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ABSTRACT
The study began with the concern about housewives as active learners who are
agents in their own learning and produce new knowledge in and on the sites of their lives.
This study intended to contribute to the understanding of active housewives’ learning in a
community-based organization. Using ethnographic methods such as the observation, the
interview, and the interpretation of documents, I conducted research in a communitybased organization, Green Future, in a city in Korea, in which the housewives have
guided and taught the natural environment to the residents. The collected data were
analyzed by the conceptual and theoretical frameworks of cultural historical activity
theory (CHAT) and feminist standpoint theory.
I found that the housewives have moved from the periphery toward full
participation in the practice and adopted the activity as their profession as well as learned
the knowledge and skills, as they continued to participate in the activity of the
organization. But their learning in the community-based organization was not confined to
only this kind of learning. They have been transformed into the practitioners to keep the
natural environment within the community, that is, the agents to facilitate community
development in terms of use value, not of exchange value. The first thing I found in the
study was also that active learning of the housewives has appeared with the expansion of
their activities in the community-based organization. Their activities have continuously
been reconstructed through the emergence and settlement of the contradictions within and
between the elements of activity as well as the interaction with neighboring activities.
Their expansive learning was not simple movement from the periphery of the activity to
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the center, but continuous reconstruction and production of new knowledge and activity
in the community depending on the housewives’ standpoint.
Through the CHAT analysis of the community-based learning, finally, I was able
to find that it has an important implication for adult education; what people informally
learn in everyday life or every place such as the workplace, the home, and the community
could be articulated by the connection with the collective activity of human being.
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CHAPTER 1. INTRODUCTION
Chapter one outlines the topic and purpose of this study. As background to the
study, I begin the chapter with a description of my personal experiences, and I indicate
the rationale and purpose of the study for adult education. The problem statement,
research questions, and organization of the study follow the rationale and purpose.
Background of the Study
In a Korean joke, they say there are three genders in the world: male, female, and
“azoomma”. “Azoomma” is a married woman who has had children. “Azoomma” refers
to an adult woman in a friendly way, and originally meant the person has a bag for a baby,
that is, a womb that makes one’s pregnancy possible. While this joke pretends to value
the toughness and economical features as housewives or mothers because they used to
manage a household frugally, there is also the nuance to look down their mundane
behavior. Social awareness of an azoomma includes respect for their devotion to
managing their house and to serving their family, but it also devalues married women
with children. That is, they are seen as nonproductive beings without value to society
because they are only interested in their own families. Furthermore, housewives,
particularly without jobs outside the home, have rarely been recognized as active learners
or agents of society and community development. Housewives has often been seen as
purely social beings who are so absorbed in taking care of their homes that they are not
interested in their own growth and development; most importantly, they just follow the
current of the times rather than lead the change. The tendency to underestimate azoomma
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is widespread in Korea.
However, I had experience that directly contradicted these limited stereotypes of
housewives. After completing my master’s degree in lifelong learning at Seoul National
University, I began to work for the Gwangmyeong City Lifelong Learning Community
Center (GLLCC) in order to gain professional experience in adult education.
Gwangmyeong was declared the ‘lifelong learning city’ in Korea in March 1999, and
made great efforts to build the learning city. GLLCC was funded by Gwangmyeong city
government and managed by Sungkonghoe University. The center facilitated a network
among the adult educational institutions in the city and provided education programs for
all citizens. I was in the planning division of GLLCC, and my tasks were to: investigate
the citizens’ needs for lifelong learning and the status of lifelong education in the city; to
organize a network of educational institutions; to support learning circles in the city; and
to help develop the center’s literacy education program. By virtue of my duties, I
frequently met and talked with other organizations’ practitioners, and observed how the
other organizations as well as GLLCC operated. I found out that most of the participants
in various education programs provided by many educational institutions in the city were
ordinary housewives, the azoommas. Most surprisingly and importantly, I also observed
that the housewives organized and actively participated in various learning groups,
volunteered for community service, and participated in political activities and community
action such as the protection of local ecology. I quickly realized that many communitybased organizations wouldn’t be able to be as successfully active within the local
community without the housewives’ participation.
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Through their participation and activities in community-based organizations,
furthermore, housewives were being empowered into becoming participatory citizens.
One of the housewives whom I met had initiated a group to read and study good
children’s stories. Ultimately, she grew into the group’s leader and made an effort to
shape and develop a positive children’s culture in the community. Another housewife
originally participated in a group to purchase and share non-chemical agricultural
products, and then she felt empowered to participate actively in community ecology
education beyond her private purposes. I met and witnessed many “ordinary” housewives
who developed leadership skills through their participation in a community-based groups
or organizations. Contrary to the common perception of “azoomma”, the housewives took
charge of their education and became the principal axis for social change in their
community.
Why does the gap between social perception and my experience of the
housewives occur? The reasons can be explained in various ways, but I focus on how
their learning activities impact their development. Even though the housewives have
actively participated in community activities as they simultaneously maintained their
families, they have not been recognized as learners or knowledge makers. Experienced
teachers did not teach the housewives external and professional knowledge, but instead
they learned and developed themselves through everyday activities in their homes and
community. Housewives should not be recognized any longer as social beings to
consume the existing information and to be leaded by the trend. Thus it is necessary to
pay attention to the housewives as active learners who are agents in their own learning
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and produce new knowledge in and on the sites of their lives. The study begins with the
concern about housewives as active learners.
Rationale and Purpose
Since the 1960s, Korea has experienced rapid economic development and pursued
political democratization. The growth of social consciousness and culture also resulted in
the systemization of Korean education (S. Kim & Lee, 2005). As secondary education
and higher education in Korea began to be popularized in the 1980s and made available
to the general population, Korean women benefited highly from the expansion of
secondary and higher education. The percentage of high school attendance1 has rapidly
grown from 48.8% (women: 44.3%) in 1980 to 79.4% (77.2%) in 1990 and 89.4%
(89.4%) in 2000 (Park, 2004). The percentage of higher education attendance also
increased from 11.1% (women: 6.5%) in 1980 to 22.6% (18.8%) in 1990 and 50.2%
(46.0%) in 2000 (Park, 2004). With the increase of educational benefits to Korean women,
the rates of employment of Korean women also rose steadily though there is still a
significant gap between women and men’s participation rates in economic life: 74.6%
(men) and 48.9% (women) (T. Kim & Kim, 2002; Korean National Statistical Office,
2003). However, since Korean women are still expected to be good mothers and
housewives as well as a successful career woman and wage earners (Byun, Baek, & Kim,
2001; S. Kim & Lee, 2005), more than half of the women exit the workforce after they
marry (T. Kim & Kim, 2002). Nevertheless, many married women have participated in a
1

The percentage of school attendance = (The number of students in the school age / The school
age) * 100

5

community-based organization in Korea and have been recognized as agents for local
community development (Moon, 2000; You, 2004). As seen in my experience, a variety
of groups of ordinary housewives actively participate in developing community policies
for ecological and educational issues. These groups have recently been recognized as
grassroots organizations essential to participatory democracy (Moon, 2000; You, 2004).
However, there has seldom been a research dedicated to interpreting their activities from
the perspective of learning even though learning is clearly a central component integral to
their personal development and empowerment. In Korea, furthermore, there have been
few studies about women learners and women have been positioned at the periphery of
adult learning research and rarely recognized as active learners (S. Kim & Lee, 2005, p.
265). The changes and empowerment of the housewives, however, means that they do
experience learning. Even if each member initially participates in the organization to
address personal and individual interests, they are empowered to participate actively in
issues of their community as citizens beyond their private purposes. This shows us that
the activities offer development and learning opportunities to members. The study on
housewives in a community-based organization can shed light on Korean married
women’s learning in community as active learners.
In this study, thus, I focused on the housewives’ learning through the participation
in a community-based organization and their activities in Korea. A study on housewives’
learning in a community-based organization can contribute to the development of
perspectives on adult learning. First, the study will help us to broaden the understanding
of learning toward informal, everyday forms of learning. People usually participate in
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many kinds of groups which have different motivations of participation, activities,
purposes, and members. Some groups might have their primary goal as members’
learning and study, and others might not. Regardless of their goal, however, the members
of the groups learn something through their activities. This learning occurs informally in
everyday life, not formally. According to Welton (1995), from the 1950s and 1960s to the
present, the practice of American adult education has become increasingly
professionalized. The practice of adult education has focused on adult education
programs, publications, formal evaluation, credentialing and concern over continuing
professional education (Finger & Asun, 2001; Nash, 2005). When we limit learning to
laboratory situation such as schooling or formal education, however, housewives’
learning in community cannot help but be devalued. Because of the narrow perspectives
on learning, housewives in community have rarely been recognized as active learners,
and therefore their learning have been positioned at the periphery of adult learning
research.
Broadening the boundaries of the learning beyond the classroom, self-directed,
and intentional learning forces us to come to grips with the fact that learning can be found
anywhere and everywhere (Sawchuk, 2003a, p. 29). We need a broad understanding of
learning beyond formal schooling which is a sequentially structured and hierarchical
series of curricula and credentialing programs of study typically administered at
elementary, secondary and tertiary levels. We also need to understand learning beyond
adult education which includes a diverse array of further education programs, courses and
workshops with authorized instructors in many institutionally organized settings from
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schools to workplaces and community centers (Livingstone & Sawchuk, 2004, p. 5).
People continually engage in informal learning activities individually or collectively in
order to acquire understanding, knowledge or skills within the social context in which
they live and work. Thus, the study housewives’ learning in a community-based
organization will contribute to broadening the boundaries of our understanding of the
learning that occurs in everyday life.
Second, this study helps us position learning in a larger context, not just on an
individual level. Most models of learning emphasize learning as a psychological
individual and internal mental process with knowledge acquired, stored and then brought
out as needed. Psychological perspectives on learning have limited learning phenomena
to the change in human behavior, attitude, and cognition separate from the social context
within which learning takes place (Grace, 1996; Merriam, 2001). Over the last two
decades, however, there has been an increased interest in the social context within which
learning takes place. Learning is an everyday event that is social in nature because it
occurs with other people. From this perspective, knowledge is socially constructed and
situated in a particular context (Kilgore, 2001). To study learning in context is to pay
attention to the interaction and intersection among people, tools, and context within a
learning situation (Hansman, 2001, p. 44). In this study, the housewives’ learning in a
community-based organization occurs through their participation in various activities of
the organization. In general, human is either individual or social. According to activity
theory, however, human activity is not isolated from social relations or from the life of
society (Leont'ev, 1978, p. 51). Thus, the study on the housewives’ learning in
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community will be correspondent to the effort to focus on the learning in context or the
interaction of individuals and their environment, not simply the psychological
development within an individual, nor the imposition of learning from above and outside.
Finally, we can study the housewives’ learning from their standpoint. The study
on housewives’ learning through the participation and activities in community-based
organization demand these approaches to learning phenomena: everyday forms of
learning and learning in context. The results of the study also articulate how people are
engaged in informal learning in everyday life and social contexts. Our understanding of
learning in this study implicitly assumes that learning emerges from patterns of social
participation rather than strictly internalized, cognitive processes (Livingstone &
Sawchuk, 2004, p. 61). In the study of the informal learning of the working class,
Livingstone and Sawchuk (2004) argue that workers collaborate and construct a skills
and a knowledge platform for greater individual and collective knowledge through
various informal networks. These platforms can be seen as standpoints which are created
out of specific divisions of labor and social relations.
Standpoint theory began to emerge as a feminist critical theory of the relationship
between knowledge and power in the 1970s and early 1980s. Through feminist critical
theory, an interlocking set of social standpoints, including gender, race, class, and age,
orient a framework for our understanding of the subjects’ learning. According to
standpoint theory, the standpoints of the subordinated influence the processes through
which their knowledge is produced along with the social relations, namely, their learning
in material life. Thus, the housewives’ participation and activities in community-based
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organizations and their learning is based on the standpoints of the housewives, that is, the
conditions of their material life.
Statement of the Problem and Research Questions
My study focuses on how housewives in a community-based organization develop
through their activities within this organization. Even though many housewives in Korea
actively participate in local community issues and are the main agents for the
development of a community, women’s development and learning, has generally been
devalued. Women have rarely been recognized as active learners, and therefore have been
positioned at the periphery of adult learning research. The purpose of the study, therefore,
was to explore learning of the “ordinary” housewives in a community-based organization
in South Korea. The meaning of “ordinary” housewives includes that they do
housekeeping without full-time job outside of the home, not that they are average
housewives in Korea. The following questions guided this study:
·

Why do housewives in the community-based organization, “Green Future,”
participate in the organization?

·

Why do they continue to participate in Green Future?

·

What have they learned by participating in Green Future?

·

How does learning for the housewives occur through participation, over time, in
the organization?

