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CHAPTER 1 

INTRODUCTION 

This is a study of the nature of the educational and cultural experiences of Korean 

American students in supplemental education programs in Georgia that are transplanted from 

their home country of South Korea to the United States. In this chapter, I provide an introduction 

to the dissertation by setting the stage for research problems in terms of Korean Americans as 

immigrants, Korean American student achievements, and the ways in which Korean Americans 

have established an institutionally complete community in Georgia using education as its 

foundation. I present a statement of the problem, research questions posed in the study, and the 

theoretical framework for the study. 

Korean Americans are one of the fastest growing ethnic groups in the United States. 

According to the U.S. Census (2000), there are over one million Korean Americans in the United 

States. Most have settled in major metropolitan areas such as Los Angeles, New York, New 

Jersey, Chicago, and most recently Atlanta. The dramatic increase of Korean Americans in 

southern states is particularly relevant for my study. Over the past decade, the Korean population 

in Georgia has increased by 88 percent, numbering at approximately 150,000, the second highest 

rate of increase in the United States (“Georgia: Home,” 2006).  

The settlement pattern of Korean immigrants can be explained through chain migration. 

By settling near large Korean communities in which relatives or acquaintances reside, they 

obtained not only economic information but also supportive social networks, imperative for their 
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transnational communities (Lim, personal communication, December 12, 2007). Thus, it is their 

transnational communities and the ethnic networks that have been formed in the Korean 

immigrant communities in Georgia and elsewhere which have enabled Korean Americans to 

become one of the most successful and prominent immigrant groups in the United States.  

Korean Americans have been one of the largest recent immigrants to participate in ethnic 

supplemental programs in the United States. The purpose of this ethnographic comparative case 

study was to explore the nature of the educational and cultural experiences of Korean American 

students in supplemental education programs, known as hagwons in South Korea, as well as the 

manner in which educational traditions are transplanted from their home country to the United 

States. In my study, I explored how the cultural attributes of Korean immigrants interact with 

institutional structures and how human capital, social capital, and educational capital are 

accumulated within supplemental education programs in the Korean immigrant community. 

These tangible ethnic social structures in which community forces are sustained and social 

capital is acquired have resulted in an increasingly apparent research interest in Korean 

American students. As a result of my study, I have gained significant insight into the ways in 

which these programs enable Korean American students to achieve extraordinary academic 

success while maintaining ties to their native culture and ethnic identity.  

 I also explored the connections between Korean American supplemental education 

programs for students and their experiences in Georgia’s public schools. My focus was on the 

growing Korean American community in Georgia, particularly one supplemental education 

program in Gwinnett County. However, the issues I explored need to be considered in the 

broader context of Korean Americans in other U.S. cities, (particularly in New York City and 
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Los Angeles, the largest Korean American centers) in order to place issues in Georgia in the 

proper national context. 

 In the sections to follow, I describe the research problem addressed in my study, the 

background to the problem, and my design and methodology. I also explain my roles as the 

researcher, the significance of the study, and offer an overview of the dissertation. Finally, I 

provide a definition of terms. 

The Research Problem 

 Korean immigrants are in the midst of organizing one of the largest networks of ethnic 

supplemental programs in Georgia. While similar networks exist in Los Angeles and New York 

City, this is a relatively recent phenomenon in Georgia. This ethnographic comparative case 

study explored the nature of the educational and cultural experiences of Korean students as well 

as Korean American students in supplemental education programs, often known as hagwons in 

South Korea. In this section, I summarize important background information about the research 

problem addressed in the study. In the discussion to follow, I articulate the specifics of the 

research problem in order to situate my research study. I also outline the purposes for conducting 

the study and the significance and rationale of the study. Finally, this section will list the research 

questions that this study answered, the limitations of the study, and the definitions of key terms. 

Statement of the Problem 

Relatively little is known about the specific nature and cultural function of the large 

number of supplemental education programs that Korean immigrants have organized in their 

communities. There has been some documentation of Korean supplemental education programs 

functioning in New York City and Los Angeles (Johnston, 2000; Ihlwan, 2000). However, most 

educational scholars and the public in general are unaware of the Korean supplemental education 
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programs because details are not widely publicized although they are operating in virtually every 

Korean American community in the United States. Much of the relevant literature is lacking 

complete contextual knowledge of the success of Korean American students’ success beyond 

parental involvement and a value of education. Many of these students spend countless hours in 

supplemental education programs, yet this phenomenon has not been very well documented 

(Zeng, 1999).  

While these programs, which are the foundation of educational success in South Korea, do 

not yet have an official niche in the South Korean public education system; they certainly are 

influential to the success of Korean American students. A study of such programs can yield 

important information for better understanding why Korean immigrants are organizing Korean 

supplemental education programs similar to the hagwons utilized in their home country, what is 

occurring within these programs, and how these supplemental programs influence their larger 

immigrant and mainstream communities. The extensive network of Korean supplemental 

education programs in the United States represents a fascinating source of inquiry for learning 

more about the educational experiences of Korean American students and how they relate their 

public school experiences to their experiences within these programs. 

Background to the Research Problem 

 Humans have spread across Earth’s surface for the past 7,000 years. This diffusion of 

human settlement has resulted from migration. However, the flow of migration always involves 

two-way connections. While people are known for immigrating to a location, it is often forgotten 

that they have also emigrated from a location. Many immigrant groups are torn between the ties 

they have to their country of origin and adapting to the culture of their host country. People 
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decide to migrate because of push factors and pull factors1, which often center on economic, 

cultural, educational, and environmental forces that influence decisions to migrate. Therefore, to 

migrate, people view their current place of residence so negatively that they feel pushed away 

and another place so attractive that they feel pulled toward it. 

Immigration to the United States 

 The United States has a special place in the study of international immigration. The 

world’s third largest country is inhabited overwhelmingly by direct descendants of immigrants. 

About 70 million people have migrated to the United States since 1820, including the 30 million 

currently alive (Rubenstein, 2005). Oscar Handlin, a prominent historian, once wrote, “I thought 

to write a history of the immigrants in America, then decided that the immigrants are America” 

(Hurh, 1998).  

 Recently, the immigrants coming to America’s shores have been more diverse than ever 

before, arriving from an extremely broad spectrum of countries and encompassing an 

unprecedented range of linguistic backgrounds, and increasingly of non-European origin 

(Immigrant Children, 1995). Unlike the earlier waves of immigration in the late 19th century and 

the beginning of the 20th century, that saw an era of mass migration, largely from Europe, post-

1965 immigrants have come primarily from Asia and Latin America. 

Immigrants have always faced economic resistance, but recent immigrants also face more 

limited economic opportunity than did earlier waves of immigrants. Today’s newcomers are 

arriving as tighter constraints on government budgets appear to be causing growing numbers of 

Americans to question the costs of social welfare services, education, health, and other programs 

for immigrants, particularly illegal immigrants (Immigrant Children, 1995). Nonetheless, the 

national estimates of growth in the immigrant student population provide an especially 
                                                 
1 In this dissertation, terms shown in italics are defined on page 17. 
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compelling glimpse of the future face of America with the number of children of immigrants 

representing more than 22% of the school age population (Fix and Passel, 1994). The visibility 

and importance of this young population is heightened due to concentrations of immigrants 

settling in major metropolitan areas where the impact of these immigrants is increasingly 

becoming apparent.                                          

 While immigrants and their children are forced to deal with the acceptance by American 

citizens and policy-makers, there are several issues they also face amongst themselves. 

Immigrant groups tend to face a period of American adaptation regardless of their “modes of 

incorporation” (Portes and Rumbault, 1990). Many immigrant groups are torn between the ties 

they have to their country of origin and adapting to the culture of their host country. As a result, 

in the late 20th century, many new immigrant settlement spaces in the United States, as well as in 

other countries, have developed into transnational communities. Bryceson and Vuorela (2002, 

p.11) suggest the term frontiering, which denotes the ways and means that transnational family 

members use to create familial space and network ties in terrain where community connections 

may be relatively sparse. 

Universal Issues of Immigrant Children in the United States 

 Within the larger story of immigrants are issues related to children who, lacking voting 

powers and the ability to choose where they live, have been overlooked. Immigration has 

brought significant changes in the student population of the United States. One-fifth of all 

children in this country are immigrants who constitute the fastest growing segment of the child 

population in the United States, more than tripling the number of immigrant children since 1970 

(Rumbaut, 1996). In school districts across the country, the very face of schooling is changing as 

the arrival of foreign-born and second-generation immigrant children challenges educators and 
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policymakers to adapt to a changing population, one that is highly diverse culturally, racially, 

and linguistically. The prevailing notion is that immigrant children, regardless of their country of 

origin, do not adjust well to school and perform poorly academically, draining resources from an 

already overburdened educational system (Immigrant Children, 1995, p.78).  However, 

assumptions that treat immigrant children as a homogeneous group are far from accurate. In 

contrast to negative homogeneous assumptions, there is one ethnic group, Asian Americans, who 

have collectively managed to overcome that stereotype. 

Asian American Achievement 

 Bicultural or multicultural adaptations on the part of immigrants, compared to 

monocultural adaptations, may help to maximize community resources, mediate against poverty, 

and ease the transition from one country to another. For example, with an “Asian” culture in 

mind, scholars have posited that high Asian American achievement may stem from a Confucian 

ethic and a family orientation, characteristic of East Asian culture (Barringer, Gardner, & Levin, 

1993, p.134). In other words, Asians are thought to have a desire for education because East 

Asian societies made education a prerequisite, at least ideally, for high status positions coupled 

with obedience to elders and respect for status and strong family support or stability ((Barringer, 

Gardner, and Levin, 1993, pp.144, 164).  

 A related argument, one that is not uniquely Asian, is that immigrants, more generally, 

have higher expectations for their offspring to do well in school. Immigrant parents may 

immigrate for the express purpose of enhancing their children’s educational opportunities. An 

increasing pull factor is the educational opportunities available in the United States. Children of 

immigrants who are immersed in their first-generation ethnic enclaves and social networks while 

maintaining their parents’ values of education and ethnic affiliation are experiencing academic 
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success and social mobility. Gibson (1988) describes this process as a strategy of 

accommodation or selective assimilation; a process that led the children of a Punjabi community 

to learn the skills necessary to be competitive in American society but that rejected assimilation 

into the cultures of the lower-socioeconomic status (SES) white community in which they 

resided (Lew, 2004, p.306). Similarly, studies on Southeast Asian refugee students indicate that 

their academic success was primarily attributed to students’ close ties to their first-generation 

parental ethnic networks and to their ability to resist downward assimilation (Lew, 2004). 

Despite Asian students’ close proximity to poverty-stricken environments and low SES, these 

studies argue that students achieved academic success as a result of strong ethnic networks and 

accumulation of social capital (Zhou and Bankston, 1998).  

 The Immigration Act of 1965 made it possible for a new migration of foreigners after 

decades of severely restricted immigration into the United States. The result was serious political 

divisions over how the schools should accommodate the children of this new wave of 

immigrants. In the period after 1965, second-generation immigrants residing in isolated minority 

communities without the protection of their parental immigrant networks were more likely to 

adopt an oppositional cultural frame of reference from their peers in school and communities 

(Lew, 2004). Particularly, in the West Indian immigrant community in the United States, the 

adaptation to American society is strongly influenced by contradictory pressures generated by 

the conflicting demands of holding both a racial identity and an ethnic identity. Jamaicans, the 

largest segment of the West Indian population, are still in many ways, an invisible minority often 

seen by others as part of the broader black population. Because the most highly motivated and 

achievement-oriented Jamaicans are the ones who immigrate and  the contrasting views of race 
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and the negative stereotypes associated with the black race in America, Jamaicans often struggle 

to find their niche in the United States (Vickerman, 1999).  

 However, ever since immigration reforms in 1965 led to a great influx of Asian peoples, 

this ethnic group has enjoyed a reputation as a so-called model minority. A frequent topic of 

scholarly interest and discussion in the field of education has been the extraordinary educational 

attainment of the Asian population in the United States. Articles with titles such as “The 

Triumph of Asian-Americans,” “Why Asian Students Excel,” and “The New Whiz Kids” have 

appeared in the popular press regarding the phenomenal educational achievements of the Asian 

population in general or the extraordinary educational achievements of a member of a particular 

group (Wong, 1990). There have been numerous reasons established to explain this 

phenomenon. Historically, the discourse regarding the reasons behind the academic excellence of 

many Asian American students has consistently involved the value placed on education in East 

Asian countries such as China and Japan. The United States has looked to Japan and China as 

examples of academic success for years, but South Korea has often been overlooked. However, 

the fact that immigrants from South Korea have become one of the most institutionally complete 

and visible immigrant ethnic groups in the United States is certainly grounds for academic 

research.  

Korean Immigrants in the United States 

As previously mentioned, one of the most important motivations for Korean immigrants 

to come to the United States was to seek better educational opportunities for their children. This 

passion for education originally comes from the Confucian emphasis on learning as the best way 

to attain the wisdom and virtue needed by the ruling class in China. The Chinese examination 

system, which was adopted  in Korea in A.D. 788, provided men of intellectual ability with the 
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most obvious route to political and financial success until the end of the Yi dynasty in 1905 

(Hurh, 1998). 

This historical legacy of attaining social mobility through education is deeply rooted in 

the Korean consciousness. Whether in Korea or in the United States, Korean parents’ primary 

concern is to provide their children with the best education possible. As Min (1995, p.224) notes, 

“Most Korean immigrants with school-age children seem to decide where to live largely based 

on the academic quality of public schools in the neighborhood.” Koreans’ desire to buy houses in 

affluent suburban areas with good public schools is reflected in the 1990 census; Koreans, along 

with Indian Americans, show the highest rate of suburban residence among all ethnic groups 

(Hurh, 1998). 

What is more intriguing is that many Korean parents send their children to private institutions 

after school to prepare for admission to prestigious colleges and universities. This practice of 

taking after-school lessons is a carryover from Korea, where college entrance examinations are 

extremely competitive. In Korea, and in the Korean community in the United States, the personal 

and societal drive to get ahead has parents working incessantly to pay large sums of money to 

send their children to supplemental education programs, known as hagwons. Hagwons are cram 

schools in Korea and supplemental education programs in the United States in which students 

receive additional lessons to supplement their regular classes and prepare for rigorous national 

entrance examinations. 

Korean Americans: An Institutionally Complete Community in Georgia 

Korean Americans are one of the fastest growing ethnic groups in the United States. 

Although they share many similar cultural characteristics with other Asian Americans, the 

Korean Americans are unique in terms of their strong ethnic attachment, extensive participation 
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in Christian churches, heavy involvement in self-employed small businesses, wide geographic 

dispersion in settlement, and the emergence of the 1.5 generation phenomenon (Hurh, 1998). In 

the early 1960s, Raymond Breton (1964) coined the term “institutional completeness” to indicate 

the degree to which networks of social organizations dominate an immigrant/ethnic community. 

Using Breton’s definition, the Korean community, particularly in New York, can be said to be 

more institutionally complete than any other immigrant or ethnic community in the city and 

perhaps in any American city (Min, 2000).  

Korean immigrants in the United States maintain a high level of attachment to their own 

ethnic identity. Min (1991) stated that most Korean immigrants speak the Korean language, eat 

Korean food, and practice Korean customs most of the time. Many are affiliated with at least one 

organization and are involved in active informal ethnic networks (Min, 2000). Through networks 

such as churches, business organizations, alumni organizations, and supplemental education 

programs, most Korean Americans maintain and strengthen social interaction with other 

Koreans. While better economic opportunities were initially a huge pull factor for middle-class 

Koreans’ migration to the United States in the early 1900s; today, it is a better opportunity for 

children’s education that is the major motivation for their United States-bound migration (Min, 

2000).  

In Georgia, Gwinnett County is quickly developing into Atlanta’s next Koreatown. Since 

1990, the Korean population in Georgia has increased over 88%, the second largest increase in 

the Untied States (U.S. Census, 2000). As a result, Korean frontier networks in Duluth, Georgia 

include restaurants, travel agencies, Korean churches, and large supermarkets. Of five large 

Korean ethnic stores operating in the area, four have opened since November, 2004. At least half 

of the customers are Korean (Se-moon, 2005).  As a result, the Buford Highway Corridor in this 
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area has been nicknamed, “the greatest concentration of ethnic-owned businesses in the 

Southeast,” many of them Korean (Se-moon, 2005).  

As the Korean immigrant community in the Atlanta area expands and as local schools are 

impacted, Korean parents are forming frontier networks that include local businesses, 

community centers, supplemental education program, and activities in churches and other 

organizations. As a result, the Korean American community is establishing mechanisms for 

adaptation, survival, and educational success in the Atlanta area as their counterparts did in New 

York City and Los Angeles. 

Purpose of the Study 

The purpose of this ethnographic comparative case study was to explore the nature of the 

educational and cultural experiences of Korean American students in supplemental education 

programs that serve as educational and cultural institutions as well as local equivalents to 

hagwons and are transplanted from the home country of South Korea. Specifically, I examined 

the South Korean educational system, the role and function of a Korean supplemental education 

program in Georgia, and its relationship to Korean American students’ experiences in their 

public schooling. The comparative elements in this study include comparing places as described 

by Manzon (2007), comparing systems, as described by Bray & Kai (2007), and comparing 

cultures, as described by Mason (2007). 

Research Questions 

In order to find out more about Korean American supplemental education programs, I 

conducted research on the after-school and summer programs of one Korean franchise founded 

in Seoul, South Korea which has been transplanted throughout the United States. As I examined 

the influence and structure of these programs, my guiding questions for the study included: (1) 
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What are the general features and characteristics of the South Korean educational system? 

(2)What are the general features and characteristics of Korean hagwons and Korean American 

supplemental education programs? (3) What are the characteristics of the teachers, parents, and 

students of the educational community? (4) What roles do supplemental education programs 

have in the lives of Korean American students who are enrolled in them? (5) What aspects of 

Korean heritage influence participation in such programs? (6)What functions do ethnic 

supplemental education programs perform to contribute to the overall educational achievement 

of Korean American students? (7) What are the perspectives of Korean American students, 

parents, and teachers with regards to involvement in supplemental education programs?  

Rationale for the Study 

 It is safe to say that academic development is a result of numerous and complex 

influences. Among these, scholars recurrently find that a number of familial characteristics exert 

positive influence on students’ educational success across families. Greater parental educational 

experience, high parental expectations and aspirations, higher per-child parental financial 

resources, early monitoring and supervision of children’s activities, interactive activities like 

help with homework and reading to children, low family disruption stress, good health and 

nutrition, quality schooling, and structured after-school environments facilitate academic 

achievement (Bhattacharyya, 2005). While these factors play a role, it is clear that the ability to 

succeed academically is heavily dependent on the nature of the education a child receives. The 

ability to gain admission to college, attend, and succeed there depends largely on the educational 

institutions to which families have had access before that time.  

Thus, I explored how supplemental education programs make a difference in Korean 

educational experiences.  Such programs are a factor that may be involved in the achievement of 
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Korean children but are not often considered in the scholarly literature regardless of the access 

many of these students have had to supplemental education. It is believed that more than 80 

percent of Korean children in places such as Koreatown in Los Angeles and Little Korea in New 

York are involved regularly in supplemental education (Bhattacharyya, 2005). For many years, 

there have been a growing number of ethnic supplemental education programs in Koreatown, 

which may positively impact the college attendance and success of Korean children, even those 

who may not have access to high-quality urban public education and whose parents struggle to 

survive economically. So, why is it important to study this? Such programs could potentially set 

Korean American students on a better course of survival and success compared to other minority 

students and similar strategies could be used in a variety of communities throughout the Untied 

States. 

Personally, I have intense personal rationale for the study and the connections between 

South Korea and Korean immigrants. I am a teacher in one of few middle schools in the state of 

Georgia where Korean American students are the largest minority ethnic group, making up about 

40% of the school population. Additionally, I spent three weeks in South Korea, as a guest of the 

Korean Studies Workshop for Teachers, learning about the education system as well as cultural 

characteristics of the country. As a result of my experience tutoring at a Korean supplemental 

education program in Georgia and teaching at a Korean summer program for four years, I 

consider myself an outsider with unusual access to an emic (Geertz, 1983) perspective. I have 

experienced first hand the push for excellence, the preparation provided outside of the public 

school system, and the way in which Korean people in one community have pulled together to 

increase the opportunity for the success of their children. I have watched these parents find ways 

to create opportunities for educational success and pick up where the public school systems in 
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their communities leave off. However, I still wondered, as these programs become more popular, 

what, if any impact, were they having on Korean American students and their educational 

achievement? In the next section, I provide definitions of terms used throughout this study. 

Definitions of Terms 

 In my study, I employ terminology from the field of immigrant studies, and I use terms 

defined by Foner et al (2001) and Bryceson and Vuorela (2002) except where otherwise 

indicated. The following is a list of terms and definitions. Additional terms may be added as 

needed. 

1.5-generation immigrant: Korean immigrants who accompanied their parents to the United 

States while they were very young and who are generally bilingual. 

Human Capital: The knowledge or skills that individual immigrants bring with them, but it can 

be applied to groups as well. 

Educational Capital: term used to refer to the total knowledge base, or reservoir of knowledge, 

stored by children as obtained through formal and informal academic experiences.    

Ethnic enclaves: A neighborhood, district, or suburb which retains some cultural distinction from 

a larger, surrounding area. These areas are mostly populated by recent immigrants who have 

voluntarily chosen to cluster together and often include concentrations of businesses and 

community institutions of a single ethnic group. 

Ethnic networks: The manner in which many immigrants depend on one another in order to 

obtain economic, cultural, and social needs. 

First-generation immigrant: An immigrant to the United States who has not been preceded by his 

or her parents or other family members. 



16  
 

Frontiering: Agency at the interface between two or more contrasting ways of life; denotes the 

ways and means transnational family members use to create familial space and network ties in 

terrain where community connections are relatively sparse (Bryceson and Vuorela, 2002). 

Hagwon: Means “study place” in Korean; supplemental study institutions which operate after-

school, on the weekends, or during the summer in the Korean immigrant community and are 

often used to help students excel in formal school or on highly competitive entrance 

examinations.  

Institutional completeness: Indicates the degree to which networks of social organizations or 

institutions dominate an immigrant/ethnic community. The community with many formal 

organizations is said to be more institutionally complete than the one with only a few or none 

(Breton, 1964).  

Korean American: In this study, the term is used to describe Americans of Korean ancestry. 

Model minority: The non-Asian stereotypical view of certain Asian American groups as uniquely 

superior or high-achieving in socioeconomic, academic, and moral characteristics compared to 

other people of color. 

Pull factor: Factors that induce people to move out of their present location. 

Push factor: Factors that induce people to move into a new location. 

Relative Functionalism: A theory that hypothesizes that the greater the entry barriers into non-

educational areas, the more salient education can become as the only means of achieving 

mobility (Zhou, 2006). 

Relativizing: The variety of ways individuals establish, maintain, or curtail relational ties 

between individuals and communities (Bryceson and Vuorela, 2002). 
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Second-generation immigrant: The U.S.-born child of a first-generation immigrant; as a U.S. 

citizen, eligible to receive certain benefits on the same basis as citizens.  

Social Capital: Closed systems of social networks inherent in the structure of relations between 

persons and among persons within a social group to promote cooperative behavior and to serve 

specific needs of its group members (Coleman, 1990). 

Supplemental education: Additional exposure to academic curriculum beyond formal schooling. 

This often includes exposure to family and community-based activities and learning experiences 

in support of academic development which occurs outside of the school and often in after-school 

programs (Gordon, 2003). 

Transnationalism: The process by which immigrants forge and sustain multi-stranded social 

relations that link together their societies of origin and settlement. It is a general term pertaining 

to many different forms of international movement, exchange, and interrelationships.  

Significance of the Study 

As we move toward an era of globalization, it is projected that student demographics will 

continue to change in the United States. It is becoming increasingly inevitable that a dramatic 

rise in the number of students who speak languages other than English at home will escalate. 

Despite this forecast, the fields of multicultural education, comparative and international 

education, and literacy education have not adequately addressed what this will mean for 

pedagogical research and America’s public schools. Although there have been studies done in 

each of the aforementioned areas, many of them have focused on the majority of language 

minority students in the United States, Spanish-speaking children.  

Unfortunately, due to their smaller numbers, many other minority groups have not 

received the same attention that has been given to Spanish-speaking students. Thus, some groups 
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have used self-determination as a means to collectively address their concerns. Korean 

Americans are a model ethnic group in terms of achieving educational success through the use of 

co-ethnic networks and through their enhanced educational opportunities in the local equivalents 

of hagwons that are particularly rooted in educational achievement. 

Due to the fact that they have become academically successful as a group, they have not 

been identified as a problem group that needs to be studied. In fact, Asian Americans are one of 

the least studied ethnic groups in the Untied States. Though other minority parents may also hold 

a good education in high esteem, it is hard to find a communal effort in which supplemental 

educational programs with similar results are the norm and not the exception. Although the 

recognition of Korean Americans as a distinct and important Asian American group in the 

United States has been quite recent, they have made significant accomplishments in an extremely 

short period of time.  

Korean supplemental education does increasingly play a significant role in the academic 

performance of Korean students. While I would generally hypothesize a positive impact on 

children’s academic development and on community development, a more in depth inquiry was 

certainly needed to document this possible relationship. Since little has been done on Korean 

hagwons in the United States, despite their growth, this was definitely an appropriate time to 

examine the roles and functions of Korean hagwons. In addition, the impact of such programs 

might be observable at the group level, and may partially explain the forthcoming academic 

achievement patterns of Korean children in the United States as well as the current patterns, 

since supplemental schools have been a part of Korean education since the seventies 

(Bhattacharyya, 2005). Korean American students are among those Asian American groups who, 
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on average, outperformed or performed equally as well as European Americans on standardized 

tests and GPAs (Miller, 1995).  

Further inquiry into Korean supplemental education and determination of their potential 

transferability as an educational strategy is increasingly practical. Individual communities may 

be able to integrate these strategies with their own children, as well as design and adapt these 

strategies in ways that are unique to their needs. Successful, yet isolated programs already exist 

in many communities as a result of sheer will, but densely situated programs could have an even 

stronger impact. If formal and consistent supplemental education programs provide a means for 

Korean American students to succeed in schools and careers, they might also serve as a model 

for other immigrant groups who are struggling academically to develop their own culturally 

responsive supplemental education programs. 

Dissertation Overview 

 In the following chapter, I review the relevant literature to provide the research context 

for the study. This review of the literature includes a description of the educational system in 

South Korea and a history of Korean immigration to the United States as it is related to the field 

of comparative and international education. In addition, I provide an overview of the literature 

about supplemental education programs in both South Korea and the United States and the 

influence that the model minority stereotype has had in the Korean American community. I also 

provide an overview of research on supplemental education programs (or lack of them) in other 

selected minority communities in the United States. 

 Following a description of the literature in the previously mentioned areas of research, in 

Chapter 3, I provide details about the methodology of the study and other aspects of the research 

process including the theoretical framework, data collection procedures, the setting and the 
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participants of the study, and the specific methods of analysis I used in the study. In Chapters 4 

and 5, I discuss the findings of the study. Finally, in Chapter 6, I discuss the implications of the 

study. 

 

 

 

 

 

 

 

 

 

 

 

 

 



21  
 

 

 

 

CHAPTER 2 

REVIEW OF THE LITERATURE 

 In this section, I review literature related to the research problem presented in chapter 

one. First, I focus on the historical and educational background of South Korea and the effects 

these experiences have had on Korean culture. Second, supplemental education programs in the 

United States are highlighted, with specific examples from various ethnic groups as well as 

particular attention given to the Korean American community. Third, I explore Asian Americans 

as the model minority and the assumptions associated with this pervasive stereotype. Lastly, I 

review literature on Korean immigration and Korean Americans as an institutionally complete 

ethnic group. 

Historical Background of South Korea 
 

 During its four thousand years of history, South Korea has been the crossroads of 

international spheres of influence and political interest. Some scholars have focused on the long 

legacy of education in Korea’s history. For well over a thousand years, until colonization by 

Japan in the early twentieth century, successive kingdoms on the Korean peninsula were able to 

maintain a society with political independence and cultural distinctions from the surrounding 

nations. This country has been, and is, one of the catalytic ingredients between the cultures of 

China and Japan. China, as the largest and most technologically and culturally advanced society 

in East Asia, exerted the most important outside influence on Korea until modern times 

(Armstrong, 2001). There have been several instances in which South Korea has experienced 
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victimization at the hands of larger, more powerful neighbors. In the twentieth century, as the 

global economy and the increasing societal connectedness increased, Korea became the focus of 

rural interests between neighboring China, Japan, and Russia as well as the more distant United 

States. Like many other countries, that interconnectedness of societies would eventually pose 

common problems for educational systems around the world (Arnove, 2003).  

 The origin of Korea’s history goes back to the “Ancient Chosun,” which was a tribal state 

ruled the northern part of China and the Korean Peninsula from about 100 B.C. to around 43 

B.C. (Shin, 1995). After the “Ancient Chosun” period, several kingdoms emerged. The 

kingdoms were unified by the Silla dynasty, which was replaced by the Koryo dynasty, which 

ruled the Korean Peninsula with Buddhism as the state religion. The name “Korea” originated 

from “Koryo.” In 1392, the Koryo was supplanted by a new dynasty, the Chosun. In the Chosun 

period, new inventions such as the Korean alphabet, known as the “hangul,” were made (Shin, 

1995). However, the heavy reliance of the ruling class on Confucianism as the new sovereign 

ideology increasingly dominated the intellectual climate and discouraged diversity of thought. 

This dynasty was forced to open its door to foreign industrial powers in the late nineteenth 

century. Since then, Korea has undergone a series of hardships and turbulent challenges.  

In 1910, Chosun was occupied by the Japanese colonial regime and Korea’s cultural 

pride was severely damaged by this colonization. Though Korea was liberated in 1945, its 

independence was not guaranteed with the division of the country into north and south by the 

world superpowers (Gannon, 1985). Arrangements were made for the Soviet Union to accept the 

surrender of the Japanese in the northern part of Korea and for the United States to do the same 

in the southern part. Thus, the peninsula was divided along the 38th parallel under the influence 

of the Soviet Union and the United States. The Korean War followed in 1950, leaving the 
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country riven and destitute, and ever since the relationship between South and North Korea has 

remained strained. Korea still has the ultimate mission of reunification and a series of talks 

continue to be pursued but it is apparent that the events that occurred during this time period 

have had drastic implications for South Korea. 

Historical Development of Education in South Korea 

As described by Shin (1995) and Gannon (1985), over the past half-century, South 

Koreans have transformed their nation from an unprosperous agricultural country ruled by Japan 

and occupied by the United States into a self-governing industrial power. This transformation has 

included several national development plans that encompassed industrial development, the 

expansion of international trade, and most importantly, the fashioning of an educational system 

that promotes the welfare of the entire population of 43 million. The emphasis that the South 

Korean people place on education is a principal reason for the nation’s rapid development since 

1953. But the desire for a good education is related only partly to the economic and social 

success achieved.  

Much of the motivation to become educated arises out of Confucian tradition, which 

came to ancient Korea from China. In the Confucian ideal, one can achieve a position of 

leadership only through years of scholarship and by passing numerous examinations. 

Historically, the examinations were based on the Confucian classics. When the system operated 

fairly and correctly, outstanding scholars emerged into positions of power, but nepotism and 

favoritism were the main casualties of the Confucian education and examination model. The 

tradition of Confucianism led to a high regard for learning and a zeal for education, which some 

argue has turned into an excessive demand for education today. 
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The three early kingdoms of Korea—Koguryo, Paekche, and Silla—laid the foundations 

for the beginnings of formal education, primarily for the upper class, with a curriculum centered 

in Buddhist Confucianism. The teaching of Confucianism was dominant in traditional schools 

before the advent of modern style schools in the late 19th century. During the Koryo dynasty and 

the Chosun period, higher civil officials were selected through a state civil examination system, 

which tested their proficiency in Chinese classics.  The system made the learning of Confucian 

classics an educational tradition of the elite class. Learning for practical life was accorded a 

lesser status. In this way, all public and private learning focused on the recitation of Confucian 

classics until the late nineteenth century (Shin, 1995). 

The Yi dynasty, following the Koryo period, marked a time of great intellectual and 

artistic development that continued into the early 20th century. During the reign of King Sejong 

(1418-1450), the Hangul alphabet was further developed which allowed the Korean language to 

be written phonetically and replaced the total dependency on Chinese characters (Gannon, 1985). 

Hangul, a significant invention, thus made it possible to develop a system for reading and writing 

easily learned by all levels of Korean society.  

Through the influence of Buddhism and Confucian studies and traditions from China, 

there evolved within the Korean culture: 1) a respect for and obedience to elders and superiors; 

2) a tendency to adhere to tradition; 3) an unquestioning attitude towards the authority of the 

teacher and the presented subject matter; 4) the acceptance of a theoretical rather than an applied 

approach; 5) the acceptance of an emphasis on rote memorization rather than on inquiry and 

questioning; and 6) a willingness to endure suffering (Gannon, 1985). These beliefs have been 

instrumental in shaping the current educational system. 
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The Development of Contemporary Education in South Korea 

In contemporary times, South Korea has identified many scholars because of its 

distinctive features and the nature of its education. It is far from surprising that education is a 

national obsession in South Korea. Long hours of study, strict discipline, educational 

advancement contingent on success in competitive entrance examinations, and a high level of 

competency among teachers, whose education followed a rigorous and rigorously enforced 

course of training, have characterized the nation’s schooling (Seth, 2002).  At the heart of 

Korean teacher education is curriculum. It is also characterized by cram schools used by students 

to excel in the classroom and to pass national entrance examinations. Everywhere, there are cram 

schools, where elementary, middle and high school students study late in the evening and on 

weekends. English cram schools are becoming increasingly popular especially since college 

entrance exams often measure (among other things) English proficiency. The global language of 

English has been taught in Asian countries for years in part because America is the holy 

playground of free-market capitalism, and if one wants to play, he or she needs to speak English 

(Thomas, 1992). In other words in South Korea, money talks and it speaks English. It is apparent 

that the concern for global educational attainment is a pervasive feature of South Korean society. 

Nonetheless, this obsession with formal learning has accompanied a remarkable 

educational transformation of South Korea in the half-century after its liberation from Japan. In 

1945, when the thirty-five year Japanese colonial rule in South Korea ended, the majority of 

adult Koreans were illiterate. Mass primary education had only recently begun, and less than 5 

percent of the adult population had more than an elementary school education. There was only 

one university in Korea, and most of its students were Japanese. Five decades later, virtually all 

South Koreans were literate, all young people attended primary and middle schools, and 90 
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percent graduated from high school. There were over 180 colleges and universities and the 

proportion of college age men and women who enrolled in higher education was greater than in 

most European nations (Seth, 2002).  The quality of education was high as well, at least judging 

by comparative international tests. These tests usually rate the math and science skills of South 

Korean primary and secondary students as among the highest in the world. 

As a result of such tests, American student achievement has been severely criticized. 

However, these test results do not illuminate the fact that from upper elementary through high 

school, most Korean students go to pricey cram schools called hagwons. These students receive 

additional instruction in academic subjects after regular school hours and on weekends, helping 

students to prepare for entrance exams. Given the time spent in instruction in formal and non-

formal schools combined, the typical high school student has accrued almost two more years of 

schooling than his or her international counterpart. It is comparative dimensions such as these 

that continue to provide instrumental limitations for the goal of globalization as its people are 

misinformed (Berliner & Biddle, 1995). 

Indeed, since the 1950s South Korea has been on the extreme end of the correlation 

between the general level of education and the level of economic development, with a higher 

level of educational attainment than any other nations of comparable per capita income (Seth, 

2002). As the country advanced economically into a major industrial power, the general level of 

educational attainment remained higher than in almost all other nations at a similar level of GNP 

per capita. The aspirations of millions of rich and poor families for social advancement drove 

South Korea’s educational expansion. South Korean schools continually provide an increasingly 

literate workforce that has been of enormous value in the nation’s economic development. As 

nations strive to gain economic status, several influences such as political ideology, geography, 
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and culture have a huge impact. New Zealand and South Korea are excellent examples of 

cultures that drive educational systems that serve to improve the economy. As discussed in 

Arnove and Torres, it is clear that economics has a huge influence on globalization and the 

reorganization of education because it is a worldwide topic. 

South Korea’s achievements are all the more remarkable in light of its turbulent history. 

During the period of 1910-1945, there was a Japanese colonial education system, and during this 

time, Korea’s own identity was lost. During the Japanese occupation of Korea, the Japanese 

developed an industrial, business, and educational infrastructure. Two educational systems were 

promoted, one for the Japanese and one for the Koreans. The Japanese system was open-ended 

and allowed for advanced training in science and managerial skills. During the colonial period, 

the Japanese constructed a special education system for the Korean population, intent on making 

Koreans into lower-class Japanese citizens. The Korean system was very limited and primarily 

emphasized basic literacy. 

 During the latter part of this colonial period, the study of Korean history and language 

was removed from the educational system. When Japan surrendered at the end of World War II, 

Korea was left with a work force that lacked experience or training in management, science, and 

technology (Gannon, 1985). The educational system was predominantly staffed by Japanese at 

the administrative and supervisory levels. Consequently, when the Japanese occupation ended, 

Korea had very few trained teachers and administrators, and those who were trained had been 

brought up in a system of learning that was Japanese in its approach, emphasizing memorization 

and focusing on final examinations. The legacy of Japanese colonialism is quite evident. Such 

exam systems in South Korea, Japan, and Taiwan share an East Asian culture that permeates 
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through such countries. In places such as South Korea, this cultural legacy then influenced the 

modern formation of education.  

 Colonization, as elsewhere, left many Koreans with a passionate post-colonial resolve to 

match or outdo their formal colonial overlords. The very fact that Japan and its former colony 

have a common cultural root, as noted, has made this colonial legacy especially unique and 

noteworthy. It gave Koreans confidence in their ability to duplicate Japan’s economic and 

educational success. The colonial vestige of meritocracy, the nationalist bitterness and anger 

towards the Japanese colonizer, and then desire to outperform it, make a volatile mix that has 

ironically given postwar education an intriguing twist (Zeng, 1999). The legacy of Japanese 

education in Korea is profound. Once emancipated from colonialism, the Koreans aspired to the 

same ideals that Japanese education left behind and have since aimed to outperform the 

Japanese. 

In the immediate post-war period, the first priority of the Korean people was to remove 

all traces of Japanese colonization. To suggest that this was not completely successful has always 

been taboo in post-war Korea for the most sensitive political reasons. However, after such a long 

period of colonial experience, there was no genuinely indigenous system with which to replace 

the Japanese influence. Hence, as a senior Korean educationalist put it, “After the war, the 

Korean education system had no clothes to put on, and therefore it had to wear American clothes 

even if they didn’t fit very well” (Goodman, 1989).  

This process was largely implemented through the experience of Korean educators in the 

United States in the immediate post-war period. In fact, the second wave of Korean immigration 

to the United States, composed mostly of Korean wives of American servicemen, war orphans, 

refugees, and some professionals, including students, was a direct consequence of the post-
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World War II divided occupation of Korea, the Korean War, and the U.S.-Korean military 

alliance (Hurh, 1998). One of the single most important people in the process was O Ch’on Sok, 

who graduated from Columbia University and became the first Korean Minister of Education of 

the post-war era (Goodman, 1989). Like many others, he was significantly influenced by the 

individualist liberal education philosophy of American, John Dewey. 

The fact that some influences nevertheless remained is not surprising; it was naturally 

difficult to overthrow thirty years of colonial experience immediately, and there was a tendency 

on the part of teachers to pass on their own educational experience to the next generation. 

President Park, the driving force behind creating an education system geared towards economic 

expansion, was himself a primary school teacher during the period of Japanese rule (Lee, 1978). 

Lee suggests that subservience of authority in teacher-pupil relations, teacher control, and lack of 

sensitivity to individual student needs, and authoritarian educational administration may be some 

of the legacies of the colonial period. Perhaps one could say that if the clothes were American, 

then the undergarments were still made in Japan (Goodman, 1989).  

Similarly, in historical terms, it is important to emphasize the often-ignored role of Korea 

as a source and viaduct for much of Japanese culture including Chinese characters in the fourth 

century A.D., Mahayana Buddhism in the sixth century, and Neo-Confucianism in the sixteenth 

century. The denial of this role by the Japanese has important political implications (Covell and 

Covell, 1984). Furthermore, there are important historical and social similarities between Japan 

and Korea, of which the case of education is most evident from conception to adulthood. Even 

prior to birth, both societies place an emphasis on pre-natal education (Kim, 1985; Hendry, 

1984). Furthermore, since both societies are poor in natural resources, their human populations 

are their most important assets.  
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The emergence and widespread acceptance of notions of education’s contribution to 

human capital formation and the economic growth of nations further fueled an interest in 

comparative education. Comparative education, which traditionally has taken as its subject 

matter the macro and micro-level forces shaping education systems around the world, is a field 

ideally situated to study the dynamic interactions between global trends and local responses 

(Arnove, 2003). More recently, the belief that there is a causal relationship between the 

“excellence” of a school system, as measured by national standardized examinations and the 

economic success of a country in global competition has revived the interest in the relationship 

between education systems and national productivity (Arnove, 2003). The field has certainly 

undergone a shift from macro focus on the historical role of schooling to a micro focus on the 

inner workings of schools to understand educations’ contributions to social mobility, political 

development, and economic growth. 

Therefore, it is no surprise that the intense drive for educational attainment that has 

characterized South Korean society burst forth in the years immediately following the collapse of 

the Japanese colonial empire. The sudden fall of four decades of harsh occupation by Japan was 

followed by the division of the nation by the United States and the USSR and by internal unrest. 

The emergence of a new state, the Republic of Korea, after a brief three years of U.S. military 

government came at a time of widespread poverty and internal tensions, and it presented a 

government with questionable legitimacy and nationalist credentials.  

Most tragically, independence was soon followed by the horribly destructive Korean 

War. For education, the war was an enormous blow that resulted in the destruction of facilities, 

the loss of personnel, the dispersal of students, and the disruption of everyday routines so that 

administration often was a desperate affair (Seth, 2002). According to Seth (2002), about 80 
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percent of all educational facilities were damaged or destroyed. After a slow economic recovery 

real industrial growth began only in the early 1960s. But educational development proceeded 

rapidly from 1945 onward and continued uninterrupted, seemingly immune to the nation’s 

political turmoil, economic chaos, and warfare that punctured its history. Regardless of the 

struggles South Korea has faced in the past, they have accomplished a great deal in terms of 

government, education, the arts, sciences, as well as diplomacy throughout much of Korean 

history. 

South Korea’s educational development has been characterized by other features that are 

in some way just as striking as its growth. Perhaps, foremost is the pervasive preoccupation with 

competitive examinations. The entire educational system, which placed pressure on children still 

in primary school, and is consistently enforced through high school, has focused on entrance 

examinations required for higher levels of schooling. Both the public and officials have widely 

criticized examination preparation as the center of learning, which has deep roots in Korean 

history. Perhaps most interesting is the degree to which this phenomena has come to embrace 

virtually the entire populace; families from all social or regional groupings make enormous 

sacrifices and go to great lengths to aid their children in the entrance exams (Seth, 2002). It could 

be argued that South Korea has become one of the most exam-obsessed cultures in the world.  

American Occupation in South Korea 
 

What has become an incredible zeal for success has been strongly influenced by foreign 

countries. Once the colonial restraints on access were removed, Americans and American 

educated Koreans introduced new ideas on education and the basic framework of the educational 

system was debated. The educational reforms carried out under the three-year American 

occupation, 1945-1948, and the new school system created by the South Korean government 
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would help set in motion and shape the course of South Korea’s mass drive for educational 

attainment while fueling the intense explosion of cram schools. 

Although the United States occupied South Korea for only three years, its impact on 

education was considerable as it made education a major priority. America had two aims in this 

area, both stemming from the belief that educational systems determined the character of the 

state and society they served. One aim was to purge Korean schooling of the fascist, militarist, 

and totalitarian nature of imperial Japanese education and to Koreanize and democratize it (Seth, 

2002).  

The second goal was to provide educational opportunity for all young people so that 

Korea could have the literate population needed to be a prosperous society. The New Education 

Movement was rooted in the American progressive educational philosophy of John Dewey; thus 

it emphasized equal opportunity for all and the development of self-reliance and individual 

responsibility. During the three-year occupation, the U.S. Military Government in Korea 

(USAMGIK) established committees, which recommended proposals that brought South Korea 

closer to an American example of education. For example, the government adoption of a 6-3-3-

4-ladder system, known as the “American model,” was a critical step for South Korea. The 

Korean public education structure is divided into four parts: six years of primary school, 

followed by three years of elementary school, three years of middle school, three years of high 

school, and four years of college or university. 

Little, however, was actually done during the occupation to put the ideas of democratic 

education into practice or to implement proposed reforms. Partly, this was due to the brevity of 

the U.S. occupation and the wealth of other political and economic problems facing South Korea 

at the time. In addition, some felt that American education was inappropriate for Korea. It was 
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developed for a society that was a carnival of races and therefore was not suitable for a racially 

homogeneous society like Korea (Seth, 2002). Furthermore, American education was devoid of 

spiritual and moral content. Korean education must “develop the mind and spirit” so that both the 

individual and society will be democratic and true to Korean identity (Seth, 2002). Nonetheless, 

the Western impact, especially through the American presence, has been notable in Korea. There 

was a rapid expansion of enrollments, the implantation of democratization, and some 

decentralization of education. This change can indeed be described as part of a process of 

Eurocentric globalization, the sweeping tendency to isomorphism that has ritualized many 

aspects of education worldwide (DiMaggio and Powell, 1983). 

National Entrance Examinations: The Key to Success 

While education in both Japan and Korea has tended to be seen as a privilege rather than 

a right, the massive expansion of both systems in recent years has led to what Dore (1982) has 

described as the “diploma disease.” Soon after1945, an intense competition emerged for 

advancement into prestigious, upper-level institutions by obtaining high scores and secondary 

school and university entrance examinations. The examination system is central to understanding 

the dynamics of the Korean educational system. It created a high-pressured, narrowly directed 

educational system and contributed to the role of education as a fundamental mechanism for 

social advancement. This system has resulted in the massive growth of unemployed graduates in 

Korea in the 1980s, which has led to, for example, over 640 college graduates applying for jobs 

in mail delivery in the spring of 1986 (Korea Herald, April 6, 1986). The expression “four 

succeeds and five fails,” used today to refer to the maximum number of hours of sleep a 

successful applicant  to Seoul National University can hope to achieve was a popular Japanese 

saying for applicants to Tokyo University in the 1960s and 1970s (Goodman, 1989).  
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However, this fascination with examinations that serve as vehicles for selection is not 

unique to South Korea and has permeated many educational structures across the world. From 

South Korea to Greece, examinations are a major factor. While this problem puts many countries 

at “world class” levels academically, it also places a lot of pressure on students, parents, and 

teachers. In addition, students are learning rote memorization, which is heavily emphasized. For 

example, the South Korean system places heavy importance on examinations and very little on 

research, the ability to analyze, or the acceptance of questioning. In fact, it is a system that looks 

down upon students questioning the authority or knowledge of the teacher. 

South Korea’s national preoccupation with entrance examinations has a long, historical 

tradition behind it. Success in the civil examinations was the ambition of almost every upper-

class male in Yi dynasty Korea. The modern school entrance examination system, however, was 

the creation of the Japanese and was retained with only minor modifications by post-colonial 

South Korea. The test-taking ordeal for South Korean students began with the middle school 

entrance exam although examinations were held at both the middle school and high school level.  

Educators, journalists, and Ministry of Education officials widely felt that the system was 

psychologically damaging and put excessive pressure on children and that it led to a situation in 

which teachers too often saw their role as preparing students for the exams (Seth, 2002). Some 

schools offered special classes in the evenings or on weekends and collected tuition for them. 

After-school cram sessions became important sources of supplemental income for both schools 

and teachers.  

However, the social conditions surrounding education made the educational system a 

very effective institution for political manipulation. Formal schooling in Korea had been 

controlled by political power. It had taken for granted that education is to be used for the purpose 
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of national security and national development from the viewpoint of the “haves” (Han, 1974). 

Since, the political power in independent Korea was concentrated in the hands of political 

technocrats and entrepreneurs and pro-American scholars; access to opportunities and to 

decision-making within education was denied to the common people as a whole.  

Hence, the current government administration has been described as being obsessed with 

the division of the educational haves and have-nots, a hangover from the 1980s military regime 

of President Chun-Doo-Hwan. All privately owned educational enterprises such as tutoring or 

hagwons were banned then with the goal of making a level educational field for all students 

(Card, 2005). Related to this is an issue focused on educational access and equity. The increasing 

demand for education, driven by the forces of development and globalization, has meant that 

education planners and policy-makers have had to make difficult decisions about who gets 

educated at what levels (Hawkins & Su, 2003). Prior to the ban, accusations were common that 

rich parents provided their children with extra preparation or with teachers that had taken bribes 

to teach extra classes thus using students as human capital and not individuals with specific 

needs. University students often made a lucrative job out of tutoring, sometimes enough to pay 

their way through school if necessary (Zeng, 1999). Greater competition among educational 

purveyors is meant to enhance consumer sovereignty, identify commodity forms of education 

that can be bought and sold, and maximize market principles (Arnove, 2003).  

Nonetheless, the way the South Korean Ministry of Education approached education is 

no different from teachers in the United States who teach to the Criterion Referenced 

Competency Tests and give practice problems for homework until the test date arrives. In 

addition, though not as pervasive, the principle of spending money to provide a better education 

is not just unique to South Korea. The money that parents spend in South Korea on tutors, 
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private school, and resources is similar to the money parents spend on private schools in 

America, tutoring such as Sylvan Learning Centers, and preparation courses for the SAT, GRE, 

or GMAT. Financial capital definitely plays a huge role in access to educational opportunity.  

Although some Asian nations, such as South Korea, are known for placing a high value 

on education and producing high achievement rates, in reality, young people in many regions, 

especially girls in rural and minority areas, receive only a primary school education in less than 

adequate schools. Opportunities for special education students are limited and efforts to 

mainstream children have just begun (Adams & Gottlieb, 1993). Additionally, it was typical for 

schools in downtown urban areas to be regarded as superior to those in the outlying sections of 

the city, and their pupils had a greater chance of entering a prestigious university or getting a 

good job. A lucky few go on to high school and even fewer go on to college. Opportunities for 

higher education are very limited and entrance to college is controlled by restrictive national 

examinations (Hawkins & Su, 2003).  In fact, in South Korea, parents are shooting for 

acceptance into one of the so-called “big three” Korean universities.  Seoul National University, 

Korea University, and Yonsei University are collectively nicknamed SKY.  

Gaining admission into one of these institutions is considered a South Korean student’s 

crowning life achievement, but there is not room in these schools for all of the students who do 

well on the entrance examinations. Not only will successful students have the best academic 

pedigree in the country, they will also have a strong alumni network that tends to be biased in 

hiring and mentoring graduates from their alma mater (Card, 2005). In South Korea, the purpose 

of university and college education is to teach and study the fundamental theories and practical 

means of application of the various branches of arts and sciences necessary for the progress and 
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development of the nation and the human race, and thereby foster persons capable of leadership 

(Hong, 1992).  

While education for all is the ultimate goal, it must be literally attainable for all and 

accomplished both nationally and locally. Given the discrepancies between rural and urban areas 

in South Korea and the limited space available in Korea’s most elite universities, this goal is not 

teleological in implementation. In practice, we find not the globalization of responsibility for 

assuring access to education for all the world’s learners but rather the localization and 

internalization of internationally promulgated perspectives on education even where education 

for all remains frustratingly beyond reach or is not in fact a high priority objective (Samoff, 

2003). In 1989, the reforms passed to reduce the obsession with testing and even the educational 

field was overturned. Ultimately, the government realized that regardless of national ideas that 

are presented, it is very difficult to implement these ideas at the local level. Local schools cannot 

be policed at all times so the problem continues to persist. While South Korea continues to battle 

the previously mentioned issues, one aspect of the Korean educational system has readily made 

its way to the United States and is increasingly influencing Korean American students. 

Supplemental Education Programs in the United States 

Many schools in the United States have experienced an influx of immigrant students 

whose unique cultures and experiences often present a challenge for public schools. Asian 

students, often labeled as “model minorities,” are particularly overlooked as they are stereotyped 

as overachievers who do not experience academic difficulties. Yet many schools do not 

recognize the language and cultural barriers that these students encounter in the classroom.  

Consequently, many Asian immigrant students turn to resources in the outside community for 

supplemental educational opportunities. A variety of supplemental education programs, such as 
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enrichment centers and Saturday schools, increasingly fill a gap that some schools inadvertently 

widen. Some scholars have drawn attention to the issues in these programs, for their education 

and other benefits. 

