going to school,
since children tend to seek emotional support from parenés
when they do not feel safe or comfortable. What does it mean
for children to be grown-up, or to be independent?

* When Qason~and Ricky became more independent, but at
the same time attempted to go bacu to their original state
of younger children, they did not seem to really accept this
independence as a part of their lives. 1f they had Beally
wanted and accepted their new independence. they would not
have regressed to dependency:ﬂwhen wewtruly want to adopt a

new l1fe style, we usually do not req;ess to our for‘ér}
patterns. At this point, it seems to $e péhsi‘kle f‘! they sw

LA |

* %\ - “‘:
did not want to become 1ndependent but thgy weﬁhs asked xtq; wzj
€ ,3"11
become independent. 1f we lgok at dasdn i‘expei?ence.k haah =
', u' K. * ﬂ . ‘ :;
a very hard time accepting the. ggaIIty pf benhg separat 3@7{

from his mother. But going -thgough §h1s real1ty, he tqugQ
into a more self-supportive chi§d &In th1s context, it seems
that he needed/ to change ’ llfe pattern 1nto a more
self-responsible and 1ndependeqt pn‘ rather than wantlng to

- tee
make the change within his’ ownvfthntlon and dec1s1on

Hence, it seems that "'¥ ) were required to act

‘ - B
independently and to do gﬁ fg-by themselves when they
: #%r desire to change. That

[ ] 3;*“3622'.
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» .
_is, the task of being grown-up and independent wa‘given to

L

theh by: the external demands of going to school. Thus, they
nad to experience the feeling of insecurity and anxiety 'in
order to meet the imposed task of achieving independence. Of
course, we cannot deny the importance of independe%ce in our
lives. All of us, as parents and educators, might agree that
our childrqg need to grow up and échieve their ﬁ%dependence
as they bécome older. They cannot always remain dependent
and under the protection of their parents. It seems not only
practically impossible but also educationally unde&irable
for\our children not to learn independence. They need to

stand up by themselves in the world to realize their own

existence as individual human beings. I[In a sense, thiI !

themselves want to get out of their, immature vulnerabili

‘and make their own efforts to -accelerate their growth. We,

»

adults, also, A;ed to encourage and help them to learn
quependence.

However, independence often seems to be required or

even imposed on children at a certain age as an unavoidable

developmental task, as the three children in this study had

to become more independent when they reached school age.
This requirement seems to bé based on the belief that our
children need to Q;arn certain tasks at a specific age or
developmental level in order to function appropriately in
the society. We need to ask, "lIs being independent good for
children because we emphasize it, or do we emphasize it

because it is good for children themselves? What is the
¢
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reason behind beingwéndependent?”’ At this point, Vandenberg
(1971) seems to provide us a significant insight. He wrote:
Neither tfe  wanting-to- be-nndependently or
want ing-to-be-someone himself ghould be considered
as the verbal expression of a value or,as an ideal
that is consciously held by the dﬁ1ld they are
underlying structuations of being;child (p. 66).
For children,sgrowth and independence are not mere]y things
which can be g@véh from the outsfde. Rather they are
existential tasks. To grow up " is not just a value or an
- “
ideal which the children need to hold, because growth itself
becomeé children. Thus, growth, as an existential task,
exists as a power to make our children become themse lves
instead (of béings-for-others. &pe pursuit of growth on the

7

part of the ch11dren is to search for ' -their authentic
selves, not only in the sense of_ what the;\;?g\sii-é/ﬁo in
thd sense of wh;:LT%ey want to be.
ngtendg‘r (1953), in depicting phases in the emgrgence
of eQEerieﬁced freedom im the child, gave a particular
. significance to ‘' the phase of ’;réedom of caprice and
injtjgtiVé.’ During this period, the child explores his/h

L

;wérTHT*respondihg t?;gpé‘provocative nature that demands t

N

tﬁryst for freedom. AtJﬁthis time, the child's being is
projected into the Jorld while simultaneously adapting to
things as ex&er1enced S/he is realizing him/herself in an
authentic modé By going throughﬁtms authentic mode of
bqin- during the stage of experignced freedom, children
ﬁinally.come to the achievement of moral freedom. Buytendi jk
(195%) writes:,

—
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The human being of the child is fulfilled only
through his existence, his being in the world and
for the world, through his physical being. In this
existence, the consciousness of the child becomes at
the same time consciousness of the world and
consciousness of self, that is to say, consciousness
of his initiative, of his autonomy and of his
independence (p. 5).

For children, exploration of the world is the projection of
themselves. There is no decisive boardline between
themselves, their consciousness, and their actions.
Nevertheless, the authentic mode of our ghildren tends
to be disregarded and eroded in the institutionalized form
of educat1on The children in this study were requested to
grow up and become more independent by going to school. They
were prohibited from their existential modes because of the
demanding task of going tp school and accordingly of
becoming more grown-up. As the p;ojection of themselves was
not allowed, they begah to feel anxiety and insecurityl To
compensate; they tried to seek more care and attention from
their parents. This feeling of insecurity implies that they
were forcéd to reside in the false mode of living.
) . ‘ .
Bettelheim (1976) looked at the fundamental human inner
feelings enshrined in fairy tales. He noted that many of

'stories dealt with the universal childhood fear of being

separated from one’s'paredts. He claimed:

R Y
There is no gréater threat in life than that we will
be deserted, 4_-left all alone... and the younger we

are, the more eéxcruciating is our anxiety when we
feel deserted, for the young child-actually perishes
when not adequately protected and taken care of (p.
15).

- 3 ‘ L4
Vandenberg (1971) point;azut the significance of safety for
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childrén’s-actjve exploration into the world through play,
which "~ is an eéistentially serious affair. He claims that
"play is possible... only in a secure world where ,alf
possibilities of "being are open." "A precarious, unstable,
thréatening, aﬁd hostile worid does not invite exploratioﬁ.
nor does it encourage him to go to it, nor do things beg to
be played with" (p. 63'.

However, do we really. give much attention to our
children’s feeling of insecurity  in our ordinary
realtionship with them? I am reminded of one event‘whigh‘lf
observed in a daycare setting. When the mother of a gird had
left, "she started to cry. The teacher kept on telling her
that "there is no reason to cry” because - Her moiher( wou id
" come back and pick her up.’But, for the little girl, the
feeling of insecuritgggnd-lone]iness at the moﬁ?nt was n;t a
“‘matter of reason, but a real projection of herself.
Moreover, from whose ‘perspective does reason T exist? Wwhen
this real feeling is neglected and ignored by adults, it can
be a negation of the totality of the chi\d.

Then, why were children denied from Eheir auEhentic
mode because of thehgiven task? More specifically, why do
the children need to act independently at a certain p¢int of
their lives?‘The external imposition of independence seems
. to be significanfly related to the‘preoccupatioh of the
value of the functional adaptation. 4ithin this value, the

children need to behave as appropriate members of the

existing society a@hd thus to be molded in a specific way.
. .
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The children are expected to learn a certain' content of
behavioral patterns }o fit intd the existing society. In
this belief, the educator’'s roleis "to regulate the way the
world enters into the studdnt, ...to fill the students by
making deposits of information which he cons}ders to
constitute true kKnowledge" (freire, f970. pp. 62-63).

In the real%&y which Freire explains, the children’'s
active invo]veﬁent in their world tends to be overlooked and -
negated. They are just expoéed to the particular set of
knowledge, which is isolated from their real experienée and
closed from and fo the full actualization of themselves.
Suransky (1882). explicated the socialization function of
equjlibrium model in relating to Freud's psychodynamic
perspectives. She wrote:

The principle of homeostasis has emerge

integral part of psychodynamics. Soc1g)1zatlon
theory has espoused the training of disruptive

impulses, with' disruption viewed . from the
perspective of the smooth- functtoning social
structure. An adjusiment norm in, therapy has

oriented the individual to change in order to
accommodate to the status quo of the structure (p.
183) ..

PR

Within “ this funetionary and unidimensional preoccupation,

AN
the child’'s 1ngd§ﬁeaning tends to be totally overlooked and

¥ .
eroded. The child tends to be reduced to merely an object

for the social order amd system ma1ntenance Eventually, the

ke

process of educat ion” ﬁ%comes ‘domestication,’ rather than

' awakening’ of our children’s mind. ' -
To 'become grown-up cannot be an objectively given task

which our children are required to achieve because of

@&
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external demands. It rather can be seen as an existential
task which can lead them to their authentic selQes, To
realize tﬁis task; they .need to be free from artificiall
;tangdfds. But. contempor%ry education iskpreoccupied with
the value of maintenance fuﬁction of existing society and
artificially determined standards to make the function go
smoothly tend to be imposed on children. Although most
children appear to accept this social function, as was seen
by three children in this study, we need to reflect on the
real meaning of independence. Vandenberg (1971) states, "the
child has to be free to disobey in order to genuinely obey"

(p. 71}/

< _
Schooling, ' in its most concrete sense, cansists of

C. I Did Nothing i

various educational activities which are regarded ®s

essentfal and important for children to Know. In the

classroom, as we have seen, the teacher provided a number of
actﬁvif%es for children which usually were designated to
Keep'ihem busy. No one would deny the necessitly of these
activiiies in a general sense, since without educational
activities, education can hardly be possible. Thus, the
teacher makes an effort to create and seiéct diverse
activities with the intent of providing children Qith
valuable experiences. “Parents also believe and expecf,that
their children will have meaningful experiences in school.

But, what is the meaning of school activities for children?
.9 '
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What is it to make school activities a valuable, educational
experience?