·

How does their standpoint as women shape their learning?
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Terms and Organization of the Study
In this study, first, I frequently use the terms eco-conductor, eco-conducting, ecoclass, eco-guide, eco-environment, and so on, because these are the words indigenous to
the research participants. In particular, the participants use the term eco-conductor or
forest conductor in English in their calling card. In the study, eco-conducting or eco-class
or eco-guide means the activity that the eco-conductor explains and teaches the names
and features of the natural objects such as the grasses, trees, flowers, insects, and birds to
the children or residents. Also, eco-conductor indicates a specialist in the practice of the
above eco-conducting or eco-class or eco-guide, that is, the members of Green Future are
eco-conductors by profession.
Chapter 2 reviews the literature on housewives’ participation and learning in
community, learning in the social context, Dewey’s idea of experience, and cultural
historical activity theory (CHAT) and standpoint theory as theoretical frameworks.
Chapter 3 discusses research methods, site selection, participants, data collection, and
data analysis. Chapter 4 describes the regional and organizational background and the
structure of Green Future research site in detail. Chapter 5 explores how the members of
Green Future organization participated in the eco-conductors training courses and how
they established Green Future and sustained their participation in the activities of the
organization. Chapter 6 describes three kinds of activity of Green Future: the ecoconducting, the further education/training, and the activities for the community such as
eco-monitoring and eco-school building. Then, it analyzes the activity system of the
Green Future using the framework of CHAT, and explores what the housewives learn
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through participating in the Green Future and what the standpoint of the housewives is.
Finally, Chapter 7 discusses what this research means for the understanding of the
housewives’ learning in a community-based organization, how it contributes to the theory
of adult education, and what future research might be.
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CHAPTER 2. LITERATURE REVIEW AND THEORETICAL FRAMEWORK
In this chapter, I review literatures related to the research purpose of investigating
how housewives learn in a community-based organization. I begin with a review of
studies of housewives’ participation and learning in community. I also review discussions
about learning in the social context, and Dewey’s idea of experience which had made an
important contribution to the discussion. Although Dewey sets an important fundamental
framework for this study, I also include cultural historical activity theory (CHAT) and
standpoint theory because these more recent theories provide us with fuller sophisticated
conceptual and theoretical frameworks.
Housewives and Learning in Community
Research shows that women all over the world, particularly housewives, actively
organize and participate in community organizations. In their articles, Moon (2000) and
You (2004) explore the practices of how Korean urban housewives organize, participate
in, and manage community organizations in order to resolve the community’s problems.
Both present and emphasize each case of housewives’ organizations in community as a
model of participatory community movement in Korea. In addition to Korean women,
Mexican rural and urban women have moved outside the private space of the home, and
have entered the public sphere in order to cope with globalization; they have organized
and participated in community organizations such as saving clubs, sewing co-operatives
and community kitchens in urban areas (Villagomez, 1999). Canadian women, through
community organizations such as the Good Food Box and the Focus on Food training
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program, also have been responding to the challenges of falling incomes and shrinking
social services (Moffett & Morgan, 1999).
From these studies, we commonly find that women or housewives, through
community organizations, have been empowered both as individuals and within their
communities. In other words, by contributing to their communities by participating in
community-based organizations women have experienced personal growth such as selfconfidence and self-esteem. The empirical studies show that women within village
women's organizations in a community in India produce a collective identity and
challenge gendered inequalities (Berry, 1997). Moreover, participation in community
organizations of housewives from low-income settlements of Santiago, Chile could be
relevant to planning efforts aimed at the social and political empowerment of the poor
(Sabatini, 1993). In his dissertation, furthermore, Kieffer (1981) explores the transition of
lower-income and working-class individuals who have recently become empowered, or
constructed participatory competence, through involvement in grass-roots citizen
organizations. In their article presenting an adult education approach to community
development, Skotnitsky & Ferguson (2005) also insist that community organizations are
important vehicles for development in terms of the degree to which they increase citizen
participation & revitalize neighborhoods through the creation of social capital. Thus, we
can examine the phenomenon of women empowerment in community as an issue of adult
learning (Kieffer, 1981; Skotnitsky & Ferguson, 2005).
In similar to it, there are studies that stress that everyday life and communities are
important places of adult learning. They argue that it is necessary to understand the forms
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of communication and practices occurring within the intimate, multiple, and intersecting
spaces of home and community, in order to expand the understandings of feminist
pedagogy (Elenes, Gonzalez, Delgado Bernal, & Villenas, 2001). In her ethnographic
study with rural women and their communities in Central Mexico, particularly, Ruth
Trinidad Galván (2001) describes women’s learning and teaching, knowledge creation,
and identity production in the everyday and community, such as at the kitchen table, on
the church steps, at the local stores and in the small savings groups.
Moreover, research shows that women’s community organizations have depended
very much on the experience of women working to perform tasks that not only benefit
them but also benefit their families (Villagomez, 1999). In other words, community
organizations are directly related to the activities women undertake at home for their
families, such as food preparation, childcare, domestic services, household finance and
housekeeping. Women’s participation and learning in community organizations also may
be affected by women’s experiences and activities in everyday life. As feminist
standpoint theory (Harding, 2004c; Hartsock, 1983a; Jaggar, 1983) argues, women’s
material life activity has important epistemological consequences for both the
understanding and the construction of social relations because due to the system of
gender relations, women and men to develop different ways of learning. In her article,
Paechter (2006) reveals that power, knowledge and embodiment are intimately connected
in the operation and perpetuation of local communities of sex/gender practice. According
to Paechter (2006), the forms of masculinity and/or femininity that individuals can
embody are bound up with wider relations of power/knowledge to constrain male and
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female access to forms of knowledge, ways of behaving, and possibilities for mobilizing
resources for their own benefit and that of their communities.
According to Hayes (2001), women’s characteristics as learners have mainly been
related to the significance of relationships and women’s presumed preferences for
subjective and affective ways of learning. However, these theories about women’s
learning have approached gender from a psychological perspective, emphasizing the
impact of women’s socialization into gender specific roles or their relationships with
parents and other caregivers (Hayes, 2001, p. 38). As recently learning theorists have
begun to explore the social dimensions of learning, arguing that all learning is
inextricably intertwined with the context in which it occurs (Hayes, 2001), we need to
approach women’s learning with the understanding that women’s learning and ways of
knowing may differ by a particular set of situational, social, cultural, and historical
circumstances.
Learning in Context
Since the founding of adult education as a professional field of practice in the
1920s, many scholars and practitioners have attempted to answer to the question of how
adults learn differently from children. Embedded in the notion of adult education is often
the belief that adult learners are different from children and that there needs to be a
separate theory underpinning the teaching and learning of adults (Hanson, 1996, p. 99).
Merriam (2001) suggests that andragogy and self-directed learning were two of the most
important theories by North American adult educators to define adult education as a
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unique field of practice. Based in humanistic psychology, however, the two pillars of
adult learning theory have only focused on the individual learner while ignoring the
socio-historical context of adult learning (Grace, 1996; Merriam, 2001). Finger & Asun
(2001, pp. 99-100) also critique that since American adult education, with pragmatic and
humanistic psychological approaches to adult education, has focused on individuals and
individual learning, organizational learning and many other market-related training
schemes have become more and more important in American adult education.
Critics have pointed out that the leading adult learning theories give us little or no
explanation of the adults’ learning in their culture and society and the context and
people’s active experience of the world. Even if these theories may contribute to our
understanding of adults as learners who are autonomous, free, and growth-oriented, they
have done little to expand or clarify our understanding of the process of learning
(Merriam, 2001; Pratt, 1993). Through contextualizing learning within questions of
culture and power, we need to move away from “almost utopian beliefs about the
education and training of adults linked to uncontextualized views of learning and
empowerment”, and from “the prescriptive humanist ideology and abstract individualism
which has largely governed the attempts to distinguish between adults and children as
learners” (Hanson, 1996, pp. 106-107).
Over the last two decades, however, there has been an increased interest in the
social context within which learning takes place. The ideas of the social context as central
to learning have gained importance in discussions of learning in adult education
(Hansman, 2001). From this perspective, knowledge as well as learning is socially
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constructed and situated in a particular context (Kilgore, 2001; Lave & Wenger, 1991; M.
Welton, 1995, 2001). Emphasis on learning in a social context leads adult educators to
pay attention to the interaction and intersection among people, tools, and contexts within
a learning situation (Hansman, 2001, p. 44), not to the individual’s cognitive or
behavioral process. In the discourse of adult education, thus, there has been an increased
emphasis on the learning process as the interaction of individuals and their environment,
not simply the psychological development within an individual, nor the imposition from
above and outside.
With the increased focus on learning in a social context, the boundaries of
learning have been broadened toward everyday forms of learning beyond the classroom
or other forms of intentional learning. Wilson (1993) argues that “learning is an everyday
event that is social in nature because it occurs with other people” (p. 73). People usually
participate in many kinds of groups which have different motivations of participation,
activities, purpose, and members. Some groups might have as their primary goal
members’ learning and studying, and others might not. Regardless of their goal, however,
the members of the groups learn something through their activities. This learning occurs
informally in everyday life, not formally, that is not intended and programmed.
Broadening the boundaries of learning beyond the classroom, self-directed, and
intentional learning forces us to come to grips with the fact that learning can be found
anywhere and everywhere (Sawchuk, 2003a, p. 29). We need a broad understanding of
learning beyond formal schooling which is a sequentially structured and hierarchical
series of curricula and credentialing programs of study typically administered at
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elementary, secondary and tertiary levels. We also need to understand learning beyond
adult education which includes a diverse array of further education programs, courses and
workshops with authorized instructors in many institutionally organized settings from
schools to workplaces and community centers (Livingstone & Sawchuk, 2004, p. 5).
People continually engage in informal learning activities individually or collectively in
order to acquire understanding, knowledge or skills within the social context in which
they live and work.
Dewey’s Idea and Learning in the Social Context
Even if the ideas of the social context as central to learning have recently gained
importance in adult education, learning in the social context has been valued even within
the early discourse of adult education. For example, Lindeman (1961), one of the early
adult educators, argued that “the approach to adult education will be via the route of
situations, not subjects” (p. 6). Moreover, Dewey’s ideas of experience emphasized the
idea of learning in a social context.
Although Dewey has no specific theory of adult education, he is the first theorist
to have examined the importance of experience in education and his thinking has had a
profound influence on the entire field of adult education. In fact, most adult educators
have emphasized the fundamental role experience plays in learning in adulthood
(Brookfield, 1987; Knowles, 1980; Kolb, 1984; Lindeman, 1961). Dewey’s contribution
enabled educators to focus on experience as central in both pedagogy and andragogy.
As a direct result of Dewey’s work, adult educators have developed experiential
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learning theories, which emphasize the fundamental role of experience in adult learning.
David Kolb’s four-stage model of experiential learning (Kolb, 1984) is a fundamental
presentation of this approach. However, in the light of philosophical studies on the ways
of gaining new knowledge of the world, Miettinen (2000) argues that Kolb’s model of
experiential learning comes from an inadequate interpretation of Dewey’s concept of
experience and reflective thought. According to Miettinen (2000), through its humanistic
connection, the concept of experience has an ideological function: “faith in an
individual’s innate capacity to grow and learn” (p. 54). The humanistic connection also
strengthens the methodological individualism of experiential learning. In fact, the idea of
experiential learning forms an attractive package for adult educators. It combines
spontaneity, feeling, and deep individual insights with the possibility of rational thought
and reflection, and maintains the humanistic belief in every individual’s capacity to grow
and learn (Miettinen, 2000, p. 70).
However, the concept of experiential learning, in the form used by Kolb and the
adult education tradition, represents the kind of psychological reductionism that Dewey
considered a misinterpretation of his antidualist conception of experience (Miettinen,
2000). The belief in the individual’s capabilities also leads us away from the analysis of
cultural and social conditions of learning that are essential to any serious enterprise of
fostering change and learning in real life (Miettinen, 2000). In order to overcome these
limitations of experiential learning, I will examine the meaning of experience in Dewey’s
philosophy of education, which has an emphasis on the social context which Kolb
overlooks in the experiential learning theory, and explore Dewey’s emphasize on how
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the social context is central to learning.
The Meaning of Experience in Dewey’s Philosophy of Education
As I have noted, Dewey attempts to build a new philosophy of education upon a
theory of experience; namely, he tries to illuminate the organic connection between
education and personal experience. Dewey (1916a, 1938) challenged one of the central
concepts of traditional education, the imposition of education from above and from
outside. According to Dewey, traditional education attempts to impose adult standards,
subject-matter, and past methods upon the young in order to prepare them for future
responsibilities. Dewey rejects knowledge of the past, and only emphasizes its
importance as a means. Dewey, through his progressive “new” education tries to discover
the connection that exists within experience between the achievements of the past and the
issues of the present. Moreover, he attempts to ascertain how acquaintance with the past
may be translated into a potent instrumentality for dealing effectively with the future.
The progressive education on which Dewey insists is rooted in experience. Dewey
(1938) says, “Education is a development within, by, and for experience” (p. 17).
Therefore, in order to form a theory of experience and education that may be intelligently
conducted upon the basis of experience, Dewey concentrates upon two interrelated
aspects of experience which provide the measure of the educative significance: “the
principle of continuity” and “the principle of interaction” (Dewey, 1938). The principle of
continuity is the longitudinal aspect of experience and interaction is the lateral aspect of
experience. The principles of continuity and interaction are in active union with each
other provide the measure of the educative significance and value of an experience.
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The principle of continuity is involved “in every attempt to discriminate between
experiences that are worth while educationally and those that are not” (Dewey, 1938, p.
24). The effect of an experience is not always immediately obvious. Every experience
lives on in further experiences. Hence, the central problem of an education based upon
experience is to select the kind of present experiences that live fruitfully and creatively in
subsequent experiences. Of course, students in traditional education have experiences.
Unfortunately, traditional education offers the wrong experiences because in traditional
education experiences are not connected to further experiences. Dewey (1938) says, “the
principle of continuity of experience means that every experience both takes up
something from those which have gone before and modifies in some way the quality of
those which come after” (p. 27).
In addition to the concept of continuity of experience, Dewey notes the term
“growth, or growing” in order to get the basis of discriminating among experiences.
Namely, the educative process can be identified with growth. However, growth might
take many different directions, and growth itself is not enough. We must specify the
direction in which growth takes place. Dewey argues that the criterion of education as
growth should be a universal application, not specialized limited application or
development in a particular line. For example, because learning how to become a highly
skilled burglar doesn’t widen the objective conditions of further growth or subsequent
learning, it cannot be educative. Additionally, Dewey (1938) says, “Experience doesn’t
occur in a vacuum” (p. 34). Experience does not simply occur inside a person. There are
sources outside an individual which give rise to experience, and external conditions
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always affect educational experiences. To support this point, Dewey suggests the second
principle of experience: the principle of interaction.
The category of interaction addresses the situated character of experience. It says
that there is always some kind of commerce going on between ourselves as organisms
and our environment. We act upon the world and the world acts upon us. This interactive
condition forms the situation we currently inhabit. Moreover, a crucial set of elements
within that interactive mix includes all that we bring to the situation: knowledge, needs,
purposes, interests, the residue of past experience, our readiness to respond, and so forth.
According to Dewey (1938), interaction assigns “equal rights to both factors in
experience-object and internal conditions” (pp. 38-39). Also, he says, “any normal
experience is an interplay of these two sets of conditions. Taken together, or in their
interaction, they form what we call a situation” (p. 39). As a result, individuals always
live in “a series of situations” (p. 41), and the conceptions of situation and of interaction
are inseparable from each other. Thus, as experience develops or grows, experience
creates new situations through the interaction with the environment. Every experience not
only influences the objective conditions under which further experiences are influenced,
but is also influenced by the objective conditions.
In adapting to the objective conditions or the environment, individuals form habits,
routine ways of doing things. When these habits do not function, a problem, uncertainty
and a crisis emerges and calls for reflective thought and investigation into the conditions
of the situation. For Dewey (1916a, 1916b, 1938), there is no reflective thought without a
disturbance in the habits and ways of doing things. Experience includes the objective
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forms of interaction between humans and the environment including all the artifacts and
things involved in the interaction (Miettinen, 2000). To Dewey, experience is neither a
matter of a psychological state nor anything in the minds of individuals.
The Contributions and Limits of Dewey’s Philosophy of Education
As we look into the meaning of experience, Dewey sees the process of education
or learning as the interaction of individuals and their environment, not simply the
psychological development within an individual, nor the imposition of knowledge from
above and outside. In education, experience is truly experience only when objective
conditions are subordinated to what goes on within the individuals having the experience.
For Dewey, internal and objective conditions are inseparable from each other. Thus,
Dewey contributed to our understanding that education and learning are the connection
between the individual and the society or the subject and the object. For Dewey,
education and learning is related to a social individual. Dewey (1897) argues:
I believe that the individual who is to be educated is a social individual
and that society is an organic union of individuals. If we eliminate the
social factor from the child we are left only with an abstraction; if we
eliminate the individual factor from society, we are left only with an inert
and lifeless mass.
For Dewey, education is explained by the active participation of the individual in
the objective conditions, and by the integration of the individual and the society. This
perspective on education and learning never separates an analysis of the psychological
state of an individual from the analysis of cultural and social conditions of learning. In
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relationship to this point, Finger & Asun (2001) argue that “Dewey’s philosophy of
education is anthropological in nature: it is built on the specific learning capacities of the
human species, from which Dewey then derives his optimistic view of the development
process, which he calls ‘growth’” (p. 31). For Dewey, learning is always part of a larger
anthropological growth process; therefore, any problems occurring during this process
are learning opportunities, and what is good for the individual is necessarily good for the
human species, and vice versa. Education plays a key role when it comes to advancing
the processes of humanization, development, and growth. For instance, Dewey (1897)
argued:
I believe that all education proceeds by the participation of the individual
in the social consciousness of the race. This process begins unconsciously
almost at birth, and is continually shaping the individual’s powers,
saturating his consciousness, forming his habits, training his ideas, and
arousing his feelings and emotions. Through this unconscious education
the individual gradually comes to share in the intellectual and moral
resources which humanity has succeeded in getting together. He becomes
an inheritor of the funded capital of civilization.
Accordingly, for Dewey, democracy is instrumental in this process of unlimited
growth. Humans become habituated to their environment by having so-called experiences
in it. This habituation produces habits, which are ways of looking at things through
specific values, beliefs and world views. Habits, in turn, translate into actions, from
which new experiences are made. Thus, the more open the culture, the more open and
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dynamic the habits. Open cultures, namely, democratic cultures, enhance the capacity to
learn from experience, and the potential to transform the environment according to
human needs. As a result, Dewey also makes the link between education and democracy,
as education is neither simply a technique nor a content; rather, it is a means to further the
process of humanization in a democratic way.
Another contribution of Dewey’s philosophy of education is that he reveals “his
non-dualistic view: there is no split between theory and practice, spirit and reality, reason
and practice” (Finger & Asun, 2001, p. 31). Dewey’s philosophy of education, called
instrumentalism or pragmatism, focused on learning by doing rather than on the practice
of his day, rote learning and dogmatic instruction. Dewey’s philosophy of education
implies learning by doing and a practical understanding of the world. In other words,
Dewey (1916a, 1938) presents how individuals create new knowledge and transform
themselves through a process of learning by performing new roles.
When Dewey suggests the principles of continuity and interaction as criteria of
experience, it doesn’t mean that an individual as the subject of perception is separable
from the object. Rather, the term “a series of situations” shows Dewey’s idea for
overcoming dualisms. Every experience “influences in some degree the objective
conditions under which further experiences are had” (Dewey, 1938, p. 30). Through
experiences, the individual creates a new situation and further experiences. For Dewey
(1938), the principles of experience determine “the ultimate foundation for the utilization
of activities” (p. 105). Also, the individual as the subject of experience is inseparable
from the objects because his or her experiences are influenced by the situation and create
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the new situations for further experiences. Thus, Dewey’s work can be regarded as
transcending the dualisms between thought and activity, theory and practice, facts and
values, subject and object. On this point, Dewey’s ideas share common the theoretical
aims of activity theory (Engeström & Miettinen, 1999). Dewey (as quoted in Engestrom
& Miettinen, 1999) argues as following:
It means that knowing is literally something which we do; that analysis is
ultimately physical and active; that meanings in their logical quality are
standpoints, attitudes and methods of behaving toward facts, and that
active experimentation is essential to verification (Dewey, 1916b, p. 331).
Thus the object of knowledge is practical in the sense that it depends upon
a specific kind of practice for its existence (p. 334).
Even if Dewey attempts to suggest his non-dualistic views between thought and
activity or the subject and the object through his identification of the social and the
individual, his ideas can still be judged as being based on dualism. Dewey (1897)
believes that the educational process has both a psychological and a sociological side. For
Dewey (1897), the psychological out of these two sides is still the basis for education and
learning. The child’s own instincts and powers furnish the material and give the starting
point for all education. Although Dewey emphasizes the interaction between the
individual and the environment, Dewey discriminates between the two by noting that the
individual pertains to internal conditions and the environment pertains to external
conditions. For Dewey, interaction respects the independent internal and objective
conditions.
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Ultimately, the reason why Dewey’s idea are seen as dualistic, even though he
tries to overcome the dualism, is that he stresses the interaction between internal and
objective conditions, but does not suggest what the connection between the two is.
Dewey explicitly argues that the interaction experience creates the new situation in which
further experiences are influenced. Insofar as it is not suggested what connects the
individual and the society, however, his idea does not overcome dualism. Dewey does not
suggest how society is internally related to the individual. The individual is just
surrounded by the social situation or the environment, and actively interacts with it, but
both of them still exist as independent from each other. In fact, it is possible to criticize
Dewey’s idea for the same reasons the contextualist approach has been criticized. Like
Dewey, contextualism avows a dialectical view of the psychological processes that
integrates the individual into the social milieu, but the individual is still seen as
preexisting and external to society.
First, this understanding of the individual-society relationship is not the
same as that found in activity theory. …, contextualism confines itself to
external and contingent relations that are not essentially, or even
qualitatively, different from any other kind of relations. Second, despite
the claims of Lerner and other contextualists, their position does not differ
essentially from that of mechanistic behaviorists. … In both contextualist
and behaviorist positions, the individual is treated as preexisting, coming
to society to be further shaped by external influences encountered there
(Tolman, 1999, p. 80).
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Ultimately, the limit of Dewey’s theory is that he doesn’t suggest what the
mediation between the individual and the society is, even though he emphasizes the
relationship between the two. In other words, Dewey stresses the interaction between the
individual and the society but he does not address the internal connection between them.
Thus, as Engström & Miettinen (1999) have pointed out, the problem with Dewey’s
theory is the almost total absence of the process of cultural mediation (p. 6). On the other
hand, cultural historical activity theory (CHAT) is a new approach that overcomes the
limits of Dewey’s ideas. Activity theory has developed the concepts of the mediation,
tools, signs, and appropriation. This cultural historical theory of activity has made it
possible for us to understand the internal and essential connection between the individual
and society.
The Cultural Historical Activity Theory (CHAT)
The Basic Structure of Activity
According to the cultural historical activity theory, learning is participation in
social practice rather than simply a cognitive phenomenon (Sawchuk, 2003a). Sawchuk
(2003a) argues that Leont’ev conceptualized the activity into a workable model of adult
learning, and provides the means to systematically analyze everyday learning (p. 41). For
this reason, activity theory is an appropriate framework not only to explain learning in the
social context, but also to successfully overcome subject/object dualism.
According to activity theory, activity is a unity of subject-object relations
(Lompscher, 2006, p. 36). The subject and the object are mediated by artifacts, including
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both symbolic and material tools and particular modes of social participation. An activity
is seen as a system of human “doing” whereby a subject works on an object in order to
obtain a desired outcome. In order to complete an activity, the subject employs internal
and external tools. Humans’ activity is mediated by artifacts, including symbols and
representations of various kinds, and humans fulfill their needs and purposes by using
artifacts (Engeström, Miettinem, & Punamäki, 1999). This activity system can be shown
in Figure 2.1.
Mediating Artifacts