Supplemental education facilities have become standard within many immigrant 

communities in the United States, particularly students of East Asian descent. In countries like 

China, Japan, and South Korea, supplemental educational institutions, known as “cram schools,” 

are critical to the success of students. While the United States has looked to several East Asian 

countries for an academic example of success, South Korea has often been overlooked even 

though the market for these very institutions that have been fueled by the emphasis placed on 

entrance exams has exploded in recent years. As educators and scholars have examined the 

overall success of Asian American students, Korean American students have often been 

overlooked, and few have explored how these supplemental programs frequently provide 

opportunities for Korean American students to be successful while staying connected to their 

home culture.  

The overwhelming body of research fails to examine the numerous additional factors that 

contribute to the success of Korean American students beyond the consistently cited parental 

influence and a culture that has historically held education in high esteem. While it is evident 

that Koreans value education and are willing to make significant personal sacrifices to ensure 

that their children are afforded the best available learning opportunities, the Korean enthusiasm 

for education has had very drastic implications. In a country where competitive education is 

virtually the gateway to success and high status, South Korean children have little choice but to 

work hard and parents have little choice but to support this practice. However, with this 

phenomenon, several implications for academic achievement unfold. In the United States, it 
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seems as though Korean American students have used their home culture’s value of academic 

excellence, private tutoring, and competitive education to secure some of the most coveted 

positions and rankings in several American institutions of higher learning. So, how has a Korean 

tradition increasingly become a critical component of a Korean American student’s tool for 

success?  

The idea of supplementary education (Gordon, 1999) is based on the premise that beyond 

proficiency with the school’s formal academic curriculum, high achieving academic success is 

closely associated with exposure to family and community-based activities and learning 

experiences outside of school. Gordon defines supplementary education as the formal and 

informal learning and developmental enrichment opportunities that are provided for students 

outside of school and beyond the regular school day or year. Supplementary education, as 

defined above, is not a new phenomenon; in fact, the affluent have purchased its treasures for a 

long time. This advantage, having become a frontier of commerce, may partially explain the 

academic achievement gap between white and Asian American students and their African 

American Hispanic American, and Native American counterparts (Bridglall, 2005).  

On some levels, the commerce of supplemental education is not secret or subtle. While 

there are a number of nonprofit organizations delivering services, they are often subsidized by 

business interests or their foundations, and increasingly, a growing number of these supplemental 

education organizations charge fees for access and participation (Bridglall, 2005). These 

nonprofit organizations have quietly joined the for-profit providers of supplemental education in 

privatizing supplemental education. The significant dynamic of this phenomenon is that people 

of color are not in important decision-making positions in either the nonprofit or the for-profit 

supplementary education fields.  
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Meanwhile, the revenue produced from a growing number of supplemental education 

products and services is in the millions. Likewise, the number of personnel employed by such 

organizations is also on the rise. While it is difficult to report accurate figures (given the lack of 

data in this area), an estimated $511 million worth of educational software is purchased annually 

for home use  and Sylvan Learning Centers, as a result of public offering in the late 1990s, is 

probably a $200 million organization (Bridglall, 2005). Until recently, supplemental education 

was not considered in debates about the academic achievement gap. For years achievement gaps 

have been explained by noting family income and value of education but not by considering 

what that family income purchases for children. It is clear that compensatory education (Gordon 

and Wilkerson, 1966) efforts, including Head Start and Title I, are attempts to supplement and 

supplant local  educational initiatives, but most public efforts do not rival what the supplemental 

education industry makes available to those discerning and networked families that can purchase 

services. Yet, as providers of supplemental interventions, for-profit programs do benefit from 

public dollars in direct and indirect ways. For instance, it is partly parental anxiety about the 

shortcomings of public schools and the desire to prepare their children for higher education 

and/or meaningful employment that fuel supplemental education. 

In an effort to move closer to reality when identifying the factors impacting student 

achievement in multicultural societies, one critical need is to move beyond the exclusive 

identification of education with formal schooling and to examine the whole range of educational 

opportunities available in a multicultural society. There are several types of ethnically focused 

education programs, sometimes known as ethnic schools, non-formal schools, cram schools, or 

supplemental education programs. Smaller scale programs such as after-school or weekend 
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programs also exist. These programs are often created by ethnically conscious civic or religious 

groups toward the end of supplementing what is available to their community in formal schools.                          

Supplemental Education Programs across Ethnic Groups 

Many minorities have taken several educational matters into their own hands, often using 

methods of self-determination to gain access to an equal education. Ethnic and religious 

minorities such as African Americans, Asian Americans, and followers of Christianity, Judaism, 

and Islam have had to enact self-determination through community-based schooling. 

Community-based education is unique because it gives oppressed minorities the opportunity to 

express and operationalize self-determination. While community-based schooling is still a new 

idea for mainstream education, it has historically provided a means for minorities to become 

active participants in shaping their own future through education (Corson, 1999). 

 Community-based or culturally focused education is one manifestation of the impulse to 

build community resources and capacity. Research on such efforts usually takes the form of 

longitudinal history of a single group and its use as educational apparatus to meet its needs 

(Anderson, 1998). Some researchers also explore the creation of schools on behalf of a group by 

outsiders, discussing the sometimes mixed motives and the paternalistic mind-set that often 

inheres to such help (Anderson, 1998). Yet, other research is historical, done with an eye toward 

comparing ethnic groups or comparing time periods with a group’s history (Min, 1999). These 

studies are rich with detail about structural and institutional change and interaction with groups, 

and they clearly lay out the chain of historical events in a plausible pattern, but they are also 

somewhat depersonalized. 

 Perhaps the most useful research in terms of really understanding the needs of ethnic 

groups and the educational alternatives created to meet those needs are through those case 
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studies that focus closely on one or a few particular programs and their efforts to serve that 

community (Fashola & Cooper, 1999). While this type of research does not give extensiveness of 

coverage that can be de-contextualized and cross-applied, it does reveal the details of a particular 

program in the context of its own situation and examines how and why it works as well as who is 

being served in that situation. An in-depth case study that looks at the history and situation of a 

program and those involved with it and incorporates that into an examination of the present and 

possible future of the program and people answers the question of “What can we learn from this 

case?” in ways that an overview or review simply cannot (Nelson-Brown, 2005). It is within this 

type of research on supplemental educational programs that there is an apparent research gap that 

needs to be filled as such programs become increasingly popular amongst religious and ethnic 

groups. 

Muslim Supplemental Programs in the United States 

 Independent religious education as an alternative to public education has had a long 

history in certain parts of the United States as well as Canada. Most prominently, Catholics, 

Jews, Muslims, and Mennonites have long-established alternative institutions to aid in the 

preservation of their religious identities amidst the wider society (Azmi, 2001). During the 1960s 

and 1970s, virtually all Muslim children were educated in the public education system. By the 

1970s, there emerged considerable frustration with the distorted manner in which both Muslims 

and Islam were portrayed in the public school curriculum. Religious sectors of the Muslim 

community have struggled with the full implications of public education on both their group and 

religious identities. 

In response, Muslim teachers in Muslim educational institutions provide instruction of an 

approved curriculum integrated with instruction of Islamic religious belief and practice, Qur’anic 
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recitation, and the Arabic language (Azmi, 2001). Classroom structures and teaching methods 

are patterned after public school education. The schools often adhere to the public education 

calendar, with minor changes made to accommodate the annual Muslim religious festivals.   The 

impetus to preserve religious identity and community in the midst of a wider secular culture has 

also led Muslims to look towards independent religious education as an alternative to secular 

public education. While the vast majority of Muslim families continue to send their children to 

public schools, the recent development of independent religious institutions in the Muslim 

community and its surrounding vicinity represents a clear statement that public education is in 

the process of declining appeal among religiously active sections of the community. 

As one of many religious communities to develop an independent and religiously 

oriented educational framework, the members of the Muslim community continue to struggle for 

the widespread recognition of their aims. Such recognition may call for educational curriculum, 

programming, and policy development that accurately reflects the full spectrum of Muslim 

outlooks on religion, society, and public education, and which proactively seeks to provide 

reasonable accommodation where needed and where possible. At the very least it calls for an 

attitude that is respectful of sincerely felt grievances on the part of a religious community that is 

frequently the target of prejudice and stereotyping. However, this is just one minority group that 

does not feel that multicultural education as it currently exists can protect the religious identities 

of their children. Thus, this is only one reason that alternative educational institutions have 

become a way to address educational institutions with monocultural curricula that do not reflect 

their diverse school populations.  

Although alternative institutions have been used by a variety of religious groups, it is 

supplemental and non-formal education programs that have become increasingly popular 



44  
 

amongst several racial and ethnic minorities. These programs are often created by ethnically 

conscious civic or religious groups toward the end of supplementing what is available to their 

community in the educational landscape, a form of informal or non-formal education (Mahoney, 

2001).   

Jewish Supplemental Programs in the United States 

Gill (1991) argues that the success of Jewish day schools and Afrocentric educational 

programs have implications for educators who wish to help African American students, who 

have historically been labeled inferior, achieve positive self-concept development and academic 

success. The Jewish day school has had a dramatic impact on the Jewish American community 

and has added a new dimension to the creative survival of American Jewry. With a history that 

dates back to the mid 1600s, these schools have become the most effective instrument for 

transmitting Judaic heritage to Jewish youth, counteracting the abrasive effects of cultural 

assimilation and greatly enriching the lives of American Jews (Gill, 1991, p.567). Against a 

backdrop of acculturation and deculturation, the Jewish day school movement in the United 

States has attracted the attention of large segments of the Jewish community (Schiff, 1966).  

The growth of this movement has been extraordinary as more than 800 Jewish day 

schools have been in operation within the United States (Isaacs, 1989). Jewish parents and 

educators assume that Jewish schools are responsible for transmitting and instilling values, 

ethics, and moral standards in their students (Joseph, 1987). Therefore, the foundations of Jewish 

day school education are training in the Torah, the teaching of Judaic religious morals, values, 

and ethics, and character development. Moral behavior, student achievement, and development 

of a positive sense of self-worth, and parental involvement are the hallmarks of Jewish curricula 

(Schnaidman, 1986). Jewish day schools have a record of successful achievement in student 
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cognition and continuity skills. As measured by standardized tests and performance on 

competitive scholarship examinations, students attending Jewish day schools perform better than 

their public school counterparts (Terman, 1975, p.53). Gallagher’s (1975) classic study indicates 

that over 10% of the nation’s gifted population may be Jewish, although Jews comprise only 3% 

of the general population. Thus, some have argued that these students’ personal evaluations of 

themselves are dominant influences  in their success or failure in school; especially as they 

attempt to cope as Jews in a world that is culturally oriented towards gentiles (Gill, 1991, p.569) 

African American Supplemental Programs in the United States 

While religious self-determination has quite a history in the United States, several racial 

minorities have also established supplemental education programs with religious foundations. In 

Ethnic Schools: A Historical Case Study of Ethnically Focused Supplemental Education 

Programs, Jason Nelson-Brown examines the value of ethnically focused supplemental 

education, with specific emphasis given to one such program known as the Mount Zion Ethnic 

School. Nelson-Brown attempts to examine one such program in order to provide insights for 

educators and community members such as on the ways in which supplemental ethnic schools 

might be integrated within the life of the community as an instrument of support for the 

education of their youth. As more members of ethnic, religious, or other sociocultural groups 

become increasingly dissatisfied with the efforts of the public school system, ethnically focused 

schools or supplemental programs have been one response to that concern (Nelson-Brown, 

2005). But what needs do they satisfy that pluralistic schools cannot or will not and how well do 

these schools or programs address that need?  

Mount Zion Ethnic School was conceived in 1977 at Mount Zion Baptist Church in 

Seattle, Washington. It was a predominantly and historically black church in a city with a 
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relatively small African-American population. The most obvious need to be met by an ethnic 

school was that of providing ethnic content, especially in light of the demographic situation of 

African Americans in the Northwest and the sociocultural situation at the time the ethnic school 

was founded (Nelson-Brown, 2005). African American families expressed dismay at the 

unsatisfactory treatment of African Americans in the curricula of formal schooling and sought a 

place where the gap could be filled. Also, in many ways the ethnic school curriculum was about 

breaking barriers to expectations and broadening horizons and a sense of possibility.  

Mount Zion worked with smaller freedom schools to protest the district’s failure to 

respond to community demands for integration and fair and equitable treatment for African 

Americans. Career classes brought in speakers from a wide array of professions to bring home 

the message that these jobs were out there and attainable for students. Academic courses taught 

them that their history, heritage, and culture were vibrant and vital, regardless of whatever 

message they may receive elsewhere. For that matter, they themselves received love, care, 

attention, encouragement, and validation, speaking success into existence for students who often 

felt marked in a very negative way elsewhere (Nelson-Brown, 2005).  

However, the question still remains as to whether or not they are academically important. 

Are the students who attend really achieving the academic goals previously set forth? While it is 

important for these programs to benefit students academically, the symbolic value of an ethnic 

school may be its first and greatest impact. For some schools, it is a prime example of self-

determination. Supplemental programs are a concerted effort toward ambition, change, and self-

reinforcement, building strength from within to loosen or break shackles imposed from without. 

Its existence draws the community to it not only for its content but also as a symbol of strength 

and possibility, increasing the educational capacity of the community and decreasing its 
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dependence on simply taking what is put in front of them by mainstream society (Nelson-Brown, 

2005).  

The symbolic value of an ethnic school goes beyond breaking down gate-keeping 

rationales and controlling images that constrain their ability to participate on equal footing with 

other communities (Collins, 2000). It penetrates to the level of the individual student, who is 

empowered to see not only adults from the community standing behind him or her but also the 

explicit cultural capital that they possess when taking initiative to further their own interests. 

While ethnic schools definitely serve the aforementioned purposes, the significant academic 

benefits of such programs have yet to be proven.  

Traditional schools in the United States are under careful scrutiny regarding issues of 

curriculum and discipline and their impact on the achievement and self-concept of several 

minority students. The disenfranchisement of African American children in public schools in the 

United States has been persistent, pervasive, and disproportionate (Lomotey, 1990); yet, quality 

education has always been a priority for African American people (Woodson, 1933). Since the 

1700s, African Americans have established their own schools, Independent Black Institutions 

(IBI), designed to meet the particular needs of their children (Ratteray & Shujaa, 1987).  

Most IBIs presently in existence began operating within the past 20 years. They were 

developed, in part, as a consequence of African American parents’ community control concerns 

and their unsuccessful efforts to have some say in their children’s education in the public schools 

(Lomotey, 1992, p.457). As a result, many African American parents decided that their only 

solution was to begin their own schools, developed by African Americans for African American 

children (Weusi, 1973). As African American parents sought a culturally relevant curricula to 
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shift their children’s worldview, they enabled African American students to look at the world 

with Africa as the center of their perspective.  

However, the context in which African-centered education is most often discussed is 

extremely limited. Many argue that if these children cannot see themselves in the curriculum, 

they will continue to be disenfranchised. According to Lomotey, independent African-centered 

schools have a role to play in improving the educational experiences of African American 

children. He suggests that they have met with much success in their efforts to incorporate an 

African-centered curriculum, and their success leads to the conclusion that aspects of this 

curriculum can be incorporated into public schools and other private schools. However, although 

these institutions may develop a strong African American identity and increase the self-esteem of 

its students, little is known about the academic effectiveness of such programs on African 

American students. Perhaps the most useful research in terms of really understanding the needs 

of ethnic groups and the educational alternatives created to meet those needs is through those 

case studies that focus closely on one or a few particular programs and their efforts to serve that 

community (Fashola & Cooper, 1999).  

Comparatively, in Minority Status and Schooling: A Comparative Study of Immigrant 

and Involuntary Minorities, John Ogbu explored official and unofficial programs that have been 

initiated since the 1960s to improve the school performance and discourage dropouts among 

black and other minority children (Ogbu & Gibson, 1991). There are volunteer programs for 

tutoring and other forms of assistance, programs to improve community-school relations and to 

increase the number of minority teachers and staff, to promote school integration and to bring the 

schools under community control. There are bilingual education programs, compensatory 

education programs and preschool programs. The effectiveness of some of these programs in 
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improving the school performance of black children cannot be measured directly with 

standardized tests, but they are nevertheless, intended to contribute to the overall improvement of 

the children’s performance. Ogbu focuses on compensatory programs in Stockton, California and 

acknowledges that though such programs may have some positive impact on black students, the 

programs have not altered the basic patterns of black school performance.  

No one will deny that some of these programs have some positive effects on black 

students. Nevertheless, the programs have not altered the basic patterns of black school 

performance. Compensatory education at both preschool and school-age levels not only ignores 

the structural basis of the lower black school performance, but also assumes that the lower school 

performance is caused by developmental deficits in essential skills that result from inadequate 

socialization in the family which much be rehabilitated (Bloom, Davis and Hess, 1965). But the 

rehabilitation strategy does not work well in a system of racial castes.  In spite of our wishes and 

dreams, it is not easy to eliminate an adaptation to a caste-like stratification while the 

stratification itself and all that it means persist (Ogbu, 1991) 

Community-based or culturally focused education is one manifestation of the impulse to 

build community resources and capacity. Research on such efforts usually takes the form of a 

longitudinal history of a single group and its use of educational apparatus to meet its needs 

(Anderson, 1988). Some research is historical, done with an eye toward comparing ethnic groups 

or comparing time periods within a group’s history (Min, 1999). These studies are rich with 

detail about structural and institutional change and interaction with groups, and although they 

stop short of naming causes and effects, they clearly lay out the chain of historical events in a 

plausible pattern. Despite this, they are somewhat depersonalized and fail to place the people of 

history front and center in their research (Nelson-Brown, 2005).   



50  
 

While studies such as those of Ogbu do not give breadth of coverage that can be 

decontextualized and cross-applied to other situations as a self-existent model but rather reveals 

the details of a particular program in the context of its own situation and examines how and why 

it works or does not work and who is or is not being served in that situation. It can be criticized 

for being narrowly focused and being too deeply embedded in a specific case to really speak to 

other situations. However, an in-depth case study that looks at the history and situation of a 

program and those involved with it and incorporates that into an examination of the present and 

possible future of the program and people answers the question of “What can we learn form this 

case?” in ways that an overview or review simply cannot (Nelson-Brown, 2005). Within this 

literature, supplemental ethnic school programs seem least well covered and have been left for 

additional researchers to explore. 

Supplemental Programs of No Child Left Behind 

 The No Child Left Behind Act (NCLB) of 2001 publicized the idea of supplemental 

education services as one of the school improvement alternatives available to students in low 

performing schools. NCLB requires districts to offer supplemental educational services to 

students in schools that are in the second year of school improvement, meaning they have not 

met the state’s adequate yearly progress (AYP) goals for three consecutive years. NCLB defines 

supplemental educational services as “additional academic instruction designed to increase the 

academic achievement of students in low performing schools,” and indicates they must be high 

quality, research-based, and specifically designed to increase student achievement (U.S 

Department of Education, 2002, December 12). However, once a school makes AYP, 

supplemental services are no longer funded for students at those schools. Therefore, these 

programs only serve as temporary solutions to a long-term problem. Since these supplemental 
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educational services are new and have no precedent in prior federal legislation, there are several 

gaps in their implementation. 

  In addition to the public schools, supplemental service providers may include non-profit, 

for-profit, and faith-based organizations, charter schools, and public and private colleges and 

universities (U.S. Department of Education, 2003, August 22). Sylvan Learning Center and 

Kaplan Educational Centers are supplemental education programs that offer essential skills such 

as reading, mathematics, writing, SAT and ACT preparation. While Sylvan is taking franchised 

education in a new direction by setting up centers in public schools, tapping into the $7 billion in 

Chapter 1 funds earmarked for students performing below grade level, it does not offer continual 

opportunities for students to grow, cultural connections, and co-ethnic networks. Although 

advocacy organizations remain divided over the potential benefits and costs of supplemental 

services on minority children’s learning opportunities and outcomes, if implemented properly, 

these programs could provide improved learning outcomes for minority students amidst an 

unyielding bureaucracy. Thus far, research provides little evidence to guide policymakers and 

advocates who disagree about the benefits of supplemental services. 

The Achievement Gap in American Public Schools Among Minority Students 

Despite the full-scale ethnic schools, comprehensive schools, and smaller scale programs 

such as after-school or weekend programs used as methods to triumph over pervasive unequal 

opportunities in education, there has always been a variation in educational attainment among 

minority students. By every measure non-Asian minority students, low-income and high-income, 

are doing more poorly than Caucasian students in school (Thernstrom, 2000). Whether one looks 

at the National Assessment of Educational Progress (NAEP) data, SAT scores, grades, or class 

rank, the picture remains the same. As the report states, “relatively small percentages of Black, 



52  
 

Hispanic, and Native American high school seniors have had scores typical of students who are 

generally well prepared for college” (Thernstrom, 2000). The least successful groups have on 

average a much weaker combination of home and school resources (Gordon, 2003). Without 

demeaning the importance of adequate and appropriate school resources, the importance of 

access to educational resources that are supplemental to what is available in school is crucial. 

A frequent topic of scholarly interest and discussion in the field of education has been the 

extraordinary educational attainment of the Asian population—the Japanese, Chinese, Filipinos, 

Koreans, Asian-Indians, and Vietnamese in the U.S. According to the National Task Force on 

Minority Achievement, it is clear that eliminating the racial gap in levels of academic 

achievement is one of the nation’s most important educational challenges (Thernstrom, 2000). 

Regardless of the minority group being discussed, it seems as though little is being done within 

schools to address this growing issue. Therefore, self-determination has become a critical 

component of success for many minorities in the United States.  

Many members of minority groups have realized that they must take control of their 

educational destinies. As a result, there are several forms of self-determination that minority 

groups have used to increase their opportunity within the educational system of the United 

States. However, some, such as Korean Americans and Japanese Americans, have approached 

this as a communal goal, not an individual goal. According to Manuelito (2005), self-

determination is based on commitment to one’s self, being proactive, persevering, and having 

individual commitment to communal goals. Thus, it is no surprise that there are several 

community forces that impact the academic achievement of minorities in the United States. An 

essential part of community forces, such as cultural models, degree of trust or acquiescence, 

cultural/language frames of reference, and educational strategies is that they are a collective 
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phenomena (Ogbu, 1992). Although they may be manifested at an individual level, they are 

characteristic of the group. 

Minorities have increasingly sought out new learning environments in order to address 

the problems they have historically faced within American schools. All minorities face certain 

similar barriers in school including inferior curriculum, denigrating treatment, cultural and 

language barriers, as well as social and economic barriers in the larger society (Ogbu, 1992). 

Yet, some minorities are more able than others to adjust socially and do well academically in 

school. Clearly, there is a need for an alternative framework to examine and explain why some 

minority groups often excel and others consistently struggle. For example, African Americans 

have disproportionately done poorly when it comes to academic performance while other 

minorities, such as Asian Americans as a whole, have earned extraordinary educational 

accomplishments. Numerous explanations have been proposed to account for the variability in 

school performance of minority students. Explanations have been based on cultural deprivation, 

biogenetic factors, and class stratifications (Bourdieu, 1967). For example, some argue that black 

children do less well in school than white children because more blacks than whites come from 

lower class or “underclass” backgrounds (Bond, 1981).                                                                                           

Explanations of the Achievement Gap in the United States 

Some argue that cultural differences, language differences, and voluntary versus 

involuntary classifications are the explanations behind the variance in educational performance 

between minorities. Ogbu argues that voluntary minorities have cultural models that lead them to 

accept uncritically mainstream folk theory and strategies of getting ahead in the United States 

and to interpret their economic hardships as temporary problems they can and will overcome 

through education and hard work.  Under these circumstances, one finds in voluntary minority 
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communities an educational climate or orientation that strongly endorses academic successes as a 

means of getting ahead. Equally important, one also finds culturally sanctioned high and 

persistent academic efforts within these communities. In contrast, one finds in the communities 

of involuntary minorities cultural models that make them skeptical that they can get ahead 

merely through mainstream beliefs and strategies, even though they verbally endorse education 

as a means of getting ahead. Thus, they attribute their economic and other difficulties to 

institutionalized discrimination, which in their opinion, will not necessarily be eliminated by 

hard work and education alone. Under these circumstances, one may find an educational climate 

or orientation in involuntary minority communities that produces a strong verbal endorsement of 

schooling as a means of getting ahead, yet very weak culturally sanctioned attitudes, efforts, and 

persistence supporting individual pursuit of school success (Ogbu, 1992). 

Most of the previously mentioned explanations focus on factors inside the school, inside 

the family, or in the biography/biology of the individual child. In addition, the majority of 

explanations do not account for the differences in the school adjustment and academic 

performance among minority groups themselves, groups that are comparable in terms of their 

socioeconomic and cultural distance from the white middle-class mainstream, but which have 

higher or lower school performance (Gibson, 1986).  From a comparative perspective, these and 

other explanations of variability in minority school performance are lacking in three ways. First, 

they ignore the historical and wider societal forces that can encourage or discourage the 

minorities from striving for school success. Second, they do not consider a group’s collective 

orientation toward schooling and striving for school success as a factor in academic achievement. 

They assume that school success is a matter of family background and individual ability and 
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effort. And third, the theories fail to consider the minorities’ own notions of the meaning of and 

the “how-to” of schooling in the context of their own social reality (Gibson and Ogbu, 1991).  

Asian Americans: The Model Minority 

Great concern has been expressed over the educational achievements of American 

students in general and of ethnic minority students in particular. In 1984, Skinner wrote an article 

entitled “The Shame of American Education,” which lamented the educational mediocrity of 

American schools in terms of student achievements, motivational levels, and learning (Sue & 

Okazaki, 1990).  Undeniably, there has been growing concern that Americans are falling behind 

students from other countries in educational achievements. The problems are particularly 

apparent in the schooling of ethnic minority students, such as Blacks, Hispanics, and American 

Indians, who show lower levels of educational attainments, grades, graduation rates, and school 

persistence (Sue & Okazaki, 1990).    

Comparatively, in ethnic minority research, one of the most remarkable phenomena has 

been the high educational achievements demonstrated by some Asian American groups over the 

last four decades. Although these students are often subjected to similar discriminatory practices 

encountered by other ethnic minority groups, in addition to language barriers, their educational 

attainments have continually increased. No other group has moved so quickly upward in the 

United States with the possible exception of the Jews (Lee & Rong, 1988). In addition, no other 

immigrant group has been drawn so largely from the middle and upper classes in their countries 

of origin. No other large group of migrants has had so great a proportion of highly educated 

people among them (Lee & Rong, 1988).  

Since the authors of popular magazines (e.g., U.S. News and World Report, Time) in the 

1960s began using the term to describe the successes of Chinese Americans, the stereotyping 
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practice has been a difficult one to erase. The model minority stereotype, “good” and “docile,” 

has sometimes served to isolate Asians from other minority groups and therefore increased 

tensions between minority groups (Ro, 2002). Lee (1996) challenged the stereotyping of Asians 

in America as the model minority. Lee’s interviews with Asian high school students revealed 

that many of the students readily took up these stereotypes. Lee divided the Asian group into 

four distinct groups: Korean, Asian, Asian new wave, and Asian American.  

Lee also noted that among the Asian groups, Korean students had a strong sense of 

nationalism and attempted to distance themselves from other Asian groups. For example, they 

formed a separate Korean Student Association while the rest of the Asian students joined pan-

Asian groups. Lee also pointed out the Korean students sought to follow in the footsteps of 

“White American behavior” because they tended to view Americans as white. Park (1997) 

suggested that Korea’s history of being economically dependent on the United States probably 

has influenced its people’s dual desires to maintain their nationalism and, at the same time, 

become American. 

 Lee (1996) asserted that school officials, consciously or unconsciously, have singled out 

Asian students and used them as models to measure the achievements of other minority groups. 

In the high school that Lee described, Asians and Whites were placed in the gifted programs, 

while African American students were placed in the regular classrooms. According to Lee, the 

Asian students were viewed as “insiders” while African American students were viewed as 

“outsiders.” This division eventually led to racial tension between the two minority groups. 

Hence, several have argued that the model minority stereotype should be critically examined 

instead of being internalized by Asian students.   
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Although there is growing interest in Asian American achievements, research findings 

have not been able to shed much light on the significant factors that account for their 

achievement levels. Sue and Okazaki (1990) argue that this fact is caused in part by the lack of 

research on the phenomenon and by the failure to clearly devise adequate or critical tests. 

Historically, extraordinary educational achievement has often been credited to a common 

cultural influence of Confucianism that emphasizes education, family honor, discipline, and 

respect for authority. 

Many of the theories that have been presented do not adequately explain the achievement 

levels of Asian Americans. For example, it is well documented that educational achievements of 

individuals are directly related to the social class of parents. Young Asian Americans, not only  

the children of foreign-born physicians, scientists, and engineers, but also those of uneducated, 

low-skilled, and poor immigrants and refugees, have repeatedly shown up as high school 

valedictorians and academic decathlon winners, and have enrolled in prestigious colleges and 

universities in disproportionately large numbers (Zhou and Kim, 2006).The theory that perhaps 

Asian Americans are advantaged in terms of socioeconomic standing and can afford to provide 

their children with special resources and opportunities was initially disproved in a report by 

Arbeiter (1984). In his report on college bound seniors, the median parental income of Asian 

Americans was lower than that of whites, $25,400 and $32, 900, respectively although the 

educational attainments of the parents were comparable. Yet, Asian Americans were found to 

have higher high school grades and SAT scores than did whites. 

In trying to explain the educational success of Asian Americans, the tendency has been to 

compare and contrast genetic and cultural explanations. Because the evidence does not support a 

genetic interpretation, many have simply assumed that Asian cultural values, beliefs, and 
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practices are responsible for their academic achievements. In addition, Sue and Okazaki suggest 

that the effects of culture have been confounded with the consequences of our society. Although 

culture is certainly an important factor in achievements, education has been functional for 

upward mobility, especially when participation in other arenas, such as sports, entertainment, and 

politics, has been difficult.  

Additionally, in the search for factors that influence achievement levels, single 

explanations cannot adequately account for the observed performance patterns. Thus, Sue and 

Okazaki argue that research on heredity, culture, child-rearing practices, educational experiences, 

and personality, among other topics, has yielded interesting but inconclusive results. Finally, 

explanations for Asian American achievements must incorporate what Sue and Okazaki (1990) 

call relative functionalism. Although cultural explanations for Asian American achievement is a 

result of Asian cultural values that extol the virtues of education, or of cultural practices that 

maximize skills in gaining education, the concept of relative functionalism also considers the 

problems of achieving in non-educational types of endeavors—those that are not a clear and 

direct outcome of educational performance (Sue & Okazaki, 1990).  Perceived limitations in 

mobility in these endeavors increase the relative value or function of education as a means of 

achieving success. This is particularly true of the Korean American community. 

The Immigration of Koreans: An Institutionally Complete Ethnic Group in the United States 

The history of Korean immigration to the United States has often been divided into three 

distinct phases. First is the period of immigration from 1903 to 1949, during which 

approximately 7,200 Koreans arrived in the Hawaiian islands as laborers. About 40 percent of 

these predominantly male laborers were Christians (Choy, 1979, p.77). Many chose to cross the 

Pacific for religious freedom as well as for better economic life. The second wave, from 1950 to 
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1964, included primarily young Korean women married to American servicemen, Korean War 

orphans adopted by American families, and a small number of elite students and professional 

workers (Min, 2001). The third and largest wave is the contemporary period of family 

immigration since 1965, following the passage of the Immigration Act of 1965 (Hurh, 1998).  

The generous family reunification category of this act largely benefited the relatives of three 

groups of Koreans: wives of American servicemen, Korean students who stayed to find work in 

the United States after the completion of their education, and professional workers (Kim, 1987).  

In general, the Korean population in the United States was negligible before 1970. 

However, between 1961 and 2000, more than 800,000 immigrants from Korea were admitted to 

the United States as permanent residents (USCIS, 2002). As a result, the ethnic Korean 

population grew more than tenfold in just three decades, from less than one hundred thousand in 

1970 to more than 1.2 million in 2000. Korean immigrants have come from diverse 

socioeconomic backgrounds. However, it is the migration of largely urban, well-educated, and 

professional immigrants that make up the foundation of contemporary Korean immigration.  

Initially, in the late 1960s and 1970s, most Koreans arrived using occupational 

preferences. Two factors made this possible. First, an expanding medical industry in the New 

York-New Jersey area at that time and a demand for health care professionals attracted many 

Korean as well as many Asian Indian and Filipino medical professionals to the city (Kim, 1981). 

Korean and other Asian medical professionals filled vacancies in the periphery specialties such 

as family practice and radiology and in low-income minority neighborhoods that were not 

attractive to native born whites (Kim, 1981, p.155). Second, many Korean foreign students who 

studied at major east coast universities moved to New York to find professional /managerial jobs 

or to start small businesses. Many Koreans started businesses after earning master’s degrees in 
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the humanities or social sciences because the degrees did not help them to find professional or 

managerial jobs (Min, 2001). More than 40 percent of the Korean immigrants who entered the 

United States during the 1980s were professionals and managers prior to immigration, one of the 

highest percentages of professionals and managers among immigrant nationalities (Portes & 

Rumbaut, 1996).   

The earlier Korean occupational immigrants and students admitted to the United States 

created a chain that has perpetuated the family-based migration of Koreans. However, Koreans 

who were admitted on the basis of family reunification since the 1980s represent a lower class 

and more diverse occupational backgrounds than the earlier professional and student immigrants. 

This downward trend in Korean immigrants’ class background has been further accelerated by 

changes in South Korea. South Korea’s economic conditions have significantly improved over 

the last twenty years. Koreans experienced a growth in per capita income from $843 in 1977 to 

$2,199 in 1987, and then to $9,200 in 1995 (Min, 2001). Moreover, social and political 

insecurity, which pushed many middle-class Koreans to the United States in the 1970s and the 

early 1980s, had been substantially reduced. South Korea had a popular election in 1987, putting 

an end to the sixteen-year military dictatorship. The breakdown of the Cold War between 

Western countries and Eastern European Communist countries also reduced tensions between 

North and South Korea (Min, 2001). 

The significant improvements in economic, social, and political conditions, along with 

the increasing publicity of Korean immigrants’ adjustment difficulties in the United States, have 

reduced the influx of Korean immigrants in certain areas during recent years. The number of 

annual Korean immigrants, which peaked in 1987 with 36,000, has gradually declined, reaching 

the lowest point in 1994 (Min, 2001). Better economic opportunities are no longer a pull factor 
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for middle-class Koreans’ migration to the United States; instead, “a better opportunity for 

children’s education” is the major motivation for their United States-bound migration (Min, 

2001).  

In the United States as well as around the world, immigrant populations have expanded in 

both urban and rural communities (Kim, 2001). Asian ethnic groups, with their distinctive 

physical and cultural differences, seem to encounter adjustment problems different from those of 

European ethnic groups. Handlin (1959) clearly demonstrated in The Newcomers that blacks 

have been hampered by color and Puerto Ricans by ignorance of the English language. Early 

Asian immigrants, however, have had both disadvantages; they were both unable to speak 

English and physically distinctive from European immigrant groups. Their struggle to learn 

English was often complicated by discrimination based on their physical appearance as well as 

the fact that the dominant group does not easily eliminate this type of prejudice because physical 

characteristics are so visible and invite assumptions (Kim, 2001). Wong (1995) asserted that no 

matter how similar to white in values, aspirations, mannerisms or actions, they will always be 

perceived as different. This has important implications in terms of physical and cultural 

differences and their effects on Korean Americans. 

Whether Asian Americans were not encouraged to or were not willing to assimilate to the 

dominant group, it is clear that their immigration history starts with different standards and 

treatments. A small number of Korean students, political exiles, merchants, and immigrant 

laborers began to arrive on American shores in 1888. Korean immigrants later created 

Koreatowns throughout urban cities of the United States. These ethnic communities enabled new 

immigrants to maintain their previous lifestyles in a new environment without sudden cultural 
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adjustment. Many new Korean immigrants settled in a Korean community and sometimes started 

their businesses within or around a Koreatown (Kim, 2001). 

Several researchers have identified constraints, challenges, and stressors during the 

immigration process that may increase the need to preserve ethnic identity among immigrants. 

The challenges include economic survival, social discrimination, cultural conflict, competition, 

and the erosion of identity. Black, Mendenhall, and Oddou (1991) argued that the uncertainty, 

ambiguity, and loss of control caused by international relocation are expected to relate negatively 

to cross-cultural adjustment. In other words, these factors may lead immigrants to a strong 

attachment to their ethnic identity as a matter of self-protection. It is not a surprise to observe 

that first generation immigrants, regardless of their ethnicity, often demonstrate stronger ethnic 

attachment to their traditional culture and society than do their descendants (Hurh & Kim, 1984) 

Hurh (1977) suggested the value of establishing strong ethnic communities in the dominant 

majority country. He observed that America is a nation of immigrants where race is still the most 

powerful factor in limiting structural integration. He suggested that Korean immigrants need a 

sense of belonging (community), recognition (identity), and common origin and destiny 

(ethnicity).  

Characteristics of Korean American Immigrants 

 Korean Americans are one of the fasting growing ethnic groups in the United States. 

Although they share many similar cultural characteristics with other Asian Americans, the 

Korean Americans are unique in terms of their strong ethnic attachment, extensive participation 

in Christian churches, heavy involvement in self-employed small businesses, wide geographic 

dispersion in settlement, and the emergence of the 1.5 generation phenomenon (Hurh, 1998). In 

the early 1960s, Raymond Breton (1964) coined the term “institutional completeness” to indicate 
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the degree to which networks of social organizations dominate an immigrant/ethnic community. 

Using Breton’s definition, the Korean community, particularly in New York, can be said to be 

one of the more institutionally complete than any other immigrant or ethnic community in the 

city and perhaps in any American city (Min, 2000).  

Korean immigrants in the United States maintain a high level of attachment to their own 

ethnic identity. Min (1991) stated that most Korean immigrants speak the Korean language, eat 

Korean food, and practice Korean customs most of the time. Many are affiliated with at least one 

organization and are involved in active informal ethnic networks (Min, 2000). Through networks 

such as churches, business organizations, alumni organizations, and supplemental education 

programs, most Korean Americans maintain and strengthen social interaction with other 

Koreans. While better economic opportunities were initially a huge pull factor for middle-class 

Koreans’ migration to the United States in the early 1900s; today, it is a better opportunity for 

children’s education that is the major motivation for their United States-bound migration (Min, 

2000). Korean immigrants are highly concentrated in large metropolitan areas such as Los 

Angeles, New York, and Chicago. In comparison to other Asian American communities, Korean 

Americans have been noted for their entrepreneurial success and economic mobility as a result of 

strong co-ethnic networks. However, the recent arrival and unique settlement pattern of Korean 

immigrants means that the clustering of the Korean population and of Korean-owned businesses 

in any given locale is relatively new. It is widely known that Korean immigrants in the United 

States are concentrated in several types of labor-intensive small business. Although other groups 

have had high self-employment rates, due to the fact that many Koreans  play a middle-man 

minority role distributing products made by large corporations to low-income minority 
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customers, no other immigrant group active in small business has attracted as much media 

attention as Koreans (Min, 2001) 

In the areas where there are high concentrations of Korean immigrants, small business are 

just one characteristic of this ethnic minority group. These areas are characterized by a 

tremendous growth of Korean businesses, churches, and ethnic media, including television, 

radio, and newspapers. The Korean church is perhaps the most important ethnic institution 

anchoring this ethnic community. It serves multiple functions, including meeting religious and 

spiritual needs, offering socio-psychological support, economic assistance, and educational 

resources for immigrants and their families. Korean ethnic communities have been more 

characteristic of an intricate network of churches, clubs, alumni associations, professional 

associations, ethnic businesses, and ethnic-language media that transcend geographic boundaries 

(Bhattacharyya, 2005). In Breton’s view, “The community with many formal organizations is 

said to be more institutionally complete than the one with only a few or none” (Breton, 1964, 

p.28). Therefore, formal ethnic networks are a significant aspect of Korean American 

communities that make them institutionally complete.  

Min (2001) argues that assimilation and ethnic attachment are not necessarily mutually 

exclusive. Members of a group can achieve a high level of assimilation while preserving their 

cultural traditions and social networks, as is clear from the mode of adaptation of Jewish 

Americans.  However, in the Korean immigrant community, the factors that contribute to ethnic 

attachment also hinder assimilation into American society. Koreans’ monolingual background, 

along with the extensive development of their ethnic media, segregation in their own religious 

congregations, and their economic segregation, isolate them from larger society (Min, 2001). 

Ironically, the one area in which this isolation has not had a negative influence is education. 
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Korean Americans and Supplemental Education Programs 

Korean parents have attempted to ensure academic success for their children by providing 

them with important structural and educational resources. Many Korean parents have actively 

intervened in their children’s schooling and adopted several strategies to ensure their success. 

Korean parents have consistently used their kinship and co-ethnic networks at church, work, and 

communities to reinforce the values of education, bilingual skills, and ethnic ties (Lew, 2006). 

They have also used co-ethnic networks to gain important schooling information necessary for 

navigating the public school system.  

Two major Korean newspapers are circulated widely in the United States, Korea Times 

and Central Daily. Both of these major newspapers have a weekly section devoted to education. 

This is one of the primary ways that Korean parents learn about the American education system, 

average SAT scores of local high schools, rankings of top American colleges, college admission 

requirements and strategies, how to finance children’s college education, and parenting strategies 

in general (Zhou & Kim, 2006). The articles are usually written by Korean American educators, 

counselors, social workers, and financial planners. In addition, education-related articles 

published in mainstream newspapers or weekly periodicals such as Time or Newsweek are 

translated and published in the Korean newspaper the very next day.  

The ethnic newspaper is also where education-related advertisements are found. A typical 

education section has advertisements for SAT schools, Korean-language schools, day care and 

preschools, college-preparatory summer camp, and Ivy League campus tours operated by Korean 

immigrant tour companies (Zhou & Kim, 2006). Since sending their children to tuition-based 

after-school academies, located primarily in Korean ethnic enclaves, is a popular tool used 

among Korean American families, the importance of structural resources has a significant 
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relationship to school achievement. For one of the most institutionally complete Asian minority 

groups, this strategy is one tool of success that has been overlooked in terms of factors that 

contribute to Korean American students’ academic success.  

For Korean American students, the use of supplemental education programs transplanted 

from their home culture has increasingly become a part of life. In their home country of South 

Korea, students continue to rank extremely high on standardized tests, making them one of the 

countries that the United States continues to watch as an academic example. However, it is a 

nationally competitive entrance exam that is actually the centerpiece of the entire educational 

system. As a result, many Korean students attend special expensive cram schools after their 

regular classes where they study and prepare for such examinations. 

 In Dragon Gate: Competitive Examinations and Their Consequences, by Kangmin Zeng, 

a detailed study of the university examination systems and the role of cram schools in South 

Korea, Japan, and Taiwan is examined. Zeng astutely notes, “The history of exams is a history of 

an institution, a system. On the other hand, this system is not an empty shell, but a structural 

order governing human behavior and consciousness” (Zeng, 1999). The cram industry has been a 

billion-dollar industry, yet it has not been well documented or updated. Because of the lack of 

scholarship, we are very much kept in the dark in terms of what has really been going on in that 

ever-expanding world. Zeng attempts to broaden the knowledge gap within this phenomenon by 

exploring the manifestation of these programs.  

According to Lew (2006), Korean parents often used the Korean education system as a 

point of reference in educating their children in the United States. For instance, in Korea it is 

common for, if not expected of, students to attend hagwons as early as kindergarten. As in the 

United States, these private, tuition-based programs provide additional tutoring to help children 
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excel in school and prepare for competitive high school and college entrance exams. However, 

these private after-school academies, both in Korea and the United States, usually emphasize rote 

memorization, test-taking skills, and cram methods specifically geared toward improving test 

scores. As profit-generating business designed primarily to improve standardized test scores, 

these programs rarely provide enriching curriculum for cognitive development based on 

progressive teaching methods and pedagogy (Lew, 2006, p.41).  

According to a recent survey conducted in Korea, it is estimated that an overwhelming 

83.1% of elementary schools students, 75.3% of middle schools students, and 56.4% of high 

school students attend hagwon after school, and it is estimated that families spent 13.64 trillion 

won ($22.5 billion) on private tutoring in 2003(“Public Education Crisis,” 2003). A survey 

published by a state-run education research institute highlighted the problem associated with this 

trend, which includes staggering financial burdens on families, as well as parents’ lack of 

confidence in the public education system, which they claim is failing them (Lew, 2006). It is 

reported that parents are putting pressure on the government to reform its public school system 

so it is less dependent on these private profit-seeking enterprises. Meanwhile, the number of 

private hagwon academies has been rapidly increasing throughout the country, as students are 

expected to put in longer hours studying and parents are expected to shoulder greater financial 

burden, often starting as soon as their children reach kindergarten (“Public Education Crisis,” 

2003). 

The literature about South Korea regarding education does point out that there is in South 

Korea, among other East Asian nations, a culture of valuing education and sometimes even an 

obsession with education (Khang, 2001). However, it does not explore how that cultural 

phenomenon has been transplanted in the United States.  The Korean parents’ inclination to use 
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the Korean education system as a point of reference to educate their children in the United States 

illustrates the significance of their pre- and post-immigration social status (Hirschman & Wong, 

1986; Portes & Rumbault, 1996, 2001). On the one hand, this tendency reflects a pattern of 

amassing cultural capital derived from their status as college-educated professionals in Korea 

(Lew, 2006). On the other hand, this tendency reflects their relatively low status as U.S. 

immigrants. With the exception of a few parents who attended graduate school in the United 

States, they often had little understanding of the workings and logistics of high school curricula 

or of the U.S. college admission process, and they were at a disadvantage in directly assisting 

their children with schoolwork, college counseling, and career opportunities outside of their 

ethnic economy (Lew, 2006, p.41). 

As a result, Korean-language schools are a post-1965 phenomenon. They initially 

emerged in the 1970s as weekend schools intended to maintain the Korean language and culture, 

enhance ethnic cultural identity, and facilitate children’s selective assimilation (Zhou and Kim, 

2006). Korean schools also offered various after-school tutoring programs in addition to 

language and culture classes. By the end of the 1980s, nearly five hundred Korean-language 

schools were registered in the Korean School Association of America (KSAA), as well as 

numerous semiformal Korean-language schools run by small groups of concerned parents or by 

small churches (Zhou & Kim, 2006). Governed by a board of trustees, the KSAA is in charge of 

policymaking, budgeting, fundraising, recruiting school principals and teachers, and sponsoring 

an annual conference (Zhou & Kim, 2006, p.9). This association receives financial support from 

the Korean government in the form of free textbooks for all the students in the registered schools 

(Kim, 1992). 
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Most Korean-language schools are nonprofit, and there are three main types: church 

affiliated, secular formal schools, and secular informal schools. More than three-quarters of the 

schools registered in the KSAA are church affiliated, highlighting the central role of the church 

in this immigrant community. In smaller churches, parents volunteer as teachers and classes are 

taught on Sundays after service (Nalty, personal communication, 2006). Larger Korean churches 

usually have more formal Korean schools that operate on Saturday mornings for three or four 

hours and offer various academic and recreational programs .The average tuition per semester for 

Korean school is about $180 (Zhou & Kim, 2006, p.9). It is even less at church-affiliated Korean 

schools because part of the expense is subsidized by the home church in support of the idea that a 

family’s socioeconomic background should not hinder their children from learning the “mother 

language” (Zhou & Kim, 2006).  

Nonprofit ethnic-language schools also serve as intermediate ground between the 

immigrant home and the American school, helping immigrant parents—especially those who do 

not speak English well—learn about and navigate the American education system (Zhou & Kim, 

2006, p.13). Through these ethnic institutions, immigrant parents are indirectly but effectively 

connected to formal schools and well-informed about the factors crucial to their children’s 

educational success. Many parents volunteer their time for tasks ranging from decision-making, 

to fundraising, and to serve as teaching assistants, event organizers, cooks, chauffeurs, security 

guards, and janitors (Zhou & Kim, 2006). Parents also take the initiative in organizing 

community events, such as ethnic and American holiday celebrations. In this sense, social capital 

arising from participation in ethnic-language schools, immigrant churches, and other ethnic 

institutions is extremely valuable in promoting academic achievement.   



70  
 

Although Korean-language schools have steadily grown, a wide range of nonprofit and 

for-profit educational institutions have also sprung up and grown rapidly since the 1990s 

(Bhattacharyya, 2005). The most noticeable are hagwons, where students study in small groups, 

between ten and twenty, with an instructor who specializes in a particular subject. In Korea, there 

are many different types of hagwons. For younger students, hagwon is a place to get additional 

help to excel in school. The most popular hagwon subjects are English and math. For high school 

students, hagwons are supplemental after-school institutions aiming almost exclusively to 

prepare students for the highly competitive college entrance examination and to help test-takers 

who did not score high enough to get into their college of choice to retake the exam with a better 

score the following year (Nalty, personal communication, 2006). 

Due to the fact that gaining admission to one of the few elite colleges in Korea—Seoul 

National, Korea, and Yonsei (SKY),—assumes  paramount importance in the life of high school 

students and their families, hagwons have been unofficially institutionalized as part of the 

education system in Korea (Bhattacharyya, 2005). In Seoul, some of the most expensive real 

estate is in the Kangman area, not only because of the high quality of K-12 public schools, but 

also because of the high concentration of reputable hagwons in that area (Zhou & Kim, 2006).  

Unlike Korean-language schools, hagwons aim primarily at academic tutoring and may 

not have a core curriculum for Korean language and culture. Hagwons in the United States are 

mostly private businesses established and operated by Korean immigrant entrepreneurs to meet 

an ethnic-specific demand carried over from Korea. In 2004, the Korean Business Directory of 

greater Los Angeles listed 209 private hagwons or academic tutoring establishments. Thirty-six 

of them offer just SAT-intensive preparatory courses for high school students, while the rest 

offer basic subjects such as math and English for younger students plus the SAT, PSAT, SSAT, 
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and AP for the older students. In addition to hagwons, the directory lists a large number of 

private after-school establishments, including 116 art and music schools operated by Koreans 

and 145 Tae Kwon Do studios. These enrichment programs not only aim to help provide high 

school students with well-rounded portfolios to support their college applications, but also offer 

instruction for preschool, elementary, and middle school students. 

The majority of hagwons are owned by Koreans, but teachers are both Korean and non-

Korean. They have eye-catching names like “Harvard Review,” “Yale Academy,” “Ivy College,” 

and “UC Learning Institute” (Dunn, 1995). Even the non-Korean owned private supplemental 

schools such as Prep Center and Princeton Review have branches set up in or near Koreatown 

and in ethnoburbs with large Korean populations. They are advertised in Korean newspapers 

with promises of helping students excel in school, score high on standardized tests, assist in the 

college application process, and get into their college of choice. However, these centers do not 

offer the ethnic ties that many Korean families seek. Most students enroll at a very young age 

and receive help in order to get into magnet programs, honors classes, and advanced placement 

courses in their public schools or districts. These efforts are made from an early age to increase a 

child’s chances of getting into highly competitive colleges.  

While ethnic-language schools and church affiliated after-school programs are affordable 

to most families, the academic and specialized enrichment programs embedded in these 

nonprofit institutions are more expensive. Because hagwons are for-profit businesses, they are 

much more expensive than Korean-language schools. Many high-quality private hagwons, which 

rival mainstream institutions such as the Princeton Review and Kaplan, are extremely expensive. 

Monthly tuition can range from $90 to $500, depending on the grade level, subject matter, and 
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weekly or weekend schedules while an intensive SAT summer school programs complete with 

dormitory accommodations costs approximately $2000 (Zhou & Kim, 2006).  

Despite the costly tuition of hagwons, Korean and non-Korean hagwon entrepreneurs are 

well aware that Korean families are willing to make sacrifices in order to pay for this 

supplemental education for their children. High demand for after-school services from immigrant 

parents with higher than average socioeconomic status and high rates of self-employment in the 

immigrant community stimulate new business opportunities for prospective co-ethnic 

entrepreneurs aiming at serving working-class immigrant families (Zhou & Kim, 2006, p.15). 

This phenomenon of supplemental education is to my knowledge, unmatched by any other 

contemporary immigrant group. Thus, attending hagwons has become a common experience 

among Korean American youth and one of the defining characteristics of being Korean 

American. 