It is in this context that the child's voice of "I did
nothing" comes to us in a significant way. When Jason's

mother asked him, "What did you do 1in school?" Jason

replied, "I did not do anything.” No doubt, this is a

serious situation. He must have done something worthwhile
when he was at school. But he said he had just spent two and
half hours Without doing anything. Beh%nd the teacher’s
endeavours from planning to carrying out daily classroom
activities, there is the belief that they will be meaningful
- and worthwhile for children. Nevertheless, if children like
Jason do not experience them as something ﬁeaningful and
wor thwhile, what other reason can be given to classroom
activities? When he said that he did 'nothing’ in spite of
the teacher’'s effort to teach something important, what did
'something’ mean for him? In our effort to understand
children’ s meaning of school activities, it seems to be
neéessary to look at the actual classroom cufture.

As was described before, the teacher set up two or

three main activities that were 1linked {o a theme for a

certain week (for example, making a turkey, coloring a -

safety booklet, and drawing a Christmas tree). Children were

required to fihish“these ta
s " . A

within a given period of

time. At this tiﬁé;' tr Mbals and resources for the
: s 8 % 6{7‘;2 & ) R .- ; ";«‘ . .
activity were given”to eac fild &nd usually the activity
¢ v " ' : 1

was directed by the teacher .  Those chiipnen whg stayed close

L@
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to the teacher tended to be in a more strict position of
having to follow an exact procedure for the task. Even the
content of the work tended‘to be réanymade and providéd by
the teacher, for example, felling the children to use brown
to color the bear or providing them with a sample picture. -

Within this"classroom culture, the work mainly
consisted of uniformized and standardized tasks. Most

aspects of «classroom activities, such  as materials,

procedure, and form, tended to be determined by the teacher.

‘King (1984) made a succinct point about the work-embedded

context in school when she wrote that “"children use
materials which teachers select, in  the ways which teachersd
direct, to the ends which teachers designate” (p. 9). In
this situation, there tended to be ‘little space for the
children’s voluntary and self-directed participation Ain_
accomplishing their owry work. The work designated b‘y the
teacher seemed to have little relevance to children’s own
needs and interests beyond its immediate task orientation.
‘dason’s expressions that "1 did not do anything (in
school)," and that "nothing funny at all," seem to symbolize
this alienated character  of school activities from

ch1ldr1"s mean1ng and interests. For example, when Jason

‘& \5" & A A V -. ’ -
bear was hot hws 1ntent1on To attach two ¥R 15 as eyes on .

?

his bear wasr merely ani1mposed external demand.*In trua

g .-
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situation, it was not likely that Jason would do something
in his ‘own way’' as there tended to be external
requirements. ¢

Except for playing at centers, Ricky also felt many
things Vs;Eh as drawing pictures) were boring and not much
fun.in school. He enjoyed drawihg and coloring things at
home, but he did not like doing these activities at school.
He often became inattentive and felt tired in school,
espec{ally during the wholé group sessions on the rug. Sam
also began to Yearn a new evaluative stahdard of the work in
living with those unifoﬁmized tasks. He began to learn what
is 'good’ for the teacher:&For example, he discovered that
if he drew more little'details on fish, it wasma good work
because the teacher said sdl‘This implies that the criterion.
of more detail on fiéh was not his own, as he did not find
it through his own active inquiry. Thus Sam was taught that
he shbgld pursue his own. work in accordance with the
externally givensand fixed standards.

Of course, we cannof deﬁy the positive aspects of thg
pre-planning of classroom activities, without which the
teaching can be chaotic and thus lead nowhere. In this
sense, the pre-planning and théR_objectives for classroom
activities are not only inevit§ble but can also be helpful
guidelines for improving the duality of educational
practice. quever, in what form aré these teaching purposes

actualized in the classroom? - What 1is their underlying

ratfonality? Where would such ratfonality lead our children?
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As was seen earlier, the form of classroém activities
tended to be an imposition on the children."The children
were requjred to pursue the work in accordancé with external
purposes and procedures which were,. in essence, alienated
~ from student’s own needs and meanings. Dewey (1915) pointed
out the problem of ‘unidimensionality’ embedded  in the
externally fixed and objectified classroom works as follows:

There is not freedom allowed the child to create. He

is free to choose which apparatus he will use, but

never to choose his own needs, never to bend a

material to his own plans. For the material is

limited to a fixed number of things which must be

handled in a certain way (p. 157).
Without freedom to realize their own bossibility and to
create their own 'world, the children were taught to put
other’s standard: in place of their own. There was only one
objectified . and imposed way of projecting themselves into
the wor id of the¥mwork. Henry (*13963) presented one of the
inevitable learning tasks to survive in school' "He must
learn that the proper way to sing is tuneleséﬁ& and.not the
way he hgprs the music,; ‘that the proper way to pa1nt is the
way the teacher says, not the way he sees it" (p. 291).

One of the pervasive assumptions implied in this
imposition of the standardized aan unidimensional mode of
work on children may be that ¢§§%dren do not‘inow anything
and thus they should be prov1geJ§w1th an exact .recipe to
pursue their work, as~{:signified by the idea of
"depositories” (Freire, 19703 or ‘untamed beast" (Pinar,

1975). Within this belief, children tend,to 5& Yeduced to

empty vessels which need to be filled with predetermined

L]
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" contents. Contents tend to be those things which are
"detached from reality, disconnected‘from the totality that
;engendered them and couid give them significanée" (Freire,
1970; p. 57). Thus, on the children’s side, the contents of
schooling wouldfbe,’nothing.’ as Jason expressed. For Jason,
the school activities which were not connected to his own
aean{ng and interest, were not ‘something,’ because they did
not have any significance for him.

Here, another ?jgnificant point concerniny dJason's
expression of ’doihg nothing’ can be seen. Jason's
confession that he did nothing in school implies that he
already had his own idea of what would not be 'nothing.
This means that he had his. own frameworK of making sense in
the world. We are often surprised at the creative mode of
children’s -actions; they cannot be likened to blank sheets,
Lockean tabula rasa, who are waiting to be filled from
outside. They are creative and inventive huynan beings who
eagerly endeavour to be themselves and to actualize their
possibilities.

Never theless, when the : creative and exploratory
dimension of children dfd‘not become fully realized within
the world of the standardized and objectified school
activities, what could be the possible danger? If children’'s
voluntary and self-directed participation in performing
their works is ﬁot allowed, what could happen to our
children? Ffreire (1970) gives us a significant insight when

he says,
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Apart from inquiry, apart from the praxis, men can
not be truly human. Knowledge emerges only ough
invention and re-invention, through the restless,
impatient, continuing, hopeful inquiry men pursues

in the world, with the world, and with each ®oOther

(p. 58). :

As Freire pointed out, children can not be truly human
beings without bhaving their own s?ace to invent and
re- invent knowledge in the world. When the opportunities for
children to do 'something’ for themselves are restricted,
they might feel worthless and empty. Framkel (1959) spoke of
this emotion as "existential vacuum.”

Gregne (1973) élso claims that "an individual has to be
brought to <care about proceeding reflectively and
purposefulfy’if he is to achieve the widening of visi;n made
possible through mastery of a discipline” (p. 173). 1f the
achievement of Knowledge is® not to be aimless and the
knowledge gained is not to be inert, the knowledge should be
melted into the individual along with his/her own reflective
and pa;ticipatory action. Greene also says that when we lose
the freedom to initiate our endeavour, we come to have
"feelings of hollowness, doubts about decency and worth” (p.
61), eventually we come to feel meaninglessness and
nothingness. In this context we need to ask ourselves., "When
the children are put in the classroom where the standardized

and uniformized form of activity is prevailing, where are

they destined to go?"
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D. Where Are We Going?
Three children’'s lives 1in beginning their §chooling
were often revealed by the question, "Where are we going?”

in a symbolic manifestation.

Ricky asked the question when he was walking along with-

other children through the hall to the music room. He was
not sure where he was going at the moment. Jason often had
difficulty in differentiating home time}aﬁd recess time,
when he was told to take his inside shoes off and put on his
jacket. Sam was also going through his own conflicts in
following the planned schedule of the classroom activities.
Sometimes he did not know where he was going when he was
moving in the line, although he did not even question his
uncertain direction. Moreqver. all of the children were also
required to stop what they had been doing immediately when
the teacher turned off the lights. Then they were directed
to move into another section of classroom activities. And
when the teacher called their rames to assign them to work
either before they hag center time or when they were deeply
their play. At all these moments, they often showed
reluctance and felt disappointment and frustration.