Outcome
Subject

Object

Figure 2.1 The Basic Vygotskian Triangle of an Activity System
An activity system is modelled as a three-level scheme of activity, action, and
operation (Engeström, 1999; Leont'ev, 1972, 1978; Sawchuk, 2003a). First, an activity is
“the minimal context for understanding individual actions” (Sawchuk, 2003a, p. 40). The
basic thing that distinguishes one activity from another is its object that gives an activity
its specific direction. According to Leont’ev (1972, p. 22), the object of activity is its real
motive; the object can obviously be either material or ideal, and behind the object there
always stands a need or a desire. Thus, the activity is oriented to motive, and “there is no
activity without a motive” (Leont'ev, 1972, p. 23). Second, the basic components of
various human activities are actions. Leont’ev (1972) calls an action “a process that is
structured by a mental representation of the result to be achieved, i.e., a process
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structured by a conscious goal” (p. 23). People engage in actions that do not in
themselves satisfy a need, but contribute towards the eventual satisfaction of a need.
Often, these actions only make sense in a social context of a shared work activity. This
means a distinction between activities that satisfy a need and the actions that constitute
the activities. The actions constituting an activity are energized by the motive, but are
directed by the goal. Thus, the actions are goal-directed processes, and they are the
processes functionally subordinated to activities. However, actions are not special,
separate entities that comprise activity. Human activity exists only in the form of actions
or chains of actions. Also, Leont’ev (1972) says that “activity and action are genuinely
noncoincident realities” (p. 24). One and the same action can realize different activities
and pass from one activity to another, and conversely one and the same motive can be
concretized in quite different goals and thus generate quite different actions.
Last, operations are methods by which an action is realized. An action has special
qualities, components, and especially modes by means of which it is realized (Leont'ev,
1972, p. 26). These modes are called operations. Actions are realized through operations
that are determined by the actual conditions of activity. If a goal is unchanged but the
conditions under which it is given are changed, then only the operational structure of the
action will be changed. Whereas actions are related to goals, thus, operations are related
to instrumental conditions and depend directly on the conditions under which a specific
goal is to be achieved.
Leont’ev’s famous example (Sawchuk, 2003a; Tolman, 1999), the primeval
collective hunt, helps us understand human activity. The beater in the primeval hunt is
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driving the quarry away instead of closing the distance with it. When compared with the
goal of hunting, the actions of the beaters are irrational. Their actions make sense only if
he knows that someone, that is, the catcher, is waiting to achieve his goal at the other end.
The sense of his action lies not in the action itself but in his relation to other members of
the group, and the actions can be understood only as part of the larger system of the
hunting activity.
The emergence of action as a coordinated part of social activity performed by an
individual must be accompanied by a shared meaning of the action that is reflected
consciously by the actor (Tolman, 1999, p. 73). Moreover, “man’s activity can have a
structure that is created by given social conditions and the relations between people
engendered by them” (Illeris, 2002, p. 49). “Through activity, the individual acquires the
cultural conditions that he or she is a part of, and at the same time he or she influences
cultural development within society” (Illeris, 2002, p. 49). The activity of individual
people thus depends on their social position, the conditions that fall to their lot, and an
accumulation of idiosyncratic, individual factors (Livingstone & Sawchuk, 2004, pp. 5758).
Three Generations of Activity Theory
Leont’ev’s development of the concept of activity is associated with the second
generation of activity theory (Sawchuk, 2003a, p. 39). Activity theory has evolved
through three generations of research (Daniels, 2004a; Engeström, 2001; Sawchuk,
2003a). The first generation of activity theory, developed primarily by Vygotsky, created
the idea of mediation. The first generation is centered on the notion of human action and
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human learning as mediated by cultural tools. Vygotsky’s idea of cultural mediation of
actions is expressed as the triad of subject, object, and mediating artifact (see Figure 2.1).
The limitation of the first generation, however, was that analysis focused solely on the
individual. According to Minick (1997), in several works completed just prior to his
death in 1934, Vygotsky expanded the scope of his explanatory framework by shifting his
focus away from social interaction as the locus of mind to the broader domain of socially
or culturally organized activity. Its development toward the second generation could be
seen more clearly in the task performed by Leont’ev (Axel, 1997).
The second generation, centered around Leont’ev, overcame the limitation of the
first generation. In his famous example of the primeval collective hunt, Leont’ev
explicated the crucial differences between an individual’s action and collective activity
(Engeström, 2001, p. 134). Leont’ev elaborated on the concept of activity by explaining
the role of mediating cultural tools within broader social dimensions of practice.
According to Sawchuk (2003a), “the analysis of social participation with others
differentiates the first generation from the second” (p. 40). However, Leont’ev never
graphically expanded Vygotsky’s original model into a model of a collective activity
system (Engeström, 2001, p. 134).
In order to progress the development of activity theory, Engeström expanded the
original triangular representation of activity systems (see Figure 2.2). The work of
Engeström is recognized as the third generation of activity theory, the theory of expansive
learning (Daniels, 2004a, 2004b; Engeström, 1987, 2001; Sawchuk, 2003a). Engeström’s
expansion of the basic Vygotskian triangle aims to represent individual and group actions
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embedded in a collective activity system; that is, to represent the social and collective
elements in an activity system. According to Daniels (2004a, p. 123), in Engstrom’s
expanded triangle of the activity system, the community is the collection of individuals or
groups who are all concerned with the same object. The division of labor refers to both
the division of tasks and the status relations between actors, and the rules are the
principles of regulation of action and interaction.
Mediating Artifacts:
Tools and Signs
Object
Subject

Sense

Outcome

Meaning

Rule

Community

Division of Labor

Figure 2.2 The Structure of a Human Activity System (Engeström, 1987, p. 78)
Engeström’s theory of expansive learning as the third generation of activity theory
describes how practice undergoes the type of change that defines the learning process. He
develops conceptual tools to understand how new patterns of individual participation and
new patterns of overall activity occur through the interaction of activity systems (Daniels,
2004a; Sawchuk, 2003a). Thus, Engeström’s theory of expansive learning can be viewed
as the useful theoretical framework in order to understand the learning process within the
community field within which people individually and collectively participate in the
interaction.

34

Expansive Learning across Systems
The third generation of activity theory as proposed by Engeström (1987) is
intended to develop conceptual tools to understand dialogue, multiple perspectives, and
networks of interacting activity systems (Daniels, 2004b; Engeström, 2001). Engeström’s
theory not only includes the social and collective elements in an activity system through
the elements of community, rules, and division of labor, but also emphasizes the
importance of analyzing their interactions with each other. He takes into account the role
of internal contradictions of the activity system as the motor of both change and
development in activity systems. The idea of internal contradictions as the driving force
of change and development in activity systems draws on the work of the Russian
philosopher Il’enkov, a key writer in the field of Marxist dialectics (Bakhurst, 1997;
Engeström, 2001; Sawchuk, 2003a). The activity system incessantly reconstructs itself
through actions and discourse. As a consequence, activity theory calls for the historical
analysis of the collective activity system (Cole, Engeström, & Vasquez, 1997, p. 4).
The idea of networks of activity within which contradictions and struggles take
place in the definition of the motives and object of the activity calls for an analysis of
power and control within developing activity systems (Daniels, 2004b, p. 189).
Engeström (1987) emphasizes that activity systems contain a variety of different
viewpoints or “voices,” as well as layers of historically accumulated artifacts, rules, and
patterns of division of labor. This multivoiced and multilayered nature of activity systems
is both a resource for collective achievement and a source of compartmentalization and
conflict (Sawchuk, 2006). Contradictions are the engine of change and development in an
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activity system as well as a source of conflict and stress. The emergence, aggravation and
resolution of contradictions may be regarded as a developmental cycle in the life of the
activity system (Engeström, 1987, 2000).
Mediating
artifacts