While it is evident that Koreans value education and are willing to make significant 

personal sacrifices to ensure that their children are afforded the best available learning 

opportunities, the Korean enthusiasm for education has very drastic implications. In a country 

where competitive education is virtually the gateway to success and high status, South Korean 

children have little choice but to work hard and parents have little choice but to support this 

habit. It has been estimated that the typical Korean family spends between 15 and 30 percent of 

their household budget on private education. But they continue to pay because they feel that if 

they don’t send their kids to private school, they are not doing their best for their kids (C. Kim, 

personal communication, 2006).  Of course the kids are the ones attending the schools, but at 

what social and emotional cost? They spend a significant amount of time in the classroom, 

attending cram school Monday through Friday, plus Saturday morning. Koreans tell their kids: 
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“Sleep five hours a night and fail; sleep four hours and pass” (Lee, 2006). It is no surprise that 

the suicide rate in South Korea increases every year around exam time (C. Kim, personal 

communication, 2006). Despite the disadvantages, Korean students continue to attend and 

parents continue to pay. Therefore, what they are learning seems to be worth the sacrifice. 

While this may serve as a controversial phenomenon in South Korea, Korean American 

students have historically reaped the benefits of their native culture and excelled in American 

classrooms (Sue and Okazaki, 1990). As many countries define success through numbers and 

rankings, it is very clear that Korean American children generally score well on standardized 

tests (Sue and Okazaki, 1990). But, how have Korean American families that come to America 

with language barriers and different cultural values that are more often than not, rarely taken into 

account in the public school system affected? Few have examined the role of supplemental 

education programs such as tutoring, Saturday schools, and Korean enrichment centers that have 

been transplanted from South Korea in regards to the success of Korean American students.  

In an attempt to address the relationship between South Korean education and Korean 

American programs, more research has begun to appear regarding after-school programs in the 

Korean-American community. In L.A.’s Koreatown, a Relentless Focus on Schooling, Robert 

Johnston depicts the incredible focus on private after-school programs and the endless need for 

more schooling in one Los Angeles Korean community (Johnston, 2000). However, he fails to 

explore why the need for these programs is continuously growing or where they arose in the first 

place. One article, Crazy for Cramming in South Korea, by Moon Ihlwan, sheds some light on 

this phenomenon and implies that this growing trend is a practice that has been imported from 

Korea. He suggests that in South Korea, students rely on tutors and other supplemental education 

to win highly competitive spots in college (Ihlwan, 2000).  
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As the demand for education in the United States exceeds what public schools can offer, 

ethnic entrepreneurs continue to provide after-school programs to their co-ethnics (Zhou & Kim, 

2006). Also, because of the higher standards imposed on Asian American children as a model 

minority, parents increasingly turn to these ethnic institutions in the hope of giving their children 

an extra boost in the race for admissions into prestigious schools. As it seems these programs are 

becoming a national phenomenon in Korean communities in the United States, the disparity and 

lack of research regarding the influence of such programs has yet to be adequately explored. 

Despite diversity in form, governance, and curricula, these ethnic institutions, nonprofit and for-

profit alike, offer services to immigrant families that are directly relevant to children’s formal 

public education. These ethnic institutions not only offer academic and enrichment programs, but 

also serve as the locus of social support and control, network building, and social capital 

formation. However, the benefits and solidarity of co-ethnic networks notwithstanding, there are 

still major gaps in literature that need to be addressed. Asian Americans remain the least studied 

ethnic group in the United States and the model minority stereotype continues to persist. 

Summary 

In this chapter, I have discussed various factors that influence education in South Korea, 

Korean immigration to the United States, and Korean American participation in supplemental 

education programs. I also reviewed literature on the historical foundations of education in South 

Korea and its influence on the culture and education of Korean American students as it has been 

described in the literature. In the next chapter, I discuss the methodological design used in 

obtaining a clearer understanding of the nature of the educational and cultural experiences of 

Korean students in hagwons that serve as educational and cultural institutions as well as 
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supplemental education programs used by Korean American students, which are local 

equivalents to hagwons and are transplanted from the home country of South Korea. 
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CHAPTER 3 

METHODOLOGY 
 

 In this chapter, I describe the methodology and design that I utilized to conduct the study. 

I describe the problem and purpose of this study as well as the research questions used to guide 

this study and my theoretical perspective. I explain the data collection and management 

procedures, data analysis procedures, and my roles as the researcher, issues of bias, and 

limitations of the study. 

Purpose of the Study 

The purpose of this ethnographic comparative case study was to explore the nature of the 

educational and cultural experiences of Korean American students in supplemental education 

programs that serve as educational and cultural institutions as well as local equivalents to 

hagwons that are transplanted from the home country of South Korea. Specifically, I examined 

the role and functions of a Korean hagwon in Georgia and its relationship to Korean American 

students’ experiences in their public schooling. 

Statement of the Problem 

Relatively little is known about the specific nature and cultural function of the large 

number of hagwons that Korean immigrants have organized in their communities. Most 

educational scholars and the public in general are unaware of the Korean hagwons because 

details are not widely publicized although they are operating in virtually every Korean American 

community in the United States. Much of the relevant literature is thin on in-depth contextual 
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details of Korean American students’ success beyond parental involvement and a value of 

education. Many of these students spend countless hours in supplemental education programs, 

yet this phenomenon has not been very well documented (Zeng, 1999).  

While these programs, which are the foundation of educational success in South Korea, 

do not yet have acceptance in the public education system within South Korea, they certainly are 

influential to the success of Korean American students in the United States. A study of such 

programs can yield important information for better understanding why Korean immigrants are 

organizing supplemental education programs, what is occurring within these programs, and how 

these supplemental programs influence the larger immigrant community and perhaps also the 

mainstream communities. The extensive network of Korean supplemental programs in the 

United States represents a fascinating source of inquiry for learning more about the educational 

experiences of Korean American students within formal educational settings and more 

importantly, by shedding light on the possible influences beyond those on public schools.  

Research Questions 

In order to find out more about Korean supplemental programs, I conducted research on 

the after-school and summer programs of one Korean franchise founded in Seoul, South Korea 

that has been transplanted throughout the United States. As I examined the influence and 

structure of the program, my guiding questions for the study were as follows: (1) What are the 

general features and characteristics of the South Korean educational system? (2)What are the 

general features and characteristics of Korean hagwons and Korean American supplemental 

education programs? (3) What are the characteristics of the teachers, parents, and students of the 

educational community? (4) What roles do supplemental education programs have in the lives of 

Korean American students who are enrolled in them?  (5)What aspects of Korean heritage 
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influence participation in such programs? (6)What functions do ethnic supplemental education 

programs perform to contribute to the overall educational achievement of Korean American 

students? (7) What are the perspectives of Korean American students, parents, and teachers with 

regards to involvement in supplemental education programs? These questions provided the initial 

framework for my research (see Appendix A) along with data sources and methods of analysis. I 

used this framework to check and recheck myself as I proceeded with the study.  

Research Design 

This study was designed as a qualitative ethnographic comparative case study (Lincoln & 

Guba, 1985; Patton, 2002). In deciding to undertake a qualitative research study, I needed 

Strauss & Corbin’s (1990) rationale that qualitative methods can be used to better understand a 

phenomenon about which little is yet known. The ability of qualitative data to describe more 

fully a phenomenon is an important consideration not only from the researcher’s perspective but 

also from the reader’s perspective. Qualitative research reports often offer details and insights 

that allow both participants and readers the opportunity to experience a new or wider 

perspective. I also used an emergent design in order to ensure that the study was flexible and 

open-ended. I conducted this study in the supplemental education classrooms of a Korean 

program in metro-Atlanta. The study design also contained comparative elements which included 

the comparison of places, systems, and cultures as outlined in Figure 3.1. 
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Figure 3.1-Diagram of the Study 

Theoretical Perspective 

 Merriam (1998) stated that a qualitative research design helps researchers to understand 

and explain the meaning of social phenomena with as little disruption of the natural setting as 

possible. Merriam continued that the primary criterion that guides qualitative research is the view 

that reality is constructed by individuals interacting with their social worlds (Merriam, 1998, 

p.6). In this inquiry, I sought to explore the nature of the educational and cultural experiences of 

Korean American students in supplemental education programs, the local equivalents to hagwons 

in South Korea, which are transplanted from their home country of South Korea. These students’ 

perceptions were formed from their home culture and language, their community, and their 

social interactions, connections, and interpretations of their world.  

Meaning is an idea that I have come to recognize as having different interpretations for 

different people as a result of the various life experiences and subjectivities that they represent. 

Constructionism claims that human beings construct meaning as they engage with the world they 
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are interpreting (Crotty, 1998, p.43). Therefore, constructionism is the view that all knowledge, 

and therefore all meaningful reality as such, is contingent upon human practices, being 

constructed in and out of interaction between human beings and their world, and developed and 

transmitted within an essentially social context (Crotty, 1998).  Seeing my data through the lens 

of constructionism allowed me to understand my subjects’ views of reality.  

I used constructionism as the epistemology and symbolic interactionism as the theoretical 

perspective (Crotty, 1998) to provide the framework and lens through which to observe and 

interpret how Korean Americans use supplemental education programs to construct meaning. 

Supporting the idea that learning and meanings are culturally constructed, I used this perspective 

to interpret and observe how supplemental education programs influence Korean American 

students. Additionally, I interpreted the interactions within- and in the vicinity of-supplemental 

education facilities to observe the ways in which collections of knowledge become shared, 

altered, and constructed. In doing so, I was able to link the experiences within this Korean 

supplemental program to South Korean culture and education in formal schools. 

Symbolic Interactionism 

 In planning my study, I selected symbolic interactionism as the theoretical perspective 

that best suits my research interest. Symbolic interactionism is linked to a philosophy of 

interpretivism. Interpretive approaches in social research are closely related to a theoretical 

tradition called symbolic interactionism, which rests on three premises (Blumer, 1969). The first 

is that humans act toward things based on the meanings those things have for them. For example, 

a European American may look at a supplemental education program as an option for enrichment 

without a particular purpose. But someone from South Korea might look at that same program as 
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their only means to success. This is a prime example of how each of us interacts with such 

institutions based on the meanings they have for us.  

In fact, the belief in education and supplemental education programs as a means for 

social mobility is deeply rooted in the Korean consciousness, resonating with Korean immigrant 

families’ passion for education. Research shows the majority of Korean American youth tend to 

make their academic and occupational choices based on social prestige and economic rewards 

(Hurh, 1998). Education is not an isolated entity; it functions as a cultural practice encompassing 

“values about what is natural, mature, morally right, or aesthetically pleasing” (Miller & 

Goodnow, 1995). Through education, the value system of a particular society is transmitted to, 

shared with, and reconstructed by the next generation.  

The second premise is that the meanings of things arise out of social interaction and the 

third premise is that meanings are created and changed through a process of interpretation 

(Esterberg, 2002). I observed how these three premises have unfolded when students interact in a 

supplemental education program. A student’s discourse and culture shapes perceptions and 

meanings for things, which are subsequently used to construct knowledge. From this point of 

view, investigating the symbolic meaning of education embedded in Korean culture offered me 

an effective tool for capturing the core values in Korean immigrants’ expectations for their 

children’s education. Thus, the meaning of education, particularly the meaning of supplemental 

education programs, has been constructed by the larger context in Korean society. My study shed 

light on how this process occurred. 

 The use of this perspective gave me a lens through which to understand the educational 

culture of South Korea as transmitted through supplemental education programs in the United 

States. Symbolic interactionism is a theoretical perspective that deals directly with issues such as 
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language, communication, interrelationships, and community (Crotty, 1998). It enabled me to 

immerse myself in a culture outside of my own and experience different values, philosophies, 

and viewpoints. However, I recognize that my own subjectivities played a role as I sought to get 

a glimpse inside the worlds of my participants. I noted the point made by Geertz (1973) that 

researchers never truly capture the viewpoints of others as the writings of researchers are always 

interpretations of what they think their research subjects are doing, but their insights are always 

limited. 

Comparative Dimensions in the Study 

 Historically, the research in the field of comparative and international education has been 

characterized by three principal dimensions: scientific, pragmatic, and international/global 

understanding (Arnove & Torres, 2003). My study fit both the pragmatic and international 

dimensions as it included the process involved in the study and transfer of educational practices 

among countries known as lending and borrowing (Altbach, 1998) as well as how forces from 

areas of the world previously considered distant and remote impose upon individual lives in the 

United States. Therefore, cross-cultural comparisons are of great importance. Comparative, cross 

cultural research can help provide tools for understanding and uncovering meaningful 

relationships from complex educational realities by striving for both conceptual and linguistic 

equivalence, and emphasizing the situatedness in time and space of particular social phenomena 

(McNess, 2004, p.326). These dimensions were to become evident in my study. 

 Information on the South Korean education system, hagwons, and the cultural context of 

schooling come from three sources in my study, as follows. First, I reported features and visuals 

that I obtained from the literature and from policy or program documents. Second, informants 

provided information to me during interviews and interactions. Third, my experiential 
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knowledge from my time tutoring in the Atlanta program, as well as from my visit to South 

Korea in 2006, provided added insight and information pertinent to my study. These different 

sources of information and insight enabled me to develop the comparative dimensions of the 

study. 

 However, to truly understand the culture of an ethnic group, an ethnographic component 

is necessary.  Perhaps the most common expression of cultural identity in modernity is found in 

what is widely understood as national culture. According to Hall (1994), for whom a national 

culture is a discourse, “it is a way of constructing meanings which influences and organizes both 

our actions and our conception of ourselves (p.292).” National identity, according to Anderson 

(1983), is no more than an “imagined community”. However, before comparative education 

researchers undertake comparisons across cultures, they should consider the ways in which the 

discourse of national culture is represented, but also the power of those representations to win 

national allegiance and to define cultural identity (Mason, 2007, p.174). I hope that my study 

addressed the need for more research in which the origins of specific phenomena (supplemental 

education programs) in similarly situated places, as well as transplanted phenomena, are 

explored using an individual case of an educational institution and program with its own unique 

cultural context. 

Methodology 

 Research and evaluation should be built on the foundation of a “paradigm of choices” 

rather than become the handmaiden of any single and inevitably narrow disciplinary or 

methodological paradigm (Patton, 2002). Though the term design implies a very specific 

blueprint, the design needs to remain sufficiently flexible to permit the exploration of whatever 

the phenomenon under study offers for inquiry. In keeping with these recommendations, there 
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were several areas related to the components in the design of my study including ethnography, 

case study, and comparative perspective. 

Ethnography 

 Ethnography, the primary method of anthropology, is the earliest distinct tradition 

of qualitative inquiry. Thus, the notion of culture is a central concern in ethnography. 

Culture is that collection of behavior patterns and beliefs that constitutes standards for deciding 

what is, standards for deciding what can be, standards for deciding how to go about doing it 

(Patton, 2002). Ethnographic inquiry takes as its central and guiding assumption that any human 

group of people interacting together for a period of time will evolve a culture (Patton, 2002). 

Thus, the challenge for ethnographers is to gain insight into the lives of particular people within 

particular settings, to understand social behavior in context and based on lived experience 

(Esterberg, 2002). 

Nonetheless, substantial overlaps, rather than clear boundaries, have developed between 

ethnography and other forms of fieldwork. Due to the fact that my experiences were focused in 

one community, but impart the historical perspective of another; an ethnographic comparative 

case study of Korean supplemental education programs was appropriate. While I chose to study 

the educational culture of one ethnic group as described as the foundational question of this 

perspective, I recognize that a case study methodology approach (deMarrais & Lapan, 2004) 

offered the opportunity to illuminate meaning and understanding relative to the study’s research 

questions regarding supplemental education programs. This research was defined and bound as 

an ethnographic comparative case study because it intertwined three approaches in order to 

design a study that focused on the influence of culture within specific cases for an in-depth study 

and comparison. 
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Case Study 

 Case study research can involve the close examination of people, topics, issues, or 

programs. According to Hayes (cited in deMarrais & Lapan, 2004), “Case studies are unlike 

ethnographies in that they seek to answer focused questions by producing in-depth descriptions 

and interpretations over a relatively short period of time, perhaps a few weeks to a year.” In 

addition, case studies investigate contemporary cases for purposes of illumination and 

understanding. In some instances, case studies are used to provide information for decision 

making or to discover causal links in settings where cause-and-effect relationships are 

complicated and not readily known, such as school reform or a particular government policy 

(Yin, 1994). Furthermore, an instrumental case study is used to provide insight into an issue or to 

redraw a generalization. The case is of secondary interest, it plays a supportive role, and it 

facilitates one’s understanding of something else. The case still is looked at in depth, its contexts 

scrutinized, its ordinary activities detailed, but all because this helps the researcher to pursue the 

external interest as described by Stake (2000). Though some cases may be seen as typical, the 

choice of a particular case is made to advance understanding of a wider interest. My study of a 

particular case was conceived along these lines. 

The use of case study as a form of reporting the inquiry of qualitative research was 

essential to this investigation. Merriam (1998) explained case study design as a qualitative tool to 

“gain an in-depth understanding of the situation and meaning for those involved. My case study 

design allowed for the “face-to-face” exploration of perceptions and experiences as they were 
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cultivated during verbal and written discourse and during the exchange of ideas with the 

participants. 

 Additionally, generalization is not a goal in case studies because discovering the 

uniqueness of each case is the main purpose. The problem with generalizations is that they do 

not apply to particulars (Guba and Lincoln, 1981). Case study researchers examine each case 

expecting to uncover new and unusual interactions, events, explanations, interpretations, and 

cause-and-effect connections. Case study research often leaves the determination of meaning and 

worth to the consumer or audience who may construct their own naturalistic generalizations by 

drawing on the information in the case study (Stake, 1995). Hence, in my study generalization 

was not a goal although I did draw conclusions that could be insightful to other cases and 

situations. 

Guba and Lincoln (1981) emphasized appreciation of and attention to context as a natural 

limit to naturalistic generalizations. It is virtually impossible to imagine any human behavior that 

is not heavily mediated by the context in which it occurs. They proposed substituting the 

concepts “transferability” and “fittingness” for generalization when dealing with qualitative 

findings. In addition, Cronbach and Associates (1980) offered a middle ground and suggested 

instead that designs balance depth and breadth, realism and control so as to permit reasonable 

“extrapolation”. Unlike the usual meaning of the term generalization, an extrapolation clearly 

connotes that one has gone beyond the narrow confines of the data to think about other 

applications of the findings. Extrapolations are modest speculations on the likely applicability of 

findings to other situations under similar, but not identical, conditions (Patton, 2002). Given the 

nature of my study, extrapolation provided a logical alternative to generalizability. 
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Comparative Dimensions in the Study 

 The study design also contained comparative elements in the following ways. I compared 

places, as described by Manzon (2007) in the sense that I investigated experiences in the 

supplemental programs in comparison to the experiences for students in their regular school 

settings. Secondly, I compared systems, as described by Bray & Kai (2007), in that Korean 

supplemental education programs are infused with features imported from the South Korean 

educational system to the local context and to these programs. Thirdly, I compared cultures, as 

described by Mason (2007), in that my study compared experiences related to Korean culture in 

the immigrant community alongside mainstream American culture as outlined in Figure 3.1.  

Setting 

 The dramatic increase of the Korean American population in southern states is 

particularly relevant for my study as context against which to consider the settings of my study. 

Over the past decade, the Korean population in Georgia has increased by 88 percent, numbering 

at approximately 150,000, the second highest rate of increase in the United States (“Georgia: 

Home,” 2006). The initial components of my research came from contacts I made on my trip to 

Seoul, South Korea in 2006. During this trip, I visited cultural exhibitions, religious sites, and 

one of the best schools in the country (Minjok Academy). I had significant conversations with 

my hosts at the academy as well as several of the shrines and temples I visited. These 

experiences provided insights that informed my study with some context, and with insights that 

were useful to verify information I obtained during my fieldwork in Georgia.  

 As seen in table 3.1, the Korean population in Georgia has for the past decade increased 

by 88 percent. This is the highest rate of increase in the United States, even higher than New 

Jersey, which has traditionally been the state most preferred by Korean immigrants.  
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Table 3.1. Korean Population Change by Top Fifteen States of Increase, 1990-2000 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

State % Change State % Change 

Georgia 88.18% Virginia 50.11% 

Nevada 75.06% Arkansas 49.47% 

North Carolina 73.39% Massachusetts 47.90% 

New Jersey 69.56% Colorado 44.59% 

Tennessee 64.04% Texas 43.42% 

Washington 57.86% Oregon 42.90% 

Arizona 55.60% South Carolina 42.22% 

Florida 54.30% District of Columbia 144.59% 

Sources: Korean American Coalition-Census Information Center in partnership with the Center for 
Korean American and Korean Studies, California State University, Los Angeles 

The size of the Korean community in Atlanta has grown very rapidly since the late 1980s 

(see Table 3.1). Table 3.2 shows the traits of Koreans in Georgia as relatively well-educated, 

middle income, and variously employed. Recent Korean immigrants have come to Los Angeles, 

New York, or Chicago, where Korean communities have been established for a long time, to 

assimilate or be absorbed into an already existing social structure in Korean communities. 

However, unlike Korean immigrants in the other large cities, Korean immigrants in Atlanta have 

had to establish a new community because the Atlanta Korean community was quite small and 

expanded rapidly only recently, as a consequence of the migration of Korean immigrants from 

other cities in the West where Koreans do not tend to have as strong an ethnic networking 

infrastructure as the Chinese and Japanese (Yu, 2002). Atlanta is seen as a good place to start a 

business, with a growing economy, friendly business environment, and low start up costs 



89  
 

compared to other major metropolitan areas thus bringing large numbers of Korean immigrants 

to the Greater Atlanta area. 

Table 3.2: Demographics and Economic Characteristics of Koreans in Georgia (%) 
Total Number of Koreans 
(N) 

14,432 Class of Worker  

Foreign-born (in Korea) 80.9 Private Wage and 
salary workers 

72.2 

Age (Under 18 yrs) 26.8 Local government 1.3 

Age (18-39 yrs) 44.9 State government 2.7 

Age (40-59 yrs) 23.8 Federal government 3.9 

Age (60-74 yrs) 3.7 Self-employed 16.9 

Age (75 yrs and over) 0.7 Industry  

Educational Attainment  Agriculture 0.3 

Less than 5th Grade 4.1 Mining 0.0 

5th to 12th grade (no 
diploma) 

15.8 Construction 2.4 

High School 31.7 Manufacturing 13.8 

Some college or associate 
degree 

21.0 Transportation 2.4 

Bachelor’s Degree 15.8 Communication 0.7 

Graduate or professional 
degree 

8.2 Wholesale Trade 4.2 

Income in 2000  Retail Trade 40.0 

Less than $10,000 14.6 Service Industry 26.0 

$10,000 to $24,999  30.2 Professional 
Services 

16.0 

$25,000 to$ 49,999 34.1 Public 
administration 

1.9 

$50,000 to $99,999 16.4   

$100,000 or more  4.7   

 Yoo, J. (2001). Korean Immigrant Entrepreneurs. New York: Garland Publishing. 
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 The majority of my fieldwork took place at a Korean supplemental education program in 

a suburb of Northeast Georgia as well as at a local Korean church campus in the same 

community, a typical staple in many Korean immigrant communities. The site of the program at 

which I conducted my research is a part of a chain that began in South Korea in 1977. The 

Atlanta branch of the franchise was founded in 2001. It is located in a business plaza comprised 

of several buildings, many of which are Korean businesses. This particular supplemental 

education program is located in a two-story brick building and comprises the entire second floor 

of one of five buildings. There are four classrooms, which each include one student table and 

four to six chairs. Each classroom has whiteboards on the walls for teachers to use during 

classroom instruction. The directors’ office is in the front of the building across from the 

bookroom where the textbooks and ancillary classroom materials are stored. In the back of the 

building, there is a waiting room for parents equipped with a television and a computer. The 

entire center is carpeted and the walls are decorated with student work and student recognition. 

This description gives a better perspective of the environment in which the students learn and 

provides a visual that is relevant to the study. 

 The summer program took place on a huge Korean church campus (see Photos A, B, C, 

D, and E) equipped with an education center that is home to over 20 classrooms, an auditorium, 

two cafeterias, a chapel, a computer room, as well as an outdoor playground. Each classroom is 

equipped with a chalkboard or whiteboard for the teachers to use. All materials were stored in a 

storage room on the second floor near the director’s temporary office for the summer. The 

church is less than five years old and is equipped with contemporary technology for teachers to 

utilize. This church campus is surrounded by other Korean businesses (see Photos F, G) 

including grocery stores, several supplemental education programs, and a few restaurants. I 
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became quite familiar with the community due to my role as an educator and my geographical 

residence. I had the privilege of working at this site for four years prior to my research. Thus, the 

issue of gaining access was nonexistent because I had already established a relationship with the 

program and the director was quite welcoming regarding my research. As a result, I had both 

access and opportunity to make this site the focus of my research. However, I decided to set 

boundaries on the study by focusing on one setting to get an in-depth picture of this supplemental 

education program. 

Photo A. JAE Campus Directory 
 

 

 

 

 

 

 

Photo B. JAE Education Building 
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Photo C. Education Building Directory 
 

 

 

 

 

 

 

 

 

 

 

 
Photo D.  

JAE Kindergarten Computer Class 
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Photo E. JAE Computer Room  
 

 

 

 

 

 

 

 

 

 

 

Photo F. Duluth Community Shopping Center 
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Photo G. Sugarloaf Shopping Center 

 

 

 

 

 

 

 

 

 

 

 

Participant Sampling 

Patton (2002) states, “the logic and power of purposeful samples lies in selecting 

information-rich cases for study in depth” (p.169). Merriam (1998) states, “purposeful sampling 

is based on the assumption that the investigator wants to discover, understand and gain insight 

and therefore must select a sample from which the most can be learned” (p. 61). Therefore, my 

participant selection was purposefully focused on Korean students and parents who were 

participating in supplemental education programs in Georgia to build an enriching case for 

comprehensive study. 

 The majority of the participants were volunteers who fit the appropriate demographic 

characteristics in order to achieve strong quality assurance. The first step in selecting my 

participants was that I attend the informational meeting for the parents and students who were 
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enrolled in the JAE program. I was given the opportunity to discuss my research, explain my 

study, and ask for their assistance. I provided the director, the teachers, and the parents with a 

handout describing the research and explained why their experiences and opinions were valuable 

to the study. The director and the teachers were very receptive to the study; however, the parents 

were initially quite reluctant about potentially participating in my study. 

In order to address the reluctance of parents, the critical participants (known as key 

informants) with whom I had established previous relationships, such as the director and faculty 

and staff of the JAE program, were particularly important as they referred other participants to 

me. This is known as snowball sampling or chain referral sampling in which the researcher 

begins with an initial interviewee –often a key informant. Then the researcher asks for referrals 

to others who might be appropriate to interview (Esterberg, 2002, p.93). Once I had a sizeable 

pool of parents to choose from, those who were willing to participate in the research were asked 

to sign a consent form. Once I obtained the participants’ consent, I shared additional information 

via a personal meeting, clarifying the purpose of the research and research procedures, and how 

the data would be used. This process helped me to build rapport and trust between the 

participants and myself and enabled the participants to have a basic understanding of the whole 

research process. 

 The next step of my selection process for students involved my visiting the classrooms of 

the students who had volunteered at the information meeting, in order to provide a summary of 

my research proposal for the students. Students who were still interested in participating then 

met with me the next morning before classes where I explained the study to them in greater 

detail. Each student received an assent form to read and sign (see Appendix B).  The student 

assent form explained the guidelines for their participation. Additionally, each student was given 
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a consent form to be signed by a parent or guardian (see Appendix C). I communicated with 

parents or guardians through telephone to clarify the extent to which their children would 

participate in the study. From all the volunteers, the final number of research participants 

included  two administrators, two staff persons, eight teachers, six parents, and eight students. 

Data Management Procedures 

 Since data analysis in qualitative research is an ongoing process (Taylor & Bogdan, 

1984), I began with the biographical information that was collected from each participant. To 

manage data  efficiently and systematically throughout the research process, I made a profile 

table that contained, for each parent and student participant, a pseudonym, age, years in the 

United States, educational background, county of residence, and occupation (see Chapter 4, 

Table 1). This provided me with easy access for any given purpose during data analysis and 

interpretation. I also used notebooks which contained information related to interview schedules 

as well as my journal which contained reflections and initial analysis from interviews I sorted. 

Transcripts, field notes, interview guides, and signed consent forms from each interview session 

by participant, placed them in individual files, and secured them in my house. I stored interview 

recordings and transcripts on computer disks. These were the procedures I articulated in my IRB 

application. I analyzed these questionnaires by coding all responses which were then placed into 

subordinate, superordinate, and outlier groups. Throughout this process, I was forced to expand 

and collapse categories as necessary to provide accurate representation of the data. 

Data Sources 

Data sources for this study included scholarly literature, curriculum and policy 

documents, participant observation and field notes, in-depth interviews with five sets of 

informants, archival records, student artifacts, and photographs. Each of these sources was 
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designed to elicit and obtain relevant information for the study. The scholarly literature provided 

background information for the context of the study. The curriculum and policy documents, as 

well as archival records, provided detailed descriptions of the academic program of study and 

procedures of the program. Participant observation and field notes documented and guided my 

interpretations of participant experiences The interviews were used to capture the essence of 

participant experiences. Student artifacts and photographs provided visual insights into the 

values and experiences of the participants. 

Data Collection Procedures 

 To capture the true essence of this study, I used a variety of data collection procedures 

which included a questionnaire, interviews, field notes, documents, student artifacts, photos, and 

a journal. Data collection and analysis often occurred simultaneously during the research 

process. However, the data collection process in the field extended from May through September 

of 2007. I kept all of the information collected confidential as described in my IRB application. I 

also used initials and pseudonyms to protect the identity of the informants. 

Initial phases of my study focused on literature reviews and set-up of arrangements for 

the fieldwork. These methods will provide a variety of data sources from which to analyze, 

interpret, and draw conclusions. Initially, I began the fieldwork in May of 2007 with a formal 

questionnaire in order to gain basic biographical information about the participants.  The 

participants returned the questionnaire to me within a week, and I used their responses to begin 

to organize the data. During the summer of 2007, I analyzed the curriculum and the textbooks for 

each course that was taught during the program. I made observational field notes each time I 

visited the students’ classrooms. I also examined archival records of student achievement 

including test scores and report cards throughout the summer and fall of 2007. At the end of the 
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program, each student submitted written artifacts from their classes. I also took several 

photographs in order to capture important moments, events, and context. In the following 

section, I describe each of the data collection types. 

Participant Questionnaire 

 I asked each participant was asked to complete a brief preliminary questionaire (see 

Appendix D) which included biographical questions, educational background questions, and 

occupational questions. The questionnaire  provided personal background information for me to 

use as a conversational beginning to many of the interviews. However, the opportunity to share 

personal and educational background information helped  to establish a rapport that enabled 

participants to become comfortable with the interview process and to provide a less formal 

environment. 

Interviews 

 The interviews, as raw data, were thoroughly read for review and analysis. Significant 

statements were extracted from interview transcriptions through coding. After significant 

statements were extracted, clusters of themes were then organized from the aggregate data. In 

addition, the frequency of codes and themes cited during interviews was tabulated. 

  Each of the interviews varied in length depending on how much detail the participant 

was willing to share, as well as the circumstances of the interview. I conducted extensive 

ethnographic interviews ranging from 30 to 90 minutes with key informants; I conducted shorter 

focused interviews with others associated with various elements of the program including 

parents, staff, and teachers. I used an interview guide (see Appendix E) that lists the questions or 

issues that I explored during the course of the interviews.  
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 The interviews were semi-structured and conversational, in form allowing interviewees to 

express their opinions and ideas in their own words while allowing me to follow their lead. My 

semi-structured interviews allowed me to explore, probe, and ask questions that elucidated and 

illuminated that particular subject. Thus, I remained free to build a conversation within a 

particular subject area, to word questions spontaneously, and to establish a conversational style 

but with the focus on a particular subject that had been predetermined, as recommended by 

Patton (2002). Participants were invited to converse openly. The interview protocol consisted of 

five main questions and several subquestions to give participants “something to push off against” 

or to “discuss phenomena  that do not come readily to mind or speech” (Patton, 2002). For 

instance, I encouraged them to elaborate  on their experience with specific events or incidents. 

Each interview question dealt with one or more research questions. All interviews were over a 

period of six months, from May through September of 2007. 

I conducted all of the interviews in empty classrooms in the Korean church where the 

summer program was conducted or at the Korean supplemental program office building. Most of 

the participants were familiar with these locations which provided a convenient meeting place 

for us created a comfortable environemnt for the interviews. On one occasion, when I was 

recording an interview, staff came in to prepare for lunch and the backgroound noise made for a 

difficult interview. However, my participant did not seem to be bothered by the noise.  

  I conducted follow-up interviews to gain more information and to further probe 

responses that I needed to have clarified. Although the numbers and the amount of time for face 

to face interviews varied, each participant provided at least 30 minutes of information, which 

culminated in over 12 hours of audiotaping. I shared interpretations of the interview data with 

participants  to establsih trustworthiness (Patton, 2002). To follow up on some specific questions 
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that emerged during the data analysis process, I also conducted telephone interviews when 

needed. I often took notes during interviews as to capture specific statements and physical 

expressions. 

Field Notes 

 Taylor & Bogdan (1998) argued that there are two limitations of interviews: (a) people 

say and do different things in different situations, and (b) interviews lack the context necessary to 

understand the perspectives of participants. Taylor and Bogdan argued that observation can be an 

effective remedy addressing the limitations of interviews. Patton (1990) stated that the purpose 

of observational data is to describe the setting that is observed, the activities that take place, the 

people who are engaged in such activities, and the meanings of what is observed from the 

perspectives of the people observed. Observation can also provide the researcher opportunities to 

learn things that participants are either unconscious of or unwilling to discuss. 

 I took observational field notes each time I visited the students’ classrooms. I wrote my 

observational notes in a continuous format, including dated reflections of the entire process. 

According to Bogdan & Biklen (1992), field notes are written out from notes taken on site 

immediately after each observation or interview. My field notes also included my ideas and 

reflections regarding what I had seen, heard, and experienced. Therefore, I took detailed field 

notes at the sites and then elaborated later, adding more details and reflections.   

Journal 

 I wrote memos in my journal to help me shape my thoughts about the emerging analysis 

and to help me keep records of my progress. They were quite useful in helping me to keep track 

of what I had already done including codes or categories I had already rejected and why. In 

addition, I kept memos to myself as I reread interviews. I chose to keep a journal to write down 
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thoughts and feelings that did not immediately relate to field notes and those I did not yet know 

where to place. For example, since I was not a part of this ethnic community, I had additional 

realizations and observer comments to myself in relation to issues such as race and stereotypes, 

justice and injustice, and class and equity. I paid attention to things that were said in regards to 

African Americans even when it was not directly relevant to the purpose of my research because 

it influenced my role as a researcher. When I came home, I used my journal to debrief on those 

experiences and to write reflections to myself on critical elements, or lack of them, during 

interviews and site visits. 

Documents 

 I collected a series of school documents to triangulate data for this study. Like 

observation, documents can provide a context of the problem being investigated (Merriam, 

1998). Bogdan and Biklen (1992) stated that there are two types of documents: official and 

personal. They elaborated that official documents are written forms of communication produced 

by an organization and personal documents are the first person materials that reveal people’s 

actions, experiences, and beliefs. I collected official documents to provide background 

information about the history of the program and its various school structures and processes. The 

collected official documents included rules and procedures (see Appendix G), classroom 

visitation schedules (see Appendix H), faculty background data, job descriptions, program 

policies (see Appendix I), report cards (see Appendix J), and lesson plans (see Appendix K). I 

also collected personal reflections from the students. I labeled documents recognized as primary 

or secondary sources. I also recorded visual artifacts of the physical environment such as bulletin 

boards and hallway decorations.  
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Visual Data 

 My visual data included visual records of observations, maps (see Appendix L), 

illustrations, and photographs (see Appendix M) that I took with the permission of appropriate 

authorities within the supplemental education program. My photographs served multiple 

purposes during the study. As an analytical tool, they augmented my field notes by providing 

vivid documentation of settings and by triggering my memory of specific settings, events, and 

individuals during analysis. I use photographs to illustrate settings and relationships between 

settings and the events that took place there. The visuals also provided illustration enrichment to 

my study. 

Data Analysis Procedures 

 My data analysis involved the process of finding and determining meaning in the 

information that was collected from the participants through transcribed and coded data sources 

from the participant questionnaire, curriculum and policy documents, participant observation and 

field notes, in-depth interviews, archival records, student artifacts, and photographs. It has been 

reported that making sense out of data involves consolidating, reducing, and interpreting what 

people have said and what the researcher has seen and read. It is the process of making meaning 

(Merriam, 1998, p.178). With the continuous and reciprocal process of data collection and 

analysis, I decided to stop data collection when I found that no new categories emerged out of 

analysis. As a result, I was confident in the research that had been accomplished thus far. My 

activities of analysis followed the sequence shown in Figure 3.2. 
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Figure 3.2. Prestructured Case Analysis Sequence (Adapted from Miles & Huberman, 1994, p. 
85) 
 
Triangulation 

 Once I gathered all of the data, I employed several methods to analyze the information, 

utilizing triangulation. The logic of triangulation is based on the premise that no single method 

ever adequately solves the problem of rival explanations. Denzin (1978) has identified four basic 

types of triangulation including data triangulation, investigator triangulation, theory 

triangulation, and methodological triangulation. I used data and methodological forms of 

triangulation in my study. Data triangulation encouraged me to collect data from multiple 

sources while corroborating the same fact or phenomenon as I examined. For instance, I could 

verify findings from interviews of different informants. When one has really triangulated the 

data, the facts of the case study have been supported by more than a single source of evidence 

(Yin, 1982). Methodological triangulation allowed me to use a variety of methods including peer 

review and debriefing and member checks.  

 I used peer debriefing and member checks provided multiple methods of confirming the 

research findings. Peer debriefing is a process of communicating with peers to provide an 

external check on the research process (Lincoln & Guba, 1985). Peer review involves asking 

colleagues to scan some of the raw data and to assess whether the findings are plausible based on 

the data (Merriam, 1998). My peer reviewer was a colleague and fellow researcher who recently 

completed her doctorate at the University of Georgia. I gave her the opportunity to critique my 

initial analysis and perceptions of the data as I explained themes that emerged as I coded the 
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transcripts and then composed a second draft which included the responses of the participants. 

Furthermore, peer debriefing helped me to check my biases and to clarify the interpretations of 

my study. 

Because each method reveals different aspects of empirical reality, multiple methods of 

data collection and analysis provide more credibility. Therefore, combinations of interviewing, 

observation, and document analysis are expected in much fieldwork. Often, studies that use only 

one method are more vulnerable to errors linked to that particular method than studies that use 

multiple methods in which different types of data provide cross-data consistency checks (Patton, 

2002). Triangulating different data sources of information by examining evidence from various 

sources allowed to build a coherent justification for themes in the sense of achieving what Yin 

(2003) called convergence of evidence as shown in Figure 3.3.  

 
Archival Records 

 Documents   Structured Interviews 
 FACT 

           Photographs    Questionnaire 
 Observations  

 (direct and participant) 
 

  Figure 3.3 Convergence of Evidence (Adapted from Yin, 2003, p.100) 

Constant Comparative Method 

 I applied the constant comparative method (Glaser & Strauss, 1967) for data analysis. 

The purpose of constant comparative analysis is to systematically generate a “theory” from 

explicit coding and analytic procedures. The basic strategy of the method is to constantly 

compare data from one participant or source to another and from one time to the next. In this 

study, the constant comparison method in the data analysis ensured compliance with the criteria 

of fit, work, and relevance. Using line-by-line open coding and member checking, I made sure 
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that incidents, properties, and categories were developed directly from the data. The 

identification of a core category and its relationship with other categories further increased the 

practical applicability of the findings of this study. I first analyzed the data within each 

individual set of data and then compared themes with each subsequent set of data. For this study, 

I first employed “within data set” analysis and then “cross-case” analysis. Accordingly, the codes 

and categories generated for each data set were revealed as a result of considering each 

subsequent case.  

Coding 

 According to Glaser and Strauss (1967), the researcher should start by coding each 

incident in the data into as many categories as possible at this stage. Incidents are small units of 

data that tell what is happening in the research setting. The interviews were recorded on 

audiotape. Following is the specific description of my data analysis process adapted from Taylor 

and Bogdan (1984). Pseudonyms or initials for each participant were used to provide anonymity 

and protect privacy. After finishing each interview, I then began to transcribe the tapes (see 

Appendix F). During the immersion stage, I read and reread interviews in order to begin to use 

open coding to code and label broad ideas as they emerged. Initial codes came from a start list 

that I developed using obvious components in my conceptual/analytical framework depicted in 

Figure 3.1 (Miles & Huberman, 1994, p. 57). In the labeling of codes and categories, I either 

constructed analytical labels or used the words of participants to represent subordinate codes and 

categories (see Table 3.3).  

 I then read through the completed transcripts again to get to know the data thoroughly 

prior to engaging in intensive analysis. I used microscopic coding as I read the transcripts, line-

by-line and word-for-word, underlining and coding in the margins.  I looked for patterns in the 
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data by comparing individual interviews and constructing typologies. During this process, I 

wrote general thoughts, ideas, themes, and questions. I used structural coding to identify 

connections between different components such as program policy, events, and interactions. This 

was done  while writing analytical memos to myself regarding the emergent patterns and codes 

designated by various colors of highlighters and index cards to mark quotations that had 

relevance to the research questions of the study. The observer comments and reflective notes I 

took during interviews and observations, as a matter of procedure, helped me add to or elaborate 

upon the patterns I was finding. When necessary, I expanded upon information from interviews 

as I compared and contrasted new data with previous data.  

Through informal content analysis, I coded information about the program in archived 

records and documents comparing them to other data to create a matrix for organizing themes 

and categories as they arose. My analysis consisted of overview, structural, microscopic, and 

open coding in a triangulation process used to describe the themes and categories that arise 

regarding Korean supplemental programs in the broader context of an institutionally complete 

Korean ethnic group in one metro-Atlanta community. While looking for tentatively emerging 

themes, patterns, and clusters in the data, I paid attention to vocabulary, recurring topics, 

meanings, perceptions, feelings, and stories. The constant comparative method helped me 

construct subcategories when starting to read the first interview transcript or the first set of field 

notes (Merriam, 1998). After engaging in some preliminary data analysis, I categorized all 

themes, concepts, and clusters identified and developed during the initial analysis. After I 

derived a number of subordinate coding categories (see Table 3.3), I went over the category 

structure again to combine or eliminate overlapping categories. I then assigned a number or letter 

to each coding category to use in the data analysis process. During this process, I listened to 
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several audiotapes as needed to identify meanings and expressions revealed by tones and pitches 

of voices. 

Table 3.3 Preliminary List of Subordinate Codes 

 
Cited 25 times 
or more 

Cited 10-24 
times 

Cited less than 
10 times 

Identity (I) Money (M) Model Minority 
(MM) 

Exclusion (EX) Honor (H) Social Capital 
(SC) 

Language 
Acquisition 
(LA) 

Loyalty (L) Human Capital 
(HC) 

Competition 
(CM) 

Assimilation 
(AS) 

Race Relations 
(RR) 

 

 

 

 

 

 

I started more intensive data analysis by coding with the assigned numbers or letters to all 

transcripts, field notes, documents, and other materials. I used colored markers were used to 

visually distinguish assigned categories, which were later sorted out by classifying each category 

into the emerging subordinate and superordinate groups. While coding the data, I refined the 

coding categories by adding, expanding, collapsing, and redefining as necessary to accommodate 

the data. Some data were coded in multiple categories, depending on the richness and inclusive 

meanings of the data. For example, verbiage related to identity was used by numerous 

participants in a variety of context. I manually sorted and assembled all the data by category. I 

then went over the remaining data that were excluded from the analysis to confirm their 

irrelevance to other categories and to create new categories to accommodate these data 

appropriately. The refined categories of themes and concepts, systematically sorted, helped 

explain and interpret the data. 
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 I dealt with the challenge of convergence (Guba, 1978) in an attempt to figure out what 

things fit together after constantly comparing interviews, observations, and documents, searching 

for recurring regularities, such as the value of English and competition,  which I had begun to 

hear on numerous occasions during interviews, and fleshing out extensions based on connections 

among different ideas. Finally, the creative synthesis phase enabled me to organize and construct 

as I “lived with the data” (Patton, 2002) in order to construct meaning. Sorting the data helped 

me to triangulate the meanings associated with each category and the meanings generated within 

and across the individual cases.  This process enabled me to know when I had reached saturation 

in my data collection. For example, upon completing my last two interviews, the same themes 

emerged as almost identical responses were given to interview questions. 

 In paying special attention to cultural meanings implied in the research data, I depended 

on stories and direct quotations from interview data provided by the participants for data 

analysis, I further employed an interpretivist approach to look for “culturally derived and 

historically situated interpretations of the social life-world” (Crotty, 1998, p.67) of Korean 

American students in supplemental education programs in Georgia. In my findings, I offer many 

of these quotes for illustrations 

 After the data analysis process, I had determined several codes and patterns that had 

emerged throughout the process. Upon further analysis I was able to distinguish between 

subordinate and superordinate categories. After the preliminary codes had been derived from the 

data, it was obvious that I had reached the level of data saturation (see Table 3.3).  However, I 

later discovered that these codes would eventually fall under the following larger superordinate 

categories including academic rigor, social interactions, parental involvement, child-care, Korean 

American identity and culture, access to mainstream opportunities, English-Language 
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acquisition, socioeconomic status, and sacrifice, which are explained in further detail in Chapter 

4. I then added these codes to the list of subordinate codes. These are the general definitions I 

developed, based on the emergence of these categories in my data. Each of these categories is 

briefly explained below: 

• Academic rigor: Explains the ways in which the Korean immigrant community has made 

a consistent push for demanding educational study as a practical means for attaining 

excellence.  

• Social Interaction: For many of the students involved in supplemental education 

programs, it provides an opportunity for them to make friends and interact with peers 

who are of a similar background.  

• Parental Involvement: Korean parents are not only involved in the education of the 

children, in many instances they are the directors of their children’s educational careers. 

• Enlightened-Child Care: Academically focused and enriching after-school and summer 

school care provided for children while parents work. While these programs cost parents 

money, they also see them as an educational investment for their children as well as a 

basic child-care service provided within the community. 

• Identity and Culture: The supplemental programs provide a place where bilingual and 

bicultural institutional agents provide an important cultural and linguistic bridge for first-

generation immigrant parents and their second or 1.5-generation children. It helps them to 

maneuver their double-consciousness in terms of being Korean and being Korean-

American as they are forced to construct multiple identities. 

• Access to Mainstream Opportunity: Supplemental programs often provide access to 

mainstream institutional agents and paths that most minorities need to be successful, but 
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are often blocked. Supplemental programs provide job opportunities, academic 

competition, and community support.  

• English Language Acquisition: Both parents and students understand that acquiring fluent 

acquisition of the English language is vital to their success in the schoolwork and their 

careers. 

• Socioeconomic Status: The establishment of a closed, intergenerational network of first-

generation Korean parents and their children helps reinforce economic mobility of its 

community members because money is being circulated within the Korean community 

(Portes & Zhou, 1993). 

• Sacrifice: Korean parents and students surrender their family structure, financial means, 

and time in order to ensure that every educational opportunity is available and utilized. 

All of these categories became integral to the findings of the study and they were of great 

assistance in my decision regarding how to present the case. 

Credibility 

 Lincoln and Guba (1985) defined credibility as the extent to which observations are 

credible representations of the phenomenon under study. I ascertained credibility through 

member checking and peer debriefing. Member checking is taking data, findings, and 

interpretations back to the participants for their confirmation and comment (Merriam, 1998). 

Member checking would occur after the transcriptions of the interviews were completed. I 

invited the participants to meet with me and had them review their transcribed interviews to 

ensure the accuracy and clarity of their thoughts and words. Peer debriefing occurred during 

regular e-mail communication and meetings with my colleague, a fellow researcher and teacher 

who completed her doctorate at the University of Georgia, about my study after my initial 
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transcription and analysis. Triangulation of the data occurred across time using repeated rounds 

engagement with the participants and multiple data sources. These events enabled me to create a 

more thorough analysis. Thoroughness also contributed to the validity of my study by ensuring 

that I was closely involved with all components of the investigation and that I had invested 

sufficient time in the field and with the data. 

Transferability 

 Transferability is defined as the ability of the readers to understand the context of the 

study from a detailed description so they can determine if the findings fit their context and can 

therefore be transferable to other situations (Merriam, 1998). Transferability refers to the degree 

to which the results of qualitative research can be generalized or transferred to other contexts or 

settings. From a qualitative perspective, transferability is primarily the responsibility of the one 

doing the generalizing. As the qualitative researcher, I strove for transferability by doing a 

thorough job of describing the research context and the assumptions that were central to the 

research (Merriam, 1998). Thick description provided a great deal of detail to the participants in 

my data collection process, the data sources, the data coding, the data analysis, the data 

management, and the data reporting in my study. 

It is virtually impossible to imagine any human behavior that is not heavily mediated by 

the context in which it occurs. Guba and Lincoln (1981) proposed substituting the concepts 

“transferability” and “fittingness” for generalization when dealing with qualitative findings. In 

addition, Cronbach and Associates (1980) offered a middle ground and suggested instead that 

designs balance depth and breadth, realism and control so as to permit reasonable 

“extrapolation”. Unlike the usual meaning of the term generalization, an extrapolation clearly 

connotes that one has gone beyond the narrow confines of the data to think about other 
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applications of the findings. Extrapolations are modest speculations on the likely applicability of 

findings to other situations under similar, but not identical, conditions (Patton, 2002). Given the 

nature of my study, extrapolation provided a logical alternative to generalizability. 

Roles of the Researcher, Biases, and Limitations 

 As part of the qualitative tradition, the roles and functions of the researcher are subject to 

careful scrutiny and evaluation. Given that participant interviews provided the bulk of the data, 

in retrospect, I served as the primary instrument for data collection (Merriam, 1998). As a 

participant observer, I was allowed into some parts of the lives of the participants by the nature 

of the interviewing process and classroom observations. I also participated in several of the 

program activities. With their permission, I participated in some of the participants’ thoughts, 

beliefs, experiences, and personal and cultural histories as they recalled and reflected on their 

perceptions of supplemental education programs in the Korean American community. As such, 

my perspectives, assumptions, biases, and skills were integral to the construction of this 

qualitative research project and are presented here as part of the overall research design.  

 Some wonder why, as an African American woman, I would choose to do research on 

Korean American immigrants instead of my own African American counterparts. Several people 

questioned my choice and did not understand why I would choose not to do research that uplifted 

my own people. The answer has an interesting history rooted in both the history between African 

Americans and Korean Americans and my experiences as an educator in a school with one of the 

largest Korean student populations in the state of Georgia. I have had three years of experience 

tutoring at the Korean supplemental and teaching at the Korean program where I conducted my 

research. Therefore, I consider myself an outsider with unusual access to an emic (Geertz, 1983) 

perspective. 
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 I have found through both my personal experiences and my research, that Korean 

Americans in the ethnic community I studied have been forced to become self-sufficient, 

adopting an attitude of self-determination that has enabled them to become one of the most 

institutionally complete ethnic immigrant groups in Georgia. Their drive is the same meticulous 

drive to succeed, covet their own, and support one another, despite the doors that have been 

closed to them that once embodied African Americans. Though I never gave it significant 

thought before Korean Americans inundated my academic pursuits, I have come to realize that 

they have mastered the art of entrepreneurship, ironically selling products that are often staples 

of the African American community in which I was raised. More importantly, at the root of their 

success is the emphasis they place on education, an emphasis that I know extremely well. 

Although I am a member of the African American community, I think it is important to 

look beyond my own racial and ethnic group to examine the entrepreneurial success and 

academic success of a group from which much can be learned. After all, most Korean immigrant 

entrepreneurs tend to enter into two economic niches: the enclave economy catering to Korean 

customers and the non-enclave economy catering mainly to inner city African American 

customers and some middle class white customers (Yoo, 1998). As the youngest child of 

Jamaican immigrants, I am well aware of the doors that are often closed to immigrants with 

language barriers and limited social capital. My parents instilled a value of education in me 

throughout my life based on the struggles they experiences as immigrants in this country. . I will 

never forget the day my father told me, “you already have two strikes against you in this world, 

you are a girl and you are black, so you need to be twice as good as everyone else.” Education, 

and in particular, literacy, was an early and important symbol of freedom for the African 

American community after Reconstruction (Anderson, 1998). Unfortunately, the drive for 
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education today is not what it once was in too many African American households, but for many 

Korean immigrant parents, it has been deemed the only way for their children to have an 

opportunity at a good life in this country. Hence, I recognize that I have a bias in a sympathetic 

or favorable view of Korean Americans and that this was something I had to try to control in my 

study. 