When the children experienced these moments, what was
emerging in their mind3¥.ln our attempts to understand
children’s experiences of the teacher's planned time
schedule, it might be helpful to remind ourselves of the

concrete classroom contexts in which they lived as described

<

9

involved in playing at the center, they also had to stofw
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above. In both schools. each day was d\vided- 1nt§t!

different sections of activities; calenda( cente
music, recess, snack, story, and so forth. for each section
of the day, a certain amount of time was allocated and the
teachers directed the classroom activities based on the
assigned amount of time. The general classroom atmosphere
tended to be very strict in terms of execution of the
pre-planned time schedule as we can see from the folloﬂ’%g
observations:
One child asked the teacher, "Teacher, can | go to
the block corner?" The teacher 1ooked at the clock
on the wall and said, "No, you can’ t because we
have only two minutes before clean-up. Later the
child was wandering around the classroom until the
time for clean up (Geoffery School).
The teacher was reading the story to the children on
the rug. Many children seemed to become quite
interested in the story. They asked lots of
questions and gIv1ng their own comments from their
personal ‘experiences. As the children became more
active in talking about the story, the teacher
repressed, "0.K., that's enough We won't be able to
finish this story today." The children seemed to
become disappointed. The teacher just went on
readin the next part of the story (Moonlight
School )

At thfs point, we need to remind ourselves of the
practical benefit of the teacher’'s pre-planned time
schedule. When the teacher does not have. a general plan
about how to lead the classroom activities, there might be a
sense of vagueness and ambiguity in the teaching. However,
what we nekd to be reflective on here is the way the plan is
dealt within the actual classroom. As we have seen, the flow
of classroom activities tended to be based on the teacher's

planned time schedule.
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For éxample, when it was time to change from the center
aa}ivity‘into another one according to the planned schedule,
O the teacher just turned off the lights and sa{d. "1 woule
like you clean up now and meet on the fug." She did not seem
to be aware of what the children had been inng or of their
needs and interests at that moment. As Jackson (1968) points
out, "things often hapben not because students wapt them to,
but because it is time for them to occur” (p. 13). The
teacher tried to keep a time schedule. Thus, "a major part
~of the teacher’'s role is to serve as traffic manager and
t ime keepér. either deciding on a schedule himself ‘herself]
. _oE‘ making sure that a schedqle others have made is adhered
- - to" (Silberman, 1970, p. 123). Even for guiding each
: individual child, the teiEg;r depended on the planned
schedule, since eébh child’'s name was cal!led and they ggre
P §sked to move into another activity which was usually a
;equfned task, at a certain time which mat;hed a
predétenmined plan  and purpose. Within this context,
children’é own needs and interests_tended to be negated and

-they were led to feel frustrated.

F We need~ IO quest;Qn 7is how the children are
experiencing the meaning of time in living within the -above ¢
classroom culture. Suransky (1982) seems to provide us "
very significant point related to this question.

We, through our- intentionality, constitute t.ime; fu
time arises out of our relation with things, and it
is we who constitute that relationship. Authentic
time is not 'a continuum, a progressive seriation;

and we can not talk of time apart from our
consciousness. We are being-in-time. Time has no
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objectivity - ° ~ apart from 4 thes .
body as- be1ng in-the-wprld (p. 66).
She maKes the po1nt that -we, in our primordial form create
our own time with our consciousness as beings-in-the-wor ld.

Time is not an obJect1f1ed Tinear contf’hat1onf;zart from

.

our own consciousness» In Heudegger s expression, "T1me
cannot be found anywhere in the watch that indicates t1me\\
(1962. p. 11). Time is integrally linked to our being in thel.
world as a network of intentionalities. Mdreover our
pr1mord4al exper1ence of time in an -authentic mode as above

takes place during young childhood, since they do not become

. yet awar€ of the exigencies of clock time in which Ywe as

adults tend to residé. They have not yet created the mode of
obJect1f1ed and unautheﬁ?’c time. L1pphtz (1983) noted ‘that
ch1ldren think in and with time long before they th1nk about
Y

B Nevertheless; by being forced thstob‘their play and
live accord}ng to -the teacher’s p]an the children
exper1enced t1me not as a spon}aneous part of the1r lives,

3
but rather as an external force. Most «of their activities

and play were subord1nated to the r1g1d adherence to a time
LN 1}

§chedule. Thus the children could not l1ve by their own

‘nef@brKS‘ of intentionaﬁityﬁ thé& were not subjects of their

own t1me bqp‘rather they became obJects of it. They were

act1Jelyo soc1a11zed 1nto the obJect1f1ed t1me strdtture of‘
a’

the school. Accerding b SuransKy (1982), fa’_

‘The creatibn of' "time- cpnsciousness” and, therefo?p,o
"time-objectifying" structures which mirror th
culturéf configurations of alienated time in the

w—
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macrosocial system erodes the experience of liveq
time in young children; for they are socialized into
institutional time, where time is no longer a field
of presence, an abode. but an austere system of
constraints demanding. subm1551on (p. 175).

We noticed that the temporal mapping c?trye day in both
schools def ined parhcular seleolﬁd %w?hés to be
performed within certain time limits assoc1ated with clock

e time. Consequently there tended to be not only little
opportunity for the children to 1live in theéir own lived
time, but also rema’rkaole enforcement of the objeciif‘ied

time. Eventually children might lose sight of the ‘trge mode

of themselves, as can be disclosed by the theme of 'loss of

-

.s,elf There wqre not chi 1dren but rather puppets who were
k . ’
4 m%ﬁﬁlatw ﬂ'?iexternal rﬂuie \ '

4 During the béginrning stage’of the1r schooling, however
,-ohildren“.wer‘e questioning their places in this new culture.
They were makihg their own forts to find 1t’he1'r present
place and confir-m themsel.ves.ft_)y._._asking » questions.or by

- .
W v *showing confusion and/fru‘s‘tration. In a sense, they were-

attempting ,to actualize themselves through revealing th_eir

“ -

14

own cqnflicts. As these expemenceSt ‘aocumulated howevef‘
¥ ¥ o‘
»
. the children dld not even quest1on the1r real place. as Sam

«‘5. 9 -a“, LE W

said around Chmstmas, Yob can just go out whdﬁ ﬁqtea@hgr
e says it's recess t1me . : Nk ‘, o, %

)

Sam seemed to have learned the pre determlpe na r’e of ¥

i 2 )
the t1me4Y schedule ip school. There was no need for h1m to
) . * .
‘ question when he was going to have recess, because ‘he

..t

learned that it -was not within his reach. The only choice

S

et ————— . L N B



*

e 169

effered to him was just to have recess whenever the ieacger
allowed him to do so. That is, he seemed to QRave ‘fearned
that there was pq epace for him to decide when and what he
was going to do. Eventually, he became a regular member of

the school community by giving ub himself and by accepting

the given reality of that community without ‘questioning ‘ﬁtﬁ

and by adJust1ng to it in a ’proper way.’

Greene (1973) spoke of the teacher’'s -reality of
/

& .
approaching a new cgmmunity as a stranger. She claimed that .

"if 'the teacher agrees to submerge himself-into the . system,

if he .consents to being defined byrothers’ view of what he

-is supposed to be, he gives™ up his freedom 'to see, to

understand, and t& signify for'himself’" (p.~270). If we

relate Greene's (1973) claim'to children’s .@ngrience, Sam

" gave up his freedom to see for himself by submerging himself

into the school system, as he decided not to question the

pre-determined nature of the time schedule any more.

>

" for children, however, it might be that there we(e no

other chbices provided for them except4 giv?ng upftheir
' A

‘freedom and to consent to being defined by the sch

. . IS
system. In other words, they did not give up their freedom

by themselQe§T but rather they;were f rcedvye give it ,up.
Hence, in a sense, for childgeh‘t eeome an.epproprfete
member of fhe school community imp\ies/tﬁet theyw must: lose
tbemselves' and conform to the already%giggp-form of life in

that community. So it ‘is gossible that. ueventua]ly, they

) m1ght never be themselves because of thq§§ont1nuous and

-

28

[
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negative conformity to external forces.” When the&y begin
their schooling, . do young children step onto the road to

‘selflalienation; a path which tends to be regarded by many

peoplk as/one/of the most prevailing and tragical diseases

of modern man.| Morgenson (1976) observed that, v

Man is ated from reality and estranged from .
himself, partly because he has allowed his identity

to be_deeply submerged - in the anonymous faceless
mob, Man is a strangé?lin the woeld, the_terrain is
enly unfamiliar and more jmportan he' has’

a stranger to himself. After higg@tief walk

4 eternity! he may look back and say sorrowly,
ut, none of that was me" (p. 188}.

*“AsfMovgénson described, the children might confess after
'Y : .
» their Tong journey in schooling that "None of that was me.”

The ' loss of self’ or ’self-estrangq@ent' also seems to .
.3

-,

be connected to another:aspect of children’'s lives:. being
required to %ccept the teacher’'s standard to become ’good’

students. = In both schools, quietness’ was remarkably
\—\J

emphasized by tire  teacher.' .Most of the teacher’ s.
disciplihary dctions in the classroom happened when the
,'requirgd degree of qeietnes§ was not met. Usually when the -

teacher explained some work or directed. a wholé group

\

1essonasuch as reading story, working on calendar, or

teaching games, some children became inattentive and began
¢

to talk to each other. Or sometimes they got involvel in'
A\ﬁ» talking about ' personal experiences related to the subject
which the teacher was dealing with at the moment. Whatever
the situation, the children who made an unacceptable amount

‘of noise were verbally criticized or directly punished by

the teacher by having to stand by the door, move to another -

-

~
*
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spot, or sit by the teacher. This latter'form of punishment

seems paradoxical bin' a sense as it suggests that to

*

physically be close to the teacher means containment rather
4

- than comfort.

Moreover, the teacher often’used the children’s st roig
desire for center t‘lL to make them quiet, since she often
warned "If you are not quiet, you won’'t be aBWe to have
" So there was no choice for children
excepﬁp to be quiet if they were to H!Ne afM opportunity to

’

' 4
can" be ,a leade*\ h g strong desire to be a tedBer wae also

. used by the teacﬂgr as an effeb\ﬂve mean . to control h1m A

- e
Jason also Knew what the teacher expected when helsa1£'t3

boy?who tried to talk to him, "Don't talk to me, she won’ t
2

call me." When the ~teacher took the ch1ldren tprough the

hall to the gym or music room, or when there was any‘!gec1al
events such as field trips or having visitors, the most
impor tant reqﬁést by the‘teecher was to maintain silencé:
SHe , often reminded the‘ehildreh of the importance of being
quiet by asking a question such as “"What do we need to “do?"
The ch1ldren would shou&.1n a chorus,,"We have to be quiet.
When I asked them why they d to be qu1et they saldt "1
dﬂn t know" (Jason) or "Teacher said ‘that”, (Sam) /
Hence, to be quiet was COKE1dered a learn1ng task for

4

the Achlldren. And if they echleveﬂ the task. they‘were

labelled 'good’ students. There was little opportunwty for
—

children to discover the real purpose and méehjné of
1 .