Mediating
artifacts
Object2

Object2

Object1

Object1

Subject

Rules

Subject

Community

Division
of labor

Division
of labor

Community

Rules

Object3

Figure 2.3 Two Interacting Activity Systems as a Minimal Model for the Third
Generation of Activity Theory (Engeström, 2001, p. 136)
He provides the basic model for the third generation of activity theory which
minimally shows two interacting activity systems out of a myriad of systems exhibiting
patterns of contradiction and tension (see Figure 2.3). Engeström’s emphasis on the
analysis of the activity systems is directed towards contradictions and tension with
specific emphasis on the object of the activity and the outcomes (Daniels, 2004a, p. 124).
According to Engeström (2001, p. 136), the object moves from an initial state of
unreflected, situationally given raw material (object 1 in Figure 2.3) to a collectively
meaningful object constructed by the activity system (object 2), and to a potentially
shared or jointly constructed object (object 3). Engeström (2001, pp. 136-137) formulates
five principles of activity theory at its third stage of development (Lompscher, 2006, p.
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48): (1) a collective, artifact-mediated and object-oriented activity system; (2) the multivoicedness of activity systems; (3) historicity; (4) the central role of contradictions as
sources of change and development; (5) the possibility of expansive transformations in
activity systems.
Engeström’s model of expansive learning gives us a very useful framework to
analyze the learning process of individual or groups engaged in collective activity in
community. Using the frameworks of expansive learning in their empirical research,
Engeström (2001), Foot (2001), and Sawchuk (2003b) analyze the development process
and knowledge production of community organizations.
Activity Theory as the New Approach to Learning
Cultural historical activity theory (CHAT), which is the cultural historical
tradition in the field of psychology, centers on the human development of culture. In
CHAT, mankind’s fundamental psychological structures have developed in interaction
with the development of culture. The central point in the approach of this tradition is that
psychological factors can only be understood from a historical perspective and based on
interaction with the cultural environment. This point coincides with Dewey’s idea that
emphasizes the interaction between the individual and the environment. However, the
cultural historical tradition suggests not only the interaction with the two, but also
outlines the internal connects between the two.
The activity theory denies the old psychological approach, which had the
assumption that “the mental is separated from the material,” and then “dealt only with
inner mental processes” (Leont'ev, 1972, p. 17). In the cultural historical approach,
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mankind’s interaction with the environment is characterized by the key concept of
activity. Through activity, the individual acquires the cultural conditions that he or she is
a part of, and at the same time he or she influences cultural development within the
society. As Leont’ev explains:
But consciousness is not given a priori, and it does not generate nature:
consciousness is generated by society; it is produced. … Internalization is
thus not a process by which external activity is transferred onto a preexisting inner “plane of consciousness”: it is the process by which the
inner plane is formed for the first time (Leont'ev, 1972, p. 20).
What is the concrete link between the psychological features of man’s
individual consciousness and his social being? – The answer to that stems
from the basic psychological fact that the structure of man’s consciousness
is linked in a regular way with the structure of his activity – Man’s activity
then can only have a structure that is created by given social conditions
and the relations between people engendered by them (Leont'ev, 1981, p.
231).
Activity theory is an interdisciplinary approach to human sciences that originates
in this cultural historical psychology initiated by Vygotsky, Leont’ev, and Luria
(Elhammoumi, 2006; Leont'ev, 1972, 1978, 1981; Vygotsky, 1978). It takes the objectoriented, artifact-mediated collective activity system as its unit of analysis, bridging the
gulf between the individual subject and the societal structure (Engeström, Miettinem, &
Punamäki, 1999). Thus, activity theory takes into account the societal nature of the
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human being. Activity as “a specific form of the societal existence of humans consisting
of purposeful changing of natural and social reality” (Davydov, 1999, p. 39) exists “in
both collective and individual forms when a person acts as a generic social being”
(Davydov, 1999, p. 41). People can not be isolated from the culture and the society
because both of them are mediated by artifacts such as tools and signs. Mediation by
tools and signs is not merely a psychological idea. A tool mediates activity that connects a
person not only with the world of objects but also with other people. A person’s mental
processes acquire a structure necessarily linked to sociohistorically formed means and
modes, which are transmitted to him or her by other people through teamwork and social
intercourse (Leont'ev, 1972, p. 19). Thus, it is an idea that breaks down the Cartesian
walls that isolate the individual mind from culture and society (Engeström, 1999). As
Engeström (1993) explains, activity systems as contexts integrate the subject, the object,
and the instruments into a unified whole.
Bakhurst (1997) presents Ilyenkov’s ideas as an important resource for making
the transition from Cartesian theories of mind to a nondualistic and cultural-mediational
theory. According to Bakhurst (1997), Ilyenkov, a member of a school of Soviet Marxism,
gave us a compelling theory of man as a socially constituted being. Ilyenkov was adopted
by the psychologists of the Vygotsky school as their philosophical mentor. Based on
Ilyenkov’s ideas, we can find three radical statements of the social constitution of the
individual: (1) Activity, that is, social forms of material activity, explains the nature and
origin of human consciousness; (2) The higher mental functions are social in nature and
origin. The individual mind lives its life in a social medium: mind is “in society”; (3) The
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higher mental functions are internalized forms of social activity (Bakhurst, 1997, pp. 149152).
Therefore, activity theory is an important conceptual framework to explain a
societal process of learning that makes the societal nature of the individual clear. Activity
theory shows that learning has social and cultural dimensions beyond the cognitive and
psychological. According to activity theory, the embodiment of forms of human activity
within artifacts is the primary means of learning and transmitting human achievement
(Miettinen & Virkkunen, 2006, p. 156). It is evidently beyond the explanation of learning
simply by interacting between the subjects with the world of objects, which Dewey
emphasizes when he argues the meaning of experience. Both Dewey’s idea and the
contextualist approach to learning may be seen as the dualistic account of learning
because they simply explain the learning activity interacting between the society and the
individual which exist independently. In order to overcome the Dewey and contextualist
account of learning and development, the concept of appropriation in activity theory must
be considered.
Leont’ev defines appropriation as “mattering…the experience accumulated by
mankind in the course of social history” (Leont'ev, 1981, p. 419). According to Tolman
(1999), development is not reducible to biological adaptation or to any form of adaptive
behavior, but instead supersedes adaptation as a specifically human mode of dealing with
and living in the world. Appropriation results in “the individual’s reproduction of
historically formed human capacities and functions, and the capacities and functions
formed in the course of this are psychological new formations” (Leont'ev, 1981, p. 296).
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Appropriation, “reflecting an evolutionary new process linked to the new societal nature
of the human species,” is “a developmental process in which the individual is drawn into
societal practice; at the same time, a societal process by which new psychological
formations are developed” (Tolman, 1999, p. 74). As we appropriate or internalize the
practices of the community, so “we are transformed from an epistemically blind mass of
brute matter into a thinking being” (Bakhurst, 1997, p. 161).
It was this sort of thinking that was expressed in Vygotsky’s term zone of
proximal development. Vygotsky bases his work on the concept that all human activities
take place in a cultural context with many levels of interactions, shared beliefs values,
knowledge, skills, structured relationships, and symbol systems. Engeström comes closer
to the mark when he describes this zone as the “distance between the everyday actions of
individuals and the historically new form of the societal activity that can be collectively
generated as a solution to the double bind potentially embedded in … everyday actions”
(Engeström, 1987, p. 174). As seen in the concept of expansive learning, resolution of
contradictions may be regarded as a development of the activity system, in other words,
learning.
In conclusion, activity theory explains learning as a societal process of
appropriating historical experience in the form of actions and meanings. Through the
explanations of the cultural and societal process, which internally connects the individual
with the society by the concept of the artifact, the tool, and the appropriation, activity
theory overcomes the limit of Dewey’s idea which simply emphasizes the interaction
between the individual and the society.
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Feminist Standpoint Theory
Standpoint theory began to emerge as a feminist critical theory of the relationship
between knowledge and power in the 1970s and early 1980s. Through feminist critical
theory an interlocking set of social standpoints, including gender, race, class, and age, are
used to frame our understanding of the learning processes of the subjects. According to
standpoint theory, the standpoints of the subordinated influence the processes through
which their knowledge is produced along with the social relations, namely, their learning
processes in material life. Standpoint theory can help us articulate the conceptual
framework for our understanding of how people learn in an educational setting.
Additionally, standpoint theory gives us methodological considerations or directives for
our research practices. According to Harding (2004a), most of standpoint theorists have
always understood it not only as an epistemology, but also as a prescription for research
practices. Thus, feminist standpoint theory provides us with both epistemological and
methodological directives (Harding, 2004a, p. 69).
Feminist Standpoint Theory Origins
Standpoint theory which emerged in the 1970s and 1980s as a feminist critical
theory demonstrates the relationship between the production of knowledge and practices
of power, and also serves as a guide to improving actual research projects (Harding,
2004a, 2004b). It was Georg Lukács’ examination of the proletarian standpoint of
Marxism that provided inspiration for the emergence and development of the feminist
standpoint theory (Harding, 2004c, p. 64; Sawchuk, 2003a, pp. 124-125). Lukács’ work,
History and Class Consciousness (1971), gave us the understanding of how different
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class standpoints coexist within the production of concrete social activity (Sawchuk,
2003a, p. 124). The central theorists of feminist standpoint theory include Dorothy Smith,
Nancy Hartsock, Donna Haraway, Sandra Harding, and Patricia Hill Collins. Nancy
Hartsock coined the term “feminist standpoint” in her 1983 expansion of work by
Marxist feminists (Hartsock, 1983a). Feminist standpoint theory addressed the
marginalization and absence of women from research accounts and foregrounded
women’s knowledge as emergent from women’s situated experiences (Olesen, 2000, p.
222). Feminist standpoint theory, thus, has developed into the contemporary theory that
deals with the idea of women’s standpoints (Harding, 2004a; Hartsock, 1983a, 1983b;
Jaggar, 1983; Sawchuk, 2003a).
Founded in Marxist ideology, feminist standpoint theory is identical with the
structure of Marxism’s epistemology (Hartsock, 1983b; Jaggar, 1983). Feminist theorists
note that the social relations between women and men in significant respects resemble
those between the proletariat and the bourgeois. Both Marxists and feminists view
knowledge as a social and practical constructs and they believe that conceptual
frameworks are shaped and limited by their social origins. Early feminist standpoint
theorists, Hartsock (1983a) wanted to “explore and expand the Marxian argument that
socially mediated interaction with nature in the process of production shapes both human
beings and theories of knowledge” (p. 283). Moreover, she wanted to “show how just as
Marx’s understanding of the world from the standpoint of the proletariat enabled him to
go beneath bourgeois ideology, so a feminist standpoint can allow us to understand
patriarchal institutions and ideologies as perverse inversions of more humane social
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relations” (p. 284). Hartsock (1983a) argues that “the feminist standpoint which emerges
through an examination of women’s activities is related to the proletarian standpoint” (p.
290). Moreover, Hartsock (1997a) recently confesses that she wanted her article, “The
feminist standpoint: Developing the ground for a specifically feminist historical
materialism” (1983a), to translate the concept of the standpoint of the proletariat into
feminist terms. Like the lives of proletarians in Marxist theory, women’s lives also
contain possibilities for developing critiques of domination and visions of alternative
social arrangements (Hartsock, 1998); in fact, the sexual division of labor forms the basis
for such a standpoint (Hartsock, 1983a). It can be argued, therefore, that what Hartsock
borrows from Marxist methodology is her emphasis on the ontological and constitutive
character of labor, and the concept of the standpoint (K. Welton, 1997, p. 9).
Epistemological Insights of Feminist Standpoint Theory
As discussed in its origin, feminist standpoint theory begins with definite
consequences for Marx’s theory of knowledge and the assumption that epistemology
grows in complex and contradictory ways from material life (Hartsock, 1983a, pp. 285288). In Marx’s theory, material life or each division of labor by class in capitalism can
be expected to have consequences for knowledge. According to Marx, a class-based
society produces a dual vision: the ruling class vision and the understanding available to
the ruled (Hartsock, 1983a, p. 286). The epistemological consequences are structured by
the social relationships in and between classes and material life. Standpoint theory also
recognizes the power realities operative in a community, and points to the ways the ruling
groups’ vision may be both perverse and made real by means of that group’s power to
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define the terms for the community as a whole (Hartsock, 1983a, p. 288). In Marxist
analysis, therefore, the power of the ruling group controls the means of mental as well as
physical production. The standpoint of the oppressed represents an achievement both of
science and of political struggle, and also can be the basis for moving beyond these
unequal relations.
Guided by the standpoint of the proletariat, Hartsock (1983a) argued that “on the
basis of an account of the sexual division of labor, one should be able to begin to explore
the oppositions and differences between women’s and men’s activity and their
consequences for epistemology” (p. 289). Hartsock (1983a) uses the term “sexual
division of labor” rather than the “gender division of labor” in order to stress women’s
activities such as bearing children not able to be reduced to purely social dimensions, and
to keep hold of the bodily aspect of existence. Women and men grow up with
personalities affected by different boundary experiences, differently constructed and
experienced inner and outer worlds, and preoccupations with different relational issues.
According to feminist standpoint theory, women hold a different type of knowledge,
because women’s lives and roles or works in almost all societies are significantly
different from men’s. The distinctive social experience of women generates insights that
are incompatible with men’s interpretations of reality and these insights provide clues to
show how reality might be interpreted from the standpoint of women (Jaggar, 1983, p.
371). Their location as a subordinated group allows women to see and understand the
world in ways that are different from and challenging to the existing male-biased
conventional wisdom. We can argue, therefore, that women’s material life activity has
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important epistemological and ontological consequences for both the understanding and
construction of social relations (Hartsock, 1983a, p. 299).
For its understanding and conceptualization of its concept of epistemology, it is
necessary for the standpoint theorists to examine women’s lived experience. The concept
of a standpoint of women recognizes certain commonalities in experiences of women in a
patriarchal society (Smith, 1987). At the same time, the theory doesn’t deny that women
occupy a diversity of social positions, which can give rise to the different standpoints.
Hartsock uses women’s experience to critique the epistemological and ontological basis
of traditional theories of power and economic organization. She argues that women’s
experience can provide an alternative view, specifically feminist understanding of reality
and power because of the sexual division of labor as well as women’s experience of
power relation different from men’s. Because the work we do shapes our material
existence and epistemological perspective, the substantive difference to exist between the
labor of women and that of men grants women a uniquely privileged standpoint position
from which to view the world (Hartsock, 1983b, pp. 234-235).
In sum, feminist standpoint theory begins with the idea that as the less powerful
members of society, women are positioned in a different material life, experience a
different reality as a consequence of their oppression, and have different epistemological
consequences than men do. Standpoint theorists suggest that a feminist standpoint may be
present on the basis of the common threads of female experience (Hartsock, 1983a, p.
303). However, they argue that the standpoint of women is not something that can be
discovered through a survey of women’s existing beliefs and attitudes because it is
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neither self-evident nor obvious (Hartsock, 1983a; Jaggar, 1983). Instead, the standpoint
of women is discovered through a collective process of political and scientific struggle.
The distinctive social experience of women generates insights that are incompatible with
men’s interpretations of reality and these insights provide clues to how reality might be
interpreted from the standpoint of women (Jaggar, 1983, p. 371).
In a sense, we should be cautious not to rely on naïve conceptions of women’s
experience in the epistemological discourse of feminist standpoint theory. The
epistemological critique of the use of the concept of experience emerges from the
problematic relationship between women’s lived experience and the construction of the
feminist standpoint (K. Welton, 1997, p. 13). More recent standpoint theorists emphasize
that the experience of oppression only forms the foundation, providing the potential for
epistemic advantage (Hundleby, 1997, p. 27). For Hartsock (1983b), a feminist standpoint
is essential as the catalyst to the raw material of experience, in that it “picks out and
amplifies the liberatory possibilities contained in that experience” (p. 232). A feminist
standpoint is achieved, not directly given; it is a “mediated rather than immediate
understanding” (p. 132). Hartsock (1983b) argues that the feminist standpoint “not only
makes available a privileged vantage point on social relations but also points beyond
those relations in more liberatory directions” (p. 226). The experience of the oppressed
may be distorted or misread by the standpoint of the dominant. For this reason, Hartsock
does not refer to it as a women’s standpoint but rather as a feminist standpoint, thus
reiterating the political nature of the standpoint and the fact that it has a liberatory
potential.
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Furthermore, feminist standpoint theory believes that women’s experience not
only inverts that of men’s experience, but also forms a basis on which to expose abstract
masculinity as both partial and fundamentally perverse (Hartsock, 1983a, p. 299).
According to standpoint theory, the standpoint of the oppressed is not just different from
that of the ruling class; it is also epistemologically advantageous. It provides the basis for
a view of reality that is more impartial than that of the ruling class and also more
comprehensive. It is more impartial because it comes closer to representing the interests
of society as a whole. To survive, the oppressed must be attentive to both their own
perspective and to the perspective of the dominant class. As a result, they have the
potential for double consciousness, that is, the knowledge of, awareness of, and
sensitivity of to both the dominant worldview of society and their own perspective
(Swigonski, 1994, p. 390). Whereas the condition of the oppressed groups is only dimly
visible to the ruling class, the oppressed are able to see more clearly the ruled as well as
the rulers and the relation between them. Thus, the standpoint of the oppressed includes
and is able to explain the standpoint of the ruling class (Jaggar, 2004, p. 57). Based on
these discourses, feminist standpoint theorists claimed that the standpoint of women is
privileged because it provides a vantage point that reveals the truth of social reality. In
other words, they argue that the standpoint of women offers a privileged vantage point for
knowledge. As an epistemology which is concerned with the nature and scope of
knowledge and is also concerned with claims to knowledge and the logic of those claims,
therefore, standpoint theory states that less partial and distorted understandings of nature
and social relation will result from research that begins from the standpoint of particular
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subordinated groups of human beings.
The Issues on Essentialism and Relativism in Feminist Standpoint Theory
As mentioned above, the central notion of a standpoint approach is that material
experience shapes epistemology. However, the feminist standpoint theory that Hartsock
(1983a) proposed has been repeatedly charged with essentialism due to neglecting the
variety of women’s experiences. Critics have argued that like much of feminism, feminist
standpoint theory primarily addresses the problems of Western, white, middle-class,
married, heterosexual women. According to Hirschmann (1997, p. 78), Hartsock ignores
how race and class influence the gendered constructions of the very labor activities she
studies. Like Marx, she allows no theoretical space for any oppression other than class
(Hartsock, 1997a, p. 368). She fails to allow for the importance of differences among
women and differences among racial groups. As a result, critics of early standpoint theory
have argued that the theory claimed to speak for all women as if women were united by
an essence of women and as if some universal property characterized the sexism suffered
by different women (Hundleby, 1997, p. 28).
Feminist standpoint theory, however, has developed to eliminate the problematic
assumptions of uniformity among women. Furthermore, standpoint epistemologies and
methodologies were constructed in opposition to the all powerful dictates of
rationalist/empiricist epistemologies and methodologies (i.e. positivism and essentialism)
(Harding, 1997, p. 383). According to Hekman (1997, p. 349), the discussion of
difference within the feminist community stimulated a reassessment of feminist
standpoint theory in the late 1980s and early 1990s. From the perspective of difference,
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the current feminist standpoint theory has accepted the conclusion that women occupy
many different standpoints and inhabit many realities. Standpoint theory no longer
depends on uniform material aspects of women’s lives as determinants of women’s
knowledge (Hundleby, 1997, p. 31). The new development in standpoint theory takes into
consideration both commonalities and differences. Although women may share a
particular set of experiences, if they have differences, then their standpoints will differ as
well. The confluence of a variety of feminist standpoints reveals different aspects of truth,
different angles on achieving clarity, and different pieces of a larger picture. Feminist
standpoint theory offers an explicitly politicized, counter-hegemonic analysis with an
appreciation for the relevance of social constructivism and the importance of people’s
everyday experience. In the work of sociologist Dorothy Smith, sociologist Patricia Hill
Collins, political scientist Nancy Hartsock, and philosopher Sandra Harding, the concept
of essentialized and universalized woman disappeared in the lens of standpoint thinking,
and a situated woman with experiences and knowledge specific to the material division of
labor and the racial stratification system reappears (Olesen, 2000, p. 222). Standpoint
theory asserts the relativist position that all social locations vary people’s experiences and
knowledge.
A focus on multiple standpoints reveals standpoint and postmodernism as more
closely related than many want to admit (Hirschmann, 1997, p. 79). Using the term
“situated knowledge”, Haraway (1988) argues that we need to see a standpoint as
offering only a “partial perspective” that is compatible with both multiplicity and
“successor science projects”. Harding (2004c) also argues that standpoint theory’s
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location in women’s lives can help feminists theorize the permanent partiality of
knowledge. Certainly, standpoint theory shares many features and goals with
postmodernism. The two theories emphasize the notions of difference, particularity, and
context, and recognize that we are socially constructed by the contexts in which we live.
Both standpoint theory and postmodernism see identity as socially constructed by
particular historical and cultural contexts, and recognize that the structures of activities
have changed over time and differ across cultures, reflecting that they are in part the
result of and responses to different forms of patriarchy in different cultures and different
historical periods.
However, does the epistemology of feminist standpoint theory entail relativism
like that of postmodernism? Harding (2004c, pp. 131-132) argues that standpoint theory
does not advocate relativism. If there is no single, transcendental standard for deciding
between competing knowledge claims, then it is said that there can be only local
historical ones, each valid in its own right, but having no claims against others.
Standpoint theory, however, argues against the idea that all social situations provide
equally useful resources for learning about the world and against the idea that they all set
equally strong limits on knowledge. Standpoint theory provides arguments for the claim
that some social situations are scientifically better than others as places from which to
start off knowledge projects. Within the reality of hierarchical power relations, the
standpoints of some groups are most certainly privileged over others, because dominant
groups do not want the falsity or unjust political consequences of their material and
conceptual practices exposed. They usually do not know that their assumptions are false,
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and do not want to confront the claim that unjust political conditions are the consequence
of their views. In this sense, Collins (1997) argues that “bracketing the question of power
and restricting the argument solely to the question of truth certainly reveals the
limitations of using epistemological criteria in defense of privileged standpoints” (p. 380).
Standpoint theory argues, thus, that knowledge projects which start off from the everyday
lives of oppressed groups are better than those from the conceptual frameworks of the
dominant social institutions and the disciplines or the dominant groups (Harding, 2004a).
In contrast to relativism, standpoint theory suggests that there are groups of
women sharing the material commonalities even though not all women. Hundleby (1997)
argues that commonality is not completely rejected in the discourse of feminist standpoint
theory, but the concern of standpoint theory is how oppressive sameness can be turned to
serve liberatory purposes (Hundleby, 1997, p. 32). In feminist standpoint theory, material
commonalities in women’s realities are now only the starting point for the development
of a standpoint. Pluralizing the term to feminist standpoints allows the recognition of
difference, particularity, and context, while also putting certain parameters on what can
count as a feminist standpoint. According to Hirschmann (1997, p. 77), these parameters
do not entail some universal and timeless conception of feminism or femaleness; rather,
feminism is the product of ongoing political negotiation within and among various groups
of women who theorize from the standpoint of their experiences of gender, race, class,
and other oppressions. Oppression itself is not a resource for knowledge; women are
advantaged as agents of knowledge only insofar as they oppose sexism and other forms
of oppression (Hundleby, 1997, p. 31). Recognizing commonalities from a standpoint is
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recognizing contingencies which can be changed.
Hirschmann (1997, pp. 81-88) utilizes the term “materialist moment” to
distinguish feminist standpoint theory and feminist postmodernism. Feminist
postmodernists argue that we must give up any idea of a “material reality” that exists
beyond discourse, that has an independent or objective status, while feminist standpoint
theorists want to assert that women’s oppression is “real” and that it has an immediate,
even tangible quality that pre-exists its naming in language. Discourse is not simply
words, but a social force that sets the terms for the construction of material reality.
Standpoint theory must recognize the discursive construction of the material experiences
on which feminist standpoints are partially based. Hirschmann (1997) suggests the term
“materialist moment” for emphasizing that material conditions construct and shape
discourse, and the constantly shifting discursive character of reality. Treating materialism
in terms of a “moment” reminds us of that and prevents the universalizing and
essentializing potential of standpoint approaches. However, it is important to recognize
that these discourses come from material experiences. Naming this moment “materialist”
emphasizes that new discourses do not just come out of other discourses but out of
something more immediate and concrete. As Hirschmann (1997, p. 85) argues:
A “materialist moment” suggests that while experience exists in discourse,
discourse is not the totality of experience: since experience may always be
reinterpreted and redescribed, there must be something in experience that
escapes, or is even prior to, language. This “something” does not have an
essential and timeless meaning; that is the point of viewing it as a
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“moment,” something that gives way to and cannot maintain a sustained
meaningful existence outside of discourse.
Methodological Implications of Feminist Standpoint Theory
How can we apply these discussions of feminist standpoint theory to explain
learning phenomena? Feminist standpoint theory provides several methodological
implications for the study on the learning of subordinated social groups including women
and the working class.
First of all, research must begin from concrete experience, rather than abstract
concepts. Our understandings of the standpoint and the relationship between the
standpoint and the learning of the participants result from their life experiences. Dorothy
Smith, one of feminist standpoint theorists, has worked to create a sociological approach
that originates from women’s experience. Her project is a sociology that begins in the
actualities of women’s experience, and from the standpoint of real women. In exploring
women’s experiences, she emphasizes the embodied ground of their experiencing as
women. Of course women’s experiences are multiple and various, but she seeks a
common ground in women’s bodily sites. Even though Smith argues that she is not
proposing a feminist standpoint, but a women’s standpoint (Smith, 1997a, p. 393), she
agrees that the concept of a standpoint of women recognizes certain commonalities in
experiences of women (Smith, 1987). Thus, a feature of standpoint theory concerns the
commonality of experiences and perspectives that emerge for groups differentially
arrayed within hierarchical power relations (Collins, 1997, p. 377).
Moreover, Smith (1992, 1997a) argues that the standpoint of women situates
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inquiry in the actualities of people’s living, beginning with their experience of living, and
understands that inquiry and its product are in and of the same actuality. For Smith, the
standpoint of women locates a place to begin inquiry before things have shifted upwards
into the transcendent subject. The formulation of a method of inquiry that she developed
works to make a space into which anyone’s experience, however various, could become a
beginning place in inquiry. Smith (1992) argues that “the knowing is always located in a
particular spatial and temporal site, a particular configuration of the everyday/everynight
world” (p. 91).
Second, when beginning from women’s experiences, it is not individual but group
experiences that we should focus on to explain their standpoints and learning in
educational settings. Feminist standpoint requires shared group experiences. It is a central
aspect of Hartsock’s formulation that a feminist standpoint can only arise within
circumstances of shared oppression. Collins (1997) insists that “the notion of a standpoint
refers to historically shared, group-based experiences” (p. 375). Standpoint theory places
less emphasis on individual experiences within socially constructed groups than on the
social conditions that construct such groups. A standpoint is not simply a perspective or
point of view, which can vary from person to person, but is rather an epistemology, which
must be shared between at least some numbers of people and which is a function of
political struggle with other people who are similarly placed vis-à-vis oppressive power
relations. We need to recognize the importance of the epistemological collectivity in the
production of standpoint analyses (Hartsock, 1997a).
These groups must not be seen as formed unproblematically by existing in a
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particular social location and therefore seeing the world in a particular way. Hartsock’s
effort to develop the idea of a feminist standpoint, in contrast to “women’s viewpoint”,
was an effort to move in this direction. These views parallel those of Gramsci, who
suggests that one must reform the concept of the individual to see it as a series of active
relationships, a process in which individuality, though perhaps most important, is not the
only element to be taken into account (Hartsock, 1997a, pp. 371-372). Individuality, then,
is to be understood as the ensemble of these relations. The constitution of the subject,
then, is the result of a complex interplay of individuals and larger-scale social forces.
Groups are not to be understood as aggregates of individuals. Thus, the notion of
standpoint refers to groups who have shared histories based on their shared location in
relationship to power. In standpoint theory, standpoints arise neither from crowds of
individuals nor from groups analytically created by scholars or bureaucrats. For example,
the commonality of experiences emerges from long-standing patterns of racial
segregation in the United States. Thus, hierarchical power relations or unequal social
structures generate differences in group voice or standpoint.
In a sense, to ignore power relations is simply to misread standpoint theory-its
raison d’être, its continuing salience, and its ability to explain social inequality (Collins,
1997, p. 376). Moreover, the constitution of the collective subject posited by standpoint
theories requires an always contingent and fragile construction or transformation of these
complex subject positions (Hartsock, 1997a, p. 372). Standpoint theory has noticed “the
fluidity of boundaries” as a new lens that potentially deepens understanding of how the
actual mechanisms of institutional power can change dramatically while continuing to
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reproduce long-standing inequalities of race, gender, and class that result in group
stability (Collins, 1997, p. 377). In this sense, the attention to the group-based power
relations reveals a growing understanding of the complexity of the processes both of
generating groups and accompanying standpoints. In order to articulate the process by
which consciousness is changed or experience reinterpreted in standpoint terms, it is
worth remembering that the vision of the ruling groups structures the material relations in
which all parties are forced to participate and, therefore, cannot be dismissed as simply
false. Truth is, to a large extent, what the dominant groups can make true; history is
always written by the winners. Thus, the understanding available to the oppressed must
be struggled for and represents an achievement that requires both systematic analysis and
the education which grows from political struggle to change those relations. For this
reason, Hartsock chooses and uses the term “feminist standpoint” rather than “the
standpoint of women” (Hartsock, 1997b, p. 96).
Fourth, the analysis of social processes from the standpoint of subordinate groups
including women and working-class groups includes epistemological advantages as well
as an ontological and epistemological point of departure. The perspective from
subordinate groups’ life has the potential to be more complete. Whereas the dominant
groups are interested in maintaining, reinforcing, and legitimating their dominance and
understanding of the world, marginalized populations have fewer interests in maintaining
the social order and justifying the status quo than do dominant groups. “When the various
“minority” experiences have been described, and when the significance of these
experiences as a ground for critique of the dominant institutions and ideologies of society