 As one who embraces a critical viewpoint of the American education system, I recognize 

my natural bias is in support of the individual rather than the system. I also assume the existence 

of prevailing codes that privilege some groups while oppressing others (Merriam, 1998). My 

research, therefore, was conceived and conducted in an effort to put forth the informants’ 

authentic voices and experiences in comparison to any presumptive conventions, widely held 

stereotypes about Koreans, or erroneous perceptions regarding Asians as a whole. Many African 

American scholars have produced important work in fields outside of their own. It is largely 

unknown to most white American scholars, and to Americans in general, that blacks have a rich 

history of research and teaching in Asian studies. Several blacks have examined facets of Asian 

culture as early as the 1930s, including Berry Armstrong Claytor, Martin Luther King Jr, and 

Reginald Kearney (Fikes, 2002). As the United States becomes increasingly global, I have not 

doubt that this trend will continue and I am proud to make a contribution.  

 My role as a researcher has taken the form of an outsider with a unique inside perspective 

given my background work with Korean American students and the time I have spent interacting 

with students in South Korea. Despite the rapport I had developed wit some participants in 

previous years, I recognize that I am an outsider in the Korean American community at large. I 

do not see this as a liability because I had the opportunity to do my research through a new lens 

and recognize aspects of Korean American culture and education that may otherwise have 
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remained hidden within this community. I feel as though I had the opportunity to shed light on a 

phenomenon that could be utilized in whole or in part by other ethnic groups. Most importantly, 

as an African American, I would like to see a renewed interest in self-determination and informal 

support networks within my own community that I have read about in African American history 

books and that I have witnessed through my experiences tutoring in their program and through 

my research study.  

 As the principal instrument of data collection, analysis, and interpretation it was 

important for me to always be aware of biases, both my own and those of my informants. The 

research process was not merely a neutral transaction of knowledge between my participants and 

me. My study unfolded as “an interactive process shaped by (my) personal history, biography, 

gender, social class, race, and ethnicity, and those of the people in the setting” as described by 

Denzin & Lincoln (1998, p. 4). I am aware that my personal biases, although unintentional, 

might have influenced the research process. 

 Since this research was conducted with only one supplemental education program; this 

limits the generalization of the findings to other programs serving Korean American students or 

other ethnic groups. The case study design was also a limitation of this study. As noted 

previously, although it was an opportunity to obtain an in-depth, detailed look at Korean 

American supplemental education programs as a single case it is not generalizable to an entire 

population of Korean American students. 

 Being an African American studying members of a different community certainly 

influenced this study. My presence sometimes seemed to interrupt normal practices. As an 

outsider in the Korean community, I was not always able to extrapolate cultural overtones 

exchanged between participants for further meaning. For example, sometimes after an interview, 
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participants seemed to debrief in Korean, which I do not speak. It is entirely possible that I may 

not have had access to pertinent data in those moments. So, while my study was not completely 

analysis of the program from within, my findings did shed light on the comparative aspects of 

supplemental programs versus regular school experiences. In addition, as a classroom teacher, I 

focused intently on the school context. In hindsight, I would have liked to experience more of the 

home and community discourse. Finally, though my study does not allow me to demonstrate 

specific evidence that these supplemental programs produce greater success or performance in 

the students’ regular schooling, they are clearly significant both within and beyond the Korean 

immigrant community. 

Ethical Considerations 

 My diligence, integrity, and ethical standards were essential for the quality of this 

research process. The participants who volunteered for this study allowed me to enter into their 

lives for a brief period of time. It was important to assign anonymity to the participants so that 

they were able to maintain their own lives without any apprehension. Therefore, In order to 

protect the privacy of the participant and key informants, I used pseudonyms and initials.  

  In this research investigation, I portrayed each participant as accurately as possible and in 

an ethically responsible manner while conforming to research standards and the guidelines of 

this study. I often reciprocated for the time and openness of the informants by helping to clean up 

at the end of the day. 

Summary 

 In this chapter, I reviewed the methodology I used in executing this research project. I 

offered a detailed discussion of the theoretical framework, methodology, data collection 

procedures, and data analysis procedures that guided the design and interpretation of findings of 
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this study. As the researcher, I was privileged to access a unique aspect of Korean culture. The 

qualitative nature of the study involved presenting the experiences, perspectives, and actions of 

these individuals honestly, with respect, and with rigor. In the next two chapters I present my 

findings in the case, illuminating the emergent themes of the study and my interpretations of the 

findings.  
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CHAPTER 4 

SOUTH KOREA: HOME COUNTRY EDUCATIONAL CONTEXT 
 
 In this ethnographic comparative case study, I explored the nature of the educational and 

cultural experiences of Korean American students in supplemental education programs, known 

as hagwons in South Korea. I also explored the manner in which traditions are transplanted from 

their home country of Korea to the United States. During the course of the study, I also came to 

examine how human capital, social capital, and educational capital are accumulated within 

supplemental education programs in the Korean immigrant community. The emergent design of 

my study allowed for dimensions of this type to surface.  

 In the following two chapters, I present the findings of my research. In this chapter, I 

describe the general features and characteristics of the South Korean educational system, 

answering research questions 1, 2, and 5. Then, in Chapter 5, I discuss the expansion of the 

education sector in South Korea to include hagwons, as well as the transplanting of similar 

supplemental education programs in Georgia’s growing immigrant community.  I identify and 

analyze factors that appeared to impact the growth and function of such programs and I analyze 

and describe the perspectives of Korean American students, parents, faculty, and community 

members with regards to involvement in supplemental education programs. By doing so, I 

answer research questions 3, 4, 5, and 6 by extrapolating critical comparative elements in the 

research. 
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South Korea’s Education System 

 In this section I provide background information about the modern Korean educational 

system. I continue by describing the setting of one of the best schools in South Korea, including: 

the natural and cultural surroundings, the political climate, and the institutional context within 

which the school developed. Addressing my first research question (see Appendix A), I describe 

the key features of the school, and I trace the development of the school chronologically from its 

inception in 1996 to its current status in 2007. I also describe the competitive pressures that fuel 

schools such as this. 

 The findings and insights came from my survey of the scholarly research as well as 

documents I obtained in South Korea and from my experiences in South Korea during my 2006 

visit when I was offered perspectives on education by my hosts. During my fieldwork, added 

information emerged during my interviews and site visits, as indicated in the text to follow. What 

emerged in my data was a series of accounts by the informants of their value and belief in the 

program and secondarily, by comparison, their views of many aspects of the students’ regular 

schooling experiences. The general features of the Korean education system, presented here, are 

reported here, except for where otherwise indicated.  

 The Korean public education structure is divided into three parts; six years of primary 

school, followed by three years of middle school, and then three years of high school. In 1996, 

only about five percent of Korea’s high schools were coeducational. The proportion of 

coeducational schools has increased by almost ten percent. However, classes in many co-

educational high schools are still divided along gender lines. The curriculum is standardized so 

now both boys and girls study technology and domestic science. 
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 The primary curriculum consists of nine principal subjects: moral education, Korean 

language, social studies, mathematics, science, physical education, music, fine arts, and practical 

arts. English-language instruction now begins in the third grade, so that children can start 

learning English in a relaxed atmosphere through conversational exchange, rather than through 

rote learning of grammatical rules as is still the practice in many middle and high schools. The 

major objectives, as stated in a 1996 background report by the Ministry of Education, are “to 

improve basic abilities, skills, and attitudes 

to develop language ability and civic morality needed to live in society; to increase the spirit of 

cooperation; to foster basic arithmetic skills and scientific observation skills; and to promote the 

understanding of healthy life and the harmonious development of body and mind” (Korea 

Ministry of Education, 2000). The Seventh Annual Curriculum, which began implementation in 

March 2000, kept these basic goals but updated many elements to reflect changes in Korean 

society.  

 Upon completion of primary school, students advance to middle school, which comprises 

grades seven through nine. Korea borrowed the middle school idea from the United States, 

although other features of Korean education are very different to those in American education. 

The curriculum consists of 12 basic or required subjects, electives, and extracurricular activities. 

While elementary school instructors teach all subjects, middle school teachers, like their 

colleagues in the United States, are content specialists. High schools are divided into academic 

and vocational schools. In 1995, some 62 percent of students were enrolled in academic highs 

schools and 38 percent in vocational schools. A small number attended specialized high schools 

concentrating in: science, the arts, foreign languages, and other specialized fields.  
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 Ironically, all students advance though middle and high school regardless of grades in 

school. It is not until the end of high school that students must pass a high school entrance exam 

unless they are attending private high schools. Only private high schools require formal entrance 

examinations which often cover Mathematics, English, Science, Korean, and Social Studies. If 

students do poorly, they cannot get into the top private high schools, but they can still attend 

public high schools. It is intriguing to know that students work so hard despite the fact that 

grades in middle school do not matter because most students are assigned to public high schools 

in their district. During my visit to South Korea in 2006, I asked a Korean student why students 

try so hard in school if their grades do not affect their advancement to the next grade level. She 

responded, “Students try so hard because this is expected from their parents ever since their 

elementary education. Trying is in their blood.” On many occasions, students made it clear that 

working hard in school is not optional; it is expected from their family members. Such attitudes 

towards children are reinforced by Korea’s perennial concerns over familial honor and personal 

face. Many parents want to show off their children. They want to say, “My son is the best 

performer in his class” or “He will go to Harvard.” The child begins to understand that what is 

important is not only his education, but also that he is a status symbol for his parents.  

 The educational system of present-day South Korea does not simply reflect a practical 

need to train an efficient work force, since it also must respond to students’ and parents’ 

demands to provide upward mobility through education. But it cannot be seen simply as the 

means by which autonomous individuals seek upward mobility through the acquisition of 

cultural capital either, since Koreans, tend to define themselves in relation to the group including 

family, lineage, and nation to which they belong (Kim, 2006). Students know that South Korea’s 
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educational institutions have, in fact, been created as an integral part of a national project to 

strengthen and develop the country for national survival (Sorensen, 1994).  

 Hence, the aims of education at the high school level are stated “to foster each student’s 

personality and ability needed to preserve and strengthen the backbone of the nation; to develop 

students’ knowledge and skills to prepare them for jobs needed in society; to promote each 

student’s autonomy, emotional development, and critical thinking abilities to be brought to bear 

in and out of the school; and to improve physical strength and foster a sound mind” (Korean 

Ministry of Education, 2000). One sees the significant difference between South Korea and the 

United States in their considerations of education and its purposes. 

The School Calendar 

 The Korean school calendar has two semesters, the first extending from March through 

July and the second from September through February. There are summer and winter breaks, but 

10 optional half days at the beginning and end of each break which are attended by practically all 

students, reduce each of these biennial vacations to the remaining ten days. A typical day finds 

high schoolers studying before school begins at about 8:00 am. Classes run for 50 minutes each, 

with a morning break and a 50-minute lunch period. The afternoon session resumes at about 

1:00pm, and classes continue until about 4:00 or 4:30, followed by the activity of cleaning the 

classroom. Students may then take a short dinner break at home, or they may eat at school. 

Students return to the school library to study or attend hagwon or tutoring sessions until between 

10:00pm and midnight. They return home where they may have a snack, listen to music, or 

watch television before going to bed. Elementary and middle school students have similar but 

less somewhat less rigorous days with shorter hours and more recreational activities. 
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The rigors of the school day, and the expectation that students also clean their classrooms, 

underscore the vast differences between school realities in Korea and the United States. 

Education: A Means to an End  

 In a society where education is the most reliable way for upward mobility, students 

compete with one another to gain entrance to favorable universities. Since the 19th century, 

Korea has witnessed through a series of social upheavals, the fall of the rigid social structure of 

the traditional society that valued social class and family background and the subsequent rise of 

the achievement-oriented social structure. Education has become the most reliable and certain 

way for elevating one’s social status. Obtaining the right educational background has become the 

shortest path for individual success. People increasingly pursue university diplomas, preferably 

from one of the three prestigious universities in the country (Card, 2005). Such development has 

made competition among students inevitable. Hence, the desire to enter prestigious universities is 

manifested through competition for academic achievement that starts from primary school level.  

 Aggregate indicators for Korean education are quite impressive, especially for a 

developing country that used to be counted among the lowest in international comparison. South 

Korean students have recently achieved the highest mean scores in science and math in the 

International Assessment of Educational Progress (IAEP) administered by the Educational 

Testing Service to 13 year-olds in 19 countries (Sorenson, 2004).  In 2002, nine years of 

schooling up to lower secondary education was mandatory and free. High school education, for 

students in grades 10 through 12 after six years of elementary education and three years of 

middle schools, is almost universal with modest tuitions. The proportion of high school 

graduates who advance to either 4-year universities or 2-year technical colleges exceeds 70 

percent, among the highest in the world (U.S. Department of Education, 2001). In a survey of 
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middle and high school seniors, 78.7 percent of the respondents answered that going to college is 

a practical necessity (Sorenson, 1994, p.22). There is evidence that these attitudes reflect reality. 

Only those with a college education are recruited for management positions and only those 

attending SKY universities will be employed by the best companies (Sorenson, 1994, p.22).  

 The system at the high school level and above is designed to sort students by 

achievement. The best jobs go to graduates of the most prestigious Seoul-based universities who 

have come through the best public academic schools, with fewer job prospects for regional 

university graduates, vocational high school graduates, academic high school graduates who 

have not gone on to college, and school dropouts who are confined to unskilled occupations 

(Seth, 2002). This being the case, it is not surprising that average academic achievement in South 

Korea appears to very high in comparison to other OECD countries.  

 

 

Government and Education 

 From early on, the government was committed to a vigorous supply of school facilities 

and teaching personnel. However, education has always played a gate-keeping role in the 

maintenance of higher social status. Initially, the government banned Parent Teacher 

Associations in the 1960s, as they had become organizations that influential parents used to 

control teachers and schools through extra payments to schools. Then, in 1968, the government 

took control of middle and high school enrollment processes for both public and private schools, 

establishing a computerized system to randomize enrollment in all South Korean secondary 

schools (Robinson, 1994). In 1974, the Ministry of Education banned in-school extra classes 

(poch’ung) that were paid for by parents and that had extended the school day from 6 to 10 
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hours. In 1980, parents were even prohibited from hiring outside tutors or sending their children 

to after-school academies or extra classes, although the government later rescinded this after a 

decade. The penalties for breaking these laws were quite severe and included loss of 

employment. The overall goal was to create a more level field of educational opportunity 

(Robinson, 1994).  

 Apart from the gradually improving quality of schools, perhaps a major factor stimulating 

the demand for more schooling on the part of parents was the government-enforced 

standardization of the educational curriculum and the schools. Not only public, but also private 

schools are mandated to follow the unified national curriculum, up to grade 12. Because private 

schools are limited in their tuition-charging ability, and because they receive less state support 

than public schools, they generally have large classes and are less well equipped. They thus 

function as second-best overflow institutions for those students unable to be accommodated in 

the public schools rather than as elite institutions for the well-heeled students as they are in the 

United States. 

 In both public and private schools, the unified curriculum is taught using either 

designated or certified textbooks, accompanied by thick volumes of teachers’ guides. At the level 

of middle and high schools, student tuition and teacher compensation are virtually even 

throughout the country (Seth, 2005). One can easily imagine many problems that are to be 

inevitably engendered by the consequent lack of diversity within this centralized system. Still, 

standardization was presumably instrumental in assuaging parental concerns arising from 

asymmetric information on school quality (Robinson, 1994). At the same time, it was believed 

that standardized classes in standardized schools should cost less to provide. 
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 Uniform and centralized policies over curriculum and teachers’ qualifications have also 

made Korean schools extremely indistinguishable from each other. Instruction is to be provided 

according to unified national curriculum, based on either designated or certified textbooks and 

dictated by dense quantities of teachers’ guidelines. Teachers in public schools are all public 

employees of the national government with uniform salary schedules and required qualifications. 

Private school teachers should also meet the same qualifications required by the government and 

are also guaranteed with the equivalent salary schedules and other benefits by the government. 

Even after 1981, when most educational administration over schools was devolved to local 

governments, the top-down and hands-on administration by the bureaucracy over schools 

remained.  

 Low quality in some of South Korea’s schools is a significant driving factor, if not the 

most important factor, for the mushrooming rise of private hagwons. Thus, Bakers’ (2001) 

research supports the view that institutional features in student’s learning environments are 

among the key driving factors for the demand for the shadow education, and not just high-stakes 

tests and academic achievement incentives.  In addition, the mushrooming of private hagwons is 

a natural market response to underprovided and overregulated formal schooling in Korea. Thus, 

the thriving and expanding industry of hagwons, first allowed in the 1970s, already constitute a 

major conduit for education alongside formal schooling. 

Minjok: An Exceptional Academy 

 In South Korea, there are signs that the most traditional institutions are beginning to 

question their old ways. To almost every Korean parent, Minjok is the shining apex of education, 

the Mt. Everest of the country’s schooling. A three-hour drive east of Seoul, Minjok is a private 

school that derives its eminence from results. “Minjok” means “the Korean people, our people.” 
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Upon my visit to Korea in 2006, I had the opportunity to visit this school and talk with several 

students who explained Minjok as being exceptionally unique because its goal is to educate 

students to be global leaders with a strong connection to the Korean heritage and pride in their 

Korean background. This overview of Minjok, its history and programs, is information I 

obtained as a result of informal conversations with Minjok students who served as hosts during 

my trip, as well as scholarly literature.  

 The academy was established in 1996 as Korea's first national private boarding school for 

gifted students. Korean Minjok Leadership Academy, or KMLA, is a private high school located 

in the countryside of Gangwon-do, South Korea at an altitude of 600 meters. It is a boarding 

school, and primarily due to the school's high academic reputation, high-quality faculty and 

facility compared to other S. Korean high schools, and very small number of students admitted, 

admission into KMLA is very competitive. 

 The academy was founded by Myung-jai Choi, the owner of Pasteur Milk. Mr. Choi 

decided to establish the academy after his trip around the world because he thought that Korea 

also needed a great school to educate the gifted youths to be future leaders. After its 

establishment, the academy endured many hardships. Most of all, financial crisis affected by 

economic collapse of Pasteur Milk Foundation seriously threatened the school’s existence. 

However, with efforts of the teachers, parents, and students, the school would overcome the 

crisis to become one of the most famous high schools in Korea.  

 After deciding to create a school that would produce international figures, Mr. Choi 

received the government permission to establish the school in 1993. The first headmaster and the 

faculty were signed in on March 1, 1995, and the school received its first students a year later on 

the same date. At the time, the construction of the school had not been completed, and the 
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students would study in the partly constructed buildings. The gymnasium was completed in 

December, 1996, and the Dasan Hall (one of the two main school buildings) was completed 

nearly a year later. In 1998, the school’s education policy of Teaching-Discussion-Writing was 

institutionalized, the first elections for the Student Council were held, and the Minjok Herald was 

first published. In 1999, the graduation for the first wave was held, the International Program 

was added, and the 12-floor dormitory was built. In 2002, the founder Choi Myung Jae was 

appointed as the 4th headmaster.  

 According to one of the hosts, all of KMLA students are either in the Minjok class 

(domestic field) or the Ivy class (international field) although not many students choose to go to 

Ivy leagues despite acceptances (considering the percentage of people admitted to Ivy leagues 

and colleges at ivy-league level, it is one of the best compared to other high schools), and in 

2002, for the first time, the school admitted more International Program students than domestic 

field students. Currently, the number of Minjok students and International students are 

approximately equal for incoming students. Starting from 2008, KMLA plans to select students 

without classifying them into either Minjok class or Ivy class. 

 In the beginning years of KMLA, the school admitted very small numbers of students 

(about 20 to 30 each year), but starting from 2003 it began to increase the number. In 2004, the 

school admitted 150 students and is expected to continue admitting 150 students each class. 

Though the largest number of KMLA students comes from Seoul and Gyeongi-do, students 

come from all over the country, as far as Jeju. Starting from 2008, half of students will be 

selected proportional to the population of their respective areas. Three overseas students are 

admitted separately every year as well, giving more diversity to the student body (Minjok 

Herald, 2006). According to the students I talked with, the cost of yearly attendance is about the 

http://en.wikipedia.org/wiki/Jeju
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equivalent of $15,000. Financial aid is limited, and most of financial aid is merit-based to some 

extent. The school in turn spends more than the equivalent of $30,000 per student per year. For 

the first few years after KMLA was founded, students attended the school for free. However, 

with the bankruptcy of Pasteur Milk in the late 90s, this no longer became possible. The school 

had to increase the tuition gradually to the current level.  

 In 2003, the school held its first Mathematics Competition and the current headmaster 

Lee Don Hee was appointed in August. In 2004, the school established the Individual Research 

(IR) program and was certified as a SAT and PSAT testing center. Also, in 2006, KMLA was 

selected by the U.S. College Board as a World Best School in the Advanced Placement Program, 

particularly for the four subjects of AP Calculus BC, AP Microeconomics, AP Macroeconomics, 

and AP Physics B. In 2007, for seven subjects: AP Calculus BC, AP Chemistry, AP 

Microeconomics, AP Macroeconomics, AP Physics B, AP Physics C: Mechanics, and AP 

Statistics. This information clearly indicates the strong influence of the United States-Korean 

ties, the global influence of the American system, and the direction taken by the elite of Korean 

educational institutions. 

 Most students go on to Yonsei University, Seoul National University, and the Korea 

Advanced Institute of Science and Technology which are some of the most desirable tertiary 

education establishments in the country. If not these schools, many go on to medical school and 

if they want to study abroad, they often matriculate to Ivy League schools or their equivalents. 

Recently, American Ivy League schools have increasingly traveled to KMLA to recruit students. 

KMLA has many unique characteristics and policies that separate it from other Korean schools 

which include support for the teachers’ individual academic research, realized by incorporation 

of the classrooms and teachers’ offices and laboratories, the English Only Policy, which requires 
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every student and teacher to use English during the school hours, except in Korean language and 

Korean history classes, individual Research hours granted within the regular curricula,  practical 

application of education for the gifted, daily physical training in forms of Taekwondo and 

Kumdo, classes and clubs for Korean traditional music and arts, including Samul Nori, Daegum, 

and Gayageum, and a system of individual college counseling for each field and major. 

 In the following tables, one sees the American influence of or on Korean education (see 

Table 4.1 and 4.2).  

Table 4.1. Alumni at Overseas Universities, Minjok Herald, 2007. 

University 1999 2000 2001 2002 2003 2004 2005 2006 2007 Total 
Cornell 
University 

1 0 1 1 1 1 4 4 8 21 

Duke 
University  

0 0 1 0 1 3 1 4 6 16 

Stanford 
University 

0 0 1 2 2 1 0 1 7 14 

Northwestern 
University 

0 0 0 1 0 0 0 5 10 16 

University of 
Pennsylvania 

0 0 0 1 1 1 0 3 6 12 

Princeton 
University 

0 0 0 1 0 1 3 1 6 12 

Brown 
University 

0 0 0 1 0 0 0 5 6 12 

University of 
Chicago 

0 0 0 0 1 2 1 2 4 10 

California 
Institute of 
Technology 

0 0 0 0 0 0 2 2 6 10 

Harvard 
University 

0 0 0 1 0 2 0 2 4 9 

Yale 
University 

0 0 0 1 0 1 1 2 4 9 

Carnegie 
Mellon 
University 

0 0 0 0 1 0 1 3 5 10 

University of 
California, 
Berkeley 

0 0 0 0 0 0 3 2 6 11 
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Massachusetts 
Institute of 
Technology 

1 0 0 0 0 1 2 1 3 8 

 

 

Table 4.2. Alumni at Korean Universities, Minjok Herald, 2007. 

University 1998 1999 2000 2001 2002 2003 2004 2005 2006 2007 Total 
Yonsei 
University 

0 2 2 6 4 25 14 6 15 23 97 

Korea 
Advanced 
Institute of 
Science and 
Technology 

4 8 7 6 10 9 7 2 5 9 67 

Seoul 
National 
University 

0 2 3 6 5 4 5 6 8 6 45 

Korea 
University 

0 3 0 1 6 7 3 3 4 5 32 

Pohang 
University of 
Science and 
Technology 

0 0 0 1 7 3 2 1 1 0 15 

Ewha 
Woman’s 
University 

0 0 0 0 2 3 3 0 0 2 10 

Kyunghee 
University 

0 0 2 1 0 1 1 1 1 0 7 

Sungkyunkwan 
University 

0 0 0 0 0 0 4 3 0 0 7 

  

Entrance to Minjok 

 Every October, hundreds of students take the entrance exam for KMLA. At the end the 

month, about one hundred and fifty students are accepted and congratulated. In 2006, KMLA 

selected one-hundred fifty-five new students for 2007, sixty-four as Minjok students, and ninety-

one as International students. These students were busily preparing 
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to become the 12th wave students of KMLA. However, the entrance examination is just one 

aspect of entrance into the academy. There are four components of the first round of applications 

to get into Minjok. First, middle school students must be in the top three to five percent of their 

grade for at least one semester. Second, each student must take the Test of English as a Foreign 

Language (TOEFL) exam, scoring a 240 for the Minjok Field and 260 for the International Field. 

Third, students participate in a mathematics competition held by Minjok. Fourth, students must 

write an essay explaining why they want to attend KMLA, what they plan to study, and what 

their future goals are. Students who pass the first rounds of applications come to KMLA to take 

the Entrance Exams on various subjects including Science, Math, History, plus an English Essay 

component. After this common exam, the student chooses one subject, his or her specialty, and 

takes the subject test in an interview form with a KMLA teacher.  

Academic Programs of the Academy 

 There are largely two academic fields in the academy: Minjok Field and International 

Field. Minjok Field has a curriculum mostly for the students who wish to continue their 

university years in Korea. International Field, once called IVY Field, has a curriculum for the 

students who wish to study abroad or to study in international colleges in Korea (Minjok Guide, 

2006).  The co-educational school for grades 10-12 combines world-class academic studies with 

reverence for Korea's 4,400 years of history, culture, and tradition. KMLA graduates are 

expected to go on to top Korean and world universities and to future world leadership in a 

variety of fields. 

  Regardless of the fields, there are various courses offered for the students. According to 

the hosts I talked with, the academy students can choose the courses they want among many 

different courses that range from average-level to advanced-level. Especially in the case of 
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International Field students, more than 10 Advanced Placement (AP) courses are open, so that 

they can specialize in the studies of their own interests. Besides the AP courses, the academy 

also offers in-depth classes for the students who have special interests in the field of natural 

sciences. In 2001, the school was certified as an Educational Testing Service Advanced 

Placement test center and designated as an experimental independent private school by the South 

Korea government. Thus, granting KMLA more freedom in school management than normally 

accorded to heavily regulated South Korean private high schools. 

 In addition, the academy stresses individual development. Therefore, it offers students 

individual research time for eight hours per week and also offers two hours for project studies. 

Students use this time efficiently according to their own plans and interests; students participate 

in extracurricular activities such as club activities and volunteer work, writing research papers, 

and taking a rest. According to several students, taking a rest is considered an extracurricular 

activity. 

National Identity 

 The academy seeks to help students prepare for world leadership by first strengthening 

their sense of national identity. Students wear hanbok, (traditional Korean clothing) in order to 

emphasize the students’ identity as Korean. They also practice Korean archery, kumdo (Korean 

sword-fighting), and taekwondo (martial art). Freshmen in the academy are required to 

participate in trainings for taekwondo or kumdo for 30 minutes everyday. Also, all students are 

required to take traditional music class for one hour every week and learn to play Korean 

traditional musical instruments. They learn to play traditional musical instruments like the 

twelve-stringed kayagum or the bamboo flute. They join in samulnori, based on traditional folk 
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music and performed by groups playing four percussion instruments, and daechuita, royal 

processional music.  

 In order to achieve patriotism among the students, the school is trying its best to help the 

students in their understanding Korean traditional culture. The academy students build upon 

strong Korean social and family values as they develop their creativity, intelligence, and 

knowledge. Hence, in addition to the required courses, students also participate in national 

ceremonies every Monday, hold traditional ceremonies, and even go on fieldtrips to museums, 

temples, Mount. Pakdu, and Mount.Keumkang. By experiencing traditional culture, the students 

can realize their identity as Korean. By having a thorough understanding of and love for their 

own history and culture, academy students are better prepared to meet the challenges facing 

Korea without losing their sense of national identity. These components focusing on national 

identity are important to remember when contemplating the Korean programs’ features in 

Atlanta. 

The English Only Policy 

 From its very beginning, the academy has had an English Only Policy (EOP). The 

school’s famous English Only Policy (see Photograph H, I, and J) was established in January, 

1997, and in March, it was expanded to all areas of the school except a few non-English classes. 

This policy mandates teachers to lecture in English and students to use English in almost all 

occasions from 8:00am to 6:30pm. Signs are posted on campus to remind students of the English 

Only Policy (see photographs in Appendix M). This policy was created by the founder to 

enhance the student’s language skills, so that they can be well prepared to be leaders in a global 

society. If a student violates the English only policy, EOP helpers for the day report him or her to 

the appropriate person in charge of the policy.  During my visit in 2006, I observed two students 
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who had violated the policy completing the EOP essay assignment. If one EOP violation record 

exceeds three times a year, he or she is sent to the student court (the court run by Honor 

Committee in the academy) and receives penalty points. Still, one can be exempted from the 

records if they write a good EOP essay. This is a true testament to the value placed on the 

acquisition of the English language, which is also a feature of the supplemental education 

program found in Atlanta. 

Photo H. English Only Policy Banner-KMLA School 

 

 

 

 

 

 

 

 
Photograph I. English Only Policy-Cafeteria 
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Photograph J. English Only Policy-Korean Hagwon 
 

 

 

 

 

 

 

 

 

 

 

 

 

The Test of English as a Foreign Language (TOEFL) 

 As the academy strives to create global leaders, English has become increasingly 

important, moving beyond the walls of the academy. Students throughout South Korea go to 

English hagwons to prepare for the TOEFL exam in the hopes of gaining opportunities in South 

Korean schools as well as American schools. Access to the TOEFL exam is increasingly in high 

demand in South Korea. With demand for the test far outreaching available slots, and scalpers 

demanding exorbitant prices, desperate South Koreans have been searching for possible test sites 

from Japan and Southeast Asia to Australia. With South Koreans making up one of the largest 

foreign student communities in the United States, about 93,000 in 2006, according to the U.S. 

Immigration authorities; it is hardly surprising that demand for the test would be high. American 
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colleges and graduate schools typically require foreign students to submit TOEFL scores with 

their applications (Herald Tribune, 2007). As a result, travel agencies have begun offering 

“TOEFL tours” that include test preparation courses, a guaranteed test slot and sometimes even

bit of tourism on the side. One student’s test preparation school estimates about 500 Korean

month travel to other countries to take the test (L. Kim, personal communication, June 7, 2007).  

 In recent years, TOEFL scores have also become a necessity even for South Koreans wi

no intention of leaving the country. Many people, from teenagers applying to selective secondary 
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schools to adults applying for jobs, must submit TOEFL scores. Strong English language 

acquisition has become a basic criterion across the country.  Thus, it is no surprise that the 

number of people taking the test in South Korea has jumped from 50,311 in 2001 to about

130,00 in 2006, according to Educational Testing Service, the Princeton, New Jersey-based

company that administers the test (International Herald, Tribune, May 14, 2007). The Educ

Testing Service web site recorded 32 million hits in one day from South Korea when it open

online registration for the July test; available seats were taken within moments (International 

Herald, Tribune, May 14, 2007). It is this disparity between supply and demand that sends so 

many South Koreans abroad. The importance of English is another salient feature of Korean 

education, significant for students who do not leave the country as well as for students who 

emigrate. This feature is also important with regard to features of the supplemental education

program in Atlanta, where I conducted my study. In the following section, I present a portrai

one Korean student whose experience reflects many key features of Korean education. I had th

opportunity to converse with Yoon during my visit in 2006.  
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The Case of Yoon 

Yoon is a senior at Minjok with hopes of going on to Harvard University in the United 

six years in the United States with relatives which she says helped her 

emen

 Korea 

es, 

r 

too 

eer 

 

States. Yoon spent 

tr dously. I asked her if all students spend time outside of Korea before entering Minjok. 

She answered, “not all, but most do. If they don’t speak English well because they lived in

all their lives, they have a hard time with the entrance interviews, English textbooks and cours

as well as the EOP Policy” (Y.J. Lee, personal communication, July, 2006).  Yoon had to 

readjust to the academic rigor or Korea upon her return to the country. When she was in the 

United States, she was taking Algebra which she found to be quite easy. However, upon he

acceptance to Minjok, she was enrolled in Calculus. She explains that, “the six year gap was 

much for me at first. But to catch up, I studied double the time and the amount of my peers. P

tutoring also helped me a lot.” Yoon also had difficulty fitting in with some of her peers. She 

says, “I wasn’t accepted at first because of my American or Western attitude, but as time passed, 

I became more Koreanized, I fit in within 6 months.” 

Yoon’s Daily Schedule 

  Yoon described her daily schedule to me. Each day, Yoon rises at 6:30am for morning 

ents participate in on a daily basis. Classes begin at 9:30am each day and 

 that 

on 

exercises, which all stud

continue through lunch at approximately 12:30pm. At 1:30pm students resume classes until 

5:30pm. They then return to their dorm rooms for self study from 7:00pm until 11:00pm. Each 

dorm has dorm mothers who monitor the students from 7:00pm to 11:00pm through cameras

are installed in each student’s room. The cameras are only on during self-study time so that 

students can receive wake-up calls or knocks on the door from dorm mothers if they fall asleep 

during self study time. All lights in the rooms go out at 2:00am. I asked Yoon if it was comm
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for students to study until 2:00am. She responded, “I don’t, but many of my friends do. They bu

flashlights and study under their sheets until four or five in the morning. They want to be the 

best” (Y. J. Lee, personal communication, July 31, 2007). After contacting her again, I asked 

Yoon how she felt about the rigor or difficulty of her school. She answered, “the rigor is very 

challenging, sometimes very discouraging and stressful, but I enjoy the challenge. I think mos

students enjoy this challenge, being forced to extend their limits and boundaries daily.”  I aske

Yoon to describe her experiences in Korean schools versus Korean schools. She replied, “The 

major difference is that Korean schools are more rigorous and students try harder but American 

schools are more demographically diverse and produce less homogeneous students.” She 

explained, “for most students who have gone abroad, school in Korea is hell (sic) because it is 

so, so, so competitive. The students have to study, study, study, to survive. If you’re not th

then you can’t command respect from your teachers and peers.” (Y.J. Lee, personal 

communication, July, 31, 2007). 

Implications of Korean Education System

y 
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e top, 

 

 Schools such as KMLA in South Korea help outsiders better understand the phenomenon 

me increasingly prevalent in South Korea. While 

l 

uences for 

 

of private tutoring in hagwons that has beco

South Korea’s less advantaged appear to have the same opportunity to pass entrance 

examinations as the nation’s more privileged students, equal opportunity to education is a goa

that 30 years of educational reform has yet to achieve. These reforms have had conseq

students, parents, teachers, and school administrators. For students, they equalized access to 

public and private education in the K-12 system, although wealth and socioeconomic status 

continue to determine the ability to utilize private after-school education (hagwons) and even

access to public school teachers (Seth, 2002).  
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 For parents, these reforms have cut direct contact with teachers, reduced the formal 

influence of parents on the school, and have forced parents to find other means to relieve their 

ts 

 

nts. 

 

of Korean parents send their children to private lessons in hagwons for 

about seven hours a wee ow down the fever for 

e 

 

anxieties for the educational achievement of their children. In the 1970s and currently, paren

have chosen to sooth these anxieties by lining up top notch tutors, typically teachers and college

students, or by placing their children at an after-school institute despite the high costs. In a 

country of about 40 million with a college population of about one million, 500,000 students fail 

annually to gain college admission (Robinson, 1994). This competition often begins during 

preschool and continues building until it reaches crisis proportions for high school seniors. 

 The fierce competition and high expectations to which students are subjected are 

additional features of the home country educational and cultural reality for Korean immigra

Here, the comparative dimensions of my study is clearly evident in that these insights are

necessary context for understanding what Korean immigrants imported when they settled in 

places such as Atlanta. 

Characteristics and Features of Korean Hagwons 

 Over 70 percent 

k. Successive education authorities have tried to sl

private lessons in vain. Instead, the hagwon market has grown tremendously over the last ten 

years.  In a practical sense, private lessons at hagwons can be effective for preparing students to 

earn higher scores on the achievement tests made up of multiple choice questions. The Colleg

Scholastic Ability Test (CSAT), the most important college entrance test in the country, is 

administered as an external examination by the government. The test dominates schools, which 

lack the right to evaluate students, when only the multiple choice tests requiring one correct
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answer are overused both in and out of school (Zeng, 1999). Hence, students can indeed bene

from the repetitive drills aimed at such tests provided through hagwons. 

 In Korea, private lessons refer to individual and group lessons pro

fit 

vided to students by 

rivate

 

ch 

ome 

 

 lessons amounts to $13 billion as of 2003, which has risen 

s is 

 

t in 

p  tutors or in private for-profit institutes, known as hagwons. Before the educational 

opportunity for basic education at primary and secondary school levels was universalized in

Korea, students competed with one another to progress to schooling at higher levels. Under su

circumstances, extra studying via private lessons did help students to compete on entrance 

examinations. When students relied on private lessons, either for a better grasp of school 

instruction, or for gaining advantage on entrance examination, which has increasingly bec

prevalent in Korea, the financial burden imposed upon the household becomes quite sizable. At

the same time, when students relied on private lessons for covering school subjects, it is likely 

that they concentrated less on school instruction. Therefore, expansion of private lessons has 

remained a serious concern in Korean society, and the government has continued to seek the 

policy to suppress such expansion.  

 The total expense for private

up from the figure for year 2001 by $2 billion and is 54.8 percent of the 2003 budget of the 

Ministry of Education and Human Resources Development ($25 billion dollars) (Korean 

Educational Development Institute, 2003). The rate of the students who take private lesson

83.1 percent for primary school, 75.3 percent for middle school, 56.4 percent for academic high

school, and 19.2 percent for vocational high school; and the rate by different regions is 75.8 

percent in Seoul, 74.0 percent in metropolitan regions, 74.2 percent in cities, and 62.1 percen

rural towns (Korean Educational Development Institute, 2003). In aggregate, 72.6 percent of all 
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Korean students take private lessons in hagwons. The following table shows average weekly 

hours of private lessons by school level. 

Table 4.3 Average Weekly Hours of Private Lessons by Different School Levels 

School Levels Average Weekly hours or private lessons 

Kindergarten 4.90 

Primary school 7.20 

Middle school 7.80 

High School ( Academic track)  6.30 

High School (Vocational track) 7.09 

Total 6.08 

Source: Korean Educational Development Institute (2003). Policy proposal against private 
lesson with focus on the reinforcement of public education 
 
Table 4.4. Changes in the Rate of the Students Who Participate in Private Lessons (Percent) 
 

School Level 1980 1990 2000 2003 

Primary school 12.9 22.3 73.5 83.1 

Middle school 20.3 31.0 50.7 75.3 

High school 26.2 12.6 39.8 56.4 

Source: Korean Educational Development Institute (2003). 

 Expansion of private lessons themselves can be construed as increased investment in 

education since this reflects the high educational desire of Korean society. However, the 

excessive reliance on private lessons has numerous negative effects. Since private lessons are 

given under the premise that school instruction alone is insufficient, they tend to undermine the 

public’s trust in school instruction (Korean Educational Development Institute, 2003). According 

to the hosts during my visit to South Korea, the suppliers of private lessons tend to be kind to 
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students and offer focused assistance to them compared with school teachers, so that private 

lessons implicitly facilitate the public’s distrust toward formal school education. Students who 

rely much on private lessons tend not to focus on school instruction, which in turn discourages 

school teachers who tend to neglect the quality of their instruction; hence a vicious cycle is 

generated.  

 As a result, private lessons in hagwons often impede the development of students’ whole 

person. Private lessons emphasize repeated learning of school’s curricular contents, thereby 

stripping students of leisurely hours; thus the students have difficulty in making friends, enjoying 

sports, and having hands-on experiences in home and local communities (Korean Educational 

Development Institute, 2003). Consequently, harmonious growth of the mind and body of 

students is greatly impeded.  

 Excessive spending on education has become an anomaly in economic activities in South 

Korea. Korean parents spend about $300 per month on the average for private lessons for one 

child, which takes up about 13 percent of the average household income (Ministry of Education 

and Human Resources Development (2001). Increase in the expense for hagwons tends to reduce 

household income and further, exerts negative influences upon the nation’s economic growth.  

Hagwons also cause unequal opportunity for education. Hagwons tend to exacerbate inequality 

in the opportunity for learning among different strata and different regions. Children from low-

income strata and the students in remote regions are in a far more disadvantageous situation than 

the children from middle class families and the students in metropolitan region, respectively, in 

terms of access to diverse private lesson services. The emergence of the high-income middle 

class families that prefer choice of quality education is expanding. The new global family, which 

enjoys economic leverage to send off children to any place in the world that offers high quality 
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education has emerged following economic growth (Korean Educational Development Institute, 

2003). Members of such families are ready to send their children abroad once they are not 

content with the schooling provided in their country. 

 Hagwons have increased due to a combination of factors. There are largely four contexts 

in need of consideration. First, external high stake examination stresses result rather than the 

process of learning. The high stake examination required for university admission is being 

administered by the State, and students are attracted to private lessons, which prepare them 

efficiently to take the examination. The most important criterion behind determining a student’s 

admittance to university is not his or her school record, but the score on the College Scholastic 

Ability Test. The test is administered by Korea Institute of Curriculum and Evaluation and is de 

facto under the state supervision (Kwak, 2006). The test given annually on a single day consists 

of paper and pencil, multiple choice questions, and nearly all the youths who completed high 

school education apply to it. Since a student’s future is largely determined by the results of that 

test, all of the learning efforts of students are concentrated in the means to acquire high scores on 

the test. To acquire high scores on the test, students do their best to absorb as much knowledge 

and information as possible and further, they intend to practice various tactics to breach into the 

intent of the test constructor (Y. Kim, personal communication, July 2007). The test is inevitably 

competitive and thus, students out of their desire to gain relative advantage on the test seek 

additional learning opportunities beyond formal schooling. Riding on such desire, numerous 

hagwons allure students to the realm of private lessons. Repetitive and focused learning can be 

effective for preparing oneself for multiple choice tests that demand one correct answer (J.Kim, 

personal communication, July 2007).  
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 According to several students I talked with, in Korea, students are often taught material in 

school that is different from what is tested on the exam that will most likely determine their 

futures. Too often, what the students are taught in school is not necessarily on the test so they go 

to after school programs for an additional four hours after regular school to get supplemental 

material. This is no different from the United States where students are supposed to learn the 

material they need to do well on the SAT throughout their educational career. Instead, those who 

are able take supplemental classes with programs such as Sylvan, Huntington, or Princeton 

Review in order to prepare.  

 However, even the critics concede the system has merits; out of 30 nations, including the 

United States and the 25 countries of the European Nation, South Korea came first in problem-

solving, second in reading and third in science, according to the Program for International 

Student Assessment, which tracks student performance worldwide (Kwak, 2006). Many believe 

cram schools are necessary because they fill the gap in public schooling and offer something 

students desperately need and want…to be the best. Nonetheless, the government is considering 

redistricting schools to level the playing field and control soaring real estate prices in 

neighborhoods with good public schools (Seth, 2005). They are also considering cracking down 

on unregistered hagwons and tutors who charge exorbitant prices because they can. Although 

parents are often willing to pay such large amounts of money, it is the students who truly pay the 

price. 

 Cram schools, known as hagwon, have a tumultuous history in South Korea. Before 

1980, cram study took three basic forms: 1) paying one’s regular school teacher to hold after-

hour classes 2) attending a separate cram school in the evening taught by well educated persons, 

especially the regular teacher, and 3) hiring a private tutor. The most common and available 
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tutors were students at major universities, who have proven their merit by making it through the 

entrance process. Such tutoring by university students was extremely lucrative; sometimes even 

enough to earn one’s way through school (Zeng, 1999).  

However, following the passing of the government imposed Prohibition Policy of Private 

Tutoring in 1980, which constituted one of the most severe measures for normalizing schooling 

whole decade, cramming in order to get into college was a crime. The prohibition forbade 

elementary, middle, and high school teachers from doing tutoring. It also made private 

academies return fees after August 1, 1980 to those students who were currently enrolled in 

school (Sorensen, 1994). It was only after 1989 that prohibition of cram practices were alleviated 

and the ban on cramming was lifted, resulting in a rapid increase of the cram industry.  Today, in 

fact, for an untrained observer to find the indicative mark that prohibition has left is not that 

easy.  

In Seoul, academic tutoring companies, or hagwon, generally have their own educational 

buildings. These multi-storey learning centers can be extremely tall and impressive but are 

sparsely scattered throughout the city. They also keep a moderate profile. Big hagwon posters are 

visible in the subway trains and buses, which provide parents with a convenient sketch map of 

their branch campuses. Unlike in Japan, however, outdoor commercials for hagwon are short in 

detail, and information is only obtainable at the hagwon office (Zeng, 1999). Korean cram 

schools are very cautious in projecting their profile in the market. The prohibition policy still 

mirrors a justified ideology, and its alleviation has been a grudging concession on the part of the 

regime. Even after a long decade of prohibition, the hagwon as an institutionalized 

extracurricular education has yet to step out of the dark shadow of illegitimacy.  
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In South Korea, Shinsol-dong is the one particular area in which cram businesses are 

found. In this area, a variety of hagwon buildings stand tall along both sides of its main road. 

Academic hagwon are less impressive and distinguishable in this cohabitation as very few of 

their signs show their specialty. The signboards in Seoul have only a phone number in large type 

and advertisements are minimal (C. Kim, personal communication, 2007). At the entrance to the 

hagwon, one or two senior male desk clerks relentlessly guard the narrow passage in the lobby as 

students pile through (Zeng, 1999). Cram schools generally look stately outside, but their interior 

seems to be dilapidated and badly needs a new coat of paint or some repairs. Power conservation 

makes many classrooms dimly lit and almost eerie (Zeng, 1999). Kangmin Zeng described his 

experience when visiting a hagwon as follows: 

There was an administrative area at the entrance, where information pamphlets were on 

display for free distribution. Yet, unlike juku, which had a free flow in and out, this hagwon was 

like a secured fortress. Access to the classrooms inside was made narrow by a desk or a turnpike, 

and was guarded by one or two watchmen. They were generally senior males, stern-faced and 

vigilant. Their pretentious air and impatience suggested that their chief duty was to safeguard 

against and scare away the unwanted, although they were also supposed to give away 

information. The attitude of the loyal “gendarmes” reflected a cautious self-consciousness of the 

cram business in Korea…. This was especially notable in Korea as a result of the more stringent 

government policies of control and regulation.  

I often wondered, what it is it that students are doing within the walls of these cram 

schools? Students begin to pour into hagwons around 6pm. Many Korean hagwons have large 

class sizes in comparison to formal schools, which average approximately 40 students. Cram 

school classes can range from approximately 60 to 80 students. Large classes are manageable 
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because there are no questions and answers, and the teaching, very much like religious speech, is 

a one-way dissemination of knowledge. In addition, computer technology radically reduced the 

amount of labor used for the grading, correcting, and commenting on test papers (Zeng, 1999).  

According to Zeng, once class had begun, instead of satellite transmission of 

simultaneous lectures, the screen showed a pre-recorded lecture of advanced algebra from 

videotape. About nine students sat randomly at their discretion. One male student in his late 

twenties was following the class attentively. The rest were all girls. One was washing down her 

sandwich with chocolate milk and others were murmuring merrily to one another. Others were 

gazing motionlessly at the television. Neither the teacher nor the assistant was around. However, 

this is not the norm. 

Cram schools are virtually dependent on the expertise of teachers who excel at putting 

theory into practice. It is beyond any shadow of doubt therefore, that classes are teacher-

controlled and lecture-centered. Students often take courses such as General Mathematics, 

Analytic Geometry and Numbers, Seminar on Differential and Integral (Kwak, 1991). In 

addition, they may take courses on Japanese, as well as English. Regardless of the course, the 

delivery remains the same. Ironically, cram school lectures are not designed to make knowledge 

digestible so that it can be crammed into students’ brains. The lecture is intended to help students 

to crack difficulties in problem solving, whether it is in English reading, classic Chinese, math, 

or physics (C. Kim, personal communication, July 12, 2006). Zeng also discusses principles that 

are referred to for organizing and rationalizing this effort and making it structured. In 

consequence, a course generally starts with a mini-lecture on the concept to be covered. This is 

done with the help of examples written on the chalkboard. Then, the instructor will switch to the 

main part of his pedagogy. He presents, analyzes, explains, and then proceeds to solve the 
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problems step by step, one after another. These problems are either selected from the mock tests 

given earlier or based on the home assignment that students should have prepared (Zeng, 1999). 

In class, students were seldom asked to pose questions or to respond. In all the classes 

that Zeng attended, with or without prior arrangement, it was apparent that, at the instructor’s 

wish, the class proceeded as smoothly as silk. Teaching was a one-way free flow of knowledge. 

The pace of academic progress was well maintained, and the teaching plan was accomplished to 

the letter, which might well be a source of envy for American teachers. Not a single student 

asked the teacher to repeat or elucidate, even in places where Zeng was certain that the students 

were confused. There was minimal student-teacher interaction. 

According to one student I spoke with during my fieldwork in Atlanta, many hagwons in 

South Korea are very straightforward. She said, “You come, you learn, you memorize, and it’s 

basically self-learning. 

She further explained: 

The one I went to was a big place, big classroom with 100 to 200 kids and there is 
 one instructor with a microphone. And you know he would be instructing about  how 
you would solve a math problem and then you would be fast writing down  the notes and 
then when you go home you would look over it. Then you take the  standardized exam and you 
have to get a good score. I think a lot of families  move here because they don’t like the 
education system in Korea and they want  something else for their children (Park, personal 
communication, June, 6, 2007) . 

 
Most Koreans acknowledge that public education is not good enough for their child to 

achieve academic success. A survey in 2004 reported that South Korea had the most crowded 

classrooms out of all Organization for Economic Cooperation and Development (OECD) 

countries, with classes averaging at 37.1 students in middle schools, compared to the OECD 

average of 23.7 (Card, 2005). The result of the perceived shortcomings of the public school 

system created a mass market for private education that takes the form of tutoring, “cram 
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schools” and coaching classes that are designed with the ultimate goal of maximizing the highest 

possible College Scholastic Ability Test (CSAT). JL, a parent of one JAE student, explained:  

A lot of the times that I hear complaints from schools is that the school education  can not 
catch up with the hagwon education, you know because students who go to hagwon learn 
all of this way before the normal, regular school education, so the students who don’t go 
to hagwon will be in disadvantage because they won’t be covering the materials that they 
should cover (Luo, personal communication, August 12, 2007).  
 
Acceptance at one of the top three Korean universities is considered a South Korean 

student’s crowning life achievement. Not only will successful students have the best academic 

pedigree in the country, they will also have a strong alumni network that tends to be biased in 

hiring and mentoring graduates from their alma mater. Even their currency as a marriage partner 

increases. As a result, parents start their children on the educational track early on in an 

assortment of pre-school that offer numerous early childhood learning programs. It has been 

estimated that the typical Korean family spends between 15 and 30 percent of their household 

budget on private education. But they continue to pay because they feel that if they do not send 

their kids to private school, they are not doing their best for their kids. Of course the kids are the 

ones attending the schools, but at what social and emotional cost? They spend a significant 

amount of time in the classroom, attending cram school Monday through Friday, plus Saturday 

morning. JL explained:  

Some students may go everyday, some two days a week or three days a week, some just 
on weekends. For me, I went on the weekends and during the week days I had a tutor, a 
private tutor come in. There are a lot of private tutors, like  underground private tutors 
and people would pay a lot of money for a good tutor. 
 
Koreans tell their kids: “Sleep five hours a night and fail; sleep four hours and pass” 

(Lee, 2006).  It is not uncommon for Korean students to spend 6 or 7 hours at hagwons after 

school learning things that were going to be on the test. It is no surprise that the suicide rate 
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increases every year around exam time. Despite the disadvantages, Korean students continue to 

attend and parents continue to pay.  