. . : . . ¢ .
realife their needs. As Bicky said, "If you are quiet, you
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"quietness’ in group life or to find the true place of being
'good’ in their daily lives. The standard of being * good'
was 1mpo‘Ld by others and the ch11dren could not reject the

teacher’% view of ’'being good’ without being- blamed or

pun1$hed < Laing’s (1969) .4 0 Men of being ‘good’ is
close]y ﬁelated to the chi T , pfuation. He wrote:

Yng other than what

'Bewng. ‘good’ never
’ ,'... Being goad

& one i o never bging

is er, done out o any positive desire on
1"s . own part to the things that are
rs to be good, but is a negative
b a standard that is. the other's
nd  not one’'s own, and is prompted by the
at m1gH1 happen if one were to be oneself
in actua 1ty {(p. 98).

-According to his claim, the true potential of an individual

is destroyed in the qffort‘ to become 'good.Y And then a

' false self syst’em’.m “consists in becoming what the

4

other person-wapts or éipec%S‘bng’to becohe whiyé‘on]yjbéing
one’'s self in*'ﬁagihation or in gamés in frdnt, of mirror"
(Laing, .1969, p 18), is-created.

Another .significant aspect related to tle imposed
§ilence yaS- that the quietness was often enforced by
comparing oné child to énothgr, thus enhancing a feeling of

compe®ition. The teachefs would often say, I am looking’for

&2 quiet‘band,” "I like the way Jane is sitting." OF "Mark is

ready, Kane is ﬁeady " Thus the children were urged ‘to model.

v
-

-
<

those children whom the teacher would Judge to be 'good.’ In

other words, they were pushed to be l1ke,someone glse. not

like iﬁemselves. "To get them to destre tq»bé‘;like _someone

else, children must learn ’to be diskaiisfied{PWith

~

- -,
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”themselvek" (Pinar, 1975, p. 363). Eventually they‘are led
to the denial of themselveés andibecome 'lq&t to others. In |
schools. they are just playing at being some ’tp1ngs other ., &
than'thems’ves. they do not exist as themselve} b\hthm

~

this real1" how can they pursue the actual1zat1on of theirj?'

true mode of being? ‘ , - CoAT

.

When the chijdren ask the question, “Where are we
..\‘ } ~ . .
going?" they are aﬁ‘pting to find the real! ptlace of

themselves and’ to¥onfirm it. when the children are at the

®
beginning stage of learning the externaﬁ criteria of being

good or making soMething good, fhey might b still wandering
around their own mpdes of liviv‘But later they would not .
even * question . about if any more and fall into the | .

forgetfulness of thevr own modes
t

-

E. Can You Hold My Hand? 0N | | - "'

»
We, as human beings, cannot “live alone but live

together Aand(&thus we gravitate to others. We relate to
others and seem to require “eignifipance, that is &place mA
anqthe“r pev‘rson’s wor 1d” (Leing, 1971, p. 136). Schachte
(1959) maintains that this  need :ight be 2 particularly
spower ful one in our lives. He noted tha‘t, L

People, -in.and of themse>ves represent goals for
one another. that is, peob“le do have needs which can
be ' satisfied only ®with interpersonal rel
Approval support, friendship, prestige, and the
1ike have been offered as examples of such negeds.
There is no doubt that such needs are particularly
pOWerful ones and that associated with other pe
is a necessity for us (p. 8).

-

«
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Children’'s needg\“ :'affiliétion tend to be
particularly strong and ’thus' the consequences are. more
deleterious 1f they go unmet (Sull1van M353). They need to

llaboraf@ w1th others and to be involved in a way that
fp:erm1ts va11dat10h of aJl components of personal growth”
(Sull1van in Pinar, 1975, p. 369). Children need to develop

‘a pos1t1ve self-image. The naturepof their affiliation with

others 1nf1uences the formatwon oi,v%h14d;g9 S 1nages shs

Musetto "11982) commented, "for a person to be lﬁportant'to

himself or h&rself it is necessary to be found‘importént to

'neone else” (p. 61).

In®*what ways are chlldren s strong affiliative needs

“”/
actualized in the school? As- soon as Jason started his

schooling, he actively approached a girl and attempted .to

establish. a personal relationship with her. He tried to sit

by~her and hold her hand when they were in line. There was'

.

also another boy who came to be a close friend with them.

The three of them §éemed to get along intimafeJyJ and they
liked to play together . ‘But, wher told to "get oy partner
\<and stard in the line" to go to gym, IliBFary, or to go
outside for recess, -Jason was put in a situation whereihe
‘had to be. isolated from his best frjénds"and thus became
very disdppéinted. Ip other words, by virtue bf the ritual

-~

of getting/“’one partner,’ Jason's affiliative need was
seriously frustréted: >

In the case of Ricky and Sam, they usually played by

themselves and tended to be isolatpd‘%rom other children, -

e——
L4
-

s

»
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although they eagerly wanted*to be accepted by their peers.
Each of them made h1s own attempt to pursue his need ' be
affiliated with oth%r children; Ricky often took a popular

(‘%;f” _}oy'in order to play with.some child?én\g/p Sam persisteﬁt[y

‘2:‘ 'follawed a boy whom he wanted to be with. In spite of thése

:’&“ . efforts, they.usually remained isolated Wom other ch1ldl.\ ?

5"; ‘iwngveatﬁejess. nobody seemed to notice or be concerned about, -

ﬁ{ '  their feeling of (isolation in the classroom, iﬁlhough  Sam’ J'

y 4 teacher commented to his mother that Sam had -a good

9{; relattonship with other children. .

:!E“I . At this point, we need to examine the hidden context‘of

:', :tbe ritual of getting a partner, liping-up, and the emphasis'

' j'i or quietness in the cléssroom in relation to children’s
 J exgerience of isolation. In both classrooms, whenever the

\;chi ren h?d to move into another place, thex weré directed
f‘:'v '_tqu e one or two lTines and to "zip" their uths, o; cover

:'%1 up with their hand. Thus _quietmess was ‘one of the
‘essential requirements when they had to move out of the
<lassroom. Usually the ¢ teacher stood in.{h(;CZF; frorit of
the lines and supervised them'to make sure that they did not
talk to‘ each other or get out of the. line. In this
. situation, each child had to ‘'walk in line’ andv fo " 1ook

straight ahead.’ The under lying attitude of making children

get 'one partner‘ and/or .line up seemed to restrict - their

» ~

interactions, particularly their verbal coqmumcahon and
Keep the children under a teacher’s supervision. Because of .

this efficient control, the children’'s active involvement
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with each other could hardly be realized in school.

’ Moreover, the remarkable emphas%s on quieiness was
powerful and prevented the children's verbal interaction
both in and out of th"classrooc:}s Tenter time and recess
were the most pr;obable times for them to talb\ each other.
But even at the centers, the accop(able level of noise was
usually controlled by the teaéﬁgr and the children were -
often warned to lower their voices. Most of the timé they:
were prohibited to talk to each other. Thus, "silence is -
demaflded, despite the fact that school children work in very’
close quarters" (S1ltberman, 1970, p. 130). In this demand ing \
situatio;, the children "must try to behave as if they were
in -solitgde. when in point of ‘fact they are not...They ?3§t
learn how to be alone in a crowd" ¥Jackson, 1968, p. 16). So
there was little consideration given to their need to be
affilfated with each other and so educationa) efforts were
made to encourage their inVolvement‘th eacp other. The
integéctions beftween the teacher and the child tended to be ‘
very formalized and impersdhal: it was very rare .to obsefve ' of
private a}wd personal conmupi?:ation between “them. - THus the
dominant culture inVQ}ved fostering ae dependéency
relationship with the teacher (Pinar, 1975). The chin?eniil "
basic ,neeg for affiliation tould not be realized with this .
exclusive dependence on the teacher.

As Sullivan (1953) insisted, the importance of
collaboration with others cannot be overlooked or denied asA~

I 4
it %s essential for the children’s growth. As was-observed,

\

L

(™
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the child's need for affiliation with others tended to be

' systematically disregarded and oppressed under the social
gpntrol system. in school.lif Jason had not .been forced to
get only -one partner,’ he would not have been isolated from
his group. If Ricky and Sam had been in.a classroom where
interaction among cbildren was encouraged,"it is ‘possible
that they would not have felt so isolated.

& Moreover, the Iegchers 6ften used methods of
maintaining silenée which. stimulated competition among
children for getting teacher's attention and praise, as each
téacher often said, "I,ing for a quiet hand,"” or "I
hlmke the way* Jane is sitt As the chfidren bécame quief

[} % L
they would look around at one another which séemed to 1mply

that they compared themselves w1th othefsm AT th{s “mement ,

other peerslbecome competitors for each child. Based on such
competitive relationships.‘éan the c¢hild develop a caring
attitude toward others or sense of mutual trust? Mtad (1970)
points out that "w?thout the experience of tfust. the child
will néver /Qgcome a trusting memger_of a society, who is
ableXto. love and care for others” (p. 85). We ®ay Qur
children trust and love one another, byt in reéality we Seaqp
them neither to trust nor to love others. Rathir than » trust
pand love, these 't*eachers‘ tended to stimulate mistrus¥ and
dﬂslike among the children. In such a school context, the
damage done: to children’s affiljatiye needs can be enormous.