57

is better recognized, we will have at least the tools with which to begin to construct an
account of the world sensitive to the realities of race and gender, as well as class”
(Hartsock, 1987, p. 206). The broader social world or the ruling relations within which
learning occurs become visible from a standpoint located in an embodied subject situated
in the everyday/everynight actualities of her own life and engaged in the particularlizing
work that organizes her consciousness (Smith, 1997b, p. 128). Smith emphasizes that the
concept of standpoint focuses on how concrete experience can be used as a method of
discovering the social from particular perspectives or standpoints (Sawchuk, 2003a, p.
125). Thus, it is through the identification of differentiated standpoints in social practices
that we can see how the local production of everyday activity is part of the broader social,
political, and economic world (Sawchuk, 2003a, p. 127). There is also an important
recognition that people bring a coherent set of basic dispositions, preferences,
comportment, skills, tastes and knowledge to bear on their participation with others. As
Sawchuk (2003a) argues, “beginning with some of the earliest Marxist approaches to the
issue of social standpoints, these perspectives combine to provide a powerful tool to
make visible learning throughout its full range of variation and its relationship to class
standpoints” (p. 127). Therefore, the analysis of social or cultural processes from the
standpoint of subordinate offer us a way to make visible their learning within the broader
social, cultural, and political relations.
Finally, we need to examine whether people who don’t inhabit the context of the
oppressed can generate their standpoint. With attention to Black women intellectuals who
have been socialized into white intellectual life, but as Blacks and as women remain
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marginalized to it, sociologist Patricia Hill Collins (1986) argues that a variety of
individuals can learn from Black women’s experiences as “outsiders within”. According
to Collins (1986, p. S29), Black women intellectuals are in a better position to bring a
special perspective not only to the study of Black women, but to some of the fundamental
issues facing sociology itself, because they remain rooted in their own experiences as
Black women as well as master sociological paradigms with a critical posture toward
them. Collins develops this into the “outsider within” position of trained researchers’
from marginalized social groups- a position which is capable of detecting aspects of
social relations not accessible by those who are only outsiders or only insiders (Collins,
1986). Then, is it possible that the researcher who has different gender and social class
from the studied populations knows and generates the standpoints of the people?
Our commitment to the contextual nature of knowledge does not require us to
claim that those who do not inhabit these contexts can never have any knowledge of them.
This commitment just permits us to argue that it is easier and more likely for the
oppressed to have critical insights into the conditions of their own oppression than it is
for those who live outside those structures. Suppose, for example, that a male researcher
tries to seek understanding of women’s standpoints; he could use a feminist-standpoints’
approach which acknowledges that men have insights to contribute to feminists, because
standpoint is different from ideology (Hirschmann, 1997, pp. 87-88). According to
Harding (2004c, pp. 134-135), women cannot claim this ability to understand and
theorize about women to be uniquely theirs, and men must not be permitted to claim that
because they are not women, they are not obligated to produce fully feminist analyses.
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Men, too, must contribute distinctive forms of specifically feminist knowledge from their
particular social situation. Men’s contribution is possible if their thought begin first from
women’s lives in all the ways that feminist theory, with its rich and contradictory
tendencies, has helped us all-women as well as men-to understand how to do. It will start
there in order to gain the maximally objective theoretical frameworks within which men
can begin to describe and explain their own and women’s lives in less partial and
distorted ways. Smith (2004) argues that “the only way of knowing a socially constructed
world is knowing it from within” (p. 28). Even though researchers enter the world
constituted by insiders as strangers, however, they can generate the standpoints of the
studied group because “the strangeness itself is the mode in which it is experienced”
(Smith, 2004, p. 29).
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CHAPTER 3. METHODS
This study explored informal learning of “ordinary” housewives through their
activities in a community-based organization. For the purpose of this study, I am adopting
ethnographic methods. According to cultural historical activity theory (CHAT), a person’s
learning is never seen solely as psychological development of an individual, but rather
each learner must be seen as a participant in social practices or activities that requires a
social/cultural analysis of learning. Based on these perspectives, this research required a
descriptive approach to explore cultural practices of a group including interactions with
one another and activities, not to determine the frequency of behaviors, causal
relationship, and impact of activities. Ethnography, which is a method of examining the
culture of groups or community, is the most appropriate methodology for this study. This
chapter first shows what the research questions are and what the critical dimensions of
the study are through the explanation of ethnography. Then methods used in the study site and participants, modes of data collection, and data analysis - are discussed in detail.
Research Questions
The purpose of the study is to explore active learning of housewives in a
community-based organization in South Korea. Thus, my research questions are as
follows:
Why do housewives in the community-based organization, “Green Future,” participate in
the organization?
Since the housewives’ learning occurs through their participation in the activities
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of the group, we need to explore and understand their activities. Leont’ev (1972, p. 22)
argued that the object of an activity gives an activity its specific direction and is its real
motive. In order to understand the activities, thus, it is necessary to explore with which
motives the housewives had originally participated in the group. Each of the members
participates in the group at first for their own reasons. It is not the reasons they have in an
objective sense that are important, but participants’ perceptions and memories of the
initial reasons they had initially is important. I wanted to construct what their original
reasons for participating in the group were, and what is the first motive of the activity in
the group.
Why do they continue to participate in Green Future?
The reasons for sustaining their participation in the group may be different from
the original reasons. The change of the reasons for participating may result in new
motives for the activities in the group, and then may produce the change and
development in the directions and nature of the activities in the group. With this question,
I obtained the foundation for understanding and describing what the housewives learned
through their participation in the group as well as how, from a historical/cultural
perspective, learning occurred. The formation of new motives may be seen as an outcome
of learning by participating in the group.
What have they learned by participating in Green Future?
As described in Chapter 2, many studies show that women or housewives may be
empowered by the participation in a community-based organization. We can realize that
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there are the outcomes of learning in the housewives’ participating in the activities of the
group. With this question I wanted to describe what the learning outcomes of the
housewives’ participating in the group were, based on their interviews and my
observations.
How does learning for the housewives occur through participation, over time, in the
organization?
With this question I tried to understand and describe how the housewives change
and develop into participatory citizens through their participation in the group. As Wilson
(1993) suggests, learning occurs in everyday events and is social in nature. There has
been an increased emphasis on learning as the interaction of individuals and their
environment in a social context, not simply their psychological development. Activity
theory is an important conceptual framework to explain a societal process of learning that
makes the societal nature of the individual clear. Activity theory shows that learning has
social and cultural dimensions beyond the cognitive and the psychological. Thus, activity
theory (described in Chapter 2) provides me with a framework to describe and analyze
learning processes of the housewives through participating in the group within the social
context.
How does their standpoint as women shape their learning?
According to standpoint theory, the standpoints of social groups influence how
their knowledge is produced along with the social relations, namely, their learning in
material life. The broader social world or the ruling relations within which learning
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occurs become visible from a standpoint located in an embodied subject situated in the
everyday/everynight actualities of her own life and engaged in the particularlizing work
that organizes her consciousness. Thus, the analysis of housewives’ standpoints offered a
way to make visible their learning within the broader social, cultural, and political
relations. The concept of standpoint provided a means to articulate the learning of the
housewives in a social and cultural context.
Ethnography for Unfolding Cultural Processes and Production
Although ethnography or field research had originally been practiced as an
anthropological method of studying and writing about different cultures, it is currently
not restricted as a method belonging to cultural anthropology. Sociologists and other
social investigators have conducted ethnographic work in order to study not only foreign
cultures but also everyday life within their own culture. Ethnography has come to involve
“studying a real social group within a natural setting” (Hesse-Biber & Leavy, 2004, p.
136). Long enshrined as a method, a theoretical orientation, and even a philosophical
paradigm within anthropology, ethnography has recently been adopted as a useful
methodology in various areas, including cultural studies, literary theory, women’s studies,
nursing, education, and industrial engineering (Tedlock, 2000). Wherever ethnography
has been adopted, “a key assumption has been that by entering into firsthand interaction
with people in their everyday lives, ethnographers can reach a better understanding of the
beliefs, motivations, and behaviors of their subjects than they can by using any other
method” (Tedlock, 2000, p. 470). Thus, ethnography has been referred to as “the study of
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the culture(s) a given group of people more or less share” (Van Maanen, 2004, p. 429) or
“the close study of culture as lived by particular people, in particular places, doing
particular things at particular times” (Van Maanen, 2004, p. 440) or “the work of
describing a culture” (Spradley, 1979, 1980, p. 3).
The concept of culture, which is central to ethnographic research, may be referred
to as “a logical, cohesive pattern in the myriad, often ritualistic behaviors and ideas that
characterize a group” (Fetterman, 1998, p. 17). Because cultures are kinds of cohesive
patterns of behaviors, however, cultures of other groups or people cannot be observed
directly and easily like behavior and artifacts. Rossman & Rallis (2003) argue that culture
captures “the beliefs and values shared by members of a group that guide their actions
and their understandings of those actions” (p. 95). When ethnographers study other
cultures, they need to make inferences about the knowledge, beliefs and values of another
culture by what people say (speech messages), what people do (cultural behavior), and
what they make and use (cultural artifacts). Thus, culture is to be interpreted from
cultural behaviors and cultural artifacts by ethnographic researchers.
However, culture is not static, but a process (Geertz, 1973; McDermott & Varenne,
2006). According to McDermott & Varenne (2006, p. 8), “culture is the current challenge
to possible future selves.” When ethnographers inquire about other cultures, therefore,
they focus on unfolding cultural processes, which mean social structures and processes
that the members within a group or culture collectively shape and which produce the
patterns of their behaviors, thoughts, and judgments, values, and their interactions with
one another. As McDermott & Varenne (2006) put it, regardless of whether they
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personally accept, understand, or even know much about these constructions, cultural
analysts or ethnographic researchers are driven to focus, first, “on the collective
constructions all actors must deal with” (p. 10). Second, cultural analysts and
ethnographers are driven to focus “on what others will do, in the future, with what the
original actors did” (p. 10).
These cultural processes to collectively shape their shared cultures guiding
behaviors, actions, and interactions are correspondent to learning. According to Foley,
Levinson, & Hurtig (2000-2001, p. 38), acquiring and producing cultural knowledge can
be defined as the process of education and learning. Powell (2006) also identifies learning
as “a process of cultural inscription, in which local and broader cultural meanings, beliefs,
and values insinuate themselves on, in, and through the body” (p. 61). Thus, this study as
ethnographic research focused on the cultural processes within the housewives’ group in
order to explore their learning in a community-based organization.
When we consider the concept of culture as cultural processes, we are forced to
focus on the processes by which new cultures are created. “Cultural production” enables
us to further articulate the housewives’ learning phenomena. The concept of cultural
production is related to the developments in cultural studies that emphasize culture as a
continual process of creating social and material meaning. This definition replaces a
conceptualization of culture as a static, unchanging body of knowledge transmitted
between generations. In cultural studies, human beings live, become conscious, and
sustain themselves subjectively through social forms. These forms, which range from
actions, practices, and ritualized behaviors to expressive artifacts and concrete objects,
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are always produced and read in the process of relating to concrete social and material
circumstances (Levinson & Holland, 1996, p. 12). The concept of cultural production,
therefore, allows us to better understand the way people actively confront the ideological
and material conditions in diverse sites and thereby explores the interplay of agency and
structure.
Levinson & Holland (1996) suggest that transferring these ideas of cultural
studies and cultural production to the school, we can see schools as sites for the formation
of subjectivities through the production and consumption of cultural forms. However, we
can go beyond schools to see how cultural practices, subjectivities or agencies are
culturally produced on the street, and in homes, companies, and community-based
organizations.
In cultural production, historical persons are formed in practice, within and
against larger societal forces and structures, which disclose themselves in concrete sites
(Levinson & Holland, 1996, p. 14). Cultural practices in various sites, however, have
been made and can be remade like human agencies. Cultural practices take shape after
extensive controversy sensitive to, and symptomatic of, the conditions of the times and
depend on constant contributions from each of us (McDermott & Varenne, 2006, p. 14).
Cultural practices are not determined, but are instead in constant process. Thus, cultural
production is one vision of this process, and provides a direction for understanding how
human agency operates under powerful structural constraints. Through the production of
cultural forms, created within the structural constraints of sites such as schools,
subjectivities form and individual and collective agency develops. As Levinson &
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Holland (1996) put it, “for while the educated person is culturally produced in definite
sites, the educated person also culturally produces cultural forms” (p. 14).
Scholars of early critical studies and cultural reproduction theories, who have
drawn on the Marxist tradition, have overlooked the concept of individuals as creative
agents who actively confront their ideological and material conditions (Levinson &
Holland, 1996; Livingstone & Sawchuk, 2004). Cultural reproduction theories developed
by Pierre Bourdieu and Basil Bernstein, using the concept of cultural capital, explain how
schools served to reproduce rather than transform existing structural inequalities. The
work of Bourdieu and Bernstein has developed the discourse of an unequal social order
from social reproduction to cultural reproduction. The accounts of the cultural
reproduction theories, however, remain primarily “one-dimensional, functionalist
descriptions of the status quo rather than real explanations of it” (Livingstone & Sawchuk,
2004, p. 48). Bourdieu developed the concept of cultural capital as “a kind of symbolic
credit which one acquires through learning to embody and enact signs of social standing”
(Levinson & Holland, 1996, p. 6). Children from higher status origins automatically
achieve greater credit from their families including cultural knowledge, sophisticated
vocabularies, and precise information. The possession of these cultural tools means that
these children having greater success in schools than do working-class children.
Bourdieu’s and Bernstein’s theories of class cultures, however, never comprehend “the
creative cultural practices, independent education and learning activities, or collective
cultural agency of the organized working-class” (Livingstone & Sawchuk, 2004, p. 49).
The cultural reproduction theory shows that subjects are imagined as “being interpellated
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by ideology, and without agency” (Levinson & Holland, 1996, p. 14), and this theory can
be read as providing a highly sophisticated defense of the limited capacities of
subordinated groups (Livingstone & Sawchuk, 2004).
According to Levinson & Holland (1996), the concept of cultural production was
advanced considerably by ethnographic research. Levinson & Holland (1996) argue that
“ethnographic studies forced scholars to move beyond the more deterministic
formulations of both structural Marxism and poststructuralism “productivist” discourse
analysis” (pp. 8-9). Ethnographers began describing the processes through which the
unequal social order is reproduced in sites such as school. Moreover, they began to
problematize the reproduction theory by showing that subordinated social groups create
cultural forms which resist ideological domination. For example, in Willis’ well-known
ethnographic research, Learning to labor (1981), he argues that working-class boys are
vital, active participants who shaped their lives in school, resisted its oppressive
capacities, and constructed their own subjectivities through cultural forms they produced.
Furthermore, Willis argues that “social agents are not passive bearers of ideology, but
active appropriators who reproduce existing structures only through struggle, contestation
and a partial penetration of those structures” (p. 175). Ethnography, as Levinson &
Holland (1996, p. 9) put it, may be useful methodology for showing cultural production
as an ongoing social process which could not only occur independently of, but also enter
into complex relations with, processes of the social and cultural reproduction of class
structures. The practice of ethnography helps us effectively study difference in terms of
race, ethnicity, and gender in order to build knowledge removed from cultural oppression
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(Hesse-Biber & Leavy, 2004; hooks, 2004).
The concept of cultural production allowed me to better understand how the
housewives resist existing social structures, and construct their own subjectivities.
Unquestionably, while cultural institutions offer their own forms of learning, curricula,
and pedagogy with which ethnographic research has concerned itself (Powell, 2006),
women, working-class and other subordinated groups continue to exercise their own
creative learning capacities both within and outside dominant class forms of knowledge.
The knowledge that they produce and reproduce continues to constitute oppositional
cultural forms both within the realm of education per se as well as in the broader spheres
of individual and collective informal learning (Livingstone & Sawchuk, 2004, p. 51).
Site and Participants
Selecting and Entering the Research Site
In order to choose a community-based organization composed of housewives, I
asked the director of the Bucheon Lifelong Learning Center to recommend one of the
community-based organizations (called a learning circle in Korea) in Bucheon. I thought
she was a good person to introduce me to the research site, because she had conducted
research on the learning circle together with me for a long time, and is working for the
activation of learning circles in the community. In February 2007, I let her know the
outline of my research and requested the information about a learning circle in Bucheon.
She introduced a learning circle which actively participates in the practices within the
community, Green Future.
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Bucheon, where Green Future is located, is one of satellite cities of Seoul, but is
large city itself with a population of about 860,000. At 2003, Bucheon was selected as a
model for a ‘lifelong learning city’ by Department of Education and Human Resource
Development and they established a ‘Bucheon Lifelong Learning Center’ as the main
institutional body for building a ‘lifelong learning city’. The center carries out the
functions of facilitating the network among lifelong learning institutions within the city,
providing the education programs for the practitioners of adult education, supporting the
learning circles which are organized voluntarily by citizens, and so on.
Green Future was formed by the participants who had finished ‘the ecoconductors training courses’ started by the Ojeong Culture Center. After taking the
courses, they created Green Future in order to communicate reasonable ecological
knowledge to the residents and the younger generation in the community for the purpose
of the protection of the local eco-environment. Green Future has mainly provided the
eco-classes for the residents and the children in the community.
I had communicated with the chair of Green Future by e-mail before the
beginning of the field research, but I tried to contact her by telephone right after coming
back Korea in order to introduce myself and to outline of my research and to obtain the
permission to conduct the research. In the end, I received permission at the meeting with
the chair and some members of Green Future and I begin my field research in June 2007.
At the first meeting, I thought it was unusual that Green Future had its own office
unlike other learning circles, because learning circles usually borrow a room as the need
arises. However, I could resolve the question after I learned that the members of Green
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Future were employed through the Social Employment project and had a close
relationship with the Ojeong District Office as well as the Ojeong Culture Center. At the
first meeting, I identified my preconception of the learning circles and realize that I
should deal with it in my research.
Research Participants
For the purpose of the study, I observed and participated in various activities of
Green Future such as their eco-conducting for the residents and children and their
participation in the further education. The participants are all the members of Green
Future, which consisted of twenty four housewives. (See Table 3.1)
Table 3.1 The Members of Green Future
Employed or not
Social employment
team
General members