Today, even the students who do not attend hagwons regularly spend quality time 

studying. According to JL, the schools often provide study time for students after regular school 

hours. JL explained:  

I’ve heard different things about kids staying at hagwons until 11:00 or midnight.  But 
there are also different things in the Korean public schools where you study on your own 
time and basically everybody has to stay unless you have an excuse. If you have a class 
or outside extracurricular activities, or athletics, then you go. Besides that, everybody has 
to stay and especially for the seniors and upcoming  seniors. And the teachers would keep 
the students in school at least until 10:00 at night. So, basically children in my time , I 
had to take my own lunch but now they have a cafeteria and the school provides lunch for 
them., but I had to have two so one for lunch and one for dinner. And there are other kids 
who would go into other institutes full of desks, with like cubicles, and the students 
would go in there and stay there until like 1:00 or 2:00am to study. A lot of times there 
are a lot of families in your house and you just don’t have a quiet place to study so they 
are in  our home area within walking distance so you could walk home when you finish. 
We would walk home in groups so I had the most fun then because of the  relationships I 
built; you know the relationships I was able to build with my friends from attending study 
time in a very unique environment. 
 

 In the following section, I present a second portrait of another Korean student whose 

experience elucidates many key aspects of Korean education. I had the opportunity to converse 

with Dae about his experience in a Korean hagwon before he moved to the United States during 

my fieldwork in metro-Atlanta. 

The Case of Dae 

 Dae used to leave his home in Seoul at dawn most days and does not return until after 

midnight. Preparing for college entrance exams, the 18-year old South Korean spends 10 hours at 

school. Then comes the cramming: Dae’s five tutors teach him everything from English to math 

and science. For his parents, it is a pricey regimen. His school tuition is just $1,300 a year, but 

his tutors cost an additional $36,000. Add in his sister’s tutors, and education costs his parents 
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roughly half their income. I asked the mother if she felt it was worth it. She responded, “We 

know we’re paying too much, but their lives will be decided by the universities they go to.” Dae 

and his family recently moved to Gwinnett County to pursue financial and academic 

opportunities. Dae’s case is yet another example of the financial sacrifice Korean families seem 

to be willing to make for education and opportunity. 

 In this chapter, I presented information and findings related to schooling in South Korea 

as well as information I obtained during my 2006 visit regarding specific educational practices. 

From this emerged a series of descriptions regarding many aspects of schooling in South Korea 

and in Korean hagwons as the backdrop for my field research. In the following chapter, I present 

my case of my fieldwork conducted in one Korean American supplemental education program in 

metro-Atlanta.  
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CHAPTER 5 

A KOREAN SUPPLEMENTAL EDUCATION PROGRAM IN GEORGIA 

 In this chapter, I present the findings of my fieldwork conducted at one supplemental 

education program in metro-Atlanta. I present findings on the key aspects of the school including 

characteristics of the school, the curriculum, the participants, and perceptions of the participants 

in relation to my research questions.  

JAE Supplemental Education Program 

 In 1977, twenty researchers in Korea embarked on an educational project, driven by the 

belief that all children have the unlimited potential to become successful. After three decades, 

one organization has spread globally to Canada, Australia, and the United States. This program is 

a part of a franchise with sites in places such as California, Atlanta, and New York. The root of 

this pursuit has been the implementation of the Self-Learning Education System, a self-paced 

program designed to help students acquire a mastery of concepts and skills on their own. One of 

the JAE programs was the focus of my field study. 

Organizational Affiliation 

 The JAE program is one branch of a network of schools found around the world, but it is 

the only one located in Georgia. However, there are over 20 branches throughout the United 

States. After three decades, the organization has spread globally, with offices now in the United 

States, Canada, China, Japan, Australia, and New Zealand. Today, nearly 10,000 JAE 

participants contribute to this effort through its subsidiaries. Since its inception, JAE has been 
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promoting the importance of providing a quality educational environment for enhancing the 

lives, not only of children, but also of adults, of all people at all stages of life. The organization 

has been providing products through computer software, publishing, printing, and distribution. In 

addition to supplemental, collegiate, and adult education, JAE has also extended its services to 

include broadcasting and childcare. JAE continues to be a leader in the education industry, 

making large investments in research and development and improving upon its products and 

services. Moreover, they are expanding to develop in the areas of online learning and training 

programs for the general public. In this way, JAE continues to advance its efforts to meet the 

ever increasing needs of people at a time of rapid growth in information and technology. 

Characteristics of the School 

 The second research question of my study was: “What are the general features and 

characteristics of Korean hagwons and Korean American supplemental education programs?” To 

answer this question, I examined numerous variables including the purpose of the program, 

organizational affiliation, years in existence, number of teachers and students, days and hours of 

instruction, grade levels taught, and financial support. The data I report came from my interviews 

with the director, faculty, and staff, and documents provided by the program. 

Purpose of the Program 

 The program’s roots are embedded in the self-learning philosophy that anyone can 

change, given the proper education. Based on the unlimited potential and spontaneous nature of 

the individual, the program renders an ambience where the student can autonomously learn, with 

the view to bring up independent, creative and talented individuals (JAE Policy Manual, 2000). 

In other words, the program rears creative, talented people that can solve problems 
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independently by offering a self-learning atmosphere that increases interests and confidence in 

the student through the study materials in accordance with one’s level of ability.  

 The mission of the program is to support facilities and help changes in behavior by 

providing a high quality self-learning system so that all individuals, ranging from children to 

adults, can enjoy a better life. The self-learning system is created based on three educational 

theories. First, the Talent Education Theory which theorizes that all children are born with 

unlimited potential and talent is not inherent. Second, the Programmed Instruction Theory 

theorizes that children can achieve success in learning when provided with specified aims, 

sufficient practices, and appropriate reinforcement. Third, the Master Learning Theory theorizes 

that the degree of learning can be calculated by using the time needed in learning and time 

actually spent on leaning (JAE Mission Statement, 2001, p.3). 

 The program’s vision is to become an overall educational and cultural organization that 

provides a high quality self-learning system. There are three components that unite to formulate 

the self-learning environment, hence aiding the voluntary learning of the students: a) academic 

advisors who provide learning incentives by helping students gain interest and confidence based 

on faith in the individuals’ infinite potential b) Scientific Evaluation System and Programmed 

Self-Learning Materials c) and parents that give confidence to their children by means of praise 

and encouragement (JAE Policy Manual, 2000).  

 In order to embody the self-learning philosophy, the program emphasizes “a better life 

through better education” by placing importance on mankind, customers, and action (JAE Policy 

Manual, 2000). Thus, the program will provide a high quality self-learning system that solves 

problems and improves the quality of life of all individuals. As a result, revenue and profit will 

be created and in turn contribute prosperity to the students, shareholders, and the community. 
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Number of Students and Teachers 

 During the school year, the program often employs between eight and 10 teachers. 

However, during the summer the program employs between 20 and 25 teachers. During the 

period of data collection, the number of students enrolled ranged from 150 to 210 students. 

However, there were 215 students registered for the summer program in 2007. According to the 

director, enrollment has increased each year due to the program’s affiliation with the Korean 

Community Presbyterian Church (KCPC), which houses the supplemental summer program on 

its campus. Parents are attracted to the program because it also provides social opportunities for 

the Korean adults in the community.  Furthermore, parents are attracted to church-related 

programs in which the children have classes while parents attend church services. The director 

also explained that enrollment is increasing due to the results of grade improvements when the 

students are in public school (Field notes, July 26, 2007). 

Photo J. JAE Students in the Classroom 
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Days and Hours of Instruction 

 The school-year program operates from August through May. It has fall and spring 

semesters and breaks that coincide with the breaks of the public school system in Gwinnett 

County. The program holds classes Monday through Friday from 4:30pm to 6:30pm. The 

program also offers SAT classes and ESOL classes on Saturday mornings from 9:00am through 

12:00pm.  During the summer, the program offered classes from June through August. The 

summer program began at 9:00am and ended at 3:30pm on Monday through Thursday. On 

Fridays, the students were given the opportunity to go on field trips to a variety of locations 

(T.Kim, personal communication, August 12, 2007).  

Grade Levels Taught and Student Placement 

 The JAE program offers classes for students from Pre-K through 12th grade. Students are 

placed in classes with students of similar age or grade level. When a class has more students than 

has been allotted, the class may be divided into two classes. For example, there may be two 7th 

grade reading classes.  

 Upon enrollment, each student takes a diagnostic test before being placed in a class. 

JAE’s computerized diagnostic system is able to pinpoint a student’s strengths and weaknesses 

by analyzing his or her answers to the test. It determines the optimal starting point of study and 

prescribes an individualized study program to combat each of the student’s weak areas (JAE 

Enrollment Packet, 2000). The computer analysis evaluates without bias on the student’s age or 

grade. Instead, the prescribed study program is designed to address each student’s particular 

needs. 

 The exam itself is comprised of three types of questions: 1) those based on the previous 

grade of the student, 2) those based on the current grade, and 3) those based on the next grade. 
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Each question within these categories targets a specific study objective. For instance, the 

diagnostic test in math covers objectives in the areas of numbers, order of operations, geometry, 

measurement, and relation and function. The diagnostic test in English, on the other hand, 

focuses on: categories in phonics, reading comprehension, grammar, writing, vocabulary, and 

verbal reasoning (JL, personal communication, June 4, 2007). The researcher observed several 

students who were given the test upon enrollment.  

The students are regularly monitored to ensure progress and focus on the tasks at hand. 

The interim evaluation test assesses the student’s mastery of the weekly study objectives. Once 

the test has been passed, a student may move on to the next set of learning objectives (Field 

notes, June 15, 2007). A monthly Progress Counseling Report based on this test is also produced. 

It informs how well the student has achieved the targeted objectives. The report serves both as a 

source of praise and encouragement for the student as well as an assessment tool for the 

academic advisors at JAE (Field notes, July 2, 2007).  

 Finally, students take a re-evaluation test. The test is taken when a student completes the 

prescriptive study program. It determines if the student needs further study on a particular 

concept or it he/she may progress to the next level. If further study is required, a supplemental 

workbook is given to the student to focus on the specific areas which are still confusing (JL, 

personal communication, June 4, 2007). With a Re-evaluation test at the end of each study 

program, it is difficult for a student to advance to the next level without eliminating the weak 

areas of the current level. 

 Understanding the underlying principles of any subject precedes technical skill. It is no 

surprise, for instance, that mathematical ability requires mastery of the fundamental concepts, 

not simply good calculation skills. Moreover, proficiency in a language combines strong 
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foundations in grammar, reading and writing, not simply the ability to speak in that language 

(JAE Curriculum Guide, 2001). With this in mind, JAE has developed an innovative study 

programs to supplement the education of students from kindergarten-10th grade. Founded on the 

self-learning system, the program helps students develop a knowledge base that maintains a 

balance between theoretical and practical skills. Through the help of JAE students are challenged 

to target their weak areas and to master concepts and skills, one step at a time. 

General Curriculum 

 The emphasis of such programs is on Mathematics, English, and Reading that offers 

individualized study programs for students from Pre-K to 10th grade. Teachers are also available 

to work with students in other content areas such as science and social studies when needed. 

These classes are almost always taught by certified teachers from the community. However, 

none of the academic content teachers are of Korean descent. Thus, it is clear that the programs 

wants students to be engulfed in the curriculum of American education and to be taught by 

teachers who are experienced with the educational standards and practices of Georgia’s public 

schools. 

Mathematics 

 Mathematics can be one of the most difficult subjects students must learn, as concepts 

continuously build upon one another and new skills must constantly be integrated. When some of 

these are lacking, the students’ overall mathematical ability is affected. Without bias on the grade 

or age of the students, JAE Math helps them target their weak areas. The students can then re-

integrate these concepts and skills into the overall learning hierarchy in mathematics (JL, 

personal communication, June 4, 2007). 
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 There are currently 322 weekly workbooks in the JAE Math series. They are divided into 

12 levels which cover 2,017 specific learning objectives (JAE Curriculum Guide, 2001). The 

workbooks introduce these objectives, one at a time, starting with the recognition of figures and 

the concept of numbers. They gradually progress to operations (addition, subtraction, and 

division) and proportions (fractions, decimals, and percentages). The higher levels deal with 

more advanced mathematics, such as geometry and algebra. Based on the results of the 

diagnostic test that is taken, an individualized study program based on these workbooks is 

devised for each student (JL, personal communication, June 4, 2007). 

 Concepts are carefully laid out in a simple, straightforward format. Explanations and 

examples introduce each section. Different expressions of the same concept are also discussed, 

often times with illustrations and graphs. For example, proportions can be expressed in the form 

of fractions, decimals, and percentages. In this way, students can easily visualize and 

conceptualize the topics at hand. A firm grasp of the relationships between mathematical 

concepts is developed. Moreover, each objective is integrated into the next level, so that 

previously introduced concepts are reinforced (JAE Curriculum Guide, 2001).  

English 

 There is often the misconception that the ability to speak English is equated with the 

ability to communicate effectively in this language. Yet, conversational English differs greatly 

from formal English. In addition, the highly irregular nature of its morphology often causes 

confusion among non-native and native speakers alike. JAE English however, makes English 

easier to grasp, with workbooks broken down into eight levels in 198 weekly workbooks (JAE 

Curriculum Guide, 2001). 
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 A study program is created for each student, through an individualized schedule of 

selected workbooks. Each schedule is devised to maintain a balance between learning the 

mechanics of the language and effective communication in English. Each concept is dealt with 

one at a time and reinforced concurrently in reading and writing exercises. The exercises are 

clear and straight-forward, prefaced each time with concise explanations and helpful examples. 

A variety of creative and fun exercises is also accompanied by colorful illustrations, designed to 

maintain the interest of students. 

 JAE English also boasts an emphasis on reading comprehension and analytical skills. 

There are passages on a wide range of subjects, with questions to test and improve one’s 

comprehension. In addition, there are exercises which deal with the structure and analysis of a 

text, in terms of such concepts of alliteration and the use of similes (JAE Curriculum Guide, 

2001). In this way, students build a strong foundation in English from the very beginning of the 

program. In turn, they are able to develop the confidence and skills necessary for the effective 

reading and writing as well an appreciation for the language.  

Reading  

 The JAE reading curriculum is dominated by basal readers, which have traditionally 

dominated reading instruction, emphasizing discrete components of reading such as phonics, in 

which students learn to read by sounding out letters in order to form words (JAE Curriculum 

Guide, 2007). Students of JAE read relevant literature in order to make reading an integrative 

experience. The literature is often synonymous with the literature being used at each grave level 

in the Gwinnett County Public school system (CD, personal communication, June 2, 2007). 
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Financial Support 

 The primary source of income of JAE is student tuition. In addition to the tuition, the 

school also generates income by selling school supplies and materials to the students. Parents 

also pay a fee when the students participate in field trips through the program. These fees are 

usually used to pay for transportation and other miscellaneous expenses. On average, students 

are charged between $750 and $1200 per semester, which does not include additional expenses. 

The director offers a lower fee for parents who enroll additional children from the same family. 

Much of the budget supports teachers’ salaries. Most teachers are paid $20 per hour. However, 

since the program has a sliding salary scale, teachers who have worked longer at the school 

receive higher pay than new teachers in an attempt to provide consistency and decrease teacher 

attrition. The next largest budget items are supplies for the program, which include snacks, 

student materials, and textbooks. Clearly, there is great emphasis on recruiting and compensating 

the best teachers while ensuring that the needs of the students are met. 

JAE Summer Enrichment Program 

In this section I report my findings and analysis from the data collected at the Korean 

Summer Enrichment Program during the summer of 2007. I present my findings in regards to 

research questions three though seven on each of the key features of the school including 

characteristics of the curriculum, characteristics of the participants, and perspectives of the 

participants. In addition to the courses provided during the academic school year, many Korean 

supplemental programs also offer summer programs in which students take advanced curriculum 

courses in preparation for the upcoming school year.  
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Characteristics of the Curriculum 

 In the morning, students are offered math, English, and social studies on the grade level 

they will enter into the following school year. Several students are also enrolled in ESOL classes 

to improve their acquisition of the English language. They learn an entire curriculum in two 

months so that going to formal school is somewhat of a review for many of these students.  In the 

afternoon, students have the opportunity to take additional classes such as computer literacy, 

piano, or Korean.  

Textbooks and Materials 

 The program uses a variety of textbooks and workbooks from publishers such as Prentice 

Hall, Glencoe, and McGraw-Hill. Each grade level is assigned three to four books for each 

subject area as well as additional workbooks and ancillary materials where applicable. For 

example, eighth grade language arts students receive spelling workbooks and a novel in addition 

to the Prentice Hall textbook used in the course.  

The Closing Ceremony 

 On the last day of the program, all of the parents are encouraged to attend the closing 

ceremony at which certificates, awards, and prizes are distributed to the students. Each class is 

assembled in the auditorium to participate in the ceremony. Every student receives a certificate 

of completion which is signed by their homeroom teacher. Other awards are given which 

include:  perfect attendance, hardest working, most motivated, and class leader. Students also 

receive awards from their elective courses such as the technology award or music award. The 

teachers prepare the list of awards recipients and short speeches for each award that is given. The 

administration makes the award certificates and delivers them to the homeroom teachers the 

morning of the closing ceremony (Field notes, July, 31, 2007). 
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 However, the most prestigious awards are the most points awards. The students with the 

most points, which include attendance points, homework points, and test points for each week of 

the program, are given special prizes. Third place is given a certificate and a gift card to a store. 

Second place is given a certificate and a mini DVD player.  First place is given a certificate and a 

MP3 player. All three top winners also get to enjoy a limousine ride (TK, personal 

communication, August 5, 2007). Students are not informed in advance about the awards 

ceremony. However, due to the fact that the majority of the students have been attending for 

several years, many of them are aware of this rewards system. Thus, it is an extrinsic 

motivational tool for the students to work hard throughout the summer and attend classes daily. I 

observed:  

Parents piled into the auditorium to watch as the children received rewards for their hard 
work during the summer. The pride in the room was overwhelming as hundreds of 
Korean parents and relatives took pictures and recorded the students as they accepted 
their awards and prizes (Field notes, July 31, 2007).  

 
 Following the ceremony, the students, parents, and teachers have a barbecue. There are 

rides, food, and games provided for the students and parents and teachers have the opportunity to 

come together in a social atmosphere. During this time, many of the teachers receive individual 

offers to tutor students one on one. This event is the culmination of all of the hard work that the 

students have done over the summer. This ceremony is an opportunity for parents to share in 

what the students have achieved throughout the summer. It is also serves to provide a sense of 

pride for the families of the students who achieve top honors. In addition, at the end of the 

summer program, the students are given the opportunity to travel to Washington D.C. to learn 

about our government and visit the White House. The students spend one week traveling around 

the city, visiting a variety of historical sites, and attending educational events. Teachers and staff 

are often asked to chaperone the trip. Through this experience, I believe the program attempts to 
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provide the students with authentic learning opportunities as well as traditional academic 

experiences 

Characteristics of the Teachers, Parents, and Students 

 The third research question of my study was: “What are the characteristics of the 

teachers, parents, and students of the educational community?” The variables for which data was 

collected for this question will be described at the beginning of the section on each group of 

participants. 

Teachers 

 The following variables were used to investigate the characteristics of teachers at JAE: 

gender, ethnicity, education level, previous teaching experience, and current county of 

employment. The following is a summary of the responses to the teacher questionnaire by the 25 

teachers who worked with the summer program.   In order to obtain more detailed information 

and to corroborate the results of the questionnaire, I interviewed teachers individually. The age 

of the teachers ranged from 25 to 55 years old. Four of the teachers were men, and 21 were 

women. With regard to ethnicity, five of the teachers were Korean, 12 were Caucasian, four were 

African American, one was African, and three were Middle Eastern. All of the teachers had at 

least a bachelor’s degree. In addition, seven of the teachers had a master’s degree and two were 

doctoral students. According to the director, all of the teachers had at least three years of 

teaching experience. Although, three years of teaching experience were not required to be hired, 

the director expressed a preference of those who were tenured teachers in the United States.  

Table 4.5 Teacher Demographics 

Pseudonym Gender Ethnicity Education 
Level 

Teaching 
Experience. 

County of 
Employment

SS F Caucasian B.A 5 Gwinnett 
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VB F Caucasian B.A 3 Gwinnett 

CD F Caucasian B.A 3 Gwinnett 

SL F Caucasian M.Ed 5 Fulton 

SI F Indian B.A 4 Gwinnett 

PJ M Caucasian M.Ed 9 Gwinnett 

BD M African 
American 

B.A 3 Gwinnett 

SH M African 
American 

Specialist 3 Atlanta 

MM F Caucasian B.A 7 Gwinnett 

SR F Indian B.A 4 Gwinnett 

JD F Caucasian B.A 3 Gwinnett 

SM F African 
American 

M.A 6 Gwinnett 

PO F Caucasian M.Ed 4 Gwinnett 

TH F African 
American 

Doctoral 
Student 

6 Gwinnett 

SA F Caucasian B.A 5 Gwinnett 

JC F Indian B.A 3 Fulton 

HC F Caucasian B.A 9 Gwinnett 

WM F African B.A 3 Gwinnett 

EL F Korean B.A 3 Gwinnett 

TG M Caucasian B.A 3 Gwinnett 

SH F Korean B.A 3 Gwinnett 

DP F Korean M.Ed 4 Gwinnett 

JK F Korean B.A 3 Gwinnett 

LL F Caucasian B.A 9 Fulton 
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KJ F Korean B.A 8 Gwinnett 

 

Administrators 

 There are four administrators working with the JAE program including: the director of 

the program, the assistant director of the SAT program, the teacher assistant, and the 

administrative assistant. Each administrator completed a questionnaire with responses about the 

after school and summer program. In order to obtain research information and to corroborate the 

results of the questionnaire, I interviewed the administrators individually. 

Table 4.6 Administrator Demographics 

Pseudonym Gender Ethnicity Education 
Level 

Teaching 
Experience. 

County of 
Employment 

TK (Director) M Korean B.A 5 Gwinnett 

JL (SAT 
Coordinator) 

F Korean B.A 1 Gwinnett 

TG (Assistant 
to Teachers 

M Caucasian B.A 1 Gwinnett 

WM 
(Administrative 
Assistant 

F Kenyan B.A 2 Gwinnett 

 

Parents 

 The following variables were used to investigate the characteristics of parents with 

children enrolled at JAE: gender, ethnicity, length of time in the United States, education level, 

occupation, and language(s) spoken (see Appendix D for the questionnaire). The following is a 

summary of the results of 30 questionnaires completed by parents. In order to obtain more 

detailed information and to corroborate the results of the questionnaire, six of the parents were 

interviewed individually. All the parents who responded to the questionnaire were born in Korea, 

and therefore would be regarded as first generation Korean Americans. The length of residence 
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in the United States ranged from 10 years to three months. In order to determine the parents’ 

socioeconomic status, data were collected on their educational and occupational background. 

Parents were asked to indicate the highest academic degree that they and their spouses had 

obtained. The results appear in Table 4.7.  

Table 4.7 Educational Background of Parents 

 High school 
diploma 

Bachelor’s 
degree 

Master’s degree Doctoral degree 

Father (n=6) 6 6 6 3 

Mother (n=24) 24 24 14 0 

Total (n=30) 30 30 20 3 

 

 The table shows that 100% of the parents who participated obtained at least a bachelor’s 

degree and that the academic attainment of the fathers was somewhat higher than that of the 

mothers. Despite their high level of educational attainment, parents of children in JAE are 

struggling to establish themselves economically in the United States. In interviews I conducted 

with parents, teachers, and the director, I learned that in many families, both spouses are required 

to work, some spouses have to work at night, and many parents are underemployed. Korean 

parents have a difficult time capitalizing on their educational backgrounds, leaving them few 

options but entrepreneurial ventures.  

 Since all of the parents were born in Korea, and almost all of them came to the United 

States after 20 years of age, it is not surprising that the first language of all the parents at JAE 

was Korean and that most parents continue to rely on Korean as their primary language. 

However, almost all of the parents that I interviewed felt fluent in both English and Korean. 

According to the questionnaires, more than 75 percent of Korean parents communicate to some 
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extent in Korean. These findings suggest that the lives of most Korean parents of children in JAE 

are closely tied to the Korean community. This point is further strengthened by the fact that 

approximately two thirds of the parents reported in the questionnaire that more than 80 percent 

of their friends are Korean. 

 As mentioned in chapter 2, most Korean immigrants enter entrepreneurship because of 

limited opportunities in the labor market and/or insufficient language and non-transferable skills 

or education. In addition, in contrast to what some have predicted, family networks of Korean 

immigrants do not seem to provide more advantageous means to pursue business establishment. 

That is, despite the expectation on network theory and chain-migrants are in a more 

advantageous position for economic pursuits such as entrepreneurship, they do not show an 

advantageous status in pursuit of business establishment. Instead, it seems that higher 

educational background appears to be more influential for business establishments, often 

stemming from the importance of education in South Korea. For example, when Korean 

immigrants move to the United States, they re-establish the networks formed at SKY universities 

in South Korea (Park, personal communication, July 27, 2007). 

Church in the Korean Immigrant Community 

 In addition to the role of educational background, Korean immigrants tend to create a 

variety of organizations in Korean communities. As noted by Foner (2001), the most numerous 

associations are churches and school alumni groups. There are a fairly large number of Korean 

churches, when considered in terms of the population of Korean immigrants in Atlanta. In 

addition, considering that about 72% of the interviewees responded that they attend church 

regularly, Korean church seems to be the most common place to meet other community members 

due to the large number of Korean involved in churches.  
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 However, what makes church membership important is not only the large number of 

participants, but also the resources generated through church. The percentage of participants 

indicates that churches are the most open place to the community members for social network 

establishment after immigration. Furthermore, a large portion of business-related resources are 

generated at church, such as obtaining business information. Churches in the Korean community 

seem to be not only places for religious ceremony, but also for carrying out secular business by 

establishing connections among individuals in the co-ethnic community. Thus, it was no surprise 

that the JAE summer program was annually held at a popular Korean church in Gwinnett 

County. 

 More importantly, a large proportion of Korean immigrants have had employment 

experiences at Korean-owned businesses established by church members and acquired skills for 

business operation at those businesses. Some entrepreneurs obtained skills required for running 

businesses from fellow Koreans with whom they became acquainted at churches after 

immigration (Hurh, 1998). The employment is not particularly related to making money, but 

rather to gaining information and skills for their future businesses. As one parent mentioned:  

One of my church members was in this type of business. I worked at his store for  a while 
to learn skills and information related to this type of business. I worked until I became 
confident enough to operate one of my own. I go to church to meet people and make 
friends. I also join some associations for the same purpose. I can avoid loneliness on 
foreign soil by meeting Korean friends. Furthermore, I cannot separate church and 
business. I can pray for my business at church. At the same  time, meeting friends 
ultimately benefits my business later, because all my friends become customers for my 
business (Hurh, 1998). 

 
One of the teachers expressed how the program had grown through its affiliation with the church. 

She explains: 

I think that in the Korean community, I think it gets around when you hear about 
programs and that is how the parents often find out about it. We have been having the 
summer programs at a Korean church for a few years now and I think a lot of the people 
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who go to the church with the director and his family hear about it through that venue. 
And he gets a lot of interest from the church. And so I think it is helpful that he lives in 
the community and his kids go to the schools and it just sort of all connects and results in 
a lot of business (Hurh, 1998).  

 
 However, some interviewees were reluctant to reveal the connection between business 

interests and their church attendance. Despite their remarks or hesitancy to admit business 

interests in church, it has become a well-known secret that churches are one of the most common 

and open grounds for potential businessmen or for those wanting to gain access to information 

(Hurh, 1998). Since trust in the community is important for gaining further resources such as 

capital, labor, or information about schools, the social relationships in church help to create the 

personal trust that ultimately facilitates business resource mobilization.  

 Students are quite aware of the benefits of the ethnic communities that many of their 

parents participate in. One of the students I interviewed, SK, was born in Korea and came to the 

United States at the age of 6. He described how his parents maintain a close relationship with the 

Korean ethnic community and explains that family friends often act as a surrogate family since 

many of her extended family live in other states or are still in Korea. I asked SK about the kind 

of Korean community activities that his parents are involved in, if any. He responded: 

My dad is involved in church…my parents look for basically bonding and just being like 
a family because we don’t really have family here…well, we do but they are in New 
York and not near the area, so my parents look to their friends to be sort of an extended 
family (SK, Interview, June 15, 2007).  

 
 SK explained that his parents attend Korean church not only for religious purposes but 

out of their desire to educate and instill in him the Korean language and culture. The church at 

which this program is held is also active in promoting adoption of South Korean orphans. SK 

attends the same Korean church as his parents and explains the importance of learning the 

Korean language so that he can better communicate with his parents:  
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They go to Korean church because they don’t speak very good English…well, in  my 
church there is different youth groups. There’s a Korean youth group and an English 
youth group, and it was my choice to go to Korean. Since I am Korean, I think it is better 
that you learn to speak Korean and could speak it with parents and friends and stuff, so to 
enforce that, I kind of went to the Korean youth group (SK, Interview, June 15, 2007) 

  
 

 

 

 

 

 

 

Photo K. Adoptive Efforts at Church 
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Several students explained that because of language and cultural barriers, their Korean parents 

ek other Korean ethnic community members for social support. They also described how 

orean community network helps their parents generate job opportunities and economic support. 

hey witness the benefits that their parents gain from ethnic networks and business associations. 

uch sentiments were echoed by LK, an 11th grade student, who was born in the United States as 

e stated:  

My parents’ closest friends are all Korean, because they don’t speak English and  their 
friends are friends of other friends from Korea…that’s how all foreign friends gain 
friends when they come to America. My dad works for Koreans and my mom works for 
Koreans…my dad works for a grocery store and my mom works at a nail salon seven 
days a week (LK, Interview, June 21, 2007). 

 
LK’s family was not alone. Among the students interviewed, 52.4% of their fathers 
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esiding in Georgia. Thus, it is no surprise that there are hundreds of Korean 
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owned their own family businesses, while an additional 7.1% worked for another Korean 

business owner. An overwhelming 40% of Korean mothers in the sample also worked with t

husbands in running a family business. Therefore, students described how their parents were 

associated with the Korean ethnic community not only for social support but also for economic 

gain. According to the 2000 census, Gwinnett County consists of the largest number of Korean 

immigrants r

ses throughout Gwinnett County which include restaurants, law offices, and service 

ses, and educational facilities.  

From the point of view of the students, their p

being embedded in a Korean ethnic community. They witnessed how their parents, because 

their language barrier, were either working for other Koreans or running their own family 

business. The students accepted first-generation ties to ethnic community as a viable source of 

economic and social support. In this respect, the importance of a closed, functional 
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intergenerational ethnic community was reinforced. This became increasingly significant as I 

interviewed parents and students who viewed education as a means to move beyond this closed 

community which had, in large part, fueled their self-determination and economic success

Alumni Associations in the Korean Immigrant Community 

 Another type of association disp

. 

layed in the Korean immigrant community is that of 

lumni s 

 

papers, one 

ity 

s 

ships in a relatively shorter period, 

     located in New York. Since I owned my own companies in Korea, I intended without  

     to start a business, for I immigrated as in investment immigrant. While I was in New  

     senior graduate, who works in a distribution office of a large kitchen furniture  

     of distribution in America. So, I import kitchen furniture from Korea through him and  

     constructors (TL, Interview, July 22, 2007).  

 As this parent mentioned, college graduates utilize alumni associations as another source 

to establish social networks, which many cases, are fundamental for business establishments. As 

a  associations. Alumni associations provide social networks with different characteristic

from those of churches. The alumni associations are based on the schools from which Korean 

immigrants graduated in Korea, thereby revealing their socio-economic background. The 

importance in this tendency is that considering the strong solidarity among university alumni in

Korea, the solidarity may well be extended to America. In Korean community news

of the most frequently advertised announcements concerns regular meetings of various univers

alumni associations. As a result, those with college educational backgrounds have a stronger 

foundation for social network establishment. Through the strong solidarity, college graduate

have an advantageous situation to develop trust and relation

which eventually provides resources for business establishments. One parent mentioned the 

following about benefits for participation in alumni associations: 

     I started my business after spending one year in a language program at a university  

     a doubt to operate my own business after immigration. I also brought enough money  

     York, one of the senior alumni members from my university introduced me to another  

     company in Korea. The senior in the distribution office was taking the responsibility  

     install it for newly constructed apartment complexes by contracting with American  
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a result, a higher educational background provides more ways of establishing social networks, 

and enables the immigrants to be active in the establishment of social networks. In turn, the 

active involvement and variety of social networks indicate more access to the resources 

etworks 

p along 

on the 

und. Therefore, educational background is closely related to social network 

establishment, which in turn influences resource mobilization. As interviews seem to reveal, the 

extensive trust and bonds established through alumni associations are beneficial only for those 

with higher levels of education and exclude non-college graduates. Thus, these parents are the 

same ones who enforce the need for a high level of education. While Korean parents are working 

diligently to establish businesses and social networks rooted in the Korean community, their 

children are often enrolled in academic environments within the Atlanta Korean ethnic enclave. 

 Besides reinforcing the importance of learning Korean language, many parents placed 

emphasis on achieving academically. As student DL explained, many Korean parents compare 

each other’s children’s academic success and ability to speak Korean. The students who achieve 

academically while being able to speak Korean are those who are most revered among the 

parents first-generation community. DL is a 10  grader who was born in Korea and came to the 

United States at three years old. He explains,  

Usually if Korean parents see that you go to a good college, one parent would say, “oh 
 

and they know how to speak Korean”…It’s like they compare people’s children (DL, 

necessary for business establishment.  

 In addition, the educational level not only influences the establishment of social n

in alumni associations, but it also influences all other associations and organizations in the 

community. For instance, among those involved in churches, relationships tend to develo

the line of educational background, and business information also tends to be circulated 

basis of backgro

th

my child goes to Harvard” and the other parent would say, “oh, my child  goes to NYU

Interview, July 12, 2007). 
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 First-generation Korean parents gain not only economic support from their ethnic 

communities but also the social support in teaching their children the importance of Korean 

language and the value of education. By being embedded in these ethnic communities, social 

norms of education and Korean language are mediated to students themselves. This society has 

emerged and developed over time, in large part, because parents feel that they must pass on the 

core values of their culture to following generations. In this Korean community, families are 

faced with this task followed by supplemental educational programs as perhaps the most 

important and obvious means through which their children learn social norms, values, and 

beliefs

Studen

. 

ts 

 One of the main consequences of having a closed functional ethnic community is t

perpetuation of certain cultural expectations including an emphasis on the value of education

Korean American students. I obtained data on the following variables: ethnicity and generation

age, number of years of Korean school attendance, language maintenance, cultural maintenance,

and academic achievement. The following is a summary of the responses to the questionnaire 

completed by 50 students enrolled in JAE (See Appendix D). In order to obtain more detailed

information and to corroborate the results of the questionnaire, eight of the students were 

interviewed individually. These were used to describe the roles of supplemental education 

program

he 

 for 

, 

 

 

s in the lives of Korean American students who are enrolled in them. 

emographics Student D

 All of the children of parents who responded to the questionnaire were of Korean 

ethnicity because the ethnicity of the parents was determined to be Korean. When asked where 

they were born, 51 percent of the students reported that they were born in Korea, indicating that 
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they were first generation Korean Americans. Among them, 64 percent came to the United States

when they were four years old or younger, 30 percent came between the ages of five and ten, a

nine percent came after they were eleven years old.  The students ranged in age from four to 17

The largest number of students was in the five to ten year-old age group, therefore making

kindergarten to fourth grade levels the largest classes in the school. Table 4.8 presents the 

number of years the students have attended JAE which was obtained from the 

 

nd 

. 

 the 

student 

ess than two-thirds of the students have attended JAE fewer than three 

ears.  

questionnaire. Slightly l

y

Table 4.8 Student Years of Attendance in JAE Program 

 1 year or less 2-3 years 4-5 years 6 years or more 

Number of 19.7% 29.6% 35.2% 15.5% 
Students (n=50) 
 

 I collected data to assess the degree of the students’ identification with Korean culture. 

Like their parents, the students reported that eating Korean food is a daily activity practiced by 

large majority (81%) of the students. More than half of the students (58%) also indicate tha

participate in Korean community activities through various organizations such as the ch

However, in general, the students participate in Korean cultural activities at a lower rate than 

their pa

a 

t they 

urch. 

rents.  

nd adults in the ethnic community 

ress the importan n. F rspectiv udents 

hey u d and acce tion as a v d practical to achieve 

conomic and social mobility. All of the students interviewed reported that they have grade point 

averages of 3.5 or higher. Since their parents are mostly associated with entrepreneurial 

 As described earlier, the first-generation parents a

st ce of educatio rom the pe es of the st offered in their 

interviews, t nderstan pt educa iable an  means 

e
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businesses and are working long hours, the students view education as a practical means of 

achieving economic mobility and gaining social opportunities that their immigrant parents are 

not privy to. As a result, over 85% of Korean American students attend supplemental education 

programs. 

Role of Supplemental Education Programs in the Korean Immigrant Community 

 In the following discussion, I present my findings according to the categories of data that 

ecame d a 

ts as 

sitive to 

ely, 

n to JAE, the program offers many benefits, as follows. The program is conveniently 

located  

b  themes in my study. In my study, The JAE supplemental education program provide

context for examining the educational and cultural experiences of Korea American studen

they are transplanted from the home culture of South Korea. JAE supplemental education 

programs serve parents with a much-needed sense of support and form a reliable system where 

other adults can perform parenting roles in a way that is not culturally unfamiliar or insen

parents and their needs. It is in many senses, the essence of a village raising a child. Ultimat

programs such as JAE help to thicken thin resources for both immigrant and post immigrant-

generation parents. According to one working mother, who is second generation and sends her 

two childre

in the neighborhood near work or home; provide “home-cooked Korean meals and

snacks, not poor quality American junk food, and have lots of activities.” (PK, Interview, July 

16, 2007).  She also said, “The school building is not fancy, but adequate and makes up for that 

in other ways. For example, they are strict on timing of activities and meals.” She also found 

Korean programs more flexible than American schools since they have longer hours than 

American schools.  

According to this parent and other parents I interviewed, it appeared that many parents 

believed their children learned better in these environments and were generally pleased with the 
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content. It seemed as though they wanted their children to be engulfed in an academic 

environment for as many hours of the day as possible. At JAE, they had the ability to request 

additional work for their children while in regular schools, there was significantly less 

communication between these Korean parents and teachers due to their lack of understandin

the American educational system. However, at JAE, these parents were comfortable with the 

program and constantly involved in the program. 

Enlightened Child Care

g of 

 

As an economically wealthy community, Gwinnett County’s Koreatown houses a fairly he

urban economy built

althy 

 around supplemental education. Many members of the Korean population 

in Gwin  

lf 

ated 

core on my SAT, I don’t know, I’ll still be 
here and probably work here ‘cause I know the owner, I’m good friends with his kids. I 

dent, but I would be helping teach or something  (UK, Interview, July 
27, 2007).  

This student seemed to look forward to working within the program despite attaining the  

academic goals needed to move into other mainstream opportunities. However, whether  

or not this was a case of access or choice remains unclear. 

 After reading through several Korean directories, such as Chosun, it is clear that 

members of the Korean community have created a near-parallel school system outside regular 

nett County have drawn on whatever human, cultural, and economic capital they can to

meet a demand for enlightened child care. The community has produced more than one hundred 

local area programs which serve thousands of Korean children.  

 Supplemental education is not only economically viable, it also appears to promote itse

by increasing employment among Koreans and by ensuring that Korean wealth is circul

among Koreans, not to mention the human capital and social support it builds by fostering child 

development and intra-ethnic community ties. One 11th grade student explained,  

After I finish the program and get a good s

might not be a stu
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schools. In the Korean directory, there are over 200 listings for Korean schools in Gwinnett 

County. There were 47 schools that advertised as formal nursery schools and kindergartens, 

twenty family nursery and preschools, thirty art schools, and ninety-five school institutes. 

Multiple listings ran the spectrum for preschool through tenth grade, and there was a choice of 

many s

 

eed-driven child-care services in a community where entrepreneurial businesses and long work 

ours are quite common. JAE offered very parent-friendly schedules and hours as well as 

xtended operating hours. In addition, students are provided with lunch and extracurricular 

ctivities in the afternoons for an additional fee. However, besides its fundamental child-care 

services, JAE has a fundamental scholastic orientation. The director at JAE mentioned simply 

that they serve two needs at once: day care and homework supervision. Thus, such services set 

these students apart from fellow students in regular school because they are consistently engaged 

in an academic learning environment.  

Academic Rigor

upplemental programs that provided child care through the eighth grade.  

Therefore, many of the supplemental education programs, including JAE, can be seen as 

n

h

e

a

 

 Program brochures and schedules indicate availability of instruction in a wide variety of 

areas and a variety of closely supervised activities. As previously mentioned, the Korean 

developed materials demonstrated a core emphasis on Mathematics and English literacy skills. 

However, curricular options also include listening and reading comprehension, writing 

composition, vocabulary building, PSAT, SAT, and social studies (JAE Curriculum Guide, 

2001). Afternoon courses included math, language arts, bible study, art, piano, Korean, origami, 

drama, and physical education (JAE Summer Program Flyer, 2007). All together, a typical day 

program offered several hours of academic activity, some physical activity, time for lunch, and 
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usually a field trip on Fridays. There is weekly testing of progress and a math and spelling bee at 

the end of the summer program.  

 Many students made it clear that the Korean program was significantly more difficult 

 
they look for on the SAT, writing style and that’s for an hour and 30 minutes. Next, you 

ion 
strategies and like how to pick out words and to use  context clues and things like that just 

 
math and they go over basic things that you find on the math section, patterns they use, 

 

is a little more challenging, because it’s like much more work. 
There is block scheduling at regular school, so I don’t have much  homework to do and 

t 
sometimes I get angry (laugh). Because I’ll be like  doing…I’ll be like doing math for 

en 
when you’re doing work you keep flipping over to see how much you have left.  You get 

 you’re done with it. It just makes you angry 
when you’re doing it. Yeah, and plus there’s like an SAT packet that’s ten pages that’s 

. 

 
  

student ardless of the pressure the 

  

 
they call your parents and make you stay after. That’s something that a lot of hagwons 

e. Because a lot of hagwons want to be number one, I guess this one wants it too 
‘cause you got to make a profit off of it, but like the other ones don’t have that same kind 

than their American schools during the traditional school year. CC, one student currently 

enrolled in the SAT prep course explains his day, 

In my class the first thing I do is writing and then we go over grammar, basic things that

have reading comprehension, where we go over vocabulary, reading comprehens

help on the critical reading score. Then we  go on a lunch break. And then you have

and example questions (CC,  Interview, June 28, 2007). 

 According to CC, even though he is given a lot of work, he feels like he is always doing 

something, not just coming to class. He explains why he thinks JAE is more challenging than 

regular school: 

Well, I think this program 

have more time for extracurricular, but here like they give  you so much homework tha

like thirty or forty minutes and it’s like 26 pages of and I’ve done what I can and th

so angry, but then like. If you finish it then

for math and  then you’ve got a whole vocabulary packet, like three sections of reading 
comprehension, and then you got to write an essay and then like some grammar  packet
It’s like, in total its probably 100 pages a night (CC, Interview, June 28,  2007). 

While this is an enormous amount of work for any student, the majority of the Korean

s in the program complete their assignments regularly, reg

students sometimes feel. I asked another student how she manages to get it all done. She replied,

Yeah, I do it because I don’t want to stay after, because here if you don’t do your  work

don’t hav
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of consideration with like they call your parents make you stay after till you finish. So 
most students complete all their homework because they don’t want to stay until 4:30 and
it like ends at 2:30 so you don’t want to stay here an extra two hours when you’ve 
already been here since 9:30 in the morning  (CC, Interview, June 28, 2007). 

Quotes such as these provide evidence for the codes and categories, such as academic 

d sacrifice that emerged from the data. The students are placed on a fast-paced curricula

 that provides them with an advantage during the traditional school year. SK, a high 

 

 
 

rigor an r 

program

chool senior, describes his middle school experience with the program: 

Well, regular school is more laid back, because, actually I mean even though hagwon 
l, 

but here it’s the summer and you got to get smarter and they just dominate you with 

one summer. They would teach me the math I would learn in the up coming year so that 

 
Anothe

parents

program

th 
grade stuff now. It like, prepares me for the future since I’m learning. So,  like every year 

on through high school and stuff. Plus, it keeps me busy; I  guess ‘cause it’s kind of 

 
r, their comments are 

also ind

during 

realize 

of the parents have been passed on to the children who now believe that they can achieve upward 

mobility through education if they work hard. 

 

s

doesn’t count, regular school has less assignments. They try to keep you less stressfu

assignments. Like in middle school years, they used to teach me the entire textbook in 

helped me get ahead of some other students. That’s what it helped me with (SK, 
Interview, August 3, 2007).  

r student explains that the program prepares her for the future. She explained that her 

 sent her to the program so it could be easier for to be successful if she attended the 

. She explained, 

I come here so it is easy for me when I go to eighth grade because I am learning  eigh

I come here and learn what I am going to learn at school…so…so  it’s going to like carry 

boring to just stay at home for three months…so it’s to use my time wisely. 

The academic rigor is clear in the points made by these students. Howeve

icative of the pressure placed on the students. Not only do they work extremely hard 

a period that most students consider to be time off from school, but they seem to also 

the academic benefits that come from that hard work. As a result, the educational beliefs 
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Social Interaction 

 One student explains that there are other benefits besides the educational aspect at JA

He said, “I guess socially 

E. 

with your friends. You see people who become your friends everyday 

and ins

explain

is more

l 
I’m more like, let me just do my thing and leave me alone. I have more  friends here so of 

 
umm….be social, so it’s just like I don’t care and I  want to be quiet (SK, Interview, June 10, 

 
 

Within this supplemental education program, interaction among the individuals involved 

g to this student, the interaction that takes place among the students and 

joy 

 

 for the summer than home alone for the majority of the day. Thus, 

 

 

tead of staying home and watching television, you improve your social aspect.” He 

s that it is easier to be more comfortable at JAE than in regular school because everyone 

 like him. SK says, 

 It’s more comfortable for me to open up and act myself here than when I’m at  schoo

course I’m going to talk more and be louder. But at school, it’s  just not worth the effort to

2007). 

Another student echoed the sentiment when he said, “It’s not so bad coming here, my friends are

here and stuff and I want to catch up and I want to kind of learn stuff too, so I’m not like 

uneducated” (TF, Interview, June 15, 2007).  

 

is pivotal. Accordin

teachers is an additional benefit of attending the program, while increasing her educational 

achievement. While many believe that the social development of Korean American students are 

limited due to attending programs such as these, several of these students argue that they en

being in this environment with friends while they learn. Ironically, a few of them mentioned that

they would rather be at JAE

JAE provides social interaction and activities with their peers during a time when those

opportunities would normally be limited.  
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Parental Involvement  

 Korean parents are very involved in their children’s education and they want them

have the best chance to be successful as well a

 to 

s the most opportunity which tends to fuel the 

nmet n

ore 

 

r 

different value system, like Korean parents always are like get a “A” and then  like 
there’s 

a difference, like they want you to succeed and American parents are just  like whatever 
it puts a bunch of pressure on  you (OL, Interview, 

June 10, 2007).  
 

 Another student stated that her parents expect her to succeed, not just pass. They expect 

her to exceed beyond the regular class so she can go on to college and have a good future. She 

said, “My parents want me to be like the head of the class.” The students are keenly aware of the 

expectations that their parents have for them and do not want to disappoint them. One student 

described his parents’ expectations and why he feels pressured to work hard: 

They want me to go some where nice; they want me to succeed, especially since  my dad 

anything. Like his own father had to eat like bark soup everyday, and like my dad, he 
 

like they need kids to work on the farm right, so my dad was like I need an education, so 

like he’d walk that far just to get education. And when he went to high school he had to 

was a bag of rice because that’s all he could give him and then even with something like 
core…like he graduated from a really 

good college and he got top. Like you could take an entry exam to companies…he got the 

u eed of supplemental education programs. The students explained the purpose of the 

program as “basically catering to what Korean parents want, which is better education and m

opportunity for their kids.” As I interviewed parents, it was obvious that they recognized the

barriers they faced in comparison to American parents. Thus, they were willing to make extreme 

sacrifices for the education of their children. I asked several of the students about the role of thei

parents in their educational experiences. OL explained: 

Yea…well academics and achievement, that’s stressed a lot, like I kind of see that as a 

my American friends’ parents are like just try as hard as you can. So, it’s like  

you do as long as its your best…so 

 

worked so hard, like he was born two years after the Korean War. We didn’t have 

didn’t get anything because they lived on a farm and his parents were poor anyway, so

he would walk five or six miles to school everyday, ever since he was like two years old, 

work to pay the high school fee, because high school is not free. And all his dad gave him 

that he earned…through all that he had like top s
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top scores out of like, near like 10,000 applicants…like he got the highest  score on the 
test and got a really nice position…and he could have been happy  with that but he 
didn’t, he just left and then he took my mom to Korea, I mean to America and then he 
went to UGA and got a law degree and now he’s like set. He had to work so hard for it 
though, so I have to respect that and succeed.  

 
 explain why his father moved here: 

There’s more opportunity, there’s more offers, more job, more space, more chance to 
 

go to Yale…there’s people who are in Korea who are like jobless and smarter than these 

It’s like if Georgia was a home country and then all the Ivy League schools were in the 

applicants from except from Georgia, so like the competition is like insane, ‘cause 
ally hard and then 

unlike here, they give you class rankings…so like they like judge you by where you are 

 
Anothe

 

 

n in 
in 

 
his student provided a different perspective about his involvement in hagwons and his  

parents’ expectations. Obviously, not all students believe that these programs are the way to 

success

choice 

Korean

He continued to

have your own…like in Korea even if you might be the biggest genius…like people who

people because they are so small so much more competition. Like, it’s like intensified. 

same place and…they could afford…and there’s no other where they could get 

everybody there’s trying real hard. There’s a huge majority who try re

ranked at…so like 1-20 you are smart and the rest they think are stupid in terms of career. 

r student, the son of the director of the program, gave a different perspective: 

My parents expect me to have straight “A’s”, so it’s a great expectation. It’s  
unnecessary and gives you no life. Well, I mean, if you only study then you won’t have 
time for friends or anything so, I think just study accordingly and if you get good grades,
good and if you get bad grades, not hat good, but whatever comes  out. I don’t really 
think hagwons are necessary. It just helps you get on track but really it’s all about the 
person’s work ethic and if you don’t have that then the hagwon is just a waste of time. 
The only thing is it forces you to be in an academic environment. I guess that is why 
people go here. My parents don’t want me to rot, this makes sure that my brain does not 
rot during the summer and helps me stay on track. But at least, I guess it is better tha
Korea where we have to go like forever, all the time. Here, everyone goes maybe once 
their lifetime  (SK, Interview, June 12, 2007). 

T

. However, he did admit that it does have some benefits and is a preferred  

when compared to what he would face if attending school in South Korea.  

 American Identity and Culture 

Although the program embodied the basics of education, it also appeared to capitalize on 

 culture and demonstrate multicultural education. School features seemed to 

 

Korean
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accommodate and accept U.S. tests as performance measures and yet retain Korean influences, 

or at least the imagery of Koreaness. The program offers both English and Korean. Students 

learn ab

The no d 

existen s, 

were in

Asian a

ese programs, and as a reason for choosing programs like JAE over “American” schools.  

 Although most students identified themselves as Korean American, they illustrated some 

very interesting social constructs with regards to their identity. It is evident that many of the 

students have been influenced by living in the United States. Nonetheless, they battle with a 

triple consciousness between their Korean, American, and Korean American identities. One 

senior student explained why he is truly Korean and then American, 

I think I am Korean, then American, because that’s how it’s put in the word and  that’s 
ting, look at 

my culture, I look at my ancestors, they are Korean, they’re not  American. I mean like 
 

about  the mixing pot you can also see it is a  culture killer, ‘cause like people like, I’m 

their culture. They just throw it away and try to be as American as they can, wearing 
 

Korean, hating people who speak Korean. It’s ridiculous, it gets t such like a high degree, 

there’s no point because I am Korean. Like, I’m not going to wake up in the morning and 

proud of what you have because our culture is like two thousand, more than two 

their culture hasn’t even developed yet, like you can’t compare the two ‘cause there is so 

Interview, June 28, 2007).  

out Korean history and world history, while experiencing Korean food and traditions. 

ticeable presence of cultural imagery played a seemingly integral role in the success an

ce of these schools. Images of Korean authenticity, perhaps real but also mythic element

tertwined with images of Asian achievement and Korean success (Bhattacharyya, 2005). 

chievement and Korean success, and ethnic authenticity were invoked as the backdrop for 

th

how I think of it. Because I look at myself in the mirror I look at what I’m  ea

that’s what’s going to be more important to me, my  identity, ‘cause like this whole thing

seeing a lot of my peers they don’t want to learn Korean. They hate everything about 

Abercrombie & Fitch, not speaking Korean, hanging out with just white kids, hating all

I’m not going to lie, I kind of was like that a little bit but then I was like this is stupid, 

suddenly be a white American or a black American, it’s like I’m Korean. You go to be 

thousand and Americas only been around for like two hundred, so that’s nothing. Like, 

much difference. I mean I’m proud of being an American, but I am Korean first (CC, 
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 Many parents enroll their children in Korean supplemental program specifically to 

encourage them to internalize their Korean culture and reinforce their acquisition of the Kore

language. Such programs help parents to provide an opportunity to hold on to their Korean 

culture by being around others who are of the same culture. These parents have tremendous p

in their culture and want their children to experience it even if they liv

an 

ride 

e in the United States.  