There was also another dime ion of this damage for

culturally - minor{ty children. Atk the Halloween party, which

~t

-
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was not really connected to his cultural background, Sam
experienced a feeling of isolation from other ch1ldren He
came to school without a special costume because nerther he
nor his mother gave much\sign1f1cance to it. But when he
found that every ch1’g had on a spectal costume and that the
classroom atmosphere was unlike usual days, he refused to
join the classroom activi;ies. The teacher suggested he
borrow a costume from the hoLse center. The - teacher aide
tried to peréuade him to}put make-up on his face, but he
strongly refused and final]y{started to cry. For Sam, it:was
not just the matter of external appearance The concern . was ” .

=

related to‘h1s total existence in the classroom: he felt no&

' . -

really belong there. ‘

we need te) exami;e the cultural aspects of Korean
children 1living in a Canadian culture in order to better
understand Sam’'s sxtrience at the Halloween party. As'Sam’s
mother said, "I did not regard it as suoh an important
thing;" the meaning of the Halloween was nof p;rlsoi~her own—
culture. Sam also did not really ask his motherute prepare a
special costume for him. Sam’'s mother hgd~been living. in a
Canadian culture for eight years.and Sam was born and raised

he&e. @f course, they had seen and ° heard about Halloween

Nevertheless, there was not a stHan*;:t»

¢+

'Halloween and themselves. In a sense,

‘ r'.", B L . L
physically in Canada, but there was,nof'a true sense of ; by

."
v * ’r\
-

‘'belongingness’ or 'homeness.

5
2
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In what ways did the classroom cult také into’
account these cultural differences? As n bqfore:_ 4@’f
most of the classroom activities were re!‘ the theme

of the week. And the theme tended tp based on the

socio-cultiiral events of the dominant . thus® topic€s

such as Thanksgiving, Halloween, Christmas . were

taken-for-granted themes. The chilgren were reminded of
[
these speeific cultural events as part. of the calendar

activity, although some other themes such as safety,
hospital, fire station, or bears were introduced to the
children. Thus the-general classroom atmosphere seemed to be
dominated by specific 'cultural themes. .Of'course. thé§?

: . @ . -
. topics could be used to develop meaningful act1v?t1e§ for
- A

. children whose families were part of th*mfanadian culture.
But for thgse children who were from different cultures,

. ¢ . .
. these actjyities could be confusing and-lack meaningful

-

structures. Moreover, | never observed any activitieg |
. . '
related to the culturad, background of the children from

other ethnic groups. Hence, in a sense, there was a total

‘negation-of the roots of particular children.

The igéué‘ of living .in multicultural sociéty has
r?cehtlyfhégei}eé consederable attenfion in Canada. Aoki, et
ar;f't$§§j§fg:cﬁirifipg’:f¥he uné%rlyiﬁg rationale of

nmultichghéalism in Canada as follows; ;

Undler lying multiculturalism is a pluralistic notion
~ of equality. In pluralistic society, group$ have the
right to develop their own identities, life styles
and languages, as well as to preserve their own
cultural heritage, on a basis of equality with the
. British-French tradition: no one group had cultural
SRR A ﬁﬁ‘.&fw” , ‘
. .x;.,o‘) .

1]
[\Y
e
Z"% s



R

180

»

superiority, éSOb ethnic experience is recognjzed as
being equally.Canadian, and, therefore, a valumble
and integral part of the total Canadian experience
rgthggg}han recognifid as 2 "problem to overcome"
\F., £03J ). S

As they said, the spirit of multiculturalism suggests that

no one group can dominate other minor groups: there is no

- cultural superiority and each ethnic experience is respected

as an unique and valuable part of life. But, how is this

spirit ‘practiced in the actual classroom situation,

specifically in two Kindergarten classrooms in this study? i

Are all ethnic groups really treated as equals in terms of
cultural identity? Are the cultural_beliefs of all children
really respgcted?

Sam' s experience at the Halloween party can be regarded
as a dramatic revelation of the sense of being dominated by,
a majority culturé. Th{s domination had been intensified
through his daily experience of ’not-belongiﬁgness’ in his
classroom. It seems possible that 'cultural imperialism’
does.exist even in ghese small kindergarten classrooms.“’

1
«

F. She Is Nice

r = *

Although teaching tends to be regarded as‘ranq_ of the /

ordinary jobs, there seems to be an "attegding to value”

© {cottrell, 1982, p. 218). Jackson (1972) claims  that

education ° should be ,concerned with values; “"Teaching,
charapteristicallx*' isea moral 'enterprise. The teacher
whether he admits il or not, is out to make the woi id a

better place and its inhabitants better people’ (p. 3101

.
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-y We also dften hear our children say their teachers are
4 .nice. They .$eem to know that the place of the teacher in
educational setting is to help and gu1de them. Jason, hicky,‘
and Sam said that the teacher was n1ce But, what d1d they
mean by the word n1ce? Their idea of ’belng niE?’ did not
seem to coéé from a personal and private re]ationship with a
specific teacher . ~ Wheft Jason sald that his teacher was nice
because: she was ' just a teacher, he seemed to imply that
every teacher must be.a nice person. At this time, 'every
teachter’ means the generé] image of the teacher.nnot a
concrete and personal image of }he teacher ﬁ; his own world.
When Ricky said‘ that she was nice because sﬁe was dcgng a
nice job, he may have meant that she was niée’ because she
was béhaving as a teacher who was supposed ta behave. Sam
thought that what his teacher usually did for children was
teaching and this was a ;5ce thing to do. While Jason said
that He did not like his teacher, Ricky and Sam never said
they did\like their teachers. So it seems that Jason, RicKy..
and Sam did- not mean that they’ personally 1liked their
teacher when they said that thgir‘teacher was ‘nice. They
seemed to accept the general image of ‘the teacher as an
objectified and giyen,bég;Tzdge regardless of their actual
exdériences’with her. Then, how was each child's cpncrete
and personal experiénce wfth his teacher?

For dagen, the teacher was not a comfortable and warm

person~Lp‘approach as she had the power. to control every his

behavior fn\the'classroom. Ricky tended to perceive his
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teacher objec}1vely 1n~relag\on with her official role in‘
the <Tlassroom. He used to descr1be his teacher as a person
who"t'aught the children some games and gave some work. Mn
he changed his voice into a dignified tone when acting like
the teacher, his behavior reflected his view of a teacher.
H1s volce took on a tone of special authority. In the case
of Saﬁ he séFmed to feel detached about his teacher N

. In general, there was no personal and deep interaction

between the teachers in the two classrooms and these three

-~

boys. 1 never observed the teachers giving a hug to:the
children or having affective physical contact with them.
Rather when the teacﬁer attempted to pﬁysically get close to
a child, often it was to cdrrect a behavior. The ‘maﬁn. role
of the teacher was to set ub some activities and require the
children to f#nish them. The expected role of the child was
to.. complete the assigned works and foJlow the‘teacher’s

directions. The relationship between the teacher and the

child E;Bded to be dominated by the impersonalized contact
between two objectified sotial roles and functions. The
nature of impersonal ‘relationship between the teacher and

the child seems to be appropriate?y'described by Bullough,

et al. (1984).

’

We are all aware of the hollowness and impersonal
quality of the voices we encounter at the check
stand or over the phone when we call about our bank
balance. We expect a businesslike quality in these
voices. [t does not disturb ®s because we recognize
that ‘we have 1little if any personal connection to
this other voice. The exchange that takes place s
between roles, not between feeling and caring
~ persons. When we break off we receive a polite but
habitual:"thank/you" or have a nice day," and we go

Y
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Soout activities ag:'though the exchange had never
taken place (p. 52). °

Buber (1955) speaks of the nature of the relationship
between téacher and child as being dialogical.
" The teacher must be really ther?4 really facing the
child, not merely there in spirit... in order to  be
and to remain truly present to the child she must
‘have gathered the child’'s presence into her own.

Then there 1is reality between them, there is
mutuality (p. 49). - e

Howeyer, a dialogical relationship did ;ot exist between the
teacher and the child in either classﬁ;;Aﬁ ‘ln thé society
where objectified functions énd roles are emphasized, no
real presence of the teacher could-Se felt by the chilg.
Rather the relationship was reduced into the reified form.
In this mode of relationship, the language goes into mid-aif
and is not quite‘understood.'The teacher and child remain
aloof from each other and become mere spectators. When the.
teacher speaks authentically with the‘student. however, the
whole world is created anew each moment; the horizons of
botAv {eacher and student are uhder constant co-creation. In
Greene's (1971) terms, "setting a‘ questions  of
definition. then, - seiiing aside his thoughts about the
‘constitution of the true objects,’ the teacher can conceive
his personal perspective on his students to be part of his
insertion into the wonld-as-gn-individual")(p. 94). However,
the . children in these classooms were not allowed to

encounter the teacher in’the«dialogical mode and thus they

tended to have negative feeling about their teachers.

~
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As one of the decisive influences on this belief, a
general atmosphere of our society, ,particulariy parents’.
direction can be pointed.” As we have seen in the case of
three children, the parenis' main suggestion for their
children while  they weFe in school was that they follow .
their teacher's direction. Almost everyday, the parent asked
tpem to obey the tgacher’s words.AIn our sogiety, as Pinar
(1975} pointed out, Tmany parents péedispose their children
to respect and ike their teache;s, by stressing the
impor tance of educj‘ion or the wisdom of teachers" (p. 365):
THe \€hildren were predisposed in this way regardless of
their real perception or exper iences.