Numbers
14

10

Age

Numbers

35-39

5

40-44

13

45-49

4

50-54

2

Training term
The first term

The second term

Numbers
8

16

All of the members are married women who are currently raising their children.
As shown in Table 3.1, their age is between thirty-eight and fifty-three years. Fourteen
women are employed by the Ojeong Culture Center through the Social Employment
project. Eight women participated in the first eco-conductor training course term and
sixteen in the second term. I didn’t survey the educational history or the social-economic
status of the participants, but when considering characteristics of the place they live in
and interviews with some members, the economic status belongs, in general, to lower-
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middle class. Some were the high school graduates, while some others were college
graduates. All of them are full-time housewives who do not work outside of the home
except for their work as eco-conductors in Green Future.
I did not interview all of the participants. According to Fetterman (1998, pp. 4748), although ethnographers try to speak with as many people as possible, they have
traditionally relied on key actors or informants because time is always a factor. So, I
carefully selected several key informants out of the members for the interviews. However,
I didn’t use random sampling as the strategy for selecting the key informants.
Ethnographers usually select the individuals who are more articulate and culturally
sensitive than others as key actors (Fetterman, 1998). Even though key informants are
rarely perfect representatives of the group, they are usually members of the mainstream
because they need to play a pivotal role for linking the researcher and the group
(Fetterman, 1998). Through participation, observations, and informal interviews in the
Green Future’s activities, I ultimately selected nine interview participants so as to
maximize the richness of information pertinent to the research question and to report on
varied circumstances and situations (DeVault & McCoy, 2006).
My selection centered round the members who I had observed in the eco-class
and who seemed like they would be able to tell me the viewpoints of each aspect of the
class. I only interview one Green Future member who was not part of the Social
Employment team. Unfortunately, I could not contact the general members because,
except for one interviewee, MinSun Jang, they were not very active during my field
research periods. Interviews were also conducted with a staff member of the Ojeong
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Culture Center, HeeKyeong Kim, who had designed the eco-conductors training courses
and helped to establish and develop Green Future.
Table 3.2 Interview Participants
Name

Year of

(Pseudonym)

birth (Age)

Interviews

JiEun Lee

1959 (48)

90min, 60min

SoYun Park

1969 (38)

80min, 70min

HyunJu Choi

1957 (50)

85min, 75min

EunMi Jeong

1962 (45)

65min

YouJeong Kang

1964 (43)

75min, 55min

SunYoung Jo

1964 (43)

75min, 70min

JuHee Youn

1964 (43)

55min

MinSun Jang

1969 (38)

85min, 50min

HeeKyeong Kim

40min

Training term/

Others

Social Employment
Second/

Temporary suspension

Employed

by economic affair

First/
Employed

Chair for three years

First/

Ex-leader of the first

Employed

term

Second/
Employed
First/
Employed
Second/

Ex-leader of the

Employed

second term

First/

Temporary suspension

Employed

by child care

Second/
Unemployed
Staff of the Ojeong

Designing the training

culture center

courses

Data Collection
I used three ethnographic methods for collecting data in the study: participant
observation, interview, and the interpretation of documents. I also conducted informal
interviews as well as three methods for data collection. These modes of data collection
were not used in serial order, but in jointing together during my field work.
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Informal Interviews
I conducted informal or non-structured interviews with the members during my
participation in the activities. According to Fetterman (1998, p. 38), informal interviews
are the most common method in ethnographic work and are used to discover not only
what people think and how one person’s perceptions compare with another’s, but also to
establish a healthy rapport with the participants. Informal interview seems to be casual
conversation but is different from it. But informal interview typically merges with one,
forming a mixture of conversation and embedded questions which emerge from the
conversation (Fetterman, 1998, p. 39). For informal interviews, I didn’t use any specific
types or order of questions and I did not include any threatening questions. Instead, I used
questions to develop a healthy rapport that were implicitly connected with the research
agenda and yet would not interrupt the flow of natural conversation (see Appendix A for
an example of an interview guide). I had a conversation with the members of Green
Future, mainly about my past experiences, my impressions about their eco-guides, and
my curiosity about their activities. Because I could not record or take notes during the
informal interviews, I recorded the findings in the conversation on field notes or voice
recorder right after the end of participation in group as not to forget them.
Participant Observation
A mode of data collection is participant observation, which has been characterized
as the fundamental base of all research methods in all qualitative research and as the
mainstay of the ethnographic enterprise (Angrosino & Mays de Pérez, 2000; Marshall &
Rossman, 2006). First, participant observation begins from the participation of the
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researcher in other community or group. Ethnographers are committed to going out and
getting close to the activities and everyday experiences of other people, and then they
usually seek a deeper immersion in others’ worlds in order to grasp what they experience
as meaningful and important (Emerson, Fretz, & Shaw, 1995, pp. 1-2). Through
participant observation, ethnographers note and record the ritualistic behaviors,
experiences, and activities of the people, the actual events and artifacts in the social
setting, and the indigenous meanings of them. At the same time, they also internalize the
basic beliefs, fears, hopes, and expectations of the people under study (Diamond, 2006,
pp. 58-60).
In participant observation, however, questions regarding the position and status of
the observational researcher always arise (Powell, 2006). That is, there is a dilemma
because the researcher, as an outsider, simultaneously seeks emotional involvement and
deep immersion in an intact cultural group while maintaining a professional distance and
objective detachment that allows adequate observation and recording of data (Fetterman,
1998; Rossman & Rallis, 2003; Tedlock, 2000). On the one hand, the ethnographers who
emphasize objectivity have attempted to be both engaged participants and coolly
dispassionate observers of the lives of others. But, on the other hand, many ethnographers
have recently emphasized the researchers’ subjectivity and situated identity, the
perception of power, negotiating a situational identity, and interaction. We, as
ethnographers, now function in a context of “collaborative” research, and then need to
emphasize observation as a context for interaction among those involved in the research
collaboration (Angrosino & Mays de Pérez, 2000, pp. 675-676). Using the term “the
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observation of participation,” Tedlock (2000, p. 464) also suggests that “ethnographers
both experience and observe their own and others’ co-participation within the
ethnographic scene of encounter”.
In participant observation, therefore, ethnographers are “experiencing a situation
simultaneously as both an insider and an outsider; keeping a record of events, including
subjective components such as emotions, personal biases, and how one experiences the
situation; becoming explicitly aware of the tacit, implicit knowledge that are taken for
granted by those in the culture; and guarding against misinterpretation” (Powell, 2006, p.
35). As Van Maanen (1988, p. ix) insists, ethnography is “the peculiar practice of
representing the social reality of others through the analysis of one’s own experience in
the world of these others.”
With my understanding of the participant observation in the ethnographic research,
I participated in the activities of Green Future for four months (June to September 2007)
and I tried to seek a deeper immersion in the organization in order to grasp what they
experienced as meaningful and important and what were the indigenous meanings and
concerns of the people studied. I participated in the activities as they gave eco-classes to
the children in the community, took further education, and had regular meetings. Table
3.3 below indicates my participant observation in detail.
Table 3.3 Participant Observation in the Activities of Green Future
Date
06-19-2007
06-21-2007

Contents
First meeting with the members
Eco-class for elementary school
students

Place

Duration

Green Future office

2hr

Bucheon central park

2hr 30min
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06-26-2007

Meeting with the staffs of Ojeong
Culture Center

Ojeong Culture Center

1hr

06-27-2007

Eco-class for the children of a daycare

DoDang Mountain

1hr 30min

06-27-2007

Observing a scene in the office

Green Future office

1hr

06-27-2007

Eco-class of the Ojeong Culture Center

JakDong Mountain

2hr

Green Future office

2hr

07-03-2007

PowerPoint lesson for the members/
observing a scene in the office

A marshy place in

07-03-2007

Eco-monitoring of a marshy place team

07-06-2007

Travel for a ecological experience

The other town

All day

07-09-2007

BEST education

Youth Center

2hr

Youth Center

4hr

07-09-2007
07-10-2007
07-13-2007
07-14-2007
07-16-2007
07-19-2007
07-25-2007
08-07-2007
08-09-2007
08-11-2007
08-17-2007

Lecture on the insect opened by other
environmental organization

JakDong Mountain

2hr

Eco-class for disabled children –

Around district office

volunteering

building

Eco-class for the children of a daycare

DoDang Mountain

1hr 30min

WonMi Mountain

5hr

Youth Center

2hr

Green Future office

1hr

JakDong Mountain

2hr

Eco-class for the students in the afterschool of an educational center
BEST education
Eco-class cancelled by the rain
Observing a scene in the office
Eco-class of the Ojeong Culture Center,
using eco-monitoring method
Eco-class of the Ojeong Culture Center,

DaeJang-dong rice

using eco-monitoring method

paddy

Eco-class of the Ojeong Culture Center,
using eco-monitoring method
Eco-class of the Ojeong Culture Center
Eco-class of the Ojeong Culture Center,
using eco-monitoring method