 

spoke a

learned

nationa a 

was try

compar

as an o

uch 
 like…if you have top scores in high  school and you get 

into college that means you are done and don’t have to do  much. It’s like getting your 
 28, 

2007). 

For that reason, the director said, “students in Korea have no free time, only study time; the goal 

is to get to college.” (CC, Interview, June 28, 2007). Thus, in the United States, over 80 percent 

of Korean parents send their children to after-school or summer programs since both parents 

work 80 to 90 percent of the time. He believed the achievement and performance of those in 

after-school and summer programs surpassed that of others who did not attend after-school 

programs. 

 Similarly, a JAE administrator said, “In Korea all children begin school by age five, and 

kindergarten is for three to five-year olds where they learn to read and count. But here, you don’t 

Contrasting education in Korea to the education in the United States, the school director 

t length about the early age at which students learn in Korea, saying how early students 

 double-digit multiplication and so forth in Korea. He spoke with pride of Korea’s high 

l rank in test performance. He said that despite Korea’s status as a small country, Kore

ing to develop, and that informs parents’ drive and emphasis on education. He also said, 

ed to Korea, so many colleges in America are less competitive; this is viewed by parents 

pportunity for their children. One of the students agrees, explaining: 

Our high schools are much, much harder than college. So, a lot of people drop out of high 
school and the people that go to college just like coast because they don’t  give you m
work in college because they

college education in high school sometimes. It’s very stressful (CC, Interview, June
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have to go to school until you are six. It is drilled into children from young ages that Korean 

students know they must do well or else disgrace the family---not to do well would be 

unacceptable.” (TK, Interview, August 7, 2007).  As mentioned by Card (2005), the sense that 

educati

that aft  

environ  

fter-school programs may provide an advantage, but that nonparticipation in after-school or 

summer programs is a disadvantage. Through widely accessible educational beliefs and 

reinforcing school structures, pressure on Korean parents and children to consume educational 

services has been generated within the Korean immigrant community in Gwinnett County in a 

similar manner found in South Korea. These responses illustrate both the themes of academic 

rigor and pervasive aspects of Korean identity and culture.  

 I observed aspects of Korean in meetings and in interactions between individuals within 

the culture, viewed through school artifacts, and gleaned through conversations with students, 

teachers, parents, and administrators. Several artifacts within the physical appearance of the 

program indicated the importance of education within the building. For example, along the walls 

throughout the building, pictures of Korean American children reading, writing, worshiping, and 

doing community service together hang alongside one another. Given that the student population 

of JAE is predominantly Korean American, this aspect of the program sent a message to students 

about significant, positive, accomplishments of other Korean Americans throughout the program. 

Also, student work was prominently displayed in the hallways. This was another way to promote 

students with support and validation about their work. While regular schools often display 

student work, the images of students actually doing such work is not as common. I observed the 

onal achievement is honorable and integral to a Korean child’s development and the sense 

er-school programs promote educational achievement seem to permeate the after-school

ment and parental thought in the community. It is not merely thought that participation in

a
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way in which students reacted to seeing themselves or their classmates working on the wall as 

well as examples of their finished products. Korean supplemental education programs play a 

huge role in helping children maintain their heritage and culture in a variety of ways. 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 

Photo K. Korean JAE Cultural Exhibition 

 

 

 

 

 

 

 

 

 

Photo L. Korean Cultural Dance 
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English Language Acquisition and Access to Mainstream Opportunities 

The global language of English has been taught in Asian countries for years in part 

ecause America is the holy playground of free-market capitalism, and if one wants to play, he 

r she needs to speak English (Thomas, 1992). As mentioned in Chapter 4, some Korean schools 

ave English Only Policies. Thus, it is not surprising that English hagwon schools are 

creasingly popular in South Korea, especially since college entrance exams often measure 

mong other things) English proficiency. Thus, ethnic supplemental programs that offer English 

ourses also serve as intermediate ground between the immigrant home and the American 

hool, helping immigrant parents—especially those who do not speak English well—learn 

bout and navigate the American education system (Zhou & Kim, 2006, p.13). CC explained the 

henomenon during his interview: 

When I was at the K2 center, they had people who just came from Korea and were 
enrolling. Like a week, two weeks when they came from Korea, they could  barely speak 
English, but they could understand it because in Korea they got like hagwons where you 
can learn English and so they have gone for that and they know how to read and 
understand it but they can’t speak it so well. So, I can like go there and get a side job to 
translate for them and stuff. There’s a huge amount  and then there’s other people who 

 

  

there…and people who come from America get paid premium like  good money just to 
nch just 

for teaching English. It’s like here you can work at  McDonalds for like minimum wage 
nd 

not even working that long. Like, if  you are a Korean from America and you can speak 

here and I go back to  Korea, I’d have a ton of job offers (CC, Interview, June 28, 2007). 

 
 

b

o

h

in

(a

c

sc

a

p

can’t speak English at all (CC, Interview, June 28, 2007).  
 
CC explained why so many Korean students will come to the United States to learn  

English as opposed to learning it in South Korea. He explained, 

 Even though it is expensive here, it is cheaper than in Korea. Those are really high down 

teach English, so, if like I went there once before and like I  got paid a whole bu

or I can go to Korea over the summer and  make like three thousand dollars easily. A

both languages there’s lot of  bonuses like for example if I went to college somewhere 
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 The English language has symbolic status that many Korean American families strive to 

achieve. Thus, programs such as this one provide an avenue for Korean American students to be 

immers age 

at the s

exposin

familie th Korea and Korean 

ed in the English language while having the freedom to maintain their heritage langu

ame time. An environment that fosters acceptance of their heritage language while 

g them to the dominant language that English is seems to be priceless, at least for these 

s. Again, the comparative element between practices in Sou

American supplemental programs are evident. 

Socioeconomic Status 
 
 Supplemental education programs are becoming increasingly expensive. Many Korean 

 bring significant amounts of savings with them from Korea. Believing that money and 

n’s academic success are the standards by which many Korean immigrants measure 

, it is no surprise that they immediately put that money to work for their children in the 

parents

childre

success

nited States. They therefore begin to participate in a potentially rewarding mainstream society. 

Thus, the socioeconomic status of those who are participating in such programs is very important 

to transplanting their aspects of the home culture into the adopted equivalent. According to one 

teacher, his observations have led him to believe the majority of students who attend the program 

are upper middle class. The teacher, SH, said: 

Judging by how they dress, judging by their appearance, the cars that their parents drive 
o upper 

class. In fact, one of my kids in 7  grade came in and he was wearing one of his father’s 
ou know (SH, Interview, August 1, 2007). 

 
se parents have the means and the capital to require, drive, and utilize 

 

U

whenever they come and pick them up. I would say they are upper middle  class t
th

college t-shirts and it was Harvard, so y

 Here, it is clear that the

such programs. As students and parents continue to utilize such programs, parents are spending

thousands of dollars to provide their children with additional educational opportunities. The 
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students explained the ways in which existing programs are taking advantage of the unmet need

in their community. CC explained: 

There are very expensive ones. Like there is one next to the library. That place is 

prices most parents would not be able to afford, but this area is like kind of rich. You’ve 

and then there’s also a lot of Korean parents, even tough they might not be making much 

Interview, June 28, 2007). 

 

ridiculous. Like it’s not even that good and they have like insane prices, I don’t know like 

got more affluent Koreans here so they can afford to charge that much sometimes. So, 

money the work like basically nearly the whole day to pay for things like this (CC, 

  
  

is the k  

erfect example of the strong ties between educational achievement and socioeconomic status. 

Their parents can afford to send them to an environment that enriches their learning beyond 

regular school hours and encourages them to compete for educational and economic success. 

This easily sets these students apart from other students by providing them with additional 

instructional time, early access to the regular curriculum, and a comfortable environment in 

which to learn amongst their peers.  

Sacrific

According to observations and interviews, Korean parents seem to believe that education

ey to social mobility. The students who attend JAE supplemental education program are a

p

e  

Many of the stakeholders of JAE discussed the sacrifices that were made in order for 

hildren to have as much educational opportunity as possible. From leaving their hom

 
 

these c e 

 financial burdens that many families face, the overarching belief is that it is all 

worth it. One teacher, CH, explained:  

I hear some of the kids talk about, maybe one parent, like the father staying back  in 

had Korean kids that I taught in regular public school over the years that have done the 
the 

children for their education. So, I know that they do that sort of thing because it’s just so 

 

countries to the

Korea and the mother comes over here with the family for their education. And  I’ve 

same thing. With one parent staying in one place and the other one would come with 

important to them (CH, Interview, July 24, 2007). 
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Another teacher, SH, explained what she learned while tutoring one of the students:  

 One thing I did learn a lot thr
  

ough her experiences is like, let’s just say her parents were 
strict, in that she went to school and then as soon as she left school, her nanny would 

k something and her dad would pick her up, so her dad  would give her food that she 
would eat on her way to the program. Once she got  to the program, she’d stay there until 

er 
got to see television and then she said she hates it. What she would do was she would like 

 
by the time she was finished. So, she said, she never told her mom this, but what she did 

her dad, and her brother. But then she would set her alarm to wake up at like 2:00am, so 
just so she could have time with  them (SH, Interview, 

August 2, 2007).  
 
 

childre

United  in the United States for over a year. 

ccording to this student, “A growing number of Korean parents are sending their children to the 

 be adopted by American couples. They spend tens of thousands of dollars for 

their ki . 

She sai

 
eeking better opportunities and the prestige of an American education for their children, some 

South Korean parents seem to have accepted handing over their children to virtual strangers as a 

worthwhile sacrifice. This may very well be the most significant form of sacrifice that has 

become prevalent in many Korean families. Throughout my fieldwork, I witnessed numerous 

examples of sacrifice in the name of educational opportunity, including separated families, 

pac

about 7:30. She gets home at 8:00 and she would have to do her homework, so she nev

if she went straight to  her room and did her homework, and her family would be asleep

was, say yes she’s done with her homework, spend time, watch television with her mom, 

she could finish her homework, 

These are just a few examples of the sacrifices that Korean parents will make for their 

n. One student’s parents had made the ultimate sacrifice. Her parent’s had sent her to the 

States to live with an adoptive family. She has been

A

United States to

ds to be adopted by an American family.”  According to one parent, she has no choice

d: 

I wanted to send my third grade daughter to the United States because I thinkthe U.S. 
school system is better than the one in Korea. My daughter often came home late after 
studying extra hours at hagwon in Seoul. When I see my daughter  who is always tired 
from school, I really want her to get an American education. The only thing that works 
for the situation is to find someone who can adopt my daughter, and I’ll pay all expenses 
for the future (Parent, Interview, June 2, 2007).  

S
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tireless hours of work, financial burdens, and decreased social time. However, none speak to th

lengths in 

e 

which these Korean parents are willing to go by sending their children to American to 

live wi

these c  

categor

ents, Teachers and Korean American Parents Involved in Supplemental 

Education Programs in Gwinnett County 

 While not an economically wealthy community according to the aforementioned 

statistics, this community appears to house a fairly healthy urban economy built around 

supplemental education. Some members of the Korean population in this community have drawn 

on whatever human, cultural, and economic capital they can to meet a demand for enlightened 

child care and high academic achievement for their children. Reading the transcripts in order to 

gain an overall sense of the data resulted in several important ideas.  

Students

th foreign families, all in the name of access to better education. It is through many of 

onversations that the initial subordinate codes emerged and gave life to the superordinate

ies that would shape the findings of the study.  

The Perspectives of Stud

 

 The majority of students who attend the JAE program came ready to learn. According to 

observations and field notes, they genuinely seem to enjoy learning and the social atmosphere 

that JAE provides. However, they are children and they complain about homework and tests in 

the same way that most children do. At the end of the summer, the students were asked to turn in 

a written response on an open-ended survey explaining how they felt about their summer at JAE. 

Overwhelmingly, the responses were positive. 

 The first student, MJ, was sent by her parents to the United States to live with relatives so 

she could attend the program. She shared: 

This summer is special to me. I had to adapt to a new environment in America. It  was 
 and test everyday but now not easy for me but I think I did it. We had a lot of homework
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I have many friends including younger kids. I can’t forget this summer (MJ, Interview, 
August 1, 2007). 

 MK said, “This summer is special. At JAE I learned English and Social Study. Now my 

English is better than before. It was a fun time.” EC responded, “What I liked the most about 

JAE is learning about stuff I will see in my school year. It was fun and the teachers were nice. 

They were good teachers and I learned a lot.” RK responded, “I got a new IPOD because I got 

the highest points in my class. I love JAE.” 

HP expressed:  

This summer I actually had something to do all summer long. At least I know some stuff 
 and field trips. The fun times were my computer 

class and my martial arts class. Thanks for the knowledge (HP, Interview, August 2, 

 
DP resp

My experience at JAE was okay. I guess I learned a lot here and I think it will help me a 
 

friends and old friends. The teachers were really nice to me and they really helped me 
e I 

can come here next time. JAE will probably make me be ahead than the others in my 
 

sent me here this year (DP, Interview, August 1, 2007). 

 Some students seemed to enjoy the extracurricular activities provided by the program 

more than any other aspect. AK, who has attended JAE for the last five years responded, “JAE is 

cool. I like it but we should have PE everyday. I like it but there is too much homework. I want 

to play

responded, “JAE was ok. The bad part was tests, quizzes, and homework. The good part was that 

rt. I got to know some people and I also liked our last trip to six flags.” HJ said, 

“Durin

 

about 7th grade. I also liked the food

2007). 

onded:  

lot in the future. Not only did I learn a lot, but I also had fun here. I got to meet some new

when I didn’t understand some stuff. I enjoyed being one of the students here and I hop

school class this new school year. JAE was a great experience for me. I’m glad my mom

 

. I want to stay home and play computer games. But, I really like JAE too.” MA 

we had PE and A

g the summer, JAE was fun. First, it was scary but once I got to know people, it wasn’t 
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anymor

teacher

ram as 

e. The best was Fridays when we went on field trips. I also got to meet great new 

s.” 

 While each student had a unique response to how they felt about their time at JAE, the 

majority of the feedback was positive. For the most part, they seem to enjoy the enrichment they 

obtain, the confidence they gain in their skills, and the balance they derive between their 

academic and social needs. More importantly, several of the students described the prog

fun, as though they enjoyed learning. That realization is very important for this study because it 

certainly sets these students apart from many students who view anything educational as boring 

and mundane.  

Parents 

 The majority of parents I interviewed expressed that they had left Korea because jobs had 

ecome

n food, 

. 

ildren to understand their Korean heritage. Supporting the Korean supplemental 

 is part of a general interest that the parents maintain in activities that are distinctively 

b  scarce in Korea for people that are highly qualified and have good degrees from SKY 

universities. They reported that although they left, they regularly engaged in a variety of 

activities associated with Korean culture such as: shopping at Korean stores, eating Korea

reading Korean books, newspapers, and magazines, and watching Korean television and movies

Parents’ continued interest in cultural activities helps explain the importance that they attach to 

their children’s participation in Korean supplemental education programs and the desire they 

have for their ch

program

Korean. They rely on the program to transmit their attachment to Korean culture to their 

children.  

 However, for Korean parents, the program is also a bridge between the Korean 

community and the public schools in the United States. In parents’ views, the comparative 
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elements in my study emerge clearly as a crucial component. Many of the parents I interviewed 

were not familiar with the American school system and depended on such programs to fill that 

gap, given their lack of proficiency in English. Less than 50% of the parents interviewed 

reported that both they and their spouse could speak English fluently. Intergenerational 

differences in English and Korean proficiency significantly affect parent-child interaction in 

Korean families. In many instances, second-generation Korean children who speak Englis

fluently tak

h 

e on a parental role in infiltrating the American public school system that they know 

ng at 

an 

 

n 

g 

anguage 

ure 
if it’s a school and if you’re the teacher, then we are supposed to listen to  you. So, not 

 
you have to work hard and it’s because you didn’t work hard, it’s not the system that’s 

a lot people. So, the parents are not as involved here because the environment is very 

programs like this to keep our kids working hard (Parent, Interview, July 16, 2007). 

The importance of contextual factors in influencing parental relationships has been revealed in 

the previous discussion. The difficulties parents perceived in the processes of facilitating 

academic success revealed value tensions between Korean parents and their children. First, 

while their parents depend on them for information and explanations of what is happeni

school. Without a common language for communication, misunderstandings and conflicts c

occur between parents and children. Thus, part of the parents’ interest in sending their children to

Korean supplemental programs may be linked to a desire to continue to speak with their childre

in Korean and to ensure that their children hold on to their Korean identity while immersin

them in an a formal, structured environment that enables them to improve their English l

acquisition. 

 The parents had only positive things to say about the public schools. One parent 

explained:  

I don’t have any bad feeling about the schools because it’s a school and in Korean cult

much of the questioning is this public school system working right or not. It’s more like

wrong, it’s the individual student who is not doing fine. I think that is still the mindset of 

different from Korea because in Korea the parents are very involved. So, we depend on 
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mothers were very much influenced by their present individualistic and their remembere

collectivistic

d 

 contexts as they encouraged their children to have high achievements in school. 

Often, 

adjustm

Korean

  

y describing their perspectives of the different meanings of academic success as integration or 

achievement, and the various strategies of facilitating academic success as integration or 

achievement, and the relevant strategies of facilitating academic success in the relevant settings 

of school and family. In school settings, the parents believed that American teachers and parents 

use the strategy of acceptance through encouragement. Korean mothers preferred the strategies 

of advancement through competition, envy, jealousy, diligence, and endurance. Therefore they 

instilled this in their children and searched for institutions that fostered such behavior. In many 

instances, they looked for programs that were in alignment with the goals of academic success 

they desire for their children. 

 In my brief experiences with them, issues of gender and race did not emerge. These 

parents never mentioned any differences among or between their male or female children 

although gender preferences towards men are rampant in South Korea While their children may 

encounter other races in regular schools with which the students have access, they are often 

limited by their lack of interaction beyond their closed ethnic communities. I believe these 

interviews illustrate the previously mentioned limited involvement of Korean parents with other 

adults outside of their ethnicity. These parents I spoke with also failed to mention the model 

minority stereotype that has often been linked to their image throughout society. However, it left 

they were continuously struggling with their competing desires in the simultaneous 

ent processes for themselves and their children becoming an American and remaining a 

.  

Korean American parents explained their specific context of value priorities and tensions

b
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me wondering what, if any, experiences they have had with other races and how that influenced

their perceptions regarding ma

 

instream society. 

dminA istrators 

 There are four administrators working with the JAE program including the director

program, the assistant director of the SAT program, the teacher assistant, and the administrative 

assistant. In this section, I present the perspectives of administrators who work at the 

supplemental education program where the research was conducted. The administrators sha

their perspectives regarding their role in the program, the purpose of the program, and the 

involvement of the Korean American community in such programs. The administrators 

commented on their relationships with teachers connected to the program as well as the strengths 

and weaknesses of such programs. 

Teacher Roles 

 of the 

red 

tor of the program, TK, explained the role of the teacher as invaluable. 

 

ers are so 

re 

 of 

en, once they are immersed in American schools it is not the 

2nd generation Korean children change with respect to teachers here.” He was 

 The direc

However, he also compared the value of the teachers in Korea as opposed to the United States. 

He explained, “Most teachers are respected highly in Korea. Koreans have a saying that goes you

cannot step on a teachers’ shadow.” (TK, Interview, August 6, 2007) This means teach

honorable, most are not worthy to even walk on their shadows. Teachers are so respected that 

students must obey them at all times. He continued to explain, “All 1st generation parents a

aware of this, they believe teachers in Korea are perfect people. That is why they get lots

benefits. It is the hardest and most important job in Korea.” However, according to the director, 

even though parents tell their childr

same. He said, “
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very disappointed with teachers here when he hears about scandals between teachers and

students. He explained: 

I am very disappointed, even though teachers here are certified; they are not necessarily 

my country. Kids follow voice and attitude. Teachers should be good example, good role 

children. Here, it is only a job to them.  

This quote is comparatively insightful about the perspectives this Korean parent has  

about the difference between teachers in South Korea and teachers in the United States. As 

previously mentioned, in South Korea, teaching and education is one of the most esteemed 

careers anyone can have. In the United States, the outlook and reputation of teachers has been 

consistently declining. This was particularly personal for me as a classroom teacher. However, 

during my visit to South Korea, I was treated as if I were a celebrity simply because I was

American educator. How

 

good teachers. They don’t care about the kids, it is just a paycheck. It is not like that in 

models. As an educator, you should have knowledge and emotion. You have to love 

 

 an 

ever, at home, I often feel disrespected and let down by the way society 

views a

JL, the 
 

sted about this program and how students are so 
willing to come to summer school and you know be in the program that has a very, very 

summer….At first they’re very worried about how are the students  going to handle this 
 is 

about and trying to do that (JL, Interview, June 5, 2007).  

JL continued: 

I do see some teachers who have built…their relationship from very early on and  staying 
 

certified teachers from local schools. So, it’s basically like just a normal I guess 

. 

 actually have Gwinnett County public school 
teachers. You know that you actually have the school teachers here to teach the classes as 

nd treats teachers, including myself.  

SAT Program director, explained the importance of hiring teachers who care. She said: 

…And the teachers are very much intere

packed amount of information, that is given a lot of homework throughout the 

and they’re very concerned. However, now they are really  getting what this program

 

on for a long time….The teachers who work here are English speaking teachers, who are

American school (JL, Interview, June 5, 2007).  

TG, the assistant to teachers, said:  

The strength of the program is that we
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opposed to just tutors or just other individuals who aren’t maybe trained teachers or who 
haven’t had the experience before of classroom settings (TG, Interview, July 17, 2007).  

 
TG exp
  

 
ids, you know that type of 

facilitator as much as it is expected to have that teacher who teaches things, you know a 
 who instructs, tells you this is what you need to know. I was more in the front of 

the class telling them what they needed to know as opposed to let’s all learn together. 

terview, 

 
nk 

see them they won’t be completely new and  then you can get in depth and have fun with 
hers with it (TG, Interview,  July 17, 2007). 

Given t ar 

public s d 

to cove

quite te w 

what th

om their public schools) that would assist them in developing contemporary, innovative 

rategies. Students are often expected to self-learn once the material has been presented to them. 

In publ

groups,  

of the t  to regular schools. 

 

lained:  

In a program like this, because it’s almost a cram school, to where they just need  to 
know things, like factual learning for seven weeks straight. It’s almost impossible to have
that ideal teacher to where the teacher’s learning with the k

teacher

Part of that is because of the time restraints. We have to cover so much in such a little 
amount of time. But also the  material we have is a book and a workbook for some 
classes and that’s it. So, with  what we are given, we can only do so much (TG, In
July 17, 2007).  

 
He summarized by saying:  

It usually transpires into more lecture-based learning and things like that. And I  thi
that’s’ what the parents expect and that the administrators expect here. That’s how it has 
to be for the program to work in a sense. It can’t be so much, let’s try to learn this one 
thing really well as opposed to let’s graze over these topics so that when next year you 

your teac
 

he structure of the program, the role of the teacher is significantly different from regul

chools. The teachers within the program are there to facilitate learning and are require

r an enormous amount of information in a very short time, thus making the classroom 

acher-centered. They often lecture and then provide students with practice time to revie

ey learned. Many of the teachers do not have access to resources (unless they bring them 

fr

st

ic schools, teachers are encouraged to provide hands-on learning, arrange cooperative 

 and engage the students in the lesson. It is clear that the teaching strategies and the role

eacher is quite different within this program compared
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Structure and Classroom Decorum 

 While many teachers were in support of the structure of the program, others had 

contradicting opinions. I asked the administrative assistant, WM, about the structure of the 

program. She responded: 

For the program that is the JAE part, the curriculum has already been given to the 

to assist and guide the students through their self-learning.  The ESOL part of it, th

to learn. And I would say that creativity on the part of the teacher is really a plus and I 

teachers have to stay creative (WM, Interview, July 10, 2007). 

As for the students, she responded:  

I would say the program is really structured for the students and there is no

teacher, there may not play such a huge big role in the teaching part, but just being able 
e 

teacher really does have to use a lot of initiative in contributing to what the students need 

think it’s really needed for ESOL. We offer classes  from 9am to 8:00 pm so our ESOL 

 

t much  room 
on their part to be able to be flexible in order to do this, this is what they need to do. It is 
really a set standard and the standard, I would say is quite high and they are really 
expected to reach it. So, the work, especially what they are  given, especially homework 

ing a lot on their plate (WM,  Interview, July 10, 2007). 
 .  

at 
happens here. I sometimes do help with making the reading packets readable and put 

there and I guess that really basically is it and also help  the teachers a 
lot, you know because…do what they need to do, if it’s setting up a curriculum, helping 

at’s 

. 
TG had
 

n may not  always, you 
know, it may not always parallel what the students need or what the teachers need. You 

administrator needs seem to come first and then everything 
else comes second. So, sometimes it may seem all about money. And then I see how the 

udents 

is a lot so they are really hav

As for the administration, WM responded:  

I guess the administration really ties the band together, you know, of everything  th

some questions on 

them with the books, referring them to some books that are  formally used because th
the administrative part (WM, Interview, July 10, 2007). 

 a different perspective. He said:  

The number one weakness, I guess, at least from working behind the scenes is just the 
administrative take on things. On how, you know, administratio

know, so sometimes what the 

teachers struggle so sometimes I question the organization. You know, like how is the 
organization set up in such a way to where the teachers are like scavenging for materials 
or not having what they need  to have in order to help the students, because if the st
are supposedly the most important, you know thing that we’re trying to help, then 
everything should be aimed towards that (TG, Interview, July 17, 2007). 
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This informant acknowledged a critical point regarding the fact that JAE is a business. It  
 
is the w  
 
of the f
.  
He furt
 

It just seems that sometimes the organization sometimes communication between 
icular my boss and the teachers sometimes isn’t where 

it should be. And me being the middle man and sometimes left in this in between, to 

t 

. 
TG exp
 

 and 
 more strict and 

so the kids try to act out and maybe they’re a little more spoiled and so their not usually 
g, how 

kids conduct themselves, you know the new technologies, globalized forces coming in, 

Interview, July 17, 2007). 

sed on my personal observations, the students who were fairly new to the United States were 

ery well-behaved in comparison to students who had been attending JAE for years (Field notes, 

July 18

 the 

admini vidence of a discrepancy between the 

 schools. 

I found

intervie n 

and sac

they wo

ay that many of these stakeholders make a living, in some cases because it is one 

ew options open to them upon immigrating to the United States. 

her elaborated:  

administration, you know and part

where I don’t know what to tell the teachers and I don’t know what to say to my boss 
when he asks why are the teachers upset. I just tell him to talk to the teachers and find ou
why they are upset (TG, Interview, July 17, 2007). 

lained the conversation he had with other teachers about respect from students:  

Socially speaking, the kids here are a little more disrespectful towards authority  than I 
would have expected. Me and several teachers have had this conversation  and we are 
thinking are all kids this age like this. I asked some of the middle  school teachers
they were saying maybe because, you know some of the families are little

having to answer to authority, you know things like that. The generation is changin

and they are affecting the kids differently these days than when I was a kid (TG, 

.  
Ba

v

, 2007). 

Each of these responses provides insight into the way that the program is run and how 

strators and teachers relate to one another. There is e

flexible structure of the program and the rigidity that some teachers are used to in public

 the contradictions among teachers, in regards to structure, fascinating. According to 

ws and observations, many of the perspectives of the teachers regarding social interactio

rifice were based on their prior experiences with students in the public schools at which 

rked. Due to the different experiences of each teacher, their perspective of structure 
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varied grams 

much more loosely structured than any public school I have worked in. In some regards, I 

think this is a result of the cultural differences between the director of the program and the 

teachers and staff that he hires.  

Value of Education  

  The value of education is pivotal to the success of a program such as JAE. That value is 

present throughout numerous aspects of the program including parent sacrifice, student 

dedication, and teacher expectations. WM explained:  

I don’t think there is much flexibility in the culture. I also do think that the parents do 

intensity of it. I think that parents contribute; they do expect a higher standard for them. 

teachers may not complain here and there because the student can not understand…the 
o, I 

do think that kind of culture, I don’t  know what to call that part of that culture, but just 

Interview, July 10, 2007). 

JL explained:  

You would see a lot of families with their mothers and their children and the father back 
ogi. He was earning the money to support his family but  his 

family is here…and the children and the mother is here just to support the children, you 
o f that. So, they are moving away from the Korean education system to 

the American education system. But then it’s funny because they still want their children 

scholarships; they just want  them to go to a good school (JL, Interview, June 5, 2007).  

 What is clear is that these families definitely pay a price for the educational opportunities 

they are provided in the United States. Even though they may escape from the relentlessly 

compet

fractur lture 

that em

from one teacher to another. However, based on my personal observations, the pro

is 

dictate quite a bit on what the students need to learn. Not exactly the curriculum, but the 

Even the students who do not speak English very well, and despite sometimes the 

parents do expect the student to be there and you know, try and catch up come May. S

that seriousness, I think it that intense, or oh valuing the education so highly (WM, 

 

 

home in Korea, this is kir

would see a l t o

to excel and go to a good school, go to an Ivy League school. They don’t care about 

. 

itive Korean school system, they are forced to deal with the repercussions, including 

ed families. Regardless of how far away from their home country they move, the cu

bodies educational zeal seems to always follow them. While pressure, competition, and 
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lack of ht 

ose factors with them as they increasingly support these supplemental programs by enrolling 

eir children. 

Academ

  

academ , 

98; Sue and Okazaki, 1990). The administrators of the program describe the academic 

expectations of the program.  

The director, TK, explained:  

We come from Korea with lots of expectations, ready to compete. We know knowledge 
 

once you lose it. Education leads to a better life. In Korea, they study continuously; this is 

you don’t finish your work, you stay. This is  better life (TK, Interview, August 7, 2007). 

I asked WM to explain the dynamics of the curriculum. She responded: 

They do have a very good, strong curriculum. I think there are two parts to it, the  JAE 
um for the after school program which has already been set by the  headquarters 

of the home office that they have. Then, there is the summer program. When the kids do 
fter school they are given those packets to  do after they take the math test to 

place them, they do those packets for an hour every day. There are also reading packets 

There is a special reading packet made of questions pulled from the book, you know 
ent 

can comprehend what it is they are reading. So, that’s one very special unique thing about 
eks. 

And they can either write essays and they are tested every time (WM, Interview, July 10, 

 

 

opportunity are often push factors for leaving South Korea, these parents have broug

th

th

ic Rigor 

In recent years, a number of sources have portrayed Korean Americans as extraordinary

ic achievers without a solid context as to the reasons behind their achievement (Hurh

19

is power. As a parent, I let them study hard. Study hard. It is so hard to regain knowledge

a goof life, a better life for 2nd generation. In Korea, some hagwon starts at 10:00pm. If 

 

curricul

come in a

that they do with some chosen novel  which they are given according to grade level. 

written by someone here. And that really does help the students; we know that the stud

that and it’s pretty intense. One book generally they need to finish within three we

2007). 

TG said: 

The stuff we cover in the summer is just…we are just grazing over the top of it.  You 
know, we’re not getting in depth with some of this stuff. We have to cover two or three 
lessons a day. And so you’re not, you know the students aren’t going to get the full, in 
depth knowledge of what they are covering, but at least they’ll have seen if before the 
next year, so they will have a head start (TG, Interview, July 17, 2007). 
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In regards to how hard the students work during the program, he said:  
 

 .  
The old e in 

Korea. 

(which

the upc ear, but they are introduced to a wealth of information that puts them at an 

 on the first day of regular school. In addition, according to observations, much of the 

achieve

deservi d 

for add

 

the stud ent by 

ng self-learning methods. However, after extensive interviews with the students, parents, 

teachers, and administrators, the purpose of JAE is multifaceted. The answers were often 

dependent upon which stakeholder was responding to the question. The answers ranged from 

opportunity, language maintenance, and competition to child-care and continuity. First, I spoke 

with the person who managed the Gwinnett franchise of the program.  I asked the director to 

explain why he started this program. He responded: 

I can’t get more better job than this. This is my limitation due to my language barrier. I 

here do fun stuff, camp stuff, but we focus on study. I know what Korean people want 
ave blue collar 

For the most part, Korean Americans work hard, not to throw out a generalization, at 
least the ones that I know work really hard, partly because their parents make them work 
hard, which I see reinforced here. They have goals they want to accomplish (TG, 
Interview, July 17, 2007). 

er the students get, the more they realize how much more difficult education would b

They start to see the program as a better option and often prefer it to the alternative 

 some parents use as a threat if they do not do well). They may not learn everything for 

oming y

advantage

ment comes with conservative doses of praise, which are only handed out to the most 

ng students. Across the board, doing well is what these parents expect so there is no nee

itional praise when their children simply do what they are supposed to. 

Purpose 

According to policy and mission statement documents, the purpose of JAE to maximize 

ent’s potential, improve academic achievement, and build confidence in each stud

usi

took all of my savings from Korea and I invested a lot of money. Many other programs 

focus to be. Many parents are working hard here for a better life. They h



 207

jobs like laundries or liquor stores. They can’t be lawyers either due to language barrier. 
But they work hard. They work from 7am to 9pm every day because 60% to 70% are 

need to find something for their kids to do. Over 60% of the kids come back each year. 

 

grams 

 
in 

the process of immigrating to this country they might have a job that doesn’t really seem 
d be the language barriers but it is different 

here too because you need different skills to do things here than in Korea (JL, Interview, 

 
This qu
 
educati
 
JL cont
 

ace at 
their homes to take care of the children. You know just leaving them, they would do 

her 
have them come to an environment where adults are present (JL, Interview, June 5, 

 
 both  

 
rspective of the teachers and the parents. 

The dir

 can ask for help, but if they don’t know anything, you can’t ask (TK, 
Interview, August 7, 2007). 

self-employed. I wake up at 4am and then go to work from 9am to 7pm. I know parents 

Even my kids went to this program every year (TK, Interview, August 7, 2007).  

This quote is directly tied to the categories of access to mainstream opportunity and English 

language acquisition. The director of this program is a prime of example of how these pro

arise out of lack of access and a community that is trying to fill its own needs. 

JL agreed: 

If parents come from Korea they may have a high education in Korea but when they…

like a highly educated or high end job. It coul

June 5, 2007).  

ote is evidence of the lack of access to mainstream opportunities regardless of  

on background.  

inued: 

Another thing is they work most of the time. They don’t have a good system in pl

computers or they would watch TV or hang out with their friends.  So, they would rat

2007). 

Here, it is clear that enlightened child-care is a crucial and basic purpose of JAE

from the pe
 

ector also explained what his children learned from the program. He said: 

My children learned confidence in studying. The focus is not on Korean, the focus is 
academic learning. They got in the habit to study. They learn a routine. If they have 
knowledge, they
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JL explained:  

Korean parents are afraid about…the language barrier, they can not do or provide  all the
could do. If they were in a Korean environment they would have, but now  they can’t.
I think it’s one of the in between kind of role between the school and the home. When I 
was doing the after school program here…there would be instances where I would 
contact 

y 
 So, 

the teachers at schools myself because the parents, you know would have a hard 
time so you know, it’s like a median kind of  thing (JL, Interview, June 5, 2007).   

G said:  

When I found out that programs like this existed in the United States, I wasn’t necessarily 
g at private 

until 10 or 11:00, you know just learning English or Math. I kind of smiled and was like 
e 

 

art up these programs, it almost seems…it’s taking part of 
Korea and bringing it over here. It’s like culture-transferring boundaries (TG, Interview, 
July 17, 2007). 

  
M said: 

ents do gain a lot because of the intensity of the program. They do get an  upper 
hand, I believe once they get back to school. They get it because compared to other 

 
She ex  

an be able to speak to others who are of the same culture and believe we are all drawn to our 

kind” (WM, Interview, July 10, 2007). She seemed to believe they felt more comfortable being 

surroun

safety i

TG sai

 much as it is trying to hit home what they already know. So, their 
improves, not necessarily because they are learning new things but because they 

getting more practice with it. So, it’s like learning a foreign language and if you have 
the summer to forget it, then when you start up again next semester it’s not going to be as 

 
T

shocked. I have a bunch of Korean friends who would tell me about stayin

that’s good money. There’s good money because a lot of Korean parents, you know ar
coming directly from Korea and they have either done these schools themselves, you
know when they were kids, it was just part of the culture. So coming over here and 
having Korean individuals st

W

The stud

people who may not necessarily, not even go to an after school program. Most other after 
school programs do not have an intense, you know, structured academic, you know 
program like this one (WM, Interview, July 10, 2007).  

plained, “I think there is safety here, more security because they know the culture and they

c

ded by people who shared their experiences and culture, as if to say there was more 

n numbers. 

d:  

He has found that the kids are not necessarily learning more, as in expanding what they 
already know as
writing 
are 
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good. So, it’s trying to make sure that they don’t forget what they have already learned 
(TG, Interview, July 17, 2007).  

:  
 
TG said

The program is very influential in the community and especially with this church. 

of these programs around here, like C2 Learning which is more of a tutoring based 

introducing all these new people, it more of making the bond stronger throughout the 

 

 
ogram is mainly focused on students getting their strategies and you  know a 

way to increase their score. My goal as the coordinator is not just to increase their 
res…but to set them up, you know. So like early in the stage and early in high school, 

you’re like a freshman, we set them up to read books and how to study with vocabulary. 
 

he 

n 
lves. So, that’s the kind of mind set I have when I’m 

developing the program (JL, Interview, June 5, 2007).   

The purpose of JAE is uniquely different depending on who you ask. However, one thing is 

clear, m

opportu

directo  program, it was a way to make a living 

s were closed to him and a child-care facility where he could bring his children 

while h

connec

 

 

 

Thousands of Korean people come here so they all know the program. There are several 

service, but nothing as full-fledged as this. It seems to grow each year. It’s not really 

community (TG, Interview, July 17, 2007). .  

JL concluded:  

The SAT pr

sco

So, I’m setting them up so they can be on their own, can study on their own and become
an adult. In the meantime you get a good score on the SATs. I think the director of t
program is to have the high achievement on the SAT and we have done that. I’m not 
really fully into those  programs that just are set on, like memorize, memorize, memorize 
and then get your goals and then that’s it. No, I want this to be like a long term thing 
where  kids can take this experience and…learn the skills and then use it when they go o
to college and they are by themse

 

any view JAE as an opportunity for upward mobility through rigorous academics and 

nities for mainstream access through acquisition of the English language. For the 

r, who has sent both of his children through the

when other door

e was working. For most, it seems to be a place that feels like home, where they can 

t to other Korean people. 
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Identity

All of t ty, culture and diversity played 

 the 

fact 
that two head administrators are both Korean, the kids are all Korean and the parents are 

kids, they all speak Korean and I’ve seen a lot of them speak Korean to each other (TG, 

 

ow, you know, the Korean culture that is within these four 
walls. It’s almost as if they’re taking Korea…they’re putting it into these four walls and 
trying to replicate in a sense, at least the material needs to adhere to American culture, 
almost . Cause what we need to teach is English and things you need to learn in American 
public schools, but how it is done is in a very Korean way. For example, just a small 
thing I noticed was that the teachers are the ones that move around, rather than the 
students. In Korea, and much of Asia, that’s  how it happens. The students stay in their 
room all day and the teachers come to them, the homeroom and everything. But, in 

erica, the teacher stays in the room and the students 
go from room to room. They’re not replicating the structure of how a school works in 

 

American curriculum, their methods are intentionally Korean. This is 

eviden s t, 

WM, d

rience being able to meet another culture in America.  They 
are very cordial; they are very, very, polite. I have seen not being of a Korean culture and 

 in the office, when a Korean comes in and there is  another Korean who is not 
even sitting at an office desk they will automatically be drawn toward the Korean and not 

r 

, 

, 

, Culture, and Diversity  

he administrators were able to discuss the role that identi

in the JAE program. I asked the teacher assistant, TG, to explain the role of Korean culture in

program. He responded:  

From the Korean food that they serve three out of the four days for lunch to the  

all Korean, except for maybe one or two families are not. But for the most part, these 

Interview, July 17, 2007).  

He explained:  

It’s interesting to watch h

American, that’s not how it is. In Am

America, they’re replicating Korean structure (TG, Interview, July 17, 2007).  

This is another example of the Korean heritage inherent throughout the program. Although the 

school is clearly using an 

t in both the structure and the courses offered by the program.The administrative a sistan

iscussed her experiences while working with the program. She explained: 

It’s been an interesting expe

working

me. So, they hardly speak to me and I guess  that’s recognizing their culture more…o
either because they are feeling insecure because of their limited language. However, it 
has taken me quite some time to be able to win their trust and I had to take the first step
you know, either by learning  one or two Korean words for them to be comfortable. But 
in general, it’s really been a wonderful experience to meet the parents (WM, Interview
July 10, 2007). 
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She fur
student
that pa   
 

M also explained the differences she recognized between the Korean parents and students. She 

said:  

With the students I have seen a lot of…of course there’s a lot of mixed circumstance 

been, of course again a communication barrier between this too, but the students, I have 
 the same time 

embracing their kind of culture being so communal like their parents (WM, Interview, 

 
TG als
 
He said
 

I 

 
orean culture with American culture, how they want to be more Korean 

than they do American. If they think that they interact with American culture or negotiate 
e is a 

Interview, July 17, 2007). 

He further elaborated:  

With Korean culture, you sometimes have grandparents living with them and very 
o 

 

 
 addition, the director of the JAE ESOL program provided some insight into the ESOL 

epartment of the program as well. All instruction was done in English, except for the Korean 

nguage class. She explained, “In ESOL, you get to teach English as a second language and 

that’s r nt 

ther explained, “I do see that the mothers are the majority of the ones that bring the 
s or are concerned, while the majority of the fathers are the ones who work. I’ve seen in 
rt of the culture, that it’s the mothers who are the ones who are educationally oriented.”

W

happening here and then some of them…have come straight from Korea. There really has 

seen them been torn between, you know, being more individualistic and at

July 10, 2007).  

o gave some insight into the issues of identity that are faced within this community:  

: 

Having to go into the Korean community sometimes to do shopping, just seeing parents, 
see how sometimes how unwilling people will be to negotiate their culture. Like how 
unwilling people will be to negotiate their culture.  Like how unwilling…you know they
are negotiating K

too much they loose something that’s Korea. I also saw it going to Emory, how ther
rift between Korean American and Korean International student. Korean International 
students thought that  Korean American students had lost something Korean (TG, 

 

 

influential in the students’ lives. You know if you have that tie back to the  mainland, t
Korea, it’s sometimes hard for the students to understand what it  means to be American 
while still understanding what it means to be Korean. So, they speak Korean at home and
they have to go out into the real world, or…into the schools and speak English (TG, 
Interview, July 17, 2007). 

In

d

la

eally diverse from the young ones in kindergarten to adult programs. So, that departme



 212

is still f

English

 

seen:  

me from another culture it is so hard to teach your children how  to 
speak your language especially if you are in this country. The Koreans have maintained a 

so 

 
TG exp

rned 
e the directors…of their children’s lives….Seeing the parents 

and the children interact. I say wow that is not like  home. That’s not like my mom and 
 You 

know they had influence over me, but not to the degree these parents do (TG, Interview, 

 

 

weekend one week. And he was like, it was bad. My mom found out we were doing 

weekend. And in class, he’s a bright kid but he sometimes goofs off and doesn’t listen 
e…his parents are 

so strict. It’s so controlled that when he comes to school it’s like he can just…you know a 
 in 

particular is very strict on what he has to do (TG, Interview, July 17, 2007).  

TG asked the student what time he went to bed and he responded, “Around 2am.” He  
 
explain
 
mom w

 

t 

hen we would go play…In high school we would stay up a little bit later. 
In middle school you’re supposed to be playing and having fun, going over to your 

lexible depending on the needs of the student.” She elaborated, “We go from pictured 

/Korean dictionaries to pronunciation and communication practice.” 

The administrative assistant explained the value of the language maintenance she has 

I know if you co

lot of that because of their community and I would recommend that the cultures do 
because it (the language) often disappears (WM, Interview, July 10, 2007). 

lained:  
I’ve learned that Korean parents are very influential in their children’s lives. I’ve  lea
that parents…sometimes ar

dad where they kind of just said, “Okay do  what you think is best and go with it.”

July 17, 2007). 

I asked him to give me an example and he responded:  

I know one student in particular who is in 7th grade, in which I asked him about  his 

Algebra and so she gave me all this new stuff on Algebra that I have to study over the 

that much. You know, I can see that the reason why is because at hom

big breath of …a sign of release almost. But at home it seems that his parents, his mom

 

ed he was playing on the computer and he was studying too. He told him that his  

ill just find me a new book that I should study and I will have to study it.  
 
TG explained:  

Even in middle school, these kids are studying like crazy. You know, in Korea it would 
be…it’s expected…in most of Asia. It’s expected that they would do that and that they 
would have private tutors and everything. But, in the United States, middle school kids, a
least when I was a kid, that wasn’t the norm. You know we would play, we would do our 
homework and t
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friend’s house. But that’s not what I am seeing in this case. For some of these kids, this 
program is their social interaction (TG, Interview, July 17, 2007).  

 
The las  

work v he 

only “f

how to experience 

e 
how…elevated the writing is and I was impressed that some of the girls, at least 

ally from the private work that I’ve see, they’re just amazing. It’s astounding 
how advanced that they are, you know as compared to some of the  other kids in their 

 
JL conc
 

n, 

nd any of those 
things. And that is very…set in very early on and even within students who have been 

nd 
you know their grandparents and that family influence, it just seeps in. I think that has a 

come here and be very proud that they are here, they’re a part of this school. So, I think 

 

h they have left their homeland. They 

have numerous elements of their home country’s 

culture hey the 

program

being K er, there is a down side. Unlike their parents 

t sentence of this quote is very telling. Many of the students who attend this program

ery hard at home as well. Thus, interacting with their peers while at JAE is sometimes, t

ree time” they get. TG described, “They learn important social lessons too. You know, 

 integrate together, especially the younger kids who maybe haven’t had much 

in the classroom setting” (TG, Interview, July 17, 2007). 

He explained the impact of the cultural push: 
 

I can see sometimes in their school work, too, in the 7th and 8th graders I se

academic

own class (TG, Interview, July 17, 2007).  

luded: 

The whole program is Korean culture. And because Korean culture, the way I see  it, 
comes from a mind set that you have to work hard, you have to achieve what you ca
school is very important, education is very important in your life and getting a good job 
and a good job meaning, you know becoming like lawyer or doctor a

here all their lives, you know, have never been to Korea but because of their parents a

lot to do with it and you would see a lot of younger children be very, very motivated to 

Korean culture has a lot to do with it (JL, Interview, June 5, 2007).   

 It seems that Korean parents are very interested in helping their children to develop and 

maintain an appreciation for Korean language even thoug

have established and supported programs that 

 and educational patterns. Because Koreans regard their heritage as valuable, t

 becomes a tool for inculcating an appreciation of the things they deem to represent 

orean, such as a zest for education. Howev
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who are first generation, their children do have to interact with other ethnicities any may be less 

success y.  

Admini

JL said e 

parents

JL said
 

The mothers are always there and they always want to be involved to see how the 
 

to show the progress of students and there is a pre and post test and all that good stuff. 

would always be interested in hearing about their children and their learning and that they 

 

 
now 

the pace or the difficulty level of the class, then we shouldn’t change the entire class, we 

that happens, but in the beginning…we try to change the entire class level because one 

2007).    

Programs such as these serve as intermediate ground between the immigrant home and the 

American school, helping immigrant parents to maneuver the American education system. Many 

parents feel as though they have more authority within these programs because they are more 

comfortable with the culture of the program. They interact with the director and make their needs 

nown in a variety of know. Also, because many of these parents volunteer in a variety of ways 

with th

the dire

teacher  regular schools as administrators attempt to 

rents.  

ful in their interactions with other groups of students outside of their ethnic communit

strator-Parent Relationships 

, “The director is a Korean man. I guess he kind of becomes like the medium between th

 and the teachers.” 

:  

children are doing and this program has a unique way of telling. There is a unique system

We would talk about like what levels the students were in and then you know, mothers 

are doing (JL, Interview, June 5, 2007).    

TG said:  

If one student’s parents are complaining about not enough homework or about, you k

should change that student. You know we have been doing  that more and more lately if 

parent was complaining which doesn’t seem all that logical (TG, Interview, July 17, 

 

k

e program, they are constantly involved the education of their children. It seems as though 

ctor does all he can to keep the parents happy which presents some issues with the 

s. However, that is a problem also faced in

cater to pa
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Teachers 

In this section, I address research question seven by presenting the perspectives of 

s who work at the JAE supplemental education program. The teachers shared their 

 

teacher

erspectives regarding their role in the program, the purpose of the program, and the 

involvement of the Korean American community in such programs. I asked the teachers why 

they teach at the program as well as about the strengths and weaknesses of such programs. 

 Administrators and teachers are professionals whom the community entrusts with 

creating classroom practices and school cultures where their students can learn. They often have 

a huge influence on whether schools actually become academically rigorous and culturally 

relevant learning communities. Koreans have a popular expression that illustrates the authority 

they entrust to educators, “Teachers are the parents at school.” In many ways, this belief is 

engrained in Korean children at a very young age. This tendency may be rooted in traditional 

Korean cultural values which define the parent-teacher relationship as one in which parents defer 

to teacher’s judgment and authority. Thus, the respect for teachers in South Korea is definitely 

instilled in Korean American students who participate in such programs within the United States. 

As a result, I asked the administrators and teachers were asked to share their perspectives 

regarding their role in the program, their relationships with students, and the functions of such 

programs in the Korean American community. While the experiences of the teachers have been 

varied, there are certainly themes that emerged throughout the research process. 

Teacher Roles 

 According to the interviews that I conducted, the teachers felt they were both leaders and 

facilitators in their students’ learning. One teacher described her role based on the focus of the 

course. CH explained: 

p
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It’s a combination; it depends on what we’re doing. We have four different things that 

with them, out loud and we are explaining as we go along. We have reading 

give them some time to read, read a short story, and answer some questions, so they 

that before we start and then they start working on that on their own. And spelling, which 

the little units and they work on that on their own. So, it’s a combination (CH, Inter

 

 

strategy. And their strategy is one in which my role is one what would be 

we 
rotate doing in Language Arts. We are reading a novel and for both classes I’m reading it 

comprehension, which is pretty much self done by them, once I give an introduction. I 

really have to do that on their own. We have grammar, which I do a lot of explanation on 

really helps them work with vocabulary and words and language, and I explain each of 
view, 

July 29, 2007). 

Another teacher, SH, describes his experience: 

Well, before I took the job, I looked on the website and I looked up the JAE learning 
 defined as 

more of a facilitator than a leader, but I find that a lot of the things that we are talking 
d a lot of the areas that we go in terms of our conversations that I am probably 

more so a leader in that capacity, but always  conscious of the fact that the goal here is to 

Studies we cover a host of topics and a host of things that would support a student 

taught (SH, Interview, July 23, 2007). 