.For young children, this process of predisposition caﬁ
be a transference of dependency on their pakents to some -
form  of dependency on the tedchgr (Pinar, 1975). Wheh young
children move from home to the classroom, they do not have
their parents’ support -and protection in this new
environment. Fo; those children who are highly wvulnerable
and thus need to depend on the adult’'s guidance and help, it
is inevitable that they will seek anotheb adult on whom they
can -medf when they are deprived of the{r original source of
support. As they entered the schooling situation, the.
teacher may be thé only adult on Qhom they can deand for
emotional security qr protection. Thus, whén the p!fents
directed their children to follow their teacher, the

youngsters had no other choices. Within these cond\tions,

they were taught to think that the teacher was a nice
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person. - ‘ ‘ .

’

Now, we can see that the children said the teacher was

nice, not because she was good to them, but because she was

a teacher. And also they did not personally like their

teachers because of ®eir school experiences. But they

thought that the teacher was nice, rather they were forced

to think in that way. They were supposed to accept the

belief that the‘?éacher’was nice, but they could not really

feel it. In this situation, the word ‘nice,’ is merely an
‘empty verbaliém.' There is no lived meanin; in it. But they
repeat the word, and as Creber (1965) warned "the children
will be influenced by what-they-feel-they;ought-to-feel" (p.
79). Their words are separated erm their real feeling. This
implies that they speak of something which js not what they

neally mean. This situation raises an important question in

terms of the fundamental ground of communication. If we

assume thaT‘GGr expressed words are alienated fromp aur—real

meaning, how can we expect any genuine communicatien to
occUr? There can be only verbal ‘expression in which no
genuine encountering can exist. When the children are put in
such situations, the fundamental ground for human
communication is threatened. |

What would eventually -happen to our children who were
Kkeeping two contradictory ideas abdﬁt the sa:; person? They
said the teaczgr was nice, but they could not really feel

it. Their mind was spl;t into two opposing parjs and th§fr

real feelings would not be approved by their' parent. fFinally
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they would fall into the schizoid condition, ag described by
Laing (1969). T

...schizoid refers to an iﬁaividual the totality of

whose experience is split: in two main ways: in- the

first place, there 1is a rent in his relation with

his world and, in the second, there is a disruption,

of his relation with himself. Such a person is not

able to experience himself ' together with’ others

or 'at home in’ the world. But, on the contrary, he

experiences himself in despairing aloneness and

isolation: moreover, he does not experience himself

as a complete person but rather as ’split’ in

various ways, perhaps as a mind more or less
——tenuously linked to a body- (p. 17).
As taing noted., the children can be led to the despairing
loneliness and the feeling of desertion with their real
feelings repressed and denied. When they are not allowed to
open their mind§ to their real feelings because of imposed,
‘objectified, and isolated knowledge, children can become
strangers to themselves and.thus cannot experience féélihg -
at shome in the world. ~ .

As we reflected, the children’s word ’'nice,’ when

applied to their teachers, did not mean that they really
liked her. It was no more than verbal expression without any
lived meaning. They verbalized it Qply because they were
taught to believe it. There was a discrepancy between what
they were asked to feel and what they really felt. When this
distorted way of experiencibg the world is forced\;bn our

~

children, what can we hope from them in the future?
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VII. ‘Reflection: Toward an Education for Children 2\ ‘
As a mother who had a traumatic experience of sending
ny daUghter to a day care center and as a student who is
interested in early childhood education, |  have been [
pondering one destion in my ﬁind; what is it like for young
chilqren to go \to school? When children arrive at five yeafs

’ /// of age, most of them are expected to have some form of

P~ T T

‘schooling’ in contemporary society. This sense of Echooling
: - \
is based on adult aspirations and not on the child's own
intentions or expectations. Children have to leave their
' ’

}amjliar home enviroq7én1 and need to adjust ‘to a different

)
“culture, the classroom, where there are many restrictiozgf“
and regulations to follow (Jackson, 1968). ) |
Although there have been efforts to unqprstand how
children adjust to an 'unfamiliar classroom culture, the
?ocus _in these efforts has been given to the measurable and
externally observable behaviors. which tends to’ aim to’
identify general tendency or to develop generalizable,
"law-like propositions to explain children’'s behaviors. In
such gfforts to understand children’'s experiences of
schooling, the child's owh rich and live experiences tend
to be overlooked or over-simplified: What is it really like [
for young children to live in the school? What meaning do
they give to their e*periénce? The present stdy was
proposed to get close t? the children’s world of schooling

~as a whole. e

187
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In order to unfold fhe.deep meaning structure of the
children’'s schoo1ina. I ente‘red'~ into the concrete
1ife-worlds of three Korean Canadian children, Jason, Rickv,

and Sam who entere arten in September, 1985. During

*the period from A gcember, 1 articipated in
three children’s wor ld by talking wil ants, seeing
and feeling their real actions and feelings in  the
classroom, and having occasional conversations with them. In
order to understénd their experiences in a wider coniekt. 1
trieq to get assi;tance from other sources such as the
pictqrés they ‘drew, the teacher! s comments, photographs, and
so forth. In an effort to understand their»own meaning of
schooling, | tried to ' distance myself from my own and
prevailing, taken-for-granted beliefs and assumptions about
the children and the school life so as to become more open
and sensitive to the children's world. I also tried to
re-question mf'ﬁew understandings and to have some critical_'
distanciated moment. By putting' myself in the children’s
place and by reminding myself of the memory of my school
days, | endeavored tb get close to the worlé of their
exper}ences. !

In chapter four, 1 presented descriptive portrayals of
the experiences of Ricky, dason: and Sam ddring the first
four months of their schooling. These descriptions were read
and confirmed by the pareng of eéch childr as their own

- ’ oy . .
child’'s story. The three children in this study were young

and thus a dialogue did not seem to be the most meaningful



1

189

way to confirm my observation with them. However, | tnied to -
cross check my observations on each ch{ld's experience wit
photographs, drawings, and by talking with ~ them throughout'
the whole process. They had a variety of experiences related
~to things such as confusion.'frustratidn, and isolation in
living with many n& classmates: feeling of gqown-u:? the
teacher; the Elassroom activities; the time schedule; and so
forth. Becoming more fann\iar with the classroom, however,
they began to accept many aspécts of this new ulture which,
had been strange to them, taken-for-granted without much
confusion, frastration, and questioning. ,%hey seemed to
. become adjusted members of school communit

As 1 delved into the deep' meankngs of  their
life-worlds, 1 tried to let significant themes emerge from
their experiences as they related to the educational
concerns and ans of improving our educational practices.
The themes whicMhyl identif{ed were; | have long leg (feeling
of grown-up); I did nothing ('nothing’ as it relat?d to
“schoo! activities)f Where are we gging? (loss of self in the
iime éohedulé and evaluative criterial; Can you hold my
hand? (wanting to be affiiiated with and noticed by other
claésmates): and She is nice (The teacher is nice). I tried
to interpret and reflect ubon ‘those themes, focussing on
what these themes mean for, us as educators and on what

insights can be obtained to improve our educational

practice.
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In this final chapter, as a closing moment of this
study 4 will reflect on the children’'s |ived experiences of
schooling . in" a wider context. Especially, I will try to :
exaque the place of children in the contemporary
educat Yonal system on the basis of what | experienced in
this study. An attempt to Search for a proper place of
children in educational® Ejactlce will also be made.

Before moving 1nto this effort, let me begin with my'
self-reflection on the act of understanding. Through the
whole process of this stuay. even at this closing moment, 1
am. still striving to capture the childrén’s world with my
endless act of understanding. Since the act of understandlngu
is central in this study, If'nnght be useful to reflect on
the nature of the act of understanding, based on my direct

experiences in this study

A. Reflection on the Act of Understanding _\

In this study, |l endeavored to understand the meaning
of s;hooling for children themselves. What does it mean to
understand something? More concretely, what does it mean for
us to understand children’s meaning of schooling? In the
dominant positivist%c framework, the act ¢f understanding
tends to be conceived in a derivative sense wibh causal
relationships that are predictable and_ neralizable gpd
which lead to law-like prqpositions. Withip this conéept of
understanding, some.thing is urrtood wh the explanat'ion

‘
1

is in terms o? . general Therefore, once an
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understanding is attained throuoh thic process, it tends to
be regarded as the understanding of the phenomenon. o

As | eéntered into the chllren s worlds, however, the
act of understanding could hardly be formulated in that way.
The children’s whole world was unfolded in of me as a
vory ambiguous and complex whole. There were {nfinite
pathways leading into their world. Thus it did,- not seem "
proper to attempt to examine the child's wor}d with
separated lawflike propositions and'define it with general
laws . Rath;r 1 fell into an ongoing process to see their
wor 1d as a whole with fhé whole of myself\ rather than
focussvng on any one piece-'of‘“it. in th}s process of
understanding we:pnoject‘ourselves és a whole rather than
rely on the methodological precision or pre-planned
'frameworks.*In this sense, the process of understanding
cannot be regarded as an arbitrary invention but rather as
~"an expression or affirmation of ourselves not only as what
- we are but as what we hope to .be.