1hr 30min

2hr

Vernae creek

2hr

DaeJang branch school

6hr

Jakdong children park

2hr

08-24-2007

Regular meeting of Green Future

Green Future office

3hr

09-07-2007

National Lifelong Learning Festival

ChangWon city

2hr
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When doing participant observation, I tried to record the ritualistic behaviors and
actions of the members of Green Future, the actual events and artifacts, and the
indigenous meanings of them from an insider’s viewpoint. During participant observation,
I recorded my impressions, detailed conversations and behaviors, the physical layout, and
preliminary analyses in field notes. Using pen and paper, field notes have advantages
such as ease of use and minimally expensive, and have little influence on normal
behaviors of members (Fetterman, 1998, p. 63). Because their activities were operated
while in continuous movement outdoors, however, I could not record every word, nuance,
and behavior in observation, so there were missing findings in my field notes. In order to
make up for the weak points of my field notes, I used a voice recorder with the
participants’ agreement. Fetterman (1998, p. 64) suggests that “tape recorders effectively
capture long verbatim quotations, essential to good fieldwork, while the ethnographer
maintains a natural conversational flow.” I made use of a voice recorder in order to
prevent missing the participants’ words and conversations, and to immediately record my
thought and reflections on the spot.
However, I could have never fully participated in the Green Future as an insider
due to my standpoint as a doctoral student in the USA, an investigator, and most of all, as
a man. Moreover, for the full immersion I should have been an eco-conductor through the
training courses because all the members of Green Future were eco-conductors to finish
the training courses. However, I purposely participated in as many tasks as I could in
order to be as fully a member of the Green Future as possible. For example, after having
a talk with the members, I decided to take a picture during their eco-conducting, because
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they needed a photographic record in order to make a report on their activity and upload
the photographs to their online community. Also, I occasionally performed the role of an
assistant teacher in their eco-conducting.
Even if it was impossible for me to completely become a member of Green Future,
I strived to win the trust of the participants and to develop my viewpoints as an insider
through the roles as an assistant. It was also helpful that I had the experience to study on
and work with community-based organizations. Rather than discarding my subjectivity
and keeping only objectivity in observation; moreover, I tried to continuously recognize
my identity and position, and conducted participant observation through the interaction
and collaboration with the research participants.
In-depth Interviews
The interview has been seen as the ethnographer’s most important data gathering
technique (Fetterman, 1998; Fontana & Frey, 2000). The interview is traditionally
understood as a behavioral event consisting of controlled verbal informational exchange
from a repository of personal knowledge to a skilled listener/ recorder. The interviewer
supplies a stimulus and the interviewee responds; each question and answer is
independently meaningful and isolatable and can be coded and counted accordingly
(Miller & Crabtree, 2004, p. 186). For researchers who wish to gain descriptive
information from the viewpoint of respondents, however, in-depth interviewing is a
highly viable research option (Hesse-Biber & Leavy, 2004, p. 140). The researcher
explores a few general topics to help uncover the participant’s views but otherwise
respects how the participant frames and structures the responses (Marshall & Rossman,
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2006, p. 101). This method is based on an assumption fundamental to qualitative
research: “The participant’s perspective on the phenomenon of interest should unfold as
the participant views it (the emic perspective), not as the researcher views it (the etic
perspective)” (Marshall & Rossman, 2006, p. 101). Thus, in-depth interviews allowed me
to understand how the housewives viewed and interpreted the experiences within the
Green Future as well as what they did there.
Interviews or in-depth interviews, however, are not a mode of data collection that
produces the qualitative data only by the interviewees or participant’s views. Qualitative
researchers are realizing that “interviews are not neutral tools of data gathering but active
interactions between two (or more) people leading to negotiated, contextually based
results” (Fontana & Frey, 2000, p. 646). In every interview, there are also nonverbal and
emotional interchanges, the questions are constructed from within the context of the
discourse, and both the interviewer and the respondent have multiple social roles beyond
their roles as interviewer and interviewee (Miller & Crabtree, 2004, pp. 186-187). The
interview creates a listening space where meaning is constructed through an interexchange and co-creation of the interviewer and the respondent. Interviews can be
described as “a fully reflexive process in which both the participant and the interviewer
construct knowledge together” (DeVault & McCoy, 2006, p. 24).
Interviews were the mode of data collection in order to give the most data for my
study. From the interviews I obtained abundant data related to what the members of
Green Future had experienced and how they constructed their experiences. I basically
conducted in-depth interview following five steps which Miller and Crabtree (2004, pp.
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189-200) suggest as in-depth interview processes: mapping the journey, designing,
preparing interviews, interviewing, and transcribing as the final script. However, this
interview process was not the only way of doing in-depth interviews. It just provided
some helpful guides for the in-depth interview; that is, it helped me know where I was
and where I might still need to go.
First, I began to map the research topic landscape through a literature review, a
cultural review, and a self-review. During my preparation for my research, I tried to
identify the existing descriptive, theoretical, and analytic categories for the research topic.
Also, I strived to understand the culture of Korean housewives and identified my
preconceptions or biases of the housewives and the community-based organization which
had been formed by my cultural background and experiences. After articulating what I
would explore in my research, even though it was not complete, I could move the next
stage to design the interviews.
After the start of my field research, I tried to choose interview participants so as to
maximize the richness of information pertinent to the research questions and to report on
varied circumstances and situations (DeVault & McCoy, 2006). As shown in Table 3.2
above, in the result, I selected nine interview participants, based on participant
observations and informal interviews before the interview. Also, I constructed the
questions to be used for the interview. The interview questions were organized by the
flow of the actual interviews. (See Appendix B) At the first interview, I planned to use
rapport-building biographical questions, the introduction of research themes, and
descriptive questions for collecting the participants’ understanding, feelings, key terms,
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and major attributes about people, acts, goals, expectations, and experiences (Spradley,
1979). At the subsequent interviews, I would use more structured questions which were
useful in picking out the detail description of their experiences and their belief, value, and
reflection on experiences in the organization which were not expressed in the preceding
interviews. In preparation for the interview, I checked the interview place which was
usually an everyday location and I made sure there was good lighting, a minimum of
external disturbances, privacy, and well-mannered informality. I decided to interview in
an empty classroom of Ojeong Culture Center at that time, which was the place that they
frequently used and felt comfortable in. Also, there was little noise that would interfere
with the recording of the interviews. Before the actual interviews, moreover, I made sure
I had extra batteries and memory chips in the tape recorder, the informed consent forms,
and note taking materials.
With the first interview with HyunJu Choi on July 19, I began conducting actual
interviews. Early on I centered on the former and present leaders in order to get the
information about the outline of their activities. Through the early interviews, I actually
could get the understanding about their activities which I had not been aware of. Most of
interviews were carried out at the end of August and the early September of 2007 when I
had a full understanding of the activity of Green Future and formed the rapport with the
members. An interview took one hour or one and half hour at one time, and I conducted
one or two interviews per informant (See Table 3.2). After the first interview with all of
the selected informants, I made modifications to the interview questions or changes in the
strategy before the next series of interviews.
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All of the interviews were audio recorded, using voice recorders, and transcribed
by myself. During the interviews, I tried to display the desired enthusiasm, be
nonjudgmental, show interest in the information as it unfolds, be empathic, and avoid
forgetting previous answers. I also tried to maximize the facilitations and minimize the
inhibition in a steady, slow, and progressive flow of the interview. But I didn’t just listen
and take notes on what the interviewees were saying. With my understanding that the
interview is a process in which both the participant and the interviewer construct
knowledge together, I actively had a conversation with the interview participants, and I
shared my thoughts and impressions of their activities. Finally, I transcribed the interview
records by myself. Transcription involved the complicated process of translating the
interview from oral discourse to written language.
Interpretation of Documents
The last mode of data collection was interpretation of documents. Written
documents are one of the most valuable and timesaving forms of data collection
(Fetterman, 1998, p. 58). When the researchers need data on the background and
historical context of the organization or group under the study, they review written
documents and records. Lincoln and Guba (1985, p. 277) distinguished between
documents and records on the basis of whether the text was prepared to attest to some
formal transaction. While records are prepared for official reasons, documents are
prepared for personal reasons (Hodder, 2000, p. 703). In fact, the two terms are often
used interchangeably, but access to records may be restricted by laws regarding privacy,
confidentiality, and anonymity. The researcher needs permission to gain access to these
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types of records, particularly the more sensitive data (Fetterman, 1998). Knowledge of
the history and context surrounding a specific setting comes, in part, from reviewing
documents (Marshall & Rossman, 2006, p. 107).
Documents which I gathered were the regulations of Green Future, the periodic
newsletters of the Green Future, the publicity booklet published by the Ojeong District
Office, the pamphlets of the Ojeong Culture Center, and proceedings of the symposium
and the workshop in which the Green Future presented. Through the documents, I could
make certain of the exact time and place of the past events that they mentioned in the
interviews. Sometimes I could find out that they had a wrong memory, for example,
about the time of integration between the first and the second term.
In addition to these published records, in particular, I could obtain their
permission to read and download the contents on the bulletin board within their online
community (http://cafe.daum.net/agreenfuture). Since they used to upload their activity
reports and photographs on the online community, I could collect the data about the past
activities which I was unable to observe from the contents on the bulleting board.
Moreover, I could garner the data of individuals’ frank thoughts because they used to
write their reflections and impressions on their activity in the activity reports.
Data Analysis
The process of analysis begins with the departure of the research to make research
questions and to plan research design and process (Coffey & Atkinson, 1996; Fetterman,
1998; Merriam, 1998). The process of analysis is not a distinct stage of research, but is
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guided by the research questions and purpose. With clearly stated research questions,
researchers can decide which strategies and methods they will use to collect and analyze
a variety of empirical materials. As qualitative research is not a linear but iterative
process, moreover, data analysis is not the last phase of the research process following
data collection. “The process of analysis should not be seen as a distinct stage of
research; rather, it is a reflexive activity that should inform data collection, writing,
further data collection, and so forth” (Coffey & Atkinson, 1996, p. 6). Merriam (1998)
suggested that “data collection and analysis is a simultaneous activity in qualitative
research” (p. 151). She argued that analysis begins with the first interview, the first
observation, the first document read, and emerging insights, hunches, and tentative
hypotheses direct the next phase of data collection, which in turn leads to the refinement
or reformulation of questions, and so on. Data analysis has already begun at the phase of
research design and data collection, and again impacts the research design and the data
collection. I began data analysis immediately after collecting the data from the first
participant observation or informal interview or in-depth interview. With the first data, I
reviewed the purpose of our study, read and reread the data, and wrote my reflections,
tentative themes, hunches, ideas, and things to pursue that were derived from this first set
of data. Additionally, I noted things I would ask, observe, or look for in my next data
collection activity. After the second interview or observation, I compared the first set of
data with the second. This comparison informed the next data collected, and so on.
Even if data analysis began from the moment I selected a problem to study, I
actually began to analyze the data with the coding of the first collected data. Coding
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(Coffey & Atkinson, 1996; Strauss & Corbin, 1998) is the way to organize the data.
Coding is to condense “the bulk of our data sets into analyzable units by creating
categories with and from our data” (Coffey & Atkinson, 1996, p. 26). By organizing
qualitative data, attaching codes to data, and generating concepts, we can review what our
data are saying. The work to code data, however, required me to have some capacity that
qualitative researcher usually needs. Those were both theoretical framework or concepts
and researcher’s intuition or sensitivity. According to Coffey and Atkinson (1996),
“coding can be thought about as a way of relating our data to our ideas about those data”,
and “codes represent the decisive link between the original ‘raw data’, that is, the textual
material such as interview transcripts or field notes, on the one hand and the researcher’s
theoretical concepts on the other” (p. 27). The work to code data and construct categories,
thus, needed theoretical concepts which often come from sources such as the literature.
For the study, I used concepts and categories of activity theory as a theoretical framework.
‘The structure of a human activity system’ suggested by Engeström (1987, p. 78) (see
Figure 2.2) and concepts such as contradictions, historicity, and multi-voicedness which
are from five principles of activity theory were used for coding and analyzing data, and
then for exploring the housewives’ learning in the community-based organization.
According to Glaser and Strauss (1967), however, “merely selecting data for a
category that has been established by another theory tends to hinder the generation of
new categories, because the major effort is not generation, but data selection” (p. 37).
Merriam (1998) also argued that “devising categories is largely an intuitive process, but it
is also systematic and informed by the study’s purpose, the investigator’s orientation and
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knowledge, and the meanings made explicit by the participants themselves” (p. 179).
According to Fetterman (1998, p.93), the initial stage in analysis involves simple
perception, and then the ethnographer’s personal or idiosyncratic approach, together with
an assortment of academic theories and models, focuses and limits the scope of inquiry.
As Merriam points out, furthermore, “the process of data analysis is highly intuitive; a
researcher cannot always explain where an insight (that may later be a finding) came
from or how relationships among data were detected” (Merriam, 1998, p. 156). Even if
creating categories is largely an intuitive process, the results from these processes can be
acceptable by the audience of the research. According to Strauss & Corbin (1998), “when
we classify like with like and separate out that which we perceive as dissimilar, we are
responding to characteristics, or properties inherent in the objects that strike us as
relevant” (p. 105). So, I tried to focus on the emergence of categories in order to solve the
problems of fit, relevance, forcing, and richness. I read and reread my interview
transcripts and field notes, coding data and creating categories, and tried to become
sensitive to my data. I tried to generate an emergent set of categories and their properties
which fit, work, and are relevant for integrating into a theory. (See Appendix C)
I continuously probed and interpreted the housewives’ learning in the Green
Future through my thinking skills based on the data and theoretical concepts. At that time
my subjectivity might intervene in the interpretation. I don’t deny the fact that my biases
as the researcher work in conducting the study. My biases might be obstacles to the
research and at the same time may be foundations of that. But I needed to open to the
collected data and become aware of what my biases were. In an endeavor to develop a
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multifaceted perspective on the data (Street, 1992), I opened the data to the participants.
It was used to see whether or not the participants I was studying agreed with what my
record and meaning reconstructions. The research participants could access the collected
data and comment on it and correct any mistakes they thought I made in reporting the
activity and learning details. But I took care that my interpretations didn’t overwhelm
members’ reflection.
Also, I used triangulation in the study in order to improve the quality of data and
the accuracy of ethnographic findings. According to Fetterman (1998, pp. 93-96),
triangulation is basic in ethnographic research and is at the heart of ethnographic validity.
Triangulation is to test one source of information against another to strip away alternative
explanations and prove a hypothesis (Fetterman, 1998, p. 93). When participants describe
their own experiences, their descriptions include their values, beliefs, and reflections on
their experiences, but they may describe experiences to pursue on, not real experiences.
For instance, they could say desirable changes of members in the group as if they
experienced those changes actually. Thus I tried to examine whether what a participant
said was consistent with what I observed or what others said or additional documentation.
I summarized what members said about their experiences of changes or growths in
interviewing, and then checked those changes in their actual speech, behavior, and
interaction with other members. I also asked another member what she thought changes
and growth of the other members in the group were. I triangulated participants’
descriptions through the usage of my observations and others descriptions.
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CHAPTER 4. OUTLINE OF GREEN FUTURE
In this chapter, I focus on the characteristics of the Green Future research site in
detail before exploring the research questions in earnest. I first inquire into the
background that led to the establishment and development of Green Future, including the
region in which Green Future is located and the organizations with which Green Future
forms a network. Then I describe Green Future’s organizational system in order to
understand the members’ activity in the Green Future.
Background
Green Future is a community based organization that has been active in Bucheon,
particularly in the Ojeong district. Moreover, now most of the members of Green Future
lives in the Ojeong district, and all the members were living there when participating in
the eco-conductors training courses. The organizations that contributed to the birth and
development of Green Future are the Ojeong District Office and the Ojeong Culture
Center. In this section, thus, I examine Bucheon and the Ojeong district area as a regional
background, and then the Ojeong District Office and the Ojeong Culture Center as the
organizations supporting Green Future.
Bucheon and Ojeong District
Bucheon is a relatively big city in Kyeonggi Province, with a population of about
860,000, and is adjacent to Seoul Metropolitan, Incheon Metropolitan, and the cities of
Gwangmyeong, Gimpo, and Shiheung, as shown in Figure 4.1. As the population of
Bucheon increased because of the development of Jung-dong new urban area, in 1993
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Bucheon was divided into three districts2: Sosa-gu, Wonmi-gu, and Ojeong-gu.

<Bucheon city>

<Kyeonggi province>

Figure 4.1 Map of Bucheon City and Kyeonggi Province
However, the disparities of income, residential environment and facilities between
the old and the new central area of the city have deepened with the development of Jungdong and Sang-dong, new urban areas within Wonmi district. After the development of
Jung-dong and Sang-dong, the residential environment such as housing and
transportation network of new urban areas has been better than the other areas, cultural
and shopping facilities have been concentrated on the areas, and then people with more
relative wealth come to reside in the newly developed areas in the Wonmi district.
Contrary to the Wonmi district, the Ojeong district became, relatively speaking, an
underdeveloped area in Bucheon. According to some statistical data, the Ojeong district

2

District is called “gu” in Korean. Also, City is called “si”, province is “do”, and administrative
section below district is “dong”.
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has relatively more people in the low-income bracket than the other districts, and is
deficient in cultural, lifelong education, and shopping facilities. As shown in Table 4.1,
Bucheon’s low-income bracket ratio is 3.04. While Wonmi’s low-income bracket ratio is
below the Bucheon average at 2.79, Ojeong district’s is 3.55, above the Bucheon average.
Table 4.1 Bucheon’s Low-Income Bracket Ratio (2005)
(Unit: people, %)
Population(A)

Low-income(B)