However, according to documents on the self-learning system, upon which JAE was founded, the 

entire p

Talent 

inheren

provide

Learnin egree of learning can be calculated by using time actually spent in 

ese theories has been implemented throughout 

the JAE

realitie ms 

to have

 

 

about an

try to strengthen their self learning abilities, their abilities to self-guide. So, in Social 

developing those skills to be able to ah…to be able to teach themselves as well as be 

 

rogram was created based on three self-learning theories. These theories include (1) 

Education Theory: All Children are born with unlimited potential and talent is not 

t (2) Programmed Instruction Theory: Children can achieve success in learning when 

d with specified aims, sufficient practices, and appropriate reinforcement (3) Mastery 

g Theory: The d

learning and time needed in learning. Each of th

 program as a way to encourage students to be self-learners. Here, in comparison to 

s in many public school settings, the overt attention to self-learning is expected and see

 a unique impact. 
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Structure and Classroom Decorum 

 Teachers expressed that there were both strengths and weaknesses of the program for 

them. They had varying opinions regarding discipline, often dependent upon the grade levels 

they taught. One teacher said, “I have had not problems with discipline, overall the kids are 

pretty good. Especially, given that it is the summer. Also, I think if I did the administration 

would take care of it. However, other teachers overwhelmingly discussed the lack of structure 

and rules as a concern even though the children were well behaved for the most part.  One 

teacher, SH, explained: 

I would say that…any time you’re like coming into a new culture, a new cultural  setting 

other, getting use to what it was that I was requiring of them just in terms of classroom 
w, speaking without raising your  hand, or acknowledging that when 

the teacher is speaking you don’t speak. ….  Those, those kind of things would sum up 
the negative aspect of it, but those are things you would face in any classroom setting, 
especially coming into on in  which the culture you are not very familiar with (SH, 
Interview, July 23, 2007). 

 
 having students who were not proficient in English  

 

  
ted 

States. I had to be let in on that…They had to bring me in on that and let me know. Oh, 
 

actually…for your classmate. Once I understood, I thought that  was really nice and I 

 

 
 are 

having difficulty with the language, there’s a language barrier. And any kinds of 
e are very difficult for them to do on their own. And any test I give, 

which is once a week as required by JAE, they usually do poorly on because they don’t 

that you’re going to have difficulties and we did have the difficulty of getting use to each 

decorum, you kno

He further the way he had to adapt to

in the classroom. He explained: 

The students will help each other and translate for the students who are new to the Uni

this is why you are talking while I am talking, because you’re you  know interpreting

wasn’t upset (SH, Interview, July 23, 2007). 

Another teacher explained,  

In every class I have had, which is six classes, I’ve had at least a couple of kids that

assignments I giv

understand the questions. There is an ESOL class, but these kids do speak English, just 
limited English. In other words, they are ahead of the ESOL students but not at the level 
of the other students in my classes but they have been mainstreamed in order to force 
them to learn the English language faster. Also, the Korean parents do not like the 
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negative connotation associated with ESOL, they do not like their kids being in that cla
so they pressure them to get out (LL, Interview, July 2, 2007). 

ss 

 
ot all teachers agreed with the perspectives of the previous teachers, in fact some teachers 

ompleted contradicted one another. Other teachers disagreed and felt there were a few minimal 

ems. One teacher explained, “It was not so much discipline, but lack of self-

discipli

Intervie

students. He further explained, “While it does not say you have a good kid or a bad kid, the 

isturbance that is continuing to happen needs to be figured out and we did not always know the 

chain o I 

intervie

problem  

 
 
appreci  that are not very  

  

times kind of laid back about things, like sometimes things won’t get done when you 
 

about it. But the disorganization is definitely a concern (TG, Interview, July 17, 2007). 

 

 

Textbooks are his thing. He has a lot of curriculums and we’ll do things and it just seems 

like I am teaching them a whole lot, like they already know it. And I don’t know if that is 
ing 

recycled because most of these kids come here every year. But quite a few times, I have 
shing 

their memory, or what (PO, Interview, July 18, 2007).  

N

c

discipline probl

ne. The ability to obey different rules such as not talking whenever you feel like it (TG, 

w, July 17, 2007).” According to the teachers, this was more of an issue with the older 

d

f command to deal with that” (TG, Interview, July 17, 2007). Due to the fact that 

wed teachers across grade levels, many of the teachers who experienced behavior 

s taught upper grades which is common both within this program and in regular schools.

Another described that there is no question that this community values and  

ates teachers. Nonetheless, there are components of the program
 
structured in terms of teacher needs and expectations. TG said: 

 Sometimes I think it is a little disorganized and I think that’s been a concern. It’s  many 

really want them to, but you just can’t let that get to you. You just go and don’t worry

 . 

PO further elaborated on the organization of the program. She said: 

There are lots of curriculums and the director just gives it to you with textbooks. 

way too easy. So, I’ll move up to the next level where my thing is, I don’t  always feel 

because the director isn’t giving me the proper materials or  the materials are just be

heard we already read this. So, I don’t know if I’m just helping them retain it, refre
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PJ explained the loose structure of the program as he has experienced it. He said: 
 

It is a low stress environment. It’s pretty loosely structured, which some people find they 
don’t care for that much. Evidently, he has only had one other person  come back 

ess find it too loosely structured, 
e a summer camp than a summer academic program (PJ, Interview, July 7, 

 
He furt
 

think mething that turns off some teachers is the lack of structure. You know it’s 
really loose and the leadership here does leave something to be wanted. He doesn’t make 

onfusion there, ongoing 
confusion for teachers throughout the summer. To me, it’s never a serious problem, you 

ctly 

 
Anothe
 
very di
 

It’s kind of hard sometimes in this class because, like for instance on Monday, I  have 
four 6th 

graders, like five kindergartners, and I mean, I’ll just really be like how the heck am I 

m basically doing 

 
 

ssed concerns adapting to the aspects of the program that were different 

from th

e a 

o get 
up and pack up, but it’s a little bit difficult for the teacher because we’re not in the same 

set up 
procedures and expectations in our classes the way we normally would because each 

r own pet peeves (TJ, Interview, June 30, 2007). 

from last year, which is surprising to me. So people, I gu
more lik
2008).  

her elaborated: 

I so

it black and white about what is expected. So, there’s some  c

know. But I think, if there was more structure  and it was more clearly defined exa
what you were suppose to do, how the kids were supposed to be handled, encourage more 
people (teaching) to come from year to year and stay (PJ, Interview, July 7, 2008).  

r teacher explained how the composition of the elective course she taught made it  

fficult. She explained:  

18 students in my art class. I have two 8th graders, I have five 7th graders,  

supposed to, with these various ages, how is it possible, because these little ones are like, 
can you help me…cause kindergartners can’t do their own work. So, I’
it for them. But my Tuesday and Thursday electives are not that bad (SR, Interview, June 
27, 2007).  
 

 
The teachers also expre

eir public school teaching situations. One teacher, TJ, explained: 

I teach one 8th grade and two 7th grade language arts classes and rotate around. We hav
middle school group and we have a Math teacher, a Social Studies  teacher, and a 
Language Arts teacher and we have an hour with each group and so we rotate. And the 
teachers actually rotate, which is different than regular school where the students rotate. 
And that’s good and bad. I think it’s good for the students because they don’t have t

room and we can’t really write something permanent on the board. We can’t really 

teacher rotating has thei
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 t

their pu to 

the var

adjuste . In addition, most of the teacher complaints were about protocol issues and 

 regarding their roles in the classroom. However, many teachers enjoyed having 

the freedom to “create” their own curriculum during the summer program, a luxury they didn’t 

have in their regular schools. However, the frustration that several teachers faced is 

underst iled 

machin

Value o

 . 

eachers expressed the ways in which they witnessed parents express that value. One veteran 

teacher stated, “The parents and students really value… the education of their kids. They go to 

great lengths to…pay the extra money for them to go to these extra programs. They value and 

support teachers, you feel respected by the families.” Another teacher expresses his experiences 

as a first-year teacher with the program. SH explained: 

This is my first year working with the JAE program and I was really, really impressed 

knowledge. They come into my classroom, you know I teach Social Studies, to the 7  
of the 

subject and they are eager to share that. These kids are eager in sharing facts and 

 
. Some are smarter than others, but 

erage (TH, Interview, June 22, 2007).  

The teachers within the program had to adapt to several aspects that were differen  from 

blic school backgrounds. While some teachers had difficulty tailoring their instruction 

ious needs of students who had different levels of English language proficiency, most 

d given time

lack of direction

andable given that they were coming from educational institutions which are well-o

es that have been functioning for quite some time.  

f Education 

According to the teachers, the parents and students have made education a top priority

T

with how eager these students were for knowledge. They are extremely eager for 
th

and 8th grades and they come in with already a certain amount of knowledge 

dropping, “Well, did you know” on each other (SH,  Interview, July 23, 2007). 

Another teacher, TH, explained, “They are smart as a whip

they are all above av

 The evidence presented here is incredibly important as it relays the importance of the 

perceptions of the teachers within this program. Many of these teachers share a favorable 
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perception of the students within this program and it is a perception that they will take with them

back to their schools and classrooms. Thus, these teachers are likely to have a positive outlook 

on future Korean American students who enter their classrooms. As mentioned in Chapter 2, 

teacher perception can often influence academic achieve

 

ment and students who embrace self-

fulfillin

Academ

  

udents in terms of pacing, content, homework, and assessments. PJ, a returning teacher, 

explained his experiences with academic rigor within the program. He stated: 

The only problem I have, and several teachers have expressed this, is that the learning 

period of time. The director initially told me last year that he expected teachers to cover 
00%. 

But still that puts them….they are given Gwinnett County textbooks and that still puts 

already ahead. So, it’s beneficial regardless. 

One teacher explains what he has experienced while teaching. He said: 

The kids take the work that they do here very seriously. I had them to do projects  and its 

grade sections and the first section, the first thing they wanted to know was how did the 
ey are kind of comparative, you know 

analysis they were going through. You know there is this whole rival thing, but it’s good 
the comparisons they are making, ways to improve their own work (BD, 

Interview, July 3, 2007).  

One veteran teacher, MM, summarizes, saying: 

Usually, they are top students. They work very hard, especially the ones who have 
classroom  of 

students, generally they always seem…those are the kids who always do their homework; 

nts 

 

g prophecies in both positive and negative ways. 

ic Rigor 

 The majority of teachers feel that the program is academically challenging for the

st

time is so compressed and we are expected to cover so much material in such a short 

70% of their text in seven weeks, but I think this year he’s trying to get more like 1

them ahead of the game. You know when they go into their grade in August they are 

 

showing up in their work. I mean I have awesome work….Actually, there  are two 7th 

second section do on their work, and you know th

you know 

 

language barriers and they work to help each other. When I have had a 

you know they always work hard and everything. They always ask  questions because 
they want to do it right. I do think that it is because they value education and their pare
value education because they know it is the key to  doing better in life. And so, in my 
experience they are usually at the top of the  class (MM, Interview, July 26, 2007).  



 222

 ame 

pparent among many of the teachers within the program. Social psychologists have long linked 

a relationship between educational achievement and teacher expectations (Wong, 1990). 

Accord

expecte

student he 

achers repeatedly doted on the abilities of these students throughout the research process. The 

students were expected to achieve and came to think of themselves as bright and capable because 

they ha  

that the

elemen

urpose 

 The teachers highlighted some interesting perspectives in regards to why the Korean 

students are enrolled in the JAE program. One teacher, VB, said the following about early 

exposure:  

I think that many of the parents…who come here really want their kids to get ahead and 
nd I 

think that they feel like they do need to do a little bit extra….And some of the things the 
ing 

into the 8  grade the 8  grade material, so they are going to be a step ahead of all the 

actually use is the one I use in class. So, all of these kids that are doing that will know 

Uhm…also the novels, To Kill a Mockingbird, is the one I do every year. So, they’ll be 
 

of time, so maybe if they have trouble with the language, getting it more than once will 

 
 ahead in life so it  

 
he time after school and in the summer. 

Based on discussions with numerous teachers, the idea of self-fulfilling prophecy bec

a

ing to observations, teachers, through words and actions, let students know what was 

d of them and the students often performed according to those expectations. Korean 

s have long been stereotyped at students who achieve academically (Hurh, 1998). T

te

ve been, and continue to be, treated as bright and capable students. Thus, it is possible

se students continue to fill the prophecy of their teacher’s expectations. Moreover, the 

ts of time and pressure also emerged repeatedly in their data. 

P

they want them to do above and beyond what regular students do in public schools. A

kids are doing that are going into the 8th grade, ‘cause I’m teaching the kids that are go
th th

other 8th grade students who won’t get that until next year. And the spelling book we 

everything they need to know, so it will sort of be a repeat for them in many ways. 

reading the novel ahead of time. So, that’s…a pretty good thing, it  exposes them ahead

help them comprehend (VB, Interview, June 16, 2007).  

She felt as though they believed that education was going to get them

is worth t
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them

Another teacher, LL, explained: 

I think the goal of the program is to keep the kids on top. The parents and the kids 
selves want to be the top students of their class. And they want to be the 

valedictorian and the salutatorian and all that when they graduate. And so they really 
 

 
LL also
 

s 

r peers. 

t that they too have taken hold of. 

uch of an academic advantage as possible. The ability to 

maintai of 

teacher

the 

s not continued. And so I, I feel 
like that continued interest in learning things is there, in the minds of their children. I 

y send their children (SH, Interview, July 
). 

 
Anothe
 

en’t 
have to be or because they are necessarily behind. I think they 

take away from this kind of what their parents really intended which was that education 

the other kids in the sense that they are getting information here that they would not get 

they’ve had throughout the school year (TG, Interview, July 17, 2007).    

believe that enrolling their kids in this program is going to put them at the  top of the list.
And they start when they’re really young, you know you start first  grade or whatever 
these kids are, kindergarten is what they are. So, they really believe if they do this every 
year it’s going to pay off (LL, Interview, July 2, 2007). 

 gave a very telling example when she stated:  
 
I remember when a Caucasian parent came into my room frustrated by the enormou
influx of Korean students we had had in our school in Gwinnett. If I can remember his 
words, he said something like I am so glad that they added the writing component to the 
SAT, now the Korean kids can’t keep taking up all of our kids’ spots in college (LL, 
Interview, July 2, 2007). 

 
Clearly, the preceding quotes are examples of competition among these students and thei

It is competition that was instilled in them by their parents, bu

Ultimately, it is about getting as m

n what they learn during the school year was mentioned several times by a number 

s. One teacher, SH, described his observations: 

You know as a teacher, um…you see students who come in who you have  throughout 
entire year and you get them to a certain point and over the  summer all of it goes away 
because that, that’s not continued  and in most homes it’

think that’s probably the biggest reason why the
23, 2007

r teacher, TG, provided another example of sacrifice when he stated: 

These kids are sitting in the classroom during summer time, when most other kids  ar
and it’s not because they 

and learning never leave their minds. I am not so sure they send them here to get ahead of 

in the normal school year, but they are still involved, I think it is an extension of what 
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Another teacher discussed how routines are established through this program. PG  

explained: 
 

 

 

uly 22, 2007). 

o a sign of  

elitism
 

 

s. 
ti  of each 

other (SM, Interview, July 7, 2008).  

ther teachers agreed that the program was a form of enlightened child-care. Parents often have 

 work and the program serves as an academic environment in which to send their kids during 

the sum

f 
able until they start SAT  preparation. I think after a while, it 

is more of just watching them, child care until mom and dad get off work and the only 

environment(PO, Interview, July 18,  2007).  

re a few teachers who see limited academic gains from the program. However, 

they do

reflecti  

the inte  

 

 

The kids are kept in the mindset of school. Because being in this program…knowing that 
you are going to get up in the morning and that you are going to come back to a 
classroom where you have homework that you have to turn in, where you’ve had to read 
this chapter, and so forth. You know the things that you pay attention to and the things
that you take in as a child… You know absorbing all this information around you (PG, 
Interview, J

 
Other teachers agreed with the previously mentioned ideas, but that it was als
 

 in the community. One teacher, SM, explained: 
 
I think they are proud because their child may excel, but it is more like bragging. I mean,
like they’re going here because I think that over there they are paying like  $46 an hour. I 
think it is extremely expensive. And so, it was like yeah my child goes there. Just from 
hear say with the kids, it seems like, oh, the Jones’ are doing this so they have to do thi
So, you know there is still a little competition even when they are suppor ve

 
O

to

mer. PO explained: 

I really don’t see then benefiting greatly from the after school program because after a 
while of moving ahead, they eventually max out somewhere and have already done all o
the materials that are avail

benefit is if they are allowed to do their homework in a structured and academic 

 .  
Clearly, there a

 provide alternative uses for the program including child-care and academic exposure in 

ng on the fact that the program serves multiple purposes in the Korean community, part of

rlocking network of support systems. 



 225

Identity, Culture, and Diversity 

 As previously mentioned, none of the core academic teachers are Korean. Thus, there are

a variety of cultures coming 

 

together as educators in this learning environment (see Table 4.5). 

Teache

teacher

ing, you know as an  African American 
male, I feel that I am a part of the diversity effort because what’s interesting is that many 

 
and trying to acclimate. I think there are several families who are just getting here. But 

you would, you  know…Asian families and Asian communities, as sticking 

in a diverse teaching staff, no doubt to teach from their area of strength and to expose 
ethods and styles (SH, Interview, August 1, 2007). 

 
nother teacher shared her hiring experience. TH explained:  

Honestly, I always thought of them as being a culture that really stuck to their own. So, 
when he hired me  I felt like during the interview  he just really kept focusing on my Ph. 

e hired me the same day, I said I wonder if it is because of the 
Ph.D. level and it’s sad because I did not know it  was all Korean before I came to the 

doctoral degree I was pursuing because he kept mentioning it. I was curious as to how I 

Caucasians who I have had more exposure to (TH, Interview, June 22, 2007). 

Another teacher shares his experiences regarding the ability of the student’s to adapt to the 

diversity they were being exposed to. BD explained: 

in 

 
I asked

and so forth. Some of them you have to ask two or three times, you know,  don’t go over 

rs expressed the challenges and growing experiences they had during teaching. One 

 expressed his observations regarding the diversity in teaching staff. SH stated: 

I get the feeling that I’m part of a vanguard group here, that I am a part of  something that 
hasn’t been for a very long time. I get the feel

of the kids…that haven’t been here very long in the States, just getting here from Korea

you do see a lot of those same attributes that you generally that you would generalize or 

together, but it’s really interesting to see how they are broadening their scope by bringing 

their  children to different teaching m

A

D program and so when h

office. I couldn’t help but wonder did I get hired because of my credentials or was it the 

would be received, but I feel like I was more embraced by them, as opposed to 

  

They may have a little trouble in the beginning with adjusting and with situating  that 
their minds and as a result, you know in their effort to deal with the diversity, I feel like 
they tend to kind of close off a little bit. You know, you turn inward, toward your own 
culture, looking for that support you know, looking for what is familiar to you (BD, 
Interview, July 3, 2007).  

 the teacher to elaborate in which he responded: 

For example, after lunch, during free time we are still responsible for their well  being 
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there and don’t throw that ball inside. You know, something that I  just feel they 
wouldn’t do…if they were asked by a person of authority that they  were used to being in 

 
Howev

 you, you 
know, calm down some and it’s like…I hate to use the word fear and that may not be the 

you know, some kids, some cultures are like ‘I don’t know you’ and you could talk until 
ou do to me. But with these kids, they 

could meet you that day and they are just, just out of respect, they are really respectful 

 
I asked

e. I had one student, knew all the hip-
hop songs and it surprised me, you know, he knew two-step and everything. I had another 

 to two-step.” This kid always sand hip-
hop songs. So, one day he took another kid’s headphones and he was like, “Man, why are 

kid 
 

This qu

tend to be culturally conscious beyond their own cultural heritage. Though this 

student obviously realized he had said something inappropriate when asked to repeat it, 

origina

that thi

with ot

orean Culture  

 The Korean culture is pervasive and immersed throughout various aspects of the 

program

authority, you know from a figure that they see, that they’ve already recognized in their 
minds carries authority. But you know, I could say the same thing about my children in 
Harlem that I taught if a “guest” came in. It is just interesting to see how those kinds of 
things trickle down to children (BD,  Interview, July 3, 2007). 
 
er, another teacher, SM, had a different perspective. She said: 

Like typical kids, they talked, but it would only take you about one time, could

best word but it’s like…in a sense it’s respect but in a way they are just obedient. Like 

you are blue in the face but it’s like what can y

except for one altercation (SM, Interview, July 7, 2008).  

 her to share the experience in which she responded: 

It wasn’t so much an altercation, but it puzzled m

kid who said to one of his peers, “Show me how

you listening to N----- music?” I said what did you  say and the room just got quiet, I 
mean completely quiet and I had to take a moment and breath. I proceeded to ask him 
what he said again and he didn’t say  anything. I just didn’t expect it because this 
listens to the same music, so how is it when someone else listens to it, it is a problem. But
he knew not to say it  again, like he wouldn’t repeat it. And so, I addressed it with him 
but that was my wow, did this just happen moment ((SM, Interview, July 7, 2008). 
ote is quite relevant to the impact that such programs can have on the ability of the 

students who at

lly he was very comfortable using the language he chose. Again, the closed ethnic group 

s community has formed could present a potential problem when it comes to interactions 

her groups of students outside of their ethnic community and their ability to assimilate. 

K

. One teacher explained, “They do serve Korean food everyday. The kids even get upset 
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sometim

don’t h e 

Korean

another to 

d one 

really well and they are beginning to participate just as much. I don’t feel  though that 

They’re…classmates are bilingual so they have that cultural connection and s they still 
umbr lla of comfort (PJ, Interview, June 15, 2007). 

 

 
 

school, the problems will come from that whole cross cultural pollination  that they will be 

own issues (PO, Interview, July 18, 2007).  

 

Korea. He explained:  

I’ve had kids, you know, several times tell me about the academics in Korea compared to 
 kids 

here. It’s really interesting academically. I’ve had Asian kids in my classes at Gwinnett 
n 

5  grade say where I teach and they will already know the stuff that we learn. I mean 

somehow. And I think they are far ahead of us, especially in science and math, way out 
ew, June 15, 2007).  

 
Again, 
 
South K
 

es because on Thursdays, they usually cookout and have hamburgers. They say, oh we 

ave Korean today.” The Korean culture is also prevalent in other ways. The students tak

 language classes in the afternoon as an elective. Many of the students speak to one 

 in Korean although they speak to the teachers in English. Thus, they do make an effort 

hold on to their language and feel comfortable doing so in the environment fostered by the 

program.  Many students also take Bible classes due to the enormous amount of Koreans in the 

community who practice Christianity. Another teacher explained how the students helpe

another. PJ explained:  

Surprisingly, my students who have not been in the United States very long keep  up 

they are at a total loss because they are surrounded by students that are bilingual. 

have that e

PO explained: 

 Their cultural connection is strengthened. If they have problems when they go  back to

subjected to when they get into a more diverse setting of  students. Um, that always brings its 

 

PJ made a very interesting point after having conversations with his students about academics in 

 

here and about the conduct of the kids over there in those schools compared to these

too. In academics, I mean they are far ahead of us. They’ll come here from Korea being i
th

they learned it in 3rd grade or even earlier. I mean they are doing algebra in 2nd grade 

there (PJ, Intervi

this teacher provides an example of academic rigor brought with the students from  

orea. He then explained the differences in behavioral expectations. He stated: 
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As far as behavior, it’s so strict over there even fairly minor things that they do in  schoo
that here would be just like, it’s  a misdemeanor kind of thing,

l, 
 over there it’s a major 

thing. For example, I had a kid a few years ago, I’ll never forget his story. One of the kids 
om was acting up, I don’t remember what he was doing, but I asked the Korean 

boy in my class, I was teaching 4th grade at the time, if this kid was in Korea what would 

 
 got suspended. And he got spanked by his parents, 

plus he wrote  a letter of apology to his class. And when he came back to school he read 
the letter to the class. But the worst thing was, to me anyway, was that the parents of the 

une 15, 2007).  

 

head, o  

They al st 

of the K  

now it’s harder and it’s stricter.” 

G explained:  

I have learned that they’re kids, just like any other kids and they still go through  the 

hey 

 
Anothe

 

 
 

inside you, to get their devotion to education. Their devotion to the things  that would 

in my ro

be happening? He said he would be severely punished. I asked for an example. He 
responded, well, there was this second grade boy who was talking in class when the 
teacher was instructing and she had already asked him to stop talking and he kept talking.
So, she took him to the principal. He

friends if the boy told them to have nothing to do with him for the rest of the school year 
(PJ, Interview, J

 
He also explained that some children would get popped on the wrist, thumped on the 

r spanked at the office. He explained that this would often continue through high school.

so have to stand when the teacher enters the room as a symbol of respect. He said, “Mo

orean kids are good kids and they’ll say I do not want to go back to Korea because they

k

T
 

boy/girl stage and they still talk, but they’re just more disciplined, more focused, more 
respectful and overall as a culture, I would say, I won’t say that they are smarter, but t
act smarter…They act in a smarter manner, in a more appropriate manner, they behave 
accordingly and they are just real supportive of each other.  
 
r teacher, LL, explained: 

I think the Koreans believe in a year long program of academics and they have Saturday 
programs as well throughout the school year. I think it’s just a culture thing you know. 
The Asian culture, you know. American’s balk at the idea of even considering that. But I 
think it’s a good idea because they never really loose stuff that they have learned over the
summer, like the Americans tend to because  it’s such a long stretch . (LL, Interview, July 
2, 2007). 

 
Another first-year teacher, SH, summarizes, saying: 

I think it’s really interesting and I’m happy to be received here. And to be able to  get this

make a person succeed, like being sharp, being sharp in your response to things, how you 
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respond to things, how you see things…Almost all of them  always in their views of the 

our projects. That is a direc
world pluralize things, they make it personal. We  have to do well or how did we do on 

t linkage to their  culture in terms of the nationalism that has 
been instilled in them (SH, Interview, August 1, 2007). 

J explains another cultural connection. He stated: 
 

 

 
d to exercise first in the 

s to get their blood going, their brain engaged and all that and then do the 
terview, June 15,  2007).  

 
He furt
 

ive game, they have a hard time doing that. It’s interesting. For example, 
dodgeball is one. At our school, we throw the ball and when it hits you, it hits hard 

 accurate. But here, you know, they’ll just 
kind of like pitch it to somebody, you know. Sports are just not their forte and we always 

me 

 
He goe

 me and it’s really been a motivating  factor. 
I also saw how the programs have their franchises that you can go and get, you know, 

 
Clearly  the 

arents’ continued interest in cultural connections that provides the opportunities for students to 

articipate in this program, students are directly affected. Supporting and attending this Korean 

program

educati

 
P

I’m in charge of PE in the mornings. All of the kids come outside on alternate days, one
day it will be kindergarten through 4th grade and the next day it will be 5th grade though 
8th grade. And they come out there and I’m expected to give them some kind of exercise
or play period. I think that Korean culture feels that  they nee
morning
learning, you know (PJ, In

her explained: 

It is hard to manage that program because there’s such a range of ages, you know  at one 
time. An interesting thing I found out, and again I think it relates to their culture, they are 
pretty non-aggressive people and even with the children. You know, when you try to plan 
an aggress

because you are throwing it fast and quick and

hear that Koreans have academics, academic programs way up on top of the list. Now, 
soccer on the other hand they do well at because that’s kind of a national, you know ga
for them. I remember when South Korea was playing we would all go and watch in the 
morning on several days that they were playing and it was huge (PJ, Interview, June 15, 
2007). 

s on to explain: 
 

I think this has been a unique experience for

you can open your own. And so, that’s really interesting to me and I’m glad to be this 
close to the model that I would like to see in our own community  (PJ, Interview, June 
15, 2007). 

, the Korean culture has influenced the JAE program in numerous ways. While it is

p

p

 is one way in which parents transmit their attachment to Korean culture and Korean 

onal practices to their children.  
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Parent-
 
 

system

become

erbal communication with parents. One teacher described why they did not have much verbal 

ommunication with parents. He stated, “Many of the parents still speak Korean and so 

someti

conver

owever, they did have weekly written communication and the presence of parents was obvious 

throughout the program. Parents are required to sign-off on homework forms weekly. They are 

also encouraged to visit the classrooms, which many do throughout the summer.  

 One African American veteran teacher explained that the dedication of the parents was 

obvious and very different from what she had seen in her own public school. SM explained:  

One of the strengths of the program is the dedication of the parents which was evident 
ough I’ve not had occasion to really sit down since then with 

parents, they were very, very involved. They always showed up. They came out to see 
our 

bios, listening to our backgrounds, where we came from and so forth. So, I think that 

 

 

  
ster 

boards an markers and all of this stuff to be really creative, not a one of them failed to do 
ust 1, 2007). 

 

Teacher Relationships 

For years, the value of parent-teacher communication has been reinforced in school 

s across the country. However, with increasingly diverse student populations, this can 

 quite a challenge. JAE is no different. Many teachers expressed that they had very little 

v

c

mes it’s difficult. Some of them will speak to you a little bit, but not lengthy 

sations. They seem to be very supportive and inquisitive (BD, Interview, July 3, 2007).” 

H

from the first night. Alth

who was going to be teaching their children. They were very supportive, listening to 

their involvement is very key(SM, Interview, July 7, 2008).  

Another teacher addressed parental involvement in terms of providing the supplies that  

were needed by the students. SH said: 

  When I gave this project for the kids to do, they had to go and they had to get po

that. And so I think that kind of support is really strong  (SH, Interview, Aug

While the teachers recognize that parents are dedicated to their children’s education, they also 

recognize that their contact with them is often limited due to language barriers. As a result, that 
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they often use the director of the program, who is bilingual, to communicate with the teachers. 

However, weekly progress reports were made available to all parents through the administration.  

Howev . 

Many o

forward y 

 enjoy being kids. They take field trips to places such as the swimming pool, the movies, and 

e ice skating rink. 

Summary 

 

roughout the research experience at this supplemental education program regarding the 

functions of the JAE program. The emerging patterns included academic rigor, enlightened 

child-care, social interaction, parental involvement, identity and culture, access to mainstream 

opportunities, English language acquisition, and sacrifice.  

      In addition, students were taught motivation and responsibility due to the expectations 

that their parents placed upon them. Homework and testing were often the vehicle by which 

those expectations were monitored and teacher-parent communication was accessible. They learn 

responsibility, accountability, and that there is a relationship between their teacher and their 

parents. They also learn a sense of independence because they do an incredible amount of work 

on their own. Though the homework can be overwhelming for children so young, it definitely 

gives the students an advantage in the real world. It certainly prepares the students who attend to 

Social Interactions 

 Teachers do not teach on Fridays because the students go on field trips every Friday. 

er, some of the teachers do have the opportunity to chaperone those trips if they chose to

f the teachers expressed that such experiences give the students something fun to look 

 to at the end of the week after all of their hard work. This gives the students the abilit

to

th

In my critical analysis of the findings, there were several patterns that emerged 

th
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handle a regular educational setting better because they have mastered multiple skills at

learning center. 

 Another pattern that I noticed was that the students only used critical thinking in the 

writing assignments. The reading, vocabulary, and spelling mainly focused on rote 

memorization. While this does improve their reading skills, 

 the 

I feel that this impedes their ability 

a 

an 

ate. 

e 

en face the same criticisms applied to hagwons in South Korea. While many 

er with 

port 

and maintain for their children in the United States. All of the categories and codes that have 

to think critically, analyze, and discuss ideas, which will be a detriment down the road. This is 

prime example of a cultural practice that has been transplanted from South Korea to the Kore

programs in the United States. Although I have learned through my research, that in many 

Korean educational settings, students are taught to listen and learn but not necessarily particip

For students living in the United States, this practice can often be considered a problem.  

 Students normally come ready to learn and are taught by a qualified teacher and then 

incorporate self-learning when they practice or drill what they have been taught. Courses are 

incredibly structured and students quickly learn the routine. Korean Enrichment Centers in th

United States oft

criticize the fact that these students are not allowed to be kids or that these students are 

overworked and stressed, many Korean American students enjoy spending the summ

other students who share a similar ethnic background; an opportunity they may not have during 

the formal school year. Additionally, these students have the opportunity to not only retain, but 

also reinforce previous knowledge during two critical months in which many students lose 

knowledge taught during the school year. 

 As a result of my findings, I argue that Korean parents construct cultural capital, social 

capital, and educational capital (as defined in Chapter 1)  in South Korea that they then im
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e d from my study serve as evidence as to how ethnic Korean immigrant communities 

function in order to provide opportunities for their children that are not available to them. The

use supplemental education programs to maintain Korean identity, provide access to career path

from which they have been excluded by providing a competitive academic edge, and acquiring

the English language.  Therefore, academic rigor, social interaction, parental involveme

enlightened-child care, identity, access to mainstream opportunity, English language acquisiti

socioeconomic status, and sacrifice were evidenced throughout this chapter. In addition, they 

were interrelated with the information presented in Chapter 4, once again proving that there is a 

strong link in this transnational community to their Korean heritage. However, the issues of

and gender were not prevalent themes thro

merge

y 

s 

 

nt, 

on, 

 race 

ughout the study. 

ll 

at 

their 

The parents that have enrolled their students in this program using the money they 

brought with them as economic capital in order to create social and educational capital within 

their communities and beyond through their children. However, they have accomplished this a

while instilling a loyalty to Korea and Korean culture in their children. While it is obvious th

many of the students have assimilated to some extent, there are several poignant examples 

presented in the study that provide evidence of just how far along Korean Americans have come 

in creating one of the most successful and institutionally complete communities in Georgia; 

communities in which the next generation will have hopefully have the ability to transcend 

internal success and move further into mainstream culture.  

Using my data gathered from the time I spent on site and particularly the interviews I 

conducted and the background content for the case, I was able to construct a rich account of the 

program, its features, how it functions, and its value to Korean families. In the final chapter, I 

will discuss the implications and limitations of this study. 
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CHAPTER 6 

DISCUSSION, IMPLICATIONS, LIMITATIONS 

In this study, I explored the nature of the educational and cultural experiences of Korean 

American students in supplemental education programs that serve as educational and cultura

institutions as well as local equivalents to hagwons that are transplanted from the home country 

of South Korea. Specifically, I examined the roles and functi

l 

ons of a Korean hagwon in Georgia 

and its 

 the problem, and introduced my 

design and methodology. In Chapter 2, I reviewed the literature concerning the educational 

system in South Korea, the history of Korean immigration to the United States, and supplemental 

education programs in both South Korea and the

design and methodology of the study as I highlighted the methods utilized in throughout the 

study. In Chapter 4, I p nd characteristics of 

the Sou

 

relationship to Korean American students’ experiences in their public schooling. 

 In Chapter 1, I provided introductory information about Korean American immigrants 

and supplemental education programs within their immigrant community. I described the 

research problem addressed in my study, the background to

 United States. In Chapter 3, I described the 

resented my findings regarding the general features a

th Korean educational system, including Korean hagwons. In Chapter 5, I presented my 

findings from fieldwork in one supplemental education program in Georgia’s growing Korean

immigrant community. In this chapter, I summarize and reflect on the findings that emerged 

from this study and their implications. I address limitations of the study and I suggest directions 

for future research. 
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Discussion 

 Looking back on my study, I gained an understanding of the South Korean educationa

system, the roles and functions of Korean hagwons as they are transplanted as supplemental 

education programs in Georgia, and their relationship to Korean American students’ educational 

and cultural experiences. There are certainly cultural similarities between South Korean cram

schools and Korean supplemental programs in the United States. Competition is prevalent in 

both because the primary goal of Korean parents in South Korea and the United States is to 

enable their children to excel in public schools, to get into prestigious colleges and universities, 

and to secure a profession.  

South Korea’s educational system has long been highly competitive, but has become 

more intense in recent years. This is because South Korea has conceived a new college-entrance 

exam, which will be

l 

 

 implemented in 2008 (Lee, 2006). The new admission standards will place 

more emphasis on grades in the three years of high school and less on nationwide standardized 

testing, which have traditionally determine ents go to the elite colleges. The change 

as ma : 

ucation is thriving (Seth, 2002). According to critics, the country’s 

d which stud

w de mostly to reduce what the government says is a growing education gap in the country

wealthy students go to the best colleges and get the best jobs, keeping the children of poorer 

families on the social margins. The aim is to reduce the importance of costly tutors and cram 

schools, partly to help students enjoy a more normal high school life (Lee, 2006). Ironically, 

already this year at least ten students have committed suicide because of exam pressure or 

disappointing grades.  

Education experts argue that South Korea’s public secondary-school system is 

floundering, while private ed
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high sc n 

and 

in 

3).  However, regardless of what ethnic group is using supplemental 

educati

 

 

-

n. As described in Chapter 2, an inquiry into co-ethnic efforts 

indicate  

005; 

’ 

n 

hools are almost uniformly mediocre; the result of an egalitarian government educatio

policy (Seth, 2002). With the number of elite schools strictly controlled by the government, even 

the brightest students typically settle for ordinary schools in their neighborhoods, where the 

curriculum is centered on average students. To make up for mediocrity, zealous parents send 

their kids to pricey cram schools.  

While the South Korean government is trying to reduce cram schools, similar Asian 

supplemental programs are on the rise in the United States. For children of Asian descent 

growing up in places such as Los Angeles and New York City, cram schools are a part of life 

in many instances they meet more than an academic need.  Now, numerous non-Asian parents 

are enrolling their children in these schools, hoping to see the same academic achievement 

their students (Luo, 200

on programs, it is clear that they are here to stay. Thus, exploring the idea of 

supplemental ethnic schools may provide insights for educators and community members on the 

ways in which supplemental ethnic schools might be integrated within the life of the community

as an instrument of support for the education of their youth. 

 In the meantime, Korean Americans have taken their destiny in their own hands. The

practice of doing for one’s ethnic group by members of that ethnic group has been named a co

ethnic strategy of self-determinatio

s there are a number of supplemental education efforts organized around religious or

ethnic affiliation besides those of Korean origin (Corson, 1999; Gordon, 1999; Bridglall, 2

Nelson-Brown, 2005). The presence of ethnic initiatives can teach us a numerous lessons. We 

develop structures, sometimes inadvertently, that can deter self-determination or ignore parents

needs, and then we ask whether groups value education if participation is low or irregular. Eve
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if groups value education, developing academic abilities depends on what groups can do abou

Historical and economic factors have prevented some from doing something about it

giving others a distinct advantage.  

The ethnic capital that Korean American parents bring with them from South Korea 

definitely provides them with an advantage. Throughout my 

t it. 

, while 

study, the similarities between 

ean 

s 

h as 

at benefit their children. My interview data illustrated this 

repeate

an 

ts, 

Korean programs and those transplanted to the United States emerged. More importantly, Kor

parents maintain strong transnational ties to South Korea. The very growth of Asian communitie

in the United States, particularly the Korean community in places such as New York and Los 

Angeles, has created opportunities for entrepreneurs to invest profitably in the United States. 

Many Korean American businesses are financed by Korean banks established with Korean 

capital. Though this immigrant population may lack the knowledge of English and credentials 

needed to seek credit from mainstream institutions, immigrant entrepreneurs have gone to Korea 

to pool capital for new banks (Smith and Zhou, 1995). Although small by conventional 

standards, they simultaneously serve the economic interests of the immigrant community and of 

their overseas investors. Korean parents ten take those funds and put them into programs suc

supplemental education programs th

dly. 

 In addition to the financial ties to South Korea, there are several features of the Kore

education system that are also transplanted through supplemental education programs. From the 

Korean food served at the program and the Korean language and cultural programs that are 

taught to the structure of the program that supports the movement of teachers instead of studen

it is clear that this program is rooted in Korean identity. As I watched students dedicate 

enormous amounts to time to their schoolwork, it was evident that their parents, and 
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subconsciously the students, had brought with them an innate dedication to hard work and 

excellence.  

 This program provided a structured environment in which Korean American stud

were provided with the opportunity to live up to the behavioral standards and expectations of 

their parents in their academic careers. It also provided an environment that forced them to 

remain grounded in academic thoughts and practice in the areas of mathematics, language arts, 

and social st

ents 

udies during the summer when many students lose a lot of the knowledge they gain 

 

ool system 

ise 

 school or during the summer due to employment or other commitments, Korean 

. 

). 

throughout the school year. I also came to find out that the program provided the students with a

social outlet in which they could socialize with other Korean American students, use their own 

language, and take pride in their cultural traditions without being ridiculed by mainstream 

students. For many of the students, they embraced the rigorous activity because it was balanced 

by social interaction and social activities.  

There is a dense array of schools that have the capacity to act as a parallel sch

and a community scaffolding. For Korean parents who may not be able to personally superv

children after

after-school and summer programs satisfy an important child-care need in dual-worker homes

For parents who may perceive potential difficulties of language, culture, and socioeconomic 

barriers to being involved in the mainstream education their children receive, Korean after-

school programs may provide parents with a sense of familiarity, continuity, and control in 

fulfilling an educational need for children without extensive demands on the parents’ own time. 

For children, this may facilitate the development of a bicultural or multicultural adaptation, 

which has been found to enhance intellectual and cognitive development (Portes and Hao, 1998
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Again, my interviewees voiced such sentiments as they attempted to navigate mainstream society

and education.  

 

 

 

e 

n 

ese 

e 

are of the benefits of attending such programs even with they did not want to. 

Howev ife 

e, 

, 

At the very least, Korean after-school and summer programs provide a quiet and safe 

place to study and learn in an urban environment, enrichment in the arts, math and literacy skills

useful on standardized tests, regular physical activity, supervised summer activities that include

and promote summer learning, and potentially an academically oriented peer group. For all thes

reasons, Korean supplemental education’s popularity with parents would be understandable. 

Moreover, it is reasonable to expect that the directionality of the impact of these initiatives o

Korean student academic development is on average positive. In my study, I learned how th

processes occur in the Korean American community. 

Additionally, the voices of the participants of the study were clear as the parents spok

life into their struggles as immigrants in a new country versus the sacrifices they made for the 

life they wanted for their children. The students recognized all that their parents had given up 

and they were aw

er, for both, the program represented the opportunity to get ahead and to have a better l

than the generation before them. For many of the participants, the programs meant opportunity. 

The participants greatly enabled me to build this case and truly highlight all that programs such 

as these have to offer. However, their feedback was not always positive. The students often felt 

pressure to be the best and make their parents proud. The parents argued that hard as it may b

their children have it much better in the United States than they did in South Korea. As a result

there were definitely instances of tension between the views of parents versus students.  
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In the following section, I summarize the study’s findings with particular focus given to

the themes that emerged from the study. Thus, the following discussion around the superordina

themes that emerged in my findings.    

 Academic rigor: In Chapter 3, I characterized academic rigor is explained as a consistent

push for demanding educational study as a practical means for attaining excellence. The parents 

within this Korean immigrant community have made a push for high academic standards, 

increased expectations for student academic performance, and consistent learning environments 

within their community. This supplemental education program has provided a routine and 

structure that prepares students for the curriculum they will face in regular schools. They have 

created an ethnic environment conducive to Korean immigrant children’s educational 

achievement. Within the program, students learn responsibility, accountability, and 

 

te 

 

indepen f 

educational setting better because they have been 

tal 

 

e 

dence due to the enormous amount of work they do on their own. Though the schedule o

homework and assessments can be overwhelming for children so young, it certainly prepares the 

student who attends to handle a regular 

exposed to a comprehensive curriculum that compliments the requirements of public education 

by grade level and college preparation. 

 According to the subjects in my study, the overwhelming purpose of the supplemen

education program is to assist Korean immigrant families in their efforts to push their children to

excel in Georgia’s public schools, to get into prestigious colleges and universities, and to 

eventually attain well-paying, high-status professions that secure a decent living in the United 

States. The academic rigor demonstrated in the program provides a means to that end. 

 Social interactions: In Chapter 3, I described social interactions in terms of th

communal experiences and activities that the students experiences within the supplemental 
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education program. For many of the students involved in supplemental education programs, it 

provides an opportunity for them to make friends and interact with peers who are of a similar 

background. 

 The students have the opportunity to participate in a variety of extracurricular activities 

ekly 

ud of 

nd 

e 

tal involvement: In Chapter 3, I described parental involvement in terms of the 

d 

llustrated patterns of parental strategies including class and network 

schooling aspirations and educational opportunity. It is also important to note that despite the 

such as drama, piano, origami, and sports. Ironically, as many of these programs are being 

removed from public schools, according to my subjects, they are increasingly offered at these 

programs. Students are able to interact with their peers in activities that they enjoy on a we

basis. In addition, they are excited about going on field trips at the end of the week after a long 

week of hard work.  

 In addition, the program provides a social environment in which they can be pro

their culture. Within the program, they play Korean games, watch Korean soccer matches, a

speak Korean. Thus, they are exposed to something quite different from what they would receiv

in regular school. 

  Paren

extent to which Korean parents are not only involved in the education of the children, in many 

instances they are the directors of their children’s educational careers. My research illustrate

that the strategies adopted by Korean American parents are not only influenced by the 

socioeconomic backgrounds, as well as access to bilingual and educational resources, but also 

their aim to retain their home culture.  

 My research i

orientation, which consistently affect the ways in which Korean parents provide educational 

support for their children and ultimately help their children bridge the gap between their 
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varying strategies used by Korean immigrant parents, they are already at a disadvantage when 

compared to middle-class non-immigrant parents who are fluent in English and work in the 

ainstr

 

r 

n order to 

, and social capital, have resorted to hiring tutors and 

eir 

 

 

ls 

orea), but because they believe these programs are instrumental in 

ren’s 

 

their children are less successful, they lose face. Thus, in many ways, these programs emerge in 

m eam economy.  

 Most Korean immigrant parents are limited in English-language skills and knowledge of

the U.S school system; factors that have the potential to greatly inhibit their ability to help thei

children with daily schooling or with college preparation and counseling. I expect that i

compensate for their limitations, middle-class Korean parents, with their educational 

backgrounds, socioeconomic resources

enrolling their children in supplemental after-school programs in ethnic enclaves where th

children are provided the additional educational support they need. As previously mentioned,

these private programs provide direct schooling support and college guidance that Korean

immigrant parents otherwise may not be able to give to their children directly.  

 These Korean parents are enthusiastic about sending their children to supplemental 

education programs, not because they are inherently dissatisfied with American public schoo

(as is the case in South K

ensuring that their children meet their parental expectations of academic excellence. In many 

instances, it seemed as though the programs are so heavily influenced by the parents, that the 

saying “by the parents, for the parents” has become increasingly popular. Korean parents 

measure success not merely by their own occupational achievements but by their child

educational achievements. If a child goes to an Ivy League college, his or her parents feels 

rewarded and are admired and respected as successful parents. In the Korean community, this

has gone to the extent of naming children after Ivy League institutions. On the other hand, if 
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response to parents’ desires for success. They ultimately produce a community force drivin

Korean children to attain educational success on their parents’ terms.  

g 

 

n 

n 

 the 

f their children. For some, 

ool 

n, 

, the 

up to be members of the 

mainstr  in 

 Korean immigrant parents consider money and prestige the criteria for success. 

According to my informants, for Korean immigrant parents, prestige is synonymous with the 

academic achievement of their children. Thus, through my findings further shed light and 

contributed to the understanding of the relatively high academic achievement of Korean 

American students and their disproportionate concentration on certain majors in college and in

certain professional careers studied by researchers such as Kim (1993). 

Enlightened Child-care:  In Chapter 3, I explained enlightened child-care in terms of 

academically focused and enriched after-school and summer school care provided for Korea

children while parents work. While these programs cost parents money, they also see them as a

educational investment for their children as well as a basic child-care service provided within

community. Due to the entrepreneurial nature of this community, child-care is a concern for 

many Korean immigrant families. Since both parents may work from dawn to night at 

businesses, many families are faced with difficulties in the education o

the program was a way to keep children under adult supervision during flexible after-sch

hours and throughout the summer. The education of children includes not only school educatio

but also education for cultural values. 

 As documented in Chapter 2, due to the traditional emphasis on higher education

educational level of Korean children in terms of performance and higher levels of education is 

higher than that of other ethnic groups. However, as their children grow 

eam society, the Korean immigrant parents encounter a cultural gap with their children

that they find it hard to communicate with them, both because of English skills and different 
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cultural orientations. Thus, another explanation for the need of supplemental education programs 

is the role they play in bridging the gap between parents and students.  

Korean American Identity and Culture: In Chapter 3, I described this theme in relatio

the ways in which supplemental programs provide a place where bilingual and bicultur

institutional agents provide an important cultural and linguistic bridge for first-generation 

Korean immigrant parents and their second or 1.5-generation Korean American children. It h

them to maneuver their double-consciousness in terms of being Korean and being Korean-

American as they are forced to constru

n to 

al 

elps 

ct multiple identities. In addition, there are issues related 

to seco  

 

ey 

nd patriotism remain 

strong 

es of 

ills 

nd generation Korean Americans and teenage immigrants. There are questions as to how

much the second-generation and 1.5 generation attach themselves to Korean ethnic identities, as

well as how successfully they blend into the mainstream society. Since, Asian immigrants are in 

a different situation that European immigrants who have successfully melted into the pot of the 

mainstream society, the second generation of Asian immigrants merits attention to see how th

identify themselves. According to my study, most proudly hold on to their Koreaness although 

they are American citizens. It became consistently evident that loyalty a

throughout their experiences 

 As I expressed in Chapter 4 and 5, there are a number of ways in which the identiti

those involved in this study relate back to their Korean roots. The use of critical thinking sk

was one area in which this was apparent. While students seem to only use critical thinking skills 

in writing assignments, the reading, vocabulary, and spelling mainly focused on rote 

memorization in a similar manner of that used in South Korea. Though this does improve their 

reading skills, I feel as though this impedes their ability to think critically, analyze, and discuss 

ideas, which will be a detriment down the road. This is a prime example of a cultural practice 
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that has been transplanted from South Korea to the Korean programs in the United States. 

Although I understand that in many Korean educational settings, students are taught to listen and

learn but not necessarily participate. For students living in the United States, this practice can 

often be considered a problem.  

 However, the ties to Korean cultural heritage are not always as overt as learning styles

Korean food served for lunch. In many instances, 

 

 or 

the passing on of Korean heritage is quite 

the ones 

nt 

ically 

 by 

981) and Min (1999).  

d 

 

enclaves upon arrival and rely on co-ethnic networks and social institutions to find housing, jobs, 

subtle. Whether it comes in the form of a student bowing to a teacher out of habit or the way 

students turn in work with both hands as a symbol of respect, the staples of Korean culture are 

incessantly present. The program also provided a physical site where formerly unrelated Korean 

immigrants could rebuild social ties. While the co-ethnic ties may not be as strong as 

that existed in Korea, they do provide a sense of comfort and unity. 

 On the other hand, what often determines a child’s development is not merely parental 

ethnic background and socioeconomic characteristics but also the immediate social environme

in which the child grows up. For this minority group, their social environment is often ethn

specific, manifested in observable neighborhood-based Korean ethnic institutions and in 

interpersonal and cultural relations among those who interact in those institutions as described

other researchers such as Kim (1

 Access to mainstream opportunities: In Chapter 3, I described this in terms of the ways in 

which supplemental education programs provide access to mainstream institutional agents an

paths that most minorities need to be successful, but are often blocked. According to classical 

assimilation theories, new immigrants, with little English language proficiency, few marketable

or transferable skills, and limited information about their new homeland, tend to cluster in ethnic 
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and their way around. Often, these supplemental programs provide job opportunities, academic

competition, and community support. In many instances, they serve a

 

s a bridge that connects 

 

 case, 

 

al 

 

nstitution can facilitate intergenerational mobility of ethnic group 

members while for others it inhibits mobility (Foner, 2001). For example, the director of the 

Korean immigrants to, rather than isolates them from, the mainstream society by making their 

social life richer and more comfortable. Although Korean immigrants encounter a relatively open

education system and abundant educational opportunities on one hand, they often find blocked 

mobility on the other. This often results in self-determination, ethnic enclaves, and in this

Korean entrepreneurs that foster a perception in their children of education as the only possible 

means for social mobility. 

 Korean supplemental education programs also serve as an intermediate ground between 

the Korean immigrant family and the American school. By extension, these programs might be 

seen as vehicles for overcoming exclusion and ostracism, for attaining versions of social justice

that these Korean immigrant families deserve. Not only do they help immigrant parents to learn 

about the American education system, the program facilitates their making the best of the system 

in serving their children without requiring involvement in formal schools. Through this program, 

Korean immigrant parents are indirectly but effectively connected to formal schools and are 

well-informed of the specifics crucial for their children’s educational success. The social capit

arising from participating in Korean supplemental education programs is extremely valuable in

serving this particular goal. 

 Conversely, according to what I learned in my study, these same institutions can 

sometimes act as a roadblock inhibiting assimilation and eventually preventing Korean 

immigrants from moving beyond their enclaves. For some, maintaining a distinctive attachment 

to an ethnic community or i
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supplemental education may one day pass his successful business on to his Korean sons. 

However, for others who attended the programs, it may have inhibited their ability to interact in 

mainstream society.  

 English-Language Acquisition: In Chapter 3, I described English-Language Acquisition 

in terms of the value placed on learning in English. Both parents and students understand that 

acquiring fluent acquisition of the English language is vital to their success in the schoolwork 

and their careers, both in South Korea and the United States. 

 The importance of English is another salient feature of Korean education, significant for 

students who do not leave the country as well as for students who emigrate. The value of 

attaining and mastering this language is astronomical. Therefore, ethnic supplemental programs 

 and the 

h well—

. 

in 

ning English as quickly as possible. Since bring an ESOL student is a 

apital. The establishment of a 

closed, intergenerational network of first-generation Korean parents and their children helps 

that offer English courses also serve as intermediate ground between the immigrant home

American school, helping immigrant parents—especially those who do not speak Englis

learn about and navigate the American education system (Zhou & Kim, 2006, p.13). 