However, as I have reflected earlier, the children’'s
Qo}ld was cbuplgx and ambiguous. It did not emerge in an
immediately intelligible form, but rather, it disclosed
itself &5 ‘an infinite whole with many manifestations ind
possibilities. Thus, the understanding of this would call
for my act of interp;etation. As E began to make sense of
the children’s whole world with my horizon, | noted that
each moment in my interpretafion could not be understood in

an isolated or fixed form. As soon as | was makfng a sense

“\ﬂ ’

"3
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of the children's world, | was already getting into another
sphere of mesning and at the same time out of my
preunderstanding. This sphere of new meaning also
accelerated into another spheré of mguning. Thus, through,
this ongoinq—process of my interpretative acts, [ could
disclose a variety of possible meanings and deepen my
understanding of the children’s world. In this sense, everyf
form of understanding gannot be regarded a; the final one.
. Rather it should be counted as ’an’ understanding which is
always open to another new understanding. Thus the act of
understahdind has always temporality and never-endingness.
when I am closing this study with ‘an’ understanding of
children’s lived world in going to school. this
understanding is inevitably open to another new
understanding. However, we should.not dismiss the importance

4

of an’ understanding- because of its temporality and
incompleteness. Without 'an’ understanding, we fannot  go
further #nto another layer of understanding in our endless
efforts to deepen our understanding of the child's world. In
this sense, the value of such ‘an’ understanding lies in its
disclosing power by making us sensi?ive and open to the
children’s world as a whole. Thus, we should not expect that
there can and should be any final understanding of the
children’'s world. But rather we need to regard our
understanding Qi_the children’'s world as an ongéing task in-

which we always need to re-ask and re-reflect on in our

pedagogical lives with children. '
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B. Reflection on the Place of Children in Educatjon

What is the fundsmental im of our educational effor
When we are setting up educationg}//objectivos. doveloq\ngl
curriculum, and actually tetching..in the educational
setting, what makes all these efforts possible and valudble?

*

Meny o\ us might .gree that all these efforu( come into
being wft% .r hope of enhancing children's lives and
happiness. Without. this hope, it would be 1mpo§sibl§ for us
}o put ‘forth such efforts and to find a q1stinﬁrishabl;
meaning from them. Thus we make an effort so our children
will realize the full potential of their beléa in this

wor id. ‘\Ihen if these efforts can be truly valuable, what

should be the place‘of the 6F<1dren in it? In 'contempprary
educational practice, what place is given to them?‘/// '

As 1 have reflected earlier, childreé’g//fﬁ;;: in the
classroom tended to be dominated by extérnal girvens and
objectively pre-determined requirements. The materials and
content of their activities and the evaluatiye criteria were
- pre-determined and standardized By the teacher, and  the
children were requiFed to accept this. Littlqupportunity
for human relationships with persoaal involvément between
the teacher 'and. the child, as well as among children
themselves, was allowed. In this practice, children's .1inner
feelings and perceptions tended to be ignored and distorted
under external}y imposed values and standards.

Within these classroom cultures, the children’'s needs

‘and voices tended to be overlooked and negated. They were
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regarded mereiy as passive receptacles who needed to be
-filJed with .QPjectively given Knowledge. There was littlel
spaée for children Lo speak their true voices and express
Jlﬁgﬁr own .needs. Moreover, theré Qas another dimension of
external imposition from the dominant cultural pattern for
cultural ly minority chi\ldr‘ﬁ includirzag Korean ch‘ildren, as .
"exemplified by Sém’s experiences at Halloween. For them,
even the excitement of waiting‘and enjoying their culturaj
celébratiohsa which other majority children had, could not
be part of their lives. Rgther} they had to experience
‘meaninglessnéss and isolation. - -

Here, what we need to question is tHe prevailing
expectations or general attitudes toward children. In the
prevailing educational practice, the children tended to_be
taught those things which were p;e-determined. st uctured,
énd planned by' the teacher. The children weTEFTéZuired to
follow a variéty of rules ‘and regulations which tended to bé
separated from their own mean‘ngs and.interests. Une/6ftthe
main tasks of the feacher wasJto supervise and negulate the
children’s behaviors. The rules were based on "the
taken-for-granted belief that the childrén’§ free actions

E werez not acceptable and WOuld nbt match the standardized
criteria. What makes these educational practiceé possible?
fWhatﬂview of children underlie these practices?J

One possible preoccupafion” underlying ‘this practice

could be the passive or negative view of children such that

they do not know anything about the world and thus need to

r e
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be trained and regulated by adults who are bel}éved to gé‘
more knowledgable, phi]ésophical. and moral. But, are tgége
-assumptions true? Are children naturally immoral and thﬁ; do

they need to be controlled by external force? We, asAgéults.

seem to feel that we need to be controlled by féxternal

forces such as laws and rules. Without these, wg}gight feel
insecure and threatened. But do children géal]y feel

uncomfortable and insécure if they don’t have;guch rules and

regulations. Is it possible that wé are ‘teaching them \the

necessity of external control in our livés by leading them
into the world of rules and regulations? O0Otherwise, they
wdulq not yet know about the world f external control. As
can bé exemplified by King's (1983),ST:3§\on the children7s<
conceptions about work and play, Children do not understand
the dichotomization between work and play or honest and
dishonest, before‘they learn thét from adults.

At this moment, I am reminded of a very cold da; when
my three-year-old daughter surprised me .with her genuine
- concerns of me. When | came back from university, my
daughter said, "Mommy\_is it too cold outside? | will make
you warm." She ran over me ) and took off my mittens and
started to rub my.cold cheek and hands with her warg, small
hands. Can we say the‘éhildren are egocentric, immoral, and
thoughtless? If we think they .gre egocentric and
‘thoughtless, fhaybe we are egocentric "(Black, 1980). As
Mgfthews (1980) shows us in his book about the young

children’s philosophical comments and questions in the daily

.
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life situations, the endless curiosity and explorative
questions of the childr;n often make us astonished and
bewi idered.

'However, within the prevailing educationa! practice, on
which I have reflected, many educators do not seem to
believe‘ that children can manage their own Aives. They
believe that,adulté or teachers have to lead and teach them
everything. We would nof deny the significance of our cares,
worries, and concerns. we the‘for childrgn. They do” need
help and love from>add1i§.ABut the point [ want to make is
- we need to ™ flect on the Qay we interact with tﬁem. In the
prevailing educationé] practice, many rules and routines
tend to be given to children in a one-sided manner without
much consideration of their interests, capabilities, and
potentialities. | ‘

When the children are dgpf,ived th freedom to speak
their own voice and to pursue vt§§§r own interests, their
lived meaning is not integrated into their school life. When
they are conceived as no more than raw materials who are
ready to be -processed into standardized products, whaf
meanings wou]d thex\jind in themselves, o}hers, and the
world? It 1is in this context that the voice of the Buddha
comes to us in a significant way when .he said, "Make of
yourself a light. Rely on yourself. Do nog’ﬂepend on anyone
else" (translated by Jongik Lee, 1977, p. 18).

Buddha believed that the center of our lifebshould be
ourselves and that without the self-affirmation and

/ k4

4
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seﬂ%-trust, nothing truly meaningful is possible. Without
making ourselves a light to énlighten our life, wé€ cannot
really become ourselves in a genuinely meaningful sense.
When children are required to depend on others, they are not
given the opportunity to see their authentic inner light and
it is hardly possible for them to pursue life in a truly
meaningful way. | b4 ;

Self-love 1is a prerequisite for  love of others. We
- cé%not really think of loving another person wuntil we can
love ourselves (Cooper, 1971; Fromm, 1968; Pinar, 1975).
When we cannot give significance to ourselves, can life be
meaningful and significant? If we believe that educabdoh
exists for the best benefit of our children, then their
needs and concerns should have a priority in the educationai
world. When educational efforts are based on children’'s own
self-direction and inner callings, their lives become richeé

and more meaningful. Krisnamurti (1974) says:

If you are not really free, you can never blossom,
yo? can never be good, there can be no beauty (p.
26) . :

ansidering’ the significance of the self-centered
dimension in self actualization, true learning cannot take
place if all of the knowledge and requirements are imposed
by others. If Jlearning or Knowledge is obtained without
lived meaning, it is a piece of information; it is not
knowledge which is alive and has meaning in our lives.
Dearden (1875) says that, |

Without self-knowledge much in our choices vand
especially in our relations to others, is not
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determined by us in any relevant sense at all. Large
areas of strifg between people consist of chain
reactions with unintended and unwanted outcomes
where no one really determined anything at all,
because all were absorbed in immediate reaction and
737e73?érried along by passively produced emotions
Dennison. (1969) also pointed out that "one of the really
damaging myth of education” is that "learning is the result.
of teaching" (p.  73). His claim can’'be understood to mean
that learping is not somethpng'that should and can be given
by external imposition; rdtﬁgr it is something that can pe'
gained throygh. the learner’s sélf-directed participation in
learning aIt;vities. Freire (1970) claimed that ."freedom is
’ acquired by conquest, ﬁot by the gift" (p. 31). T

At this moment, we need to reflect on the freedom pf
the teacher in order to allow us to widen our understandiﬁé )
of the children’s places within the whole context of
contemporary educational practice. We often hear teachers’
experience that there is a different reality out there in
the real classroom and that they need to adjust themselves
’A//yé that®reality. This statement may be a reflection of their
fegling of estrangement between their ideal or belief and
practice. Thgre may be a need for teachers to reconcile
their learned or speculated \}deas with their specific
classroom situations. It seems that, in a more fundamental
sense, teachers’ autonomy and freedom tend to be lost within

the huge and impersonalized institution of schooling.

In this situation, the place of the teacher can be

likened to Pinar's (1984) metaphor of the "postmén“,as an
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individual “delivering . the mail, other person’s
coy respondence” (p 2). What teachers are doing "i the

classroom is not necessar11y their own creation: they may
merely be delivering it. teachers may also p]ay designatgd
roles, like puppets, in a school system which is "too large,
too standardized, necessarily too regimented” (Pinar. -1984.
p.1). Pinar claims that "such routinizition“brjngs loss of

individyality, and without being an ,ihdividual himself hé

cannot treat his students individually" (p. 3). If teachers

cannot keep their oWn'autonomous indﬂviduality. how can we
expect them to cultivate the autonomy of the children? Then,
who has the autonomy in our educational efforts? In the

contemporary educational practice, not only children but
e

also teachers do not seem to have their own place in their

educatioal activities. L - Lo

v . ) ‘ .*
C. Toward an Education for Children | T ;;.

Listen to the sounds a child makes .7
the spoken pleas, the silent messages,

It is the child we teach,

Not the content, the morals. the skills.

Listen for the child who. needs to be seen.
He needs to be Known as unique,

Not just another one of the group.

The message may come

As a flurry of temper,

A shouted word,

A carefully spoken quest1on

Or a soft intent look (Burgette, 1976).

o

:‘S')
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There is a tension between a mother aﬁq Her _young-
daughter. Early in the morning, when each of them is leaving
for workplace and school, the child insists oé tying her
shoes laces by herself. But, the mother thinks she does not
hive the time to wait until her daughter can finish the task
by herself. The mother also does not feel comfortable just
stgnding'and wathing her daughter’s clumsy and Unskjllful
hands tying the shoes lq.es. At this moment, the,mo?hér can
decide to wait for her child to tie her shoes by herself,
although it takes more time and does not look nice, or she
can interrupt the chil&’s trial and ‘do it for hersek§
quickly and neatly. |
One simple and ordinary life situation like above seems
tp)‘]ead us into a fundamental issue in educating our.
chfldren at home as well as at school. We often do not trust
our children’s inner powers to learn the necessary skjllf,
knowledge, values by themselves. Instead we tend to teach
them based on our adult %ramework and standards. When the
childref do not meet the externally given standards, they
are regarded as failure. We believe that something is wrong
with the children and we attempt to direct them into our
frame of reference or send them to experts who are said to
have the appropriate theoretical knowledge and professional
skill to deal with the problem. We do not seem to be

. e
tolerant of the way our children learnh through their own

fqgiz\power and process of growth.
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As parents, we 'often try to teach our children to
become ?nqependent by putting them in a separate room before
they realize on their own why they need to sleep and do
things by themselves. Separation tends to be \imposed on
children before they can understand the meaning and place of
independence for their life. We ofteA direct - children to
clean thiggs up before tHey appreciate the real value of
cleanliness or orderliness. We do not seem (to  really wait
until the children can learn by themselves the true meaning -
of regularity or orderliness in our life, ‘as we might__be
easify tempted to tie the little girl’s shoes laces with OUr*
skillful and hasty hands. We often set up a certain time
when the children are required to go to bed at night or to
take a nap without much consideration of their state of
physical tiredness or psychological needs at the moment.

At school, - as we have séen in the children’s classroom
lives, many aspecf§ of their lives were dominated by
external forces and criteria. For example, they were not
allowed to adjust the time schedule to match their own needs
and had very little decision makling powef. The teacher
directed the )chi]dren’s activities according , to an
impersonally and totally regularized time schedule. The
schedule was one-sided in that the teaihers allowed little
oppor tunity for the children to learn about the true meaning
of time through their real experience in and with the time.
For the teachers, there seemed to be no room to tolerate.x

. (4
wait, and encourage the children to understand the meaning
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Y _
of time and té attempf to manage time by themselvééi The
children also tehded to be directed into a uniformized way
of performjng their school activities yhtch required the
standardized use of materials and specific procedures. Thus
the children tended to evaluate their work in terms of the
standards obje@tified by the“teacher and which were apart
from their own interests and values. For exénple, they had
to color a bear brown and Santa Clausf’ hat red. In these
situations, children’'s clumsy and preconventional way of
' accOmplishiBgAﬂhoir work could .neither be .respecteé nor
significant. B;th teachexs tended to control the children by
putti;g them in straight lines when they were outside of the
classroom, because they Werg worried about the chaot%c and
disordered movements of children.

However, what we should not oyerlook here is the
educational value and significance of the little girl’'s
clumsy efforts and struggling process to learn how to tie
the shoesvlaces and of the children’'s intentions to ménage
their own time and work. Contemporary educational practice
tends to ignore that the children need: to go through an_
unrefined and awkward process before they become more mature
and skillful. Before they walk. children have to experience
crawling and standing. Without having such e*perience, they
would hardly be able fo walk. Moreover, we cannot forc¢e them
to walk when they are just learning to crawl. If we do, thex

will fall down. Likewise children need to go through

expToratory and awkward experiences in order to_become

7
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grown-up‘ and stand on the! own in the world. It ig the

experience of blunder and mi%takes what makes growiﬁg-up
possible "~ in a meaningful 'Whnse. It-is in this sense that

e lime, but lbse it" comes to us

Rousseau’ s words, "don't sav
. ’ f Ly )

. in a meahingful way. )
'y Of course, it ; iate or even wrong.ito
deﬁi the impoitance'of our re;b;%Sibility for our children .
in terms of  edusational practice. ~ Because of the
significance of our children’s needs and voices, our
responsibility for leading and guiding them toward ;
meaningful and valuable 1life cannot be trivialized and
disregarded. In a fundaﬁéntal sense, we, as aaults, have
richer and wider experiences in the world, and, the:efore.’
we need to open our children’s mind into what éould'be more
meaningful and valJ%ble way of 1living, based on our bwn
experiences. The classroom teachers must .have their own
beliefs based on their experiences to guide the children.
The educational situation should be different from the
situation of playground where there is Jless directly
intended guidance and teaching. When small children go. into
deep water because they want to, we cannot just sit and
watch whatever they are doing. Moreover; ;ghe childcgen
themselves recognize the value of the aahlt‘s rich
experiences and also come to us and ask help and advice.
However, the question is; what is our plaée in helping
children realize their higher potential of being in the

wor 1d? How can we really help our children as educators? Van
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Manen (1984) says: . N\ ,
There is a dimension to pedagogic cbmpet¥nce which
transcends the techne of teaching. This is what |
would call "pedagogic tact,” or "tactfulness.” Tact
is the sensitivity'or sensitiveness to a situation
that.enables me to do pedagogically the right thing
o

"for a child. The idea tact reintroquces the
Brisiotle termed practical wisdom . Tact is at work
when we' see 2 motger. father, teacher, or other
- persons, say or do just the right thing with respect
to a youngster (p. 2). ,
Every pedagogical moment. in its primordial sense, can be
seen as unique and situational, depending on the child, the
histporical moment, and a variety of other‘conditions. éo our
act of educating cannog be the technical applicatidn of the
general principles.' theory. or our own beliefs about the
education. We need to be sensitive and thoughtful to each
unique situation in order to do more appropriate things for
children. At this moment, “the first pedagogic question
always ' is, or should be, what is the situation like for N};
child? How does the young person experience ithis situation?
Because no matter how self-righteous or wéif—meaning any ‘of
us could ever be as pedagogues, there is always the qustion
of what it is like for thé young person and how our actiogs
have meaning and consquences in the child's growing-up” (Van
‘Manen, 1984, p. 11). | 3 o
Through llving in those pedagogical moments with
thought ful and tactful sensitiveness to each unique
pedagogi&af moment, we also comg\to transform ourselves as

~ R
pedagogues. Van Manen (1884) terms this transformation as

"thoughtful learning."” He wrote:
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The distinctive feature of thoughtful learning s
- that it manifests itself in a certain depth of
perceptiveness or discernment, signifying a
transforming quality. Thoughtful learnin? does not
only change what 1 know but what hought ful
learning transforms my being by making me more
attentively aware of the meaning and signi?icance of
unique aspects of pedagogic.situations in which |
find myself as teacher, parent psychologist,
administrator, and so forth (p &) -

In locat1ng our act‘hns as educators within each child's
unique needs and meanings and then transforming ourselves,
we become more attentively aware of the proper place of our
educational responsibility. ' i
This fundamental place of our educational
responsibility was insight#ully envisaged by Lao Tzu with
the concept of “wu-wei, when He wrote:
.Thus, the wise man ,deals with things through
 wu-wei and teaches through no words.
The ten thousands things flourish  without
interruption. - :
They ?row up by themselves, and no one possesses
them. chapter-2)

~,,/?7§v hl?hest attainment is wu-wei and is purposeless

(i) chapter 38)
When wu-wei is done, no{hing is left wundone.
{tThapter 48) ) .
Wu-wei, "action of nonaction" (Roy:, 1985, p.73), or 'doing
everything without doing anything,’ which .is the central

paradox df Taoism, seems to allow us to see the true mode of
education. In ‘the way that we do no action by action, but we
are always there and alive in the children’'s minds, wherein
the true meaning of education exists. We do not say “"do
this" and " "do that," but we always watch their Ections and

listen to their voices with understanding, sympathy, and
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acceptance. We persistently wait with our wholeheasrted love
until they blossém by themselves. Then, they will come to
fully flour ish without being possessed by anyone. “This
Eeaching which is 8 non-teaching” (Steffney, 1981, p. 46)
seems to be a way we need to pursue.
' In our efforts to find a true pedagogical place in the
children’s lives, however, we may inescapably encountég- the
social reality of contemporary age, where education tends to

Mexist for the smooth maintenance of the exi’ing society,
and thus the individual child's needs and meaning tend to be
over looked and negated under the totslfzation function of
education. If a child failed to learn the proper behavioral
patterns at a certain life phase, s/he would be readily
labelled as hyperactive, disruptive. disordered, or learning
disabled. In order to survive in contemporary soéiety.
children need to meet certain normalized criteria. However,
these criteria, whatever they may be, should not overshadow
the needs of the individual. Betause of our present.
socio-histori¢dl situation, we need to ask, morg seriously
than any other times in human history: Do ch%]dren'exist fdr

education, -or does education exist for the children? What

are we really educating our children for?
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