 For many recent Korean immigrant students, learning English is their only way of 

leveling the playing field and being academically competitive with their American classmates

Thus, it is one of the most immediate goals that they undertake as they are often enrolled 

ESOL classes upon arrival in regular schools. In many instances, their only way out of those 

classes is through lear

stigma to both Korean parents and students, acquisition of the English language is crucial to 

academic success. 

 Socioeconomic status: In Chapter 3, I described socioeconomic status in terms of how 

this Korean community established and maintains economic c
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reinforce economic mobility of its community members because money is being brought from 

South Korea and circulated within the Korean community (Portes & Zhou, 1993). In order

provide their children with an academic advantage, it is often necessary for these parents to 

spend their own personal funds, which means they must possess adequate economic and social 

resources in the first place. Many of these resources, Korean parents have brought with them 

from South Korea to the United States. 

 to 

ndorse 

t 

 

r 

rds. Although a large proportion of Korean immigrants have successfully 

s 

 

l 

The students who attend this program have the 

opportunity to secure educational and potentially economic benefits because of their 

According to my research, many Korean Americans have been able to financially e

supplemental education programs within their communities because of their entrepreneurial 

achievements. There has been much debate about the factors that influence certain immigran

groups to demonstrate a propensity for entrepreneurship.  

Since a large portion of Korean entrepreneurship is located in the peripheral economy

catering to the lower strata of the American population, Korean immigrants work very hard fo

low economic rewa

moved away from marginal occupations by establishing businesses, it is questionable whether 

the business operations provide real economic and social mobility for Korean immigrants, 

considering their work environments and economic rewards. In addition, if entrepreneurship i

truly the only path that disadvantaged minorities can follow to get ahead, it will be valuable to 

find out whether the ways Korean immigrants take to become entrepreneurs are applicable to 

other disadvantaged ethnic groups, minorities, or women. 

The supplemental education programs that exist in this Korean community are more than

just educational institutions. They represent an ethnic institution that is oriented towards socia

mobility and builds upon social capital. 
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particip

s of what Korean parents and 

student e 

 

d 

 from 

oming increasingly normal within 

this com

 focus 

resounding 

vity 

ts wanted. Sometimes, it 

eir 

e, 

ation in this ethnic institution that they have demanded and supported in their 

community. Thus, the program serves as a vehicle for overcoming the disadvantage that 

immigrant refugees face in trying to build a new life in a new country. 

 Sacrifice: In Chapter 3, I described sacrifice in term

s surrender, including their family structure, financial means, and time in order to ensur

that every educational opportunity is available and utilized. Korean immigrant parents believe 

that academic success is the road to their children’s success. According to my informants, they

believe that by sending their children to such institutions, they will not face the same cultural an

language barriers that faced them. If they are to succeed, they must be smarter than children

other ethnic groups. In order to achieve this goal, they are willing to go to extreme measures. 

  The theme of sacrifice was sprinkled throughout my study as I found children living 

away from parents, children and parents sacrificing family time, and enormous amounts of 

money being spent; all in the name of education and all bec

munity. Some parents moved to college towns where they desire for their children to 

attend while others send their children away to live with family members or in some cases 

strangers. In many instances throughout my fieldwork, the idea that students just need to

on studying and working hard and the parents will take care of everything else was a 

sentiment from both the students and their parents.  

 However, in many instances it was the Korean students who sacrificed their creati

and ability to move beyond the academic and career choices their paren

was the free time that students gave up. Most often, I found that these students part with th

individuality and self-identity as they attempt to make their parents happy and fulfill the life 

course their parents have for them. Although the students in my study discussed feeling pressur
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none of them discussed any delinquent behaviors or erratic behaviors resulting from the pressure

they feel. However, experts on Korean American youths have pointed out that issues such as 

suicide, gang activity and separation anxiety can arise as a result of the sacrifices these families 

often make in the name of education (Yu, 1998). However, throughout the study, themes I 

 

s 

he 

 

 this subject, although ongoing research is 

mergi

 

res 

expected to be crucial such as gender and race did not present themselves as critical categorie

during the study. It was the data that I collected from my interviews that really flushed out t

themes by providing evidence for the superordinate themes that emerged in my study. These 

themes provided me with a strong foundation which I used to offer my analysis of the data I 

collected during the research process. 

Conclusions 

 The study of Korean supplemental education in the United States is a new area of inquiry,

and there is relatively little in the way of literature on

e ng (Kim, personal communication, 1999). There are few studies or ethnographies that 

appropriately evaluate the factors such as relationship of cultural background and academic 

development; whether cultural traditions and emphasis have a sizeable or unique effect; which

cultural traditions seem to matter the most; and effects of supplemental programs on student 

performance in regular school or on standardized tests. By extension, my study shed light on the 

students’ regular school experiences in comparison to their supplemental education experiences. 

While ethnicity cannot be simplified into either a structural or a cultural measure, it does 

encompass values and behavioral patterns that are constantly interacting with structural and 

community circumstances. Determining the effects of Korean supplemental programs requi

more study, of which my research is but one example. 
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 Throughout my study, I documented the educational, social, and economic contributio

of supplemental education programs within this Korean immigrant community. My study 

showed how ethnic supplemental educ

ns 

ation programs can function not only to promote the value 

of education and culture, but also to ensur ion. However, I did not provide a 

t 

ic 

 

 

e-bound students, whereas other 

orea 

ereas 

ot 

e its actualizat

detailed quantitative correlation between attending supplemental education programs and grades 

in regular schools. Nevertheless, the sheer number of supplemental education programs that exis

and their increasing diversity offer compelling testimony to the high academic engagement of 

many Korean Americans and the local orientation toward academic success, an intriguing top

for future research.  

 Supplemental education is a frontier, particularly in low-income communities and it 

appears to be a new terrain for scholarly inquiry. However, for other minority students, it may 

even be a solution that represents opportunity. It could provide essential components for lessons 

and models for other minority communities, immigrant groups, and refugees. 

 Nonetheless, a critical difference between Korean and American students needs to be

noted. In the Korean and Korean American community, supplemental education programs serve

primarily enrichment needs for higher achieving colleg

supplemental programs in the United States, such as Kaplan and Sylvan, serve to primarily meet 

remediation needs of lower achieving students through various Title I programs. Further, K

and the United States have had very different responses to such programs. Private tutoring in 

Korea is seen as a threat to public education and has been regulated by the government, wh

private tutoring in the United States is seen as bolstering public education and receives support 

from the government in the form of grants and additional federal funding. While supplemental 

education is catching on in other minority communities, it is often in the form of remediation, n
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enrichment. In other words, the supplemental education programs supported by the government 

of the United States attempts to put a band-aid on a wound that has been festering for years.  

te 

 

prepara

ucation, 

s 

l 

be 

 by 

 Private tutoring may very well function as a double-edged sword. On one hand, priva

tutoring stems from collective needs for providing supplemental education as compensation for

limited schooling opportunities and from individual needs for academic remediation. On the 

other hand, private tutoring often serves high-achieving students for enrichment or college 

tion to those who can afford it, which may erode the idea of equal educational 

opportunities as envisioned by public schooling. The policy versus community challenge is 

capitalizing on private tutoring as bolstering academic excellence and equity in public ed

while counteracting its potential threats to public schools. In this community, this Korean 

immigrant community has taken responsibility for the academic success of their children and 

thus provided a significant competitive edge to these Korean American students.  

 I learned significant knowledge regarding the students’ views on the work they did as 

well as the limited role of the teachers. However, in a wider sense, this program prepares these 

children to excel in a regular public education classroom that asks awfully little of these student

in comparison to what they are required to do within the program. As mentioned in Chapters 4 

and 5, the academic expectations both in South Korea and within Korean American supplementa

education programs are significantly higher than that of many American schools. Whether 

through increased amounts of homework and reinforcement, more academic time on task, or 

constant assessment and feedback, the requirements within this cultural phenomenon are 

striking. 

 The parents have established a community within which to prepare their children to 

the best academically and have set the stage for them to have successful futures simply
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engaging them in an environment that demands they be responsible for putting forth their be

effort. While it is clear that some students and parents do not follow through with the 

expectations, according to my subjects, they are definitely benefiting from being engulfed 

learning that is taking place within this program. In other words, the students are nevertheless 

consistently surrounded by education materials and in an academic setting; thus ge

st 

in the 

tting the 

mbol

re in 

ight 

ent patterns of Korean children in the United States as well as the current patterns, 

ributing 

o, 

g 

eous model minority. Researchers document the value of 

sy ic, cultural, and habitual support they need to succeed whether they complete their 

homework every night or not. 

Implications 

The study of Korean supplemental education obviously plays a significant role in the 

academic performance of Korean students. While I would generally presume that this results in a 

positive impact on children’s academic development and on community development, a mo

depth inquiry is certainly needed to ascertain this. In addition, the impact of such programs m

be observable at the group level, and may partially explain the forthcoming academic 

achievem

since supplemental schools have been a part of Korean education since the seventies 

(Bhattacharyya, 2005).  

 This is increasingly valuable because often, when accounting for Asian American 

academic achievement, parental involvement and ethnicity are given as important cont

factors (Sue and Okazaki, 1990). Recent studies show that, even after controlling for parental 

socioeconomic characteristics and family incomes, Asians outperform non-Hispanic whites wh

in turn, outperform blacks and Hispanics by a significantly large margin (Li, 2003). 

Unfortunately, even these factors are often overshadowed by a cultural discourse positionin

Asian Americans as a homogen
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education, the work ethic, and the nuclear mon explanations for Asian American 

childre

ademic 

groups 

ation is imperative in occupational achievement. Yet, only Asian 

meric  a 

ith very 

 

de 

ts. 

true of 

 

family as com

n’s educational achievement. Thus, Asian American achievement has been basically 

understood to be a result of this group’s purportedly inherent cultural values and characteristics.  

 However, the role of supplemental education, prevalent in Asian communities is 

consistently overlooked. To leave out the value of supplemental education programs would mean 

ignoring important social and economic contexts within which to frame all students’ ac

achievement (Lew, 2006). African American parents, Latino immigrant parents, or Asian 

immigrant parents all stress the value of education, and the children of these minority 

probably agree that educ

A ans as a group seem to have the upper hand in actualizing that value (Li, 2003). As

result, my research may have some important implications for future education policy and 

research. 

Of course, supplemental education has been proposed and implemented before. Programs 

have been developed as interventions in order to improve the life chances of those w

limited socioeconomic resources. Chapter 1, Title 1 funds reportedly reach fifty-one thousand

schools, including over 75 percent of the elementary schools in the United States, to provi

supplemental education services to low-achieving students in poor areas (Kober, 1991). There 

are not only many programs, but there are reportedly many good programs for urban residen

Schwartz (1996) reports that in most urban communities there are good after-school programs 

that parents can choose to provide extra learning opportunities but this is not necessarily 

rural areas. Just as the literature on family resources makes frequent reference to certain findings 

about the characteristics of families that facilitate scholastic achievement, the literature on after-

school programs suggest generally that these programs have a positive influence. By some



 255

accounts, there are already many supplemental programs, and many good programs to serve 

ethnic groups or the poor. However, they are not as in depth, historically rooted, or academ

proven as Korean supplemental education programs. 

One must have some reservations about the programs described in the scholarly lite

and the av

ically 

rature 

ailability of supplemental education systems. After reviewing the supplemental 

educati

en 

y 

 

ver, Chapter 1 programs are often remedial 

and po

an 

on efforts mentioned in the literature of both private efforts and Chapter I, Title I efforts, 

which report both availability of the programs and mostly favorable impacts, several critical 

observations can be made. According to Bhattacharyya (2005), regarding other non-Chapter 1, 

after-school, and supplemental efforts, many take place one or two days a week or less, and ev

as little as a one-half-hour a week, or on a pullout basis, and thus offer insufficient exposure or 

regularity. Many are optional for children and result in irregular attendance. Many rely on 

volunteers, and may thus lack continuity of mentoring as well as a diverse or culturally 

responsive curriculum.  

Bhattacharyya (2005) also suggests that many are run by schools, similar to Chapter 1 

programs, and may replicate the shortcomings of standard school pedagogy, including teacher 

fatigue, lack of parental control or input, and little diverse or co-ethnic faculty. Finally, man

programs target adolescents and are not maximizing risk prevention or enrichment starting at

younger ages. This leaves a gap in the supplemental program system at the elementary school 

level, which Chapter 1 programs are left to fill. Howe

tentially stigmatizing rather than enriching in character and have been shown to have 

fallen short of intended goals over the last thirty years, despite some positive impacts (Borm

and D’ Agostino, 1995).  
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Urban areas in general may not have as many options for students of all ages or economi

backgrounds or as complete a system of supplemental education as exists in Korean ethnic 

enclaves. In addition, many urban communities may lack programs that are community based, 

self-determined, or well-informed by parent’s investments and needs (Bhattacharyya, 2005

According to Bhattacharyya, one of the apparent quandaries of Chapter 1, Title I supplem

education is that supplem

c 

). 

ental 

ental education for the poor becomes compensatory education and by 

definiti

d 

r 

-school times may be particularly high for students from disadvantaged 

backgro

 a 

ear 

of 

on temporary. In some cases, if students improve to the desired standard, they are no 

longer eligible to participate, but if the program does not show improvement occurring among 

students, then it becomes ineligible for funding. However, to truly meet the goal of leaving no 

child behind, programs such as these are incredibly relevant. 

Despite Chapter 1, supplemental education for those who may need it the most may be 

lacking and limited to compensatory education, as contrasted with programs providing continued 

enrichment. This also leaves a large gap in supplemental summer programs. This break shoul

increasingly concern scholars and educators since studies have found that loss of knowledge ove

the summer or during non

unds (Morse, 1992). According to my observations, few students of other minority 

groups who enroll in the program actually complete the entire summer program, alluding to

difference in values regarding education. Furthermore, the availability of summer enrichment 

programs seems even more limited for less advantages communities or students who are 

performing poorly academically. 

It is known that supplemental education can have a positive impact, particularly if 

designed in certain ways. As I found in my study, having physical activities, structure, and cl

limits, positive interaction with adults and peers, diversity of experience, and an understanding 
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what parents and children want from the criteria for successful after-school programs, other 

researchers have too (Marx, 1989). In addition, reaching the goal of improving preparation of 

student e 

ll 

e 

cation programs appear to be densely situated, age diverse, 

exhibit er, 

rs. 

upposed to 

 within the program.  

s to attain high achievement in secondary school and beyond depends on beginning at th

elementary school level, especially for the educationally disadvantaged (Levin, 1987). Children 

who have more supervision (Folsom, 1991) and continued and lengthy academic engagement 

and mentorship show the greatest positive academic results. Seven or more years of 

supplemental education produce better results than one or two years, and may even be necessary 

to make a difference for some boys (Fuerst and Fuerst, 1993).  

Of course, Korean after-school and summer day-school programs do not always meet a

of the recurrently mentioned criteria of successful after-school programs in the scholarly 

literature. However, overall they form a system that does appear to meet many of the abov

criteria. Korean supplemental edu

 program diversity and curriculum diversity in a structured and developmental mann

and are designed to suit most working parents’ schedules and budgets (Bhattacharyya, 2005). 

They seem to be interested in doing a good job and compete with each other, providing parents 

with choices that almost always include small classes, engaged students, and energetic teache

However, the intricacies of events that take place within such institutions have not been well 

documented. I hope this study begins to fill that gap within this field of research. 

However, the influence of the program is by no means uniformly positive. Tremendous 

pressure are on the children as well as on the parents to achieve which can lead to intense 

intergenerational conflict, rebellious behavior, alienation from the networks that are s

assist them, and even withdrawal from regular schools. While the program is open to any student 

who desires to attend, there are very few other ethnicities found
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se 

d 

Implica

As a society, we have not been tolerant or supportive of the efforts of various ethnic 

groups to create their own schools or embrace cultural traditions, particularly the more the

initiatives are situated in public space. Historically, there has been an outcry over the use of 

public moneys for developing African American male academies as well as the case in which 

Southeast Asians studying together as a group came into conflict with the library they used 

because the other patrons disliked listening to their discussions even though the students argue

this method was a cultural tradition (Bhattacharyya, 2005). Even private programs have come 

under siege. In Los Angeles, the Korean schools have been threatened with state-enacted 

shutdown. Rather than create barriers to initiatives that seem ethnic or different, perhaps we 

should support the broader development of co-ethnic initiatives.  

tions for the Theoretical Perspective 

 During my field research, I conducted numerous interviews and follow-up interview

with all participants, observed classes at the program daily, and collected a series of school 

documents. Thus, the study draws upon data from participant observation, background surveys, 

document analysis, and open-ended interviews. I applied a series of strategies to ensur

s 

e the 

redibi s 

al 

hat 

he 

h to 

c lity of the findings of this study. The most important credibility enhancing strategy wa

the use of data triangulation using multiple sources and methodological triangulation using 

multiple methods of confirming findings. 

 Within this study, two perspectives were used to understand the nature of the education

and cultural experiences of Korean American students in supplemental education programs t

serve as educational and cultural institutions as well as local equivalents to hagwons and are 

transplanted from the home country of South Korea. Looking back on my research, I invoked t

perspective of symbolic interactionism, hoping it would provide me with a lens from whic
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view issues such as language, communication, identity, interrelationships, and community 

(Crotty, 1998). This proved to be true as I gathered individual perspectives of self-identity, group 

formants in their social interactions. However, the 

 

ture 

 I sought to understand this phenomenon. The 

 

s in 

outh 

ts of 

the student’s regular schooling experiences in Georgia’s schools, often in relation to experiences 

identity, and development by observing the in

most telling aspect of using social interaction was the finding of coordinated action (Couch, 

1992) throughout the interview responses. It seemed as if the existence of shared pasts and a

shared heritage often permeated the responses of the informants and contributed to their 

alignment of meaning within the actions they had taken to ensure educational excellence. 

 While this perspective provided particular assistance and was a constant thread 

throughout the study, it was actually a phenomenological perspective that allowed me to cap

the essence of the students’ experiences as

phenomenological approach, primarily used to capture practical matters from the perspective of 

those being studied, allowed me to see the supplemental education program as the students saw 

it. In many instances, what emerged in my data was a series of accounts by the informants of 

their value of the program and what it meant to them. In many ways, guided by the words of the 

participants themselves, the study shed light on the role and function of a Korean supplemental

education program in Georgia and its relationship to Korean American students’ experience

their public schooling. In conjunction, both symbolic interactionism and phenomenology enabled 

me to find and develop meaning by observing critical interactions and explaining significant 

statements given during the fieldwork.  

Comparative elements were woven in throughout my study. In several instances, the 

influences of borrowing aspects of education were clear between the United States and S

Korea. Additionally, by comparison, the informants delved into their views of many aspec
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in the South Korean education system. As a result, the comparative elements of the stud

including comparing places as described by Manzon (2007), comparing systems, as described by 

Bray & Kai (2007), and comparing cultures, as described by Mason (2007) were pivotal 

ingredients in the study that helped to explain the educational components that Korean 

immigrants have transplanted from South Korea to the United States. In this emergent design, th

information on the South Korean educational system served as a backdrop for my case, built 

during my field data collection.  

Limitations to the Study 

I recognize some limitations of the study that I proposed to undertake. First, I was 

operating as an African American female studying members of a different racial and ethnic 

community. My study was initially influenced by the fact that I am an outsider conducting 

research within the Korean American co

y, 

e 

mmunity as well as my historical knowledge of the 

relation  as 

ore 

onflicts 

ship between African Americans and Korean Americans and how I may be perceived

the researcher.  

Second, the consequences of Korean immigrants’ commercial activities in African 

American neighborhoods should be further studied, since a large proportion of Korean 

businesses are located near African American neighborhoods, and the neighborhoods are 

antagonistic to Korean merchants. Although there have been studies done after the Los Angeles 

riots that suggest that the hostility is induced by a mutual misunderstanding of cultures, m

studies should be done for a better understanding between the groups to reduce further c

and animosity while enriching research done between different ethnic groups as described by 

Foner (2001 and Min (1999). 
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 As a classroom teacher, I rec y research as a non-Korean has 

been in the 

ental 

there is more to these programs than academics and those components need to be 

given s  and 

ls 

scholarship in terms of what transpires within the walls of these 

on 

rean 

ognize that my preparator

undated by the idea of the remarkable success of Asian Americans and the label of 

“model minority.” As a result, I intentionally attempted to look beyond this label and thus 

acknowledge the challenges the participants face within these institutions as well. As an 

educator, the curriculum, instruction, and the structure within the Korean American supplem

program was critical for insight regarding the academic experience of the participants. However, 

I recognize that 

ubstantial attention as well. I went into the research having acknowledged my biases

subjectivities. 

Second, although observed students during the Korean American after-school and 

summer supplemental program, I recognize that I did not have additional access to the Korean 

hagwons in South Korea beyond my limited interaction at one hagwon and a few formal schoo

during my visit to South Korea. Due to the fact that access to such institutions are incredibly 

limited and research regarding the intricacies of this phenomenon have not been substantially 

documented, there is a lack of 

Korean institutions. Thus, I relied on the contacts I established in Korea to present a more 

intimate portrait of the intricacies of education in South Korea. 

Third, I focused on one hagwon in Georgia in Gwinnett County for my data collecti

and one Korean supplemental education program is only one component of the larger Ko

community.  Therefore, another limitation of the study is that my findings from one case would 

not be generalized to other contexts or to all Korean American communities and programs in 

other parts of the United States, but I can identify extrapolations (Patton, 2002) applicable to 
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other situations under similar, but not identical, conditions. Given the nature of my study, 

extrapolation provided a logical alternative to generalizability.  

 

s 

ed is 

l 

 in 

onger 

e 

 sure 

Though I expected to find links to the home country of Korean Americans and a 

consistency of educational endeavors, I was quite surprised by what did not emerge in the case.

While gender is a major issue in South Korea, it never came up in my field research. In addition, 

race was mentioned in limited fashion in a few interviews but was not a major theme that 

emerged in the study. I recognize that the emergent design of the study allowed me to gain 

insight throughout the research process, but I recognize that I cannot generalize to other context

or other immigrant groups. However, I do feel as though my insights and what I have learn

valuable as future research is conducted.  

Recommendations for Future Research 

Further inquiry into Korean supplemental education and determination of their potentia

transferability as an educational strategy is increasingly practical. Individual communities may 

be able to integrate these strategies with their own, as well as design and adapt these strategies

ways that are unique to their needs. Successful, yet isolated programs already exist in many 

communities as a result of sheer will, but densely situated programs could have an even str

impact.   

I hope my study has shed light on why so many communities are turning to outsid

educational resources. The time has come for educators to examine the elements of the whole 

educational process, including acceptance of diversity, that are so strongly valued in ethnic and 

cultural communities that they are willing to invest their time, money, and effort in making

those needs are met. A diverse community of learners has become the rule instead of the 

exception. Therefore, it is apparent that if the needs of the students who have traditionally been 
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labeled as minorities are not met, the majority of them are taking it upon themselves to create, 

endorse, and utilize supplemental education programs in order to ensure that the children of their 

communities have an opportunit

 

f many parents are not fluent in English, many students may have stronger language 

skills th et for 

 

ommunities, which also provide resources for the 

 

n 

t 

y to succeed.  

Given that increasing numbers of Asian American parents in today’s schools are first-

generation immigrants with limited English proficiency and knowledge of the U.S. education 

system, it is imperative that schools reach out to parents and provide appropriate resources. It is 

critical for schools to provide adequate bilingual assistance and translated materials so that 

immigrant parents are equipped with resources that enable them to be actively involved in 

schools. I

an their immigrant parents. As a result, they may depend on their children to interpr

them and help them understand school norms and expectations especially if they are not 

comfortable speaking with monolingual teachers or administrators about their children’s 

schooling. Thus, the bilingual outreach efforts by school staff could be an important aspect of 

parental involvement for Korean immigrant parents.  

 Unfortunately, when minority parents do not receive the support they need, they often 

turn to outside resources. Many Korean immigrant parents find support from other parents who

speak their native language. However, in addition to schools, it is nonprofit and community 

based organizations that arise in transnational c

growing numbers of immigrant parents and children.  In the context of the growing number of

post-1965 immigrants and their children as well as their settlement in concentrated metropolita

areas, public schools will be faced with a new set of challenges. Education policy and research 

could benefit from taking into account the needs of these changing schools and the students 

attending them, especially when those students are forced to navigate their problems withou
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adequate support and intervention because of the model minority discourse that paints Asian 

American students as invisible entities who have few, if any, problems in schools. 

Determining the effects of Korean after-school programs and summer programs w

require further study. Nonetheless, the sheer number of schools and their diversity offer 

compelling testimony to the high academic engagement of many Korean Americans and the 

local orientation toward academic success. Supplemen

ill 

tal education created themselves may do 

s muc s 

s 

 

 

e 

 

. 

 

ied 

rk) 

a h, if not more, for communities. We need to support ethnic group supplemental program

and take down some of the hurdles that stand in their way. Enabling people to open ethnic-

owned and operate educational businesses calls for greater direct funding in the form of loan

and grants for community development. We should expect academic development for all 

students, but this must be coupled with the resources that enable all students to value education

and help families do something about it. I dare to conclude that this may even be more realistic 

or efficient than changing a public education system that opposes change at every juncture. Not 

only could this stand a chance of addressing the needs of diverse families and spilling over to

boost local economies, but it could be the difference between the schools we have known in th

past and the schools we desire to have in the future. Thus, learning from examples such as the

one I studied could be insightful to the way the United States approaches education

Summary 

In retrospect, my study underscored the importance of learning about the internal

circumstances and contextual realities within an immigrant community. These need to be stud

to fully understand the complexity of such communities and to see past stereotypes such as the 

“model minority.” In the case of the Korean American community in Atlanta, and likely also in 

others, the reality included not only successes (owed to programs and a dense support netwo
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but also negatives such as pressures on students, intergenerational conflicts, and tensions within

the community. The interface between the Korean American community and the mainstre

society (as well as other minority groups) is a complex one. 

The value of qualitative inquiry, such as in my study, is that it allows one to begin 

investigating this complexity, learning from the experiences and perceptions of insiders. There is

a rich story inside the Korean American supplemental program that my study enabled me to 

learn about. I would be eager to continue this learning process through follow-up research or 

even long-term study to discern aspects of continuity versus change. I would also be interested 

investigating the nature of the relationship between the Korean American programs a

 

am 

 

in 

nd Korean 

American students’ performance in regular udy that would likely demand a mixed 

design ther 

 

immigr e 

 

school, a st

of ethnographic and also possibly quantitative analysis of performance scores and o

data.  

The present study does have practical implications for educators working with Korean 

immigrant families in the United States. Many of the participants expressed their struggle with 

adjustment processes for themselves and their children of becoming an American and remaining

a Korean, which caused difficulties for several families. There is a need for schools to provide 

immigrant parents and children with opportunities to build their new identity in the United 

States. A suggestion is that schools could hold meetings for particular groups of ethnic 

ant families, focusing on identity issues. This kind of meeting might benefit both th

immigrant families and school educators. School educators could learn the issues that immigrant 

parents and children face and the cultural characteristics they value. Immigrant families could

learn more about American schools, teachers, and broader cultural contexts. They could also 
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meet other families in the meetings and build networks to support themselves practically and 

emotionally within regular schools.  

In closing, this dissertation research has provided me with greater insight into what 

schools in general might do to provide students of all backgrounds with the best chances for 

success  . I have also learned much about the importance of parental involvement, structure, and

curriculum related to cultural relevance. This learning experience will serve me as I move into 

the next phase of my career as an educator and scholar.  
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APPEND  Matrix 

esearch Questions Rationale Data Sources Analysis 
Methods 

IX A: Research

R

(1) What are the general 
atures and characteristics 

f the South Korean 
ucational system?  
)What are the general 
atures and characteristics 

f Korean supplemental 
ucation programs?  
) What aspects of Korean 

eritage influence 
participation in such 
programs?  

1) To understand the 
background/foundation from 
which the local equivalent of 
“hagwons” originated;  
2) Global and comparative 
context of education. 
 

Scholarly literature 
In-depth interviews (taped) 
and field notes (parents, 
teachers, staff, students) 
Curriculum/instructional/ 
policy documents 

Informal content 
analysis 
Coding 
(Structural and 
microscopic) 
Document 
analysis 
Transcribed 
Interviews 
Analytical and 
methodological 
memos 

fe
o
ed
(2
fe
o
ed
(3
h

(4) What roles do 
supplemental education 
programs have in the lives 
of Korean American 
students who are enrolled in 
them?  
 (5)What are the 
characteristics of the 
teachers, parents, and 
students of the educational 
community? 
 (6)What functions do ethnic 
supplemental education 
programs perform to 
contribute to the overall 
educational achievement of 
Korean American students?  
 

1) Relevance of supplemental 
education in the Korean 
American immigrant 
community 
2) Identify strategies which 
could potentially be used in 
other minority communities 
3) Korean American 
achievement in public schools/ 
cultural empowerment 
4)Asian Americans are the 
least studied minority group in 
the United States 

Curriculum/instructional/ 
policy documents  
Participant observation 
In-depth interviews and field 
notes (parents, teachers, staff, 
students) 
Physical artifacts within 
program  
Archival records  
Photographs  
Personal research  
Survey/Questionnaire
 

Coding 
(Structural and 
microscopic) 
Document 
analysis 
Transcribed 
Interviews 
Analytical and 
methodological 
memos 
Visual content 
analysis 
Triangulation of 
data sources 
Analyzing for 
context/themes/ 
categories 
Typologies 
Peer review 
Member checks 

(7) What are the 
perspectives of Korean 
American students, parents, 
and community members 
with regards to involvement 
in supplemental education 
programs?   
 

1) Need for emic perspectives 
to understand a growing 
phenomenon within this 
community 

 

Open-ended survey 
Participant Observation 
In-depth Interviews 
ESOL documents 

Analyzing for 
context/themes/ 
categories 
Analytical and 
methodological 
memos 
Transcribed 
Interviews 
Coding 
(Structural and 
microscopic) 
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tudent Assent
Dear Participant, 

cip t ti on eir 
cation ro ant C

dy is f the al ex  
nt ducation  

ore  immigrants to the United States.  I hope to learn som t 
re and education from this study. 

 part of this, you will allow me to work with you during class a
 participation in this program, which will be audio-taped.  I will not use your name nor 

ou in any w al tion of giving 
ur identity will not be linked to he res
ar you.   

e free to participate our  to participate or no
t affect you  w g in t  for 

e free to n  to answer q
r.

s aculty a r. 
follow 6-542-7399    

Keisha Nalty 

5 / E-

APPENDIX B 

S  Form  

 
You are invited to parti
Supplemental Edu

ate in my research projec
Programs in Georgia’s G

tled, “The Role of Hagw
wing Korean Immigr

s and Th
ommunity.” 
periences ofThe reason for the stu

Korean American stude
the home country of K
Korean American c

 to explore the nature o
s in supplemental e

 educational and cultur
programs in Georgia, as transplanted from

an ething abou
ultu

 
If you decide to be
about your

nd talk to you 

will I identify y
you a false name so yo
expected to cause any h
 
You ar

ay in my study. Addition

m or discomfort to 

ly, I have taken the precau
 the learning center. T earch is not 

 or not in this project.  Y
r grades in school.  If you

 decision t in this 
his projectproject will no

any reason, you ar
you don't want to answe
 

ant to stop participatin
 also choo do so at any time. You ca

  
se not uestions that 

If you have any questions
Diane Napier, at the 
 
Sincerely, 
 

 or concerns you can alway
ing number: 70

 ask me or call my f dvisor, D
. 

 

Workforce Ed., Leadership, & Social Foundations, University of Georgia 
Phone: 770-904-078
 

mail: Kjnalty2@uga.edu 

 
I understand the project 
participate in this proje

described abov .  My questions have been answered and 
ct.  I have received a copy of this form. 

                                  _____________ 
Signature of the Participant                  Date                              

 

e I agree to 

 
____________________________ 
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APPENDIX C 

CONSENT FORM 
 
I, _________________________________, agree to participate in a research study titled 

ICANS: THE FUNC
L EDUCATION PROGRAMS IN GEORGIA’S GROWING KOREAN 

 

ental programs. 
nd 

n 

 researcher may ask me to clarify my information or ask follow-up discussion. 
ormation will be kept confidential   

cted but if I experience some discomfort or stress during my conversations or 
nteraction be ended. I 

e feel 
iews will be audio-taped. 

nce 
 or opinion I offer. I understand 

d he ember of a 
, admini

about the resea h ow o ourse of t e proj
 

"KOREAN AMER
UPPLEMENTA

TION OF HAGWONS AND THEIR 
S
IMMIGRANT COMMUNITY" conducted by Keisha Nalty from the Department of Workforce
Education, Leadership, and Social Foundations at the University of Georgia ( 627541-810-092-
1510)) under the direction of Dr. Diane Brook Napier, Department of Workforce Education, 
Leadership, and Social Foundations at the University of Georgia (091-706-542-7399 USA). I 
understand that my participation is voluntary.  I can refuse to participate or stop taking part 
without giving any reason, and without penalty.  I can ask to have all of the information about 

e returned to me, removed from the research records, or destroyed.   m
 
The reason for this study is to explore the nature of the educational and cultural experience of 
Korean American students in supplemental education programs, as transplanted from the home 
country of these students to the United States.  If I volunteer to take part in this study, I will be 
asked to do the following things: 
) Answer questions about my role in Korean supplem1

2) Answer questions about the functions do ethnic supplemental education programs a
academic achievement. 

3) Answer questions about Korean culture and heritage. 
4) Take part in discussion about the role of the programs in the community and surrounding 

schools. 
5) Take part in discussion about the future of the programs, its meaning within the Korea

community, and its faculty, staff, administration, and students as groups associated with 
the school. 

6) The
) My inf7

 
No risk is expe
interactions with the researcher, I can ask that the interview /conversation/i

 opinions if this makes munderstand that I am under no obligation to offer my
ncomfortable in any way. I understand that my intervu

 
No information about me, or provided by me during the research, will be shared with others 
without my written permission. Anything I say or offer will be kept in the strictest of confide
nd my name will not be used in association with the perceptiona

that the investigator is only intereste  in t issues as they are seen by me as a m
er rator, staff pergroup at the program center (teach st son, student, etc). The investigator 

will answer any further questions , n r during the c h ect. rc
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I understand that I am agreeing by my signature on this form to take part in this research project 
and understand that I will receive a signed copy of this consent form for my records. 
 
_Keisha J. Nalty_____   _______________________ 
 ______ 
Email: kjnalty2@uga.edu 
 
________________________                        _______________________ 

                      

 
-

_
 __________ 
Name of Participant    Signature    
Date 
 

Please sign both copies, keep one and return one to the researcher. 
 

Additional questions or problems regarding your rights as a research participant should be 
addressed to The Chairperson, Institutional Review Board, University of Georgia, 612 Boyd
Graduate Studies Research Center, Athens, Georgia 30602-7411; Telephone (706) 542-3199; E
Mail Address IRB@uga.edu
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APPENDIX D 

Background Survey 

 fill in the blank or circle the answer for the following 1-23 questions. 

. Sex: Male __

2. Grade Level: _________ Age: ______________ 

orea?  
 A. Every year     b. Every 3 years   c. Every 5 years   d. Every 10 years    e. Never 
 
4. If born in Korea, how old were you when you came to the United States? ___________ 
    City of Residence ________________________ 
5. Where was your father born? _______________ mother? _______________________ 

6. How many siblings (brothers and sisters) do you have? _____________________ 

7. Are your parents married? __________ 

8. Are both of your parents currently living with you? ____________________________ 

9. What is the highest level of education your father has completed? 

 a. Graduate school   b.College   c. High school   d. Elementary school   e. Unknown 
 
10. What is the highest level of education your mother has completed? 

 a. Graduate school   b.College   c. High school   d. Elementary school   e. Unknown 
 
11. What is your father’s current occupation in the United States? ___________________ 

12. What is your mother’s current occupation? _________________________ 

13. What language do you speak at home?  

 a. English only  b. Korean only  c. Both Korean and English 

14a. What language(s) do you read and write? 

 a. English only  b. Korean only  c. Both Korean and English 

 
 
 

 
Please

1 __________________ Female: ______________________ 

3. Where were you born?  

 a. United States (skip to #5)  b. Korea c. Other ___________________ 
3b. How often do you visit K



 286

14b. How often do you speak Korean with….. 
      Never Sometimes   50%   Usually   Always 
  Parents     (      )        (     )        (     )       (      )    (       ) 
 Grandparents                         (      )        (     )        (     )       (      )    (       ) 
 Sibling                          (      )        (     )        (     )       (      )    (       ) 
 Students at JEI   (      )        (     )        (     )       (      )    (       ) 
 Friends    )        (     )        (     )       (      )    (       
) 
 
15. How would you describe the level of your inv vement with Koreans in school and in the 

ve own 

) 

b. I want to learn Korean   c. I want to be with my friends   d. I want 

 learn

___________________ 

7. Do 

t 

___________________________________________

_____ 

_____ ____

_____________________________________________________________________________ 

_____ ____

_____ 

th your parents? 

e Korean activities   c. No activities d. Unknown 

0. Are  Free ? ___

___________ 

3. What is your approximate Grade Point Average? _________________ 

lease submit the form to the researcher. Thank you. 

 (      

ol
community?  
a. Very active  b. Somewhat acti  c. Not active at all d. unkn

16. Why do you go to JEI? (Check as many as are true

a. My parents want me to   

to  about Korean culture e. Other: 

_____________________________

1 you believe it is important to learn Korean language and culture?  

 a. Strongly believe   b. Believe c. Not sure   d. Do not believe   e. Strongly no

believe 

If you believe it is important, why? 

___________________________________

_________________________________________________________________________

If you believe it is not important, why? 

_ ____________________________________________________________________

_

18. What would you do with your time if you were not enrolled in JEI? 

_ ____________________________________________________________________

_________________________________________________________________________

19. Ho w much of the Korean community activities do you share in common wi

 a. All Korean activities b. Som

2  you eligible for a  Lunch Program _________________ 

21. How long have you studied in JEI? _______

22. Are you planning to go to college? ___________ 

2

P
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AP ENDI

Interview Guide 

_______________________ Time: ______________________________ 
n: Su _ ____ __ _ 

n program? 
 What is the purpose 

3. 
e here help you/not help you in regular school? 

? 
s program? 

es schoolwork? 
e? Why? 

2. 

gram? 

 parents? 
, and teacher training have the teachers had? 

 

 

P X E 

 
Date: ______
Basic Informatio bject: ____________ __ ________________ ___________
__Staff __Parent__Student__Faculty 
__Gender 
__Age 
 
Questions: Students 

1. How long have you been at this supplemental educatio
2. Describe what you do when you are here. Activities? Subjects?

of this supplemental education program? 
How is your time spent here different to that in regular schools? 

4. How does your tim
5. Why do you attend this program
6. How long will you attend thi
7. Do all Korean American children attend such programs? Why or why not? 
8. What do you want to do after school? 
9. How do you think this program will help you reach those goals? 
10. What else do you do here besid
11. Do you like/dislike your time her
12. Who are your teachers? 
13. What do you think your teachers think of you as an individual? As a part of this 

program? What have they done for you? 
14. What do your parents do for a living? 
15. Is there anything else you would like to tell me? 

 
Questions: Adults 

1. Can you tell me about your experiences working with the students/parents/staff at 
this program? 
Why have you/your child been enrolled in this program? 

3. Can you tell me about the structure of the program? 
4. What is the purpose of this program? 
5. How many years has the program been in existence? 
6. How many teachers and students attend the pro
7. How is the program financed? 
8. What are the educational and occupational backgrounds of the
9. How much education, teaching experience
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10. Can you describe the role of the students, teachers, director, and parents within the 
program? 

11. What ethnic group makes up the majority f the students in this program? 
12. What is your ethnic background? 
13. How does Korean culture influence the program, if at all? 
14. How effective is the program in retaining Korean culture? 
15. What are some of the strengths/  program? What are some 

weaknesses/challenges of this program? 
16. What, if any, benefit does this pr  students who are enrolled in this 

program? 
y? 
 not? 

rean American students in regards to academic 
ievement? 

(Items in bold are priority questions in this study.) 

 
(1) ucational system?  
(2)W
program
(3)   
(4) rean American 
stud
(5)W rents, and students of the educational 
com
(6)W cation programs perform to contribute to the 
ove
(7) arents, and community members with 
reg programs?   
  
 

 

 

 

 

 

 

 o

benefits of this

ogram have on the

17. What is the relationship between this program and public schools in this communit
18. Do you feel public schools in the area have met your academic needs? Why or why
19. What is your perception of Ko

ach

 
Research Questions

What are the general features and characteristics of the South Korean ed
hat are the general features and characteristics of Korean supplemental education 

s?  
What aspects of Korean heritage influence participation in such programs?
What roles do supplemental education programs have in the lives of Ko
ents who are enrolled in them?  
hat are the characteristics of the teachers, pa

munity? 
hat functions do ethnic supplemental edu

rall educational achievement of Korean American students?  
What are the attitudes of Korean American students, p
ards to involvement in supplemental education 

 

 

 
 

 
 



 289

 

 

 

 

 
KN

Can you tell me a little b at the learning 

 grade, 3rd grade, 

 over the summer. My experiences, I was very impressed 

ull. I had at least ten students in every one of my classes and they met 

fternoon and we drilled math 

 grade in the morning for an hour, 

rd grade for an hour, then 4th grade for an hour. They would go to Math, Social Studies, and 

aybe Piano or computer lit until 12. Um, and it was impressive to see the students come ready 

 learn. You know after you go to school for eight months, these students did not have a summer 

reak; they went to school year-round. Um, though I will admit that maybe not all of them may 

ave been, were extremely excited to be there everyday, but the parents definitely were very 

xcited to have them there and made extreme sacrifices to get them to the center. They had jobs, 

they had work, and not all the students went to school from 8-3. It was sometimes 8-12 and the 

parents had to be there to pick them up. Um, the one thing that also impressed me about this 

APPENDIX F 

Sample Transcript 

Interviewee #2 (Teacher) 

:  

it about your experiences working with the students 

center? 

Interviewee 2:  

Well, I worked with the students at the learning center for one summer. I had 2nd

and 4th grade and I taught them math

that all classes were f

Monday through Thursday from 8 in the morning until 12 in the a

the whole time. Um, they would switch, of course I had like 2nd

3

m

to

b

h

e
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center, lunch was provided completely by the parents and this was a large center, well over a 

undred students along with the faculty that parents each day with massive lunches and supply. It 

as an impressive learning center. 

KN:  

Why would you say or what would you at parents enrolled their kids in this 

center? What do you think was the m

iewee 2:  

 

e summer, but during the regular school year a few of my colleagues worked with the 

lly in reading and language arts; a lot of the younger students reading and 

ity 

e 

rth 

 

h

w

 say is the reason th

otivation in that? 

Interv

I would say that a, well I would say there was a few motivations behind that. I know that not

during th

students especia

language arts. I think one of the motivators there was so that their child would be completely 

engulfed in English language so that taking tests, listening to the teacher in the classroom, 

because these students were completely Korean. I don’t believe that I met any other national

other than Korean at the center. Uh, I think, they did not want there to be a language barrier to b

what was affecting their child in school. And I would say the second reason, probably the larger 

reason of the two, was to ensure that their child was a step ahead of everyone else in the 

classroom when school started. We were doing, for example, in the summertime, if I was 

teaching 4th grade math that summer, every one of my students in that class was not yet in fourth 

grade so they were learning the 4th grade curriculum before they walked through the door. And 

it was a highly enhanced curriculum; in two months we were going to make it through the fou

grade curriculum. That is not to say that some of those students were not in Advanced Math to 

begin with, they may be, but we definitely were covering the curriculum that they were going to
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see the next year. So, it’s almost like coming to school was a review for them. They already ha

the material, which I would say helped numerous kids in school. 

KN:  

d 

 do you think that or what would you say you learned about Korean culture while you were 

 thing that I was impressed with was the length that the students who, the 

mp 

ve 

e 

ng 

n and 

we as 

s, 

KN: Uh huh 

Okay,

at the center? 

Interviewee 2:  

I would say one

students who I taught parents would go to to give them that step ahead to give them umm a, ju

on the I want to say, the competition. I think they viewed it as, it’s interesting here in Georgia 

now, the parents are really pushing to extend summer break. They say the students don’t ha

enough time off; they don’t have enough time to spend with their family. Yet a large percentag

of our Korean population, here in the Duluth area, were bringing their students to the learni

center. As a matter of fact, I want to say it was the largest enrollment of any learning center in 

the area and they were there for one reason and one reason only, to get a leg up on the 

competition. Um, these were 2nd graders, 3rd graders, and the motivation has to be to prepare 

them for college, to get them ready for college. So, I would say their views upon educatio

where that can get you may differ a little bit. It could be just the simple fact that now that, 

Americans, expect our children, especially in this area, they are going to college. There is no 

well, what will happen, maybe they’ll get in, they’re going. Now what college they’re going to, 

who knows. Where I think with maybe our Korean, some of our Korean families, they are here 

because their parents are highly educated. They are in uh-top technological fields, medical field

and so on. 
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Interviewee 2:  

And they know exactly where they want their child to go and they might even know exactly what 

ant their child to learn when they do go to that college and they see the learning center as a 

es on top of that to get them into what they know to be a successful program. 

the student’s role at the center? Was it more teacher oriented you know, lecture, you lead  

t 

er guy. I 

 on 

tudents at the center were what I would term unmotivated. There were a few, don’t 

n’t take me wrong. There were definitely those kids who were management 

problems, who were not motivated, did not want to do the work, but they were by far the 

they w

way to start them on that track right now. Ah, though school is very important, they’re gonna do 

whatever it tak

KN:  

What would you say was your role at center and then what would you say was  

or did the students have some responsibility as well? What can you tell me about that? 

Interviewee 2:  

Well, as a teacher, I’ve been teaching for four years. It was completely different from what we 

do in our classrooms. In the classroom, it is in my classroom, 60 to 65% teacher led and the res

student led. At the learning center, that was not what it was. I was more of a go to answ

would show them the technique in math and then we would drill and the students would work

it. And quite frankly, a lot of the students already knew it. I was just there to go around and 

check to be sure they were on the right track, but it was wholly, at least 90% student motivated 

and numerous times I would have parents come to me and ask me what more could their kid 

being doing outside of the center (surprised tone). And I was quite surprised by that because for 

an hour we did at least five to six worksheets and they wanted more and they were gonna go 

home and work more on what we were doing. So, it was heavily student focused. Umm, very 

few of the s

you know, do
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minority. The majority of the kids came ready to do the work and they absorbed it and wanted 

y, 

ow, there were times. Even the center had the afternoon that was set for PE, they had gym, 

y had some sort 

of field trip planned whether they were going swimming or they were gonna go down to the park 

or they were going to the zoo. Uh, so I think there was that balance though it was still, it was a 

one with school go for another two hours at the center and maybe don’t get home 

Interviewee 2:  

I would say the major purpose of the center is to reduce the knowledge lost over that two-month 

summer break. Not only do they not lose any of the information because they are using what they 

learned in the school the previous year all throughout the summer. They are then gaining the 

extra information that we are teaching them in their, ah, advanced curriculum. Then, maybe they 

get a week of and they’re right back into the school again. And they’re, they don’t skip a beat. 

You don’t have a chance to uh, not be geared up in the morning when you wake up for school 

more. It was almost as if they knew why they were there and they knew what they could get from 

being there. Many of the students had been going to that center for years and I think as they got 

older they realized, hey I am in these advanced classes not only because I am a hard worker but 

because I am always infused in this educational world. And that’s not to say they were heavil

you kn

they were playing soccer, they were playing on the playground. Every Friday the

lot of learning. I know the center holds classes during the school year. So, some of our students, 

when they get d

until 8 o’clock to do the things that they like to do. 

KN:  

What would you say or what do you feel are some of the benefits of this program for the 

students? What do you feel like they are getting out of it and what do the   parents think that they 

are getting out of it? I guess, what is the purpose of the center? 
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because for the last two months you have been waking up at the same time getting ready for 

school. You may be, as you are maturing, learn some new techniques from the teachers at the 

center; organizational techniques, uh, study techniques, note-taking techniques that you now can

use in the regular classroom. I don’t think there is any knowledge lost. There’s not that um, 

doldrums of when we get our students back from the summer break, we’ve got to spend the first

two to three weeks going over again (loud) what it means to be organized, what it means to get 

working on time. Math teachers constantly, maybe even for the first three months have to review 

last year’s math concepts. These students don’t need that. They, here is no need for review, they 

have been learning the whole year through which is why I think public schools going to year 

round school would be a very interesting avenue. 

KN:  

Is there anything else you would like to share about 

 

 

your experiences at the learning center? 

iewee 2:  

 the 

e, so I think there has to be some 

scaffolding and safety measures involved in the process because if an adult who has chosen the 

teaching profession is burned out just after one summer working with kids all year, I can only 

imagine what the kids are feeling with regards to learning and being in a school setting all year-

round without that break. So, but I will admit I did not see much burn out with the students, so 

their parents are definitely doing something right. There is something there, so for now I’ll say 

it’s a good thing. 

 

Interv

I will admit this, as a teacher, teaching over the summer and then going right back to work

next year, I was burned out from teaching. It took a few weeks for me to really reinvigorate 

myself and get going and that’s my profession and that’s my lov
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KN: Thank you so much for taking the time out to do this interview. Appreciate it. 

Interviewee 2:  

You’re welcome. 
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JAE Rules and Procedures 
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APPENDIX H 

assroom Visitation Schedule
 

Grade Monday Tuesday Wednesday Thursday Friday 

K-2 10:00-12:00  10:00-12:00  *None 

3-5  8:00-10:00  8:00-10:00 *None 

6-8 9:00-11:00  9:00-11:00  *None 

9-10 All All All All *None 

11-12 All All All All *None 

 

* Field Trips are scheduled on Fridays 
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APPENDIX I 

JAE Program Rules 
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APPENDIX J 

JAE Report Card 
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APPENDIX K 

 S  
 

ample Lesson Plan

Eighth Grade English Lesson Plans 
Teacher 
Summer 2007 
 
June 4 
TKAM Chapter 1 
Spelling Unit 1 (pp. 
0-11) 

June 5 
TKAM Chapter 2 
Reading Selection 1, 
2, 3 

June 6 
TKAM Chapter 3 & 
do W/S 
Grammar 1-5 

June 7 
TKAM Chapter 4 
Grammar 6-10 
Quiz 

June 11 
TKAM Chapter 5 
Spelling Unit 2 (pp. 
16-25) 

June 12 
TKAM Chapter 6 & 
do W/S 
Reading Selection 4, 
5, 6 

June 13 
TKAM Chapter 7 
Grammar 11-15 

June 14 
TKAM Ch. 8 
Grammar 16-20 
Quiz  

June 18 
TKAM Ch. 9 & do 
W/S 
Spelling Unit 3 (pp. 
31-39) 

June 19 
TKAM Ch. 10 
Reading Selection 7, 
8, 9 

June 20 
TKAM Ch. 11 
Grammar 21-25 

 
 

J u n e  2 5 
TKAM Chapter 12 & 
d o  W / S 
Spelling Unit 4 (pp. 
4 4 - 5 1 ) 

June 26 
TKAM Chapter 13 
Reading Selection 
10, 11, 12 

June 27 
TKAM Ch. 14 
Grammar 26-30 

June 28 

W/S 
Grammar 31-35 
Quiz 

TKAM Ch. 15 & do 

July 3 
TKAM Ch. 16 
Spelling Unit 5 (pp. 
56-63 

July 4 
TKAM Ch. 17 
Reading Selection 
13, 14, 15 

July 5 
TKAM Ch. 18 & do 
W/S 
Grammar 36-40 

July 6 
TKAM Ch. 19, 20 
Grammar 41-45 
Quiz 

July 10 
TKAM Ch. 21 & do 
W/S 
Spelling Unit 6 (pp. 
68-79) 

July 11 
TKAM Ch. 22 
Reading 16, 17, 18 

July 12 
TKAM Ch. 23 
Grammar 46-50 

July 13 

and do W/S 
Grammar 51-55 
Quiz 

TKAM Ch. 24, 25 

July 17 
TKAM Ch. 26, 27, 
28 & do W/S 
Reading 19, 20, 21 

July 18 
TKAM Ch. 29,30, 31 
Reading 22, 23, 24 

July 19 
TKAM Test 
Grammar Test 
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APPENDIX L 

JAE Building Map 
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Photographs 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

Duluth Community Shopping Center 
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JAE Campus Directory 
 

 
 
 
 
 
 
 
 
 
 

 

 
JAE Students 
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