A/B

Total

863,397

26,261

3.04

Wonmi

447,354

12,504

2.79

Sosa

225,706

6,991

3.09

Ojeong

190,337

6,766

3.55

Note: Low-income bracket = people with a household income of less than 120/100 of the
minimum cost of living fixed by the central government.
Source: Korean Educational Development Institute (2007). The case study for building
Bucheon Educational Safety Net.
According to the index of Bucheon’s economic condition (Bucheon Commercial
Chamber, 2006), the areas of the highest income a month are Jung-dong (3,210 thousand
won) and Sang-dong (3,410 thousand won) in Wonmi district. On the other hand, the
areas of the lowest income a month are Dodang-dong (2,120 thousand won) and
Wonjong-dong (2,150 thousand won) in Ojeong district. Moreover, residents in Ojeong
district have been dissatisfied with the residential environment more than those in Wonmi
district, particularly in terms of the cultural and shopping facilities (Bucheon Focus,
2006.12.21). Research participants also expressed their dissatisfaction with the residential
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environment of Ojeong district in interviews:
While there are various cultural centers in Wonmi district, there is nothing in
Ojeong areas. (HyunJu Choi, Interview1st, Page2, Line17-18)
Ojeong had been neglected area in Bucheon until the Ojeong Cultural Center was
established, but I feel that the consciousness of housewives in this area has fairly
been changed after the cultural center came in. (JiEun Lee, I1, P27, L20-22)
While Jung-dong was a rich village in Bucheon, Ojeong was relatively neglected
area in terms of the culture, in which there were a lot of suffering people and lowincome bracket. (HeeKyeong Kim, I1, P1 L29-P2 L1)
Although the Ojeong district is an underdeveloped area in Bucheon, it is
important to keep and utilize the natural environment in Bucheon because there are wide
rice paddies, dry fields, and forest area, which take up about 50% of the whole Ojeong
district. According to the proceeding at the Ojeong District Environment and Ecology
Symposium (2006), the utilization of the Ojeong district’s land consists of the
urbanization area 50.1% and the green zone 49.9%. Among the green zone, rice paddies
occupy 21.0% out of the gross area of Ojeong district and forest area 10.2%. They argued
that it is necessary to protect and preserve the rice paddies and the forest area in order to
prevent Bucheon from ‘heat island effect’ in the central area of the city, and to change
Bucheon or Ojeong district areas into environmental and ecological town.
Even though the Ojeong area is underdeveloped, the maintenance of the green
zone such as rice paddies and forests provides the Green Future with a field where they
can actively guide students into the eco-environment. In the eco-class, their main activity
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is to explain about the plants and insects in such a green zone. Actually, the principal
fields of their eco-classes are the very rice paddies in DaeJang-dong, the Jakdong
Mountain, and the Dodang Mountain.
Ojeong District Office and Ojeong Culture Center
Green Future has a relationship with various organizations to support them in
their activities. For instance, Bucheon Lifelong Learning Center and Local Agenda 21 for
Bucheon (a grassroots community organization) have supported further education of
Green Future in terms of finances or the quality of education. However, when all is said
and done, it is the Ojeong District Office and the Ojeong Culture Center that have
produced a crucial effect on the birth, growth, and activity of Green Future.
First, the Ojeong District Office is an administrative body belonging to the
Bucheon municipal office. As metropolises such as Seoul and Incheon are divided into
several districts, Bucheon is divided into three districts, one of which is the Ojeong
district. However, while the districts in the metropolises are self-governing communities,
the districts in the general cities such as the Ojeong district don’t have the right of selfgovernment; the municipal authorities are the same level of local governments with the
district governments in the metropolises. Thus, the Ojeong District Office is a body to
undertake all the administrative affairs in Ojeong district without autonomy. The structure
of the Ojeong District Office consists of eight sections and 45 subordinate teams under
these sections. In particular, the Environmental and Sanitary Section has had the close
relationship with the Green Future.
As stated above, the Ojeong District Office was established in 1993 because
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Bucheon was divided into three districts at that time. But the Ojeong District Office was
located in a building for rent in the Wonmi district without its own office building until it
established the current office building in 2003. When the Ojeong District Office opened
in the new building, Bucheon municipal government assigned the 5th floor of the office
building to the cultural space for citizens, and entrusted the operation of the space to
Wonjong Welfare Center located in Ojeong district (Retrieved 12-03, 2007, from
http://www.ojcc.org/).
Simultaneously with the opening of the Ojeong District Office building in 2003,
in the result, the Wonjong Welfare Center established Ojeong Culture Center on 5th floor
of the Ojeong District Office building and has managed from then till now. The Ojeong
Culture Center as an annex of the Wonjong Welfare Center supports the lifelong
education for adults and children as well as culture-welfare projects, while the other
departments of the Wonjong Welfare Center take charge of community welfare, family
welfare, in-home service, and so on. The staffs of the Ojeong Culture Center are
employed by the Wonjong Welfare Center, and are composed of an annex head, a chief of
a section, and three general staff members (Retrieved 12-03, 2007, from
http://www.wonjong.or.kr/).
HyunJu Choi (I1, P2, L25-27) said that many citizens showed much interest in
and entertained great expectations for the establishment of the Ojeong Culture Center at
that time. Many residents in the Ojeong area had searched for the lifelong learning
institutions such as the Bucheon Women Center and the culture centers of department
stores located in Wonmi area, because there were no culture centers of high quality in the
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Ojeong district until the opening of the Ojeong Culture Center. HeeKyeong Kim, the staff
member at the Culture Center working with Green Future stated that because “…the
residents had high passion for education or cultural life even if there were many lowincome households in Ojeong district” (I1, P2, L1-2), they must be interested in the first
establishment of the high quality culture center in the Ojeong area. Actually some of the
participants said in the interview that they just visited the Ojeong Culture Center because
of a general interest and happened to participate in the natural eco-conductors training
courses.
Corresponding to the residents’ expectations, since the establishment in 2003, the
Ojeong Culture Center has set up and provided various three-month-programs four times
a year: Spring, Summer, Fall, and Winter term. According to the advertising brochure of
the educational programs, the Ojeong Culture Center provides about 50 educational
programs for children and adults in Ojeong-district & Bucheon area, including an adult
physical education program, an adult culture and art education program, an adult
vocational training program, a children’s originality improvement program, a children’s
culture and art education program, and a children’s experiences learning program. Except
for some programs that are supported by other organizations, most of programs of the
center require a fee. According to the interview with HeeKyeong Kim(I1, P1), before the
opening of the Ojeong Culture Center, there had been several organizations to provide the
residents with the cultural or educational programs such as regional service centers,
which the municipal governments’ administrative district offices were converted into and
provided lifelong education programs as well as administrative services. In order to avoid
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the competition with the regional service centers in Ojeong district by the provision of the
same or similar programs, however, the Ojeong Culture Center has endeavored to
develop and provide various educational programs that other lifelong learning institutions
in the Ojeong area had seldom provided for the residents until that time. The Ojeong
Culture Center has also strived for the provision of high-quality programs with low prices
so that all residents in Ojeong area, even the low-income bracket, can enjoy those
programs. The natural eco-conductors training courses was one of the programs designed
with the intention to provide high-quality programs for the residents in culturally
neglected areas. HeeKyeong Kim stated:
We can say that this culture center was the first established in this area. Therefore,
I thought that our plan was to make the high-quality programs low enough in
price that the residents in this area can be blessed with the advantage. Programs
such as ocarina and eco-education among other things were especially difficult for
the suffering people to come into touch with. … With the term culture and
ecology as an important code, therefore, I said that we would provide the cultural
programs and the eco-educational programs for the residents. (HeeKyeong Kim,
I1, P2, L3-13)
However, the Ojeong Culture Center didn’t alone provide the eco-conductors
training courses, but in partnership with the Ojeong District Office. The Ojeong Culture
Center designed and managed the program, while the Ojeong District Office provided the
operating expenses of the program. After the end of the training courses, the Ojeong
Culture Center and the Ojeong District Office have maintained support for the Green
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Future composed of the participants in the training courses. Since the support from the
both organizations will be mentioned in relationship to the activity of Green Future in the
coming parts, here I describe this briefly.
First, the Ojeong District Office has given financial aid to Green Future for
continuing education even after the end of the training courses. For continuing education
courses and experience education, Green Future received funds for the lecturer fees and
traveling costs from the Ojeong District Office. For example, the district office provided
the bus, snack, and beverage for Green Future at the experience education of the earthenpipe craft which I observed and participated in last summer (07-06-2007). Moreover,
since 2006 the Ojeong District Office has entrusted Green Future with the eco-education
provided through the district office for residents of Ojeong. When the organizations or
groups in the community request the Ojeong District Office to give eco-classes, the
Ojeong District Office makes the members of Green Future arrange the lecturers among
them and provides the money to pay them. The Ojeong District Office has provided
Green Future with opportunities for them to participate in eco-conducting practices as
well as with the fees, even it’s a small amount of money.
The Ojeong Culture Center has also provided Green Future with opportunities for
their eco-conducting. In the beginning of Green Future’s activity, the Ojeong Culture
Center introduced the organizations and groups demanding the eco-guide volunteering,
mainly welfare centers in the community, to the Green Future. The Ojeong Culture
Center then began to entrust Green Future with the eco-programs opened by the center.
Since the early part of 2006 the Ojeong Culture Center has employed fourteen members
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of Green Future as full-time eco-lecturers to take charge of all the eco-programs of the
center, through the Social Employment project funded by the Ministry of Labor in the
central government (described in the following section). In fact, Green Future was made
possible through positive support from the Ojeong Culture Center and the Ojeong District
Office, as most of the members expressed. For example, HyunJu Choi said (I1, P12),
“The both have brought up us” (L15) and “We appreciate their help” (L26).
Understanding the Green Future
Green Future was established by the participants to finish the natural ecoconductors training courses opened in 2003 and 2004, and the name of “Green Future”
was created by the participants who completed the first eco-conductors training courses
term in 2003. The name contains the meanings both of Wild Smilax (scientific name:
Smilax china L.) belonging to Liliaceae group, as well as of the phrase “green future” in
the Korean language. After the end of the second training course term in 2004, the
present Green Future was established through the unification of the participants who
finished the first and the second training courses term early in 2005. In order to facilitate
an understanding of Green Future, in this section I describe the constitution of Green
Future: the systems of Green Future based on the regulations of an organization, and the
groups formed within Green Future.
In the same way that organizations are usually founded upon the regulations of a
society, so is Green Future. According to SoYun Park (I1, P7-8), who is the current chair,
the regulations of Green Future have developed and changed into the current framework
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after the first enactment. At the very beginning, the first term’s members made the
regulations of their group right after the end of the first education term (HyunJu Choi, I1,
P11, L18-19). In the processes of the enactment, they received the help of a civil servant
in the Ojeong District Office, who introduced to them the regulations of other
organizations. Based on the typical frame of the regulations, they selected the required
items and changed the text to be suitable for Green Future. After the first enactment in
2003, the second term’s members also accepted the regulations in the process of
integration, so these regulations became the official regulations of Green Future. Since
then the regulations have not undergone notable changes beyond the addition of a vicechair position.
The regulations of Green Future are composed of four chapters: 1) the general
rules, 2) the members and board, 3) the meetings, and 4) the finance. In the general rules,
it is prescribed that the name of the organization is “natural eco-conductors’ group, Green
Future” and they aim to learn and teach the natural eco-environment and to contribute to
the community development. Following the structure of the regulations, I specifically
describe the members, board, meetings, and finance of Green Future in this section.
Then, I describe a few small groups belonging to the Green Future, even though
they are not stated on the regulations, as well as the Social Employment project through
which many of the members have been employed and which has affected the activity of
Green Future.
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Members
Green Future is an organization which consists of 24 natural eco-conductors
(some members use the term forest conductors in their calling card). In the regulations of
Green Future, the qualification for membership is described as a person who finishes the
natural eco-conductors training courses offered by the Ojeong District Office. Also, full
membership is given to the person who finishes the natural eco-conductors training
courses and volunteers over 5 times a year. In fact, the members of Green Future had
completed the educational program for training of the eco-conductors which the Ojeong
District Office and the Ojeong Culture Center opened both in 2003 and 2004 through the
partnership with each other. Also some had participated in the volunteering in 2004 and
the others in 2005 because one-year volunteering was mandatory, although they have
continued until now.
Green Future now has twenty four members. The membership has decreased from
its first stages, because part of them withdrew from Green Future for their own reasons
such as getting a new job or having less free time (SoYun Park, I1, P7, L4-8) and the
third eco-conductors training courses term has not been opened in the Ojeong District
Office and the Ojeong Culture Center after the second term in 2004. All of the members
are women and housewives. According to the membership list there are members of
various ages: 5 are from thirty five to thirty nine years old, 13 from forty to forty four, 4
from forty five to forty nine, and 2 from fifty to fifty four (see Table 3.1). The youngest
member is thirty eight years old and the oldest is fifty three.
All of the members are “ordinary” housewives in the sense that they had no full-
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time job outside their home and no past career records related to the eco-conductor at the
beginning of the training courses. Although one of them majored in Landscape
Architecture and another in Horticulture in college, they didn’t have careers related to
their majors. All of them were ordinary housewives who had managed their household
and brought up their children as the other housewives in Korea usually did. According to
the interviews with participants, even though some of them had the experience to have
had a full-time job or part-time job in former days, none of them had a particular job
except a full-time housewife at the time of participating in the training courses. As
HeeKyeong Kim said “they were ‘real’ housewives who didn’t know anything about
ecology and have any activities related to the ecology within this area” (I1, P5, L23-24),
and “most of the members are similar” (I1, P11, L28). Without prior knowledge about
what the eco-conductors are and do, they participated in the training courses simply in
order to learn about ecology or to do volunteering. As HyunJu Choi said (I1, P15, L2324), “most people didn’t know who a forest conductor is and what she does, and didn’t
know even that a forest conductor exists.”
These ordinary housewives participated in and completed the eco-conductor
training courses opened in 2003 and 2004, and then built the organization of ecoconductors in the beginning of 2005. Because Green Future was organized by the
housewives who finished the first and second training courses in 2003 and 2004
respectively, the members were distinguished between ‘the first term’s members’ and ‘the
second term’s members’. Now Green Future has 8 members of the first term and 16
members of the second term. From the beginning of building Green Future, the
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distinction between the first term and the second term had been an important way of
distinguishing the members until the introduction of the Social Employment project in
2006. The participants in the interview said that it became irrelevant to divide the
members into the first and the second term by virtue of the Social Employment project,
but I could observe the project has caused another gaps between the members.
The Ojeong Cultural Center submitted a proposal for the Social Employment
project, for which the Ministry of Labor provided funds for 3 years, and their proposal
was accepted. Through this project, the center employs 14 members of Green Future as
instructors providing eco-education programs for citizens. The project began with the
employment of 10 members on April, 2006 and added 4 members to the Social
Employment team in August, 2006. The employed members began to get wages every
month, although the wages are no more than the minimum cost of living, and have taken
charge of the eco-classes opened in the Ojeong Culture Center. The application for the
Social Employment team was voluntarily decided by all the members of Green Future.
The general members not belonging to the Social Employment team didn’t participate in
the project due to personal conditions that prevented them from going to work from 9 am
to 6 pm every weekday. Thus the members of Green Future can be differentiated between
the 14 members engaged in the Social Employment team and the 10 general members.
But, since the Social Employment team goes to the office and meets with one another
everyday, the activity of Green Future centers upon the team. Whenever I observed their
eco-classes, most of the eco-conductors in charge of the eco-classes consisted of the
fourteen members in the Social Employment, and I could observe the participation of the
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general members only once in a while. I was aware that the general members had
strikingly dropped behind in the activity of Green Future, except for one active general
member. Actually, I scarcely observed that three out of 10 general members have
participated in the activities of Green Future such as monthly meeting and teaching, and a
member told me they were much the same with leaving from the organization. Currently
the Social Employment team plays a leading part in the operation and activity of Green
Future.
The Board of Green Future
Green Future has five organization officers: the chair, the vice-chair, the manager,
the educational department manager, and the editorial department manager. All the
officers are elected at a general meeting every year. The term of the officers is one year
but they can be reappointed. The role of each officer is prescribed in the regulations as
follows:
The chair as the representative of the organization takes charge of all the affairs
and acts as chairman at all the meetings; the vice-chair undertakes the adjustment of the
eco-class schedule and the arrangement of eco-conductors, as well as acts for the chair
if the chair is unavailable; the manager plays a role in letting all the members know the
schedules, the plans, and the events of Green Future, and takes charge of receipts and
expenses of membership fees; the educational department manager collects the materials
for education and learning and supports the development of the members; and the
editorial department manager publishes the newsletter and bulletin, as well as records and
keeps the activities of Green Future. The newsletter, Green Future, is published quarterly

104

and came out ten times from the 1st issue to the 9th issue, including the inaugural issue,
until now.
In the regulations, there is a sentence stating that all the members assist in each
officer’s work, but most of the work related to the operation of the organization usually
performed by the officers. Thus, most of the members are reluctant to be on the board,
and then the younger members come to take the officer positions and the trifling matters.
Actually, three out of five officers are the youngest members, and two of them have
undertaken the officer’s roles for three years so far. As several members said:
No one wants to be in charge of it. Frankly, it is troublesome task because they
would have much work to care about if they take a position as an officer. (SoYun
Park, I1, P21, L6-8)
The elder members need to take the lead in acting on all the matters, but there are
frequent occasions when they don’t do that. But, the younger members always
took the lead. (JiEun Lee, L2, P7, L11-13)
Because all the members are older than I, I usually take the lead in doing the
affairs myself. So, the age in Korean society [laugh] doesn’t really make the
friendship. Within this organization, the age exists too. According to the age, the
younger people used to undertake the trifles, while the elder sisters don’t.
Therefore, in Korean society [the order of] the age is really unwritten rule. But it
seems that following the order of the age makes our mind easy and maintains the
organization’s order. So we tend to follow that either consciously or
unconsciously. (Minsun Jang, I2, P2, L4-11)
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Minsun Jang said that due to this reason one or two members got tired, and they
have already given up hope for improvement (I2, P1, L29). Although several members of
the board, particularly the youngest members, undertake most of the affairs of the
organization, some members who participated in the interview indicated an insufficiency
of the systematic features or centripetal force as one out of the problems of Green Future.
It is certain there are some factors obstructing the systematic operation of Green Future.
They elect members to the board in order to carry out the tasks of the organization, but
the elder members commit the burden of the tasks to the younger members, and then the
problem of age hinders the young officers from demonstrating their leadership. Age also
operates as an “unwritten rule” to accomplish the tasks of the organization and to
construct the system of the organization, as well as the board. There is some tension
between the system stated in the regulations of Green Future and the unwritten rules
regarding age.
There is no rank within this organization. Therefore, there are people to act and
insist their opinion, irrespective of age. In that case, the dissonance among the
members comes from it [behaviors ignoring age]. (HyunJu Choi, I2, P7, L4-5)
It is difficult to demonstrate my leadership. If I was older than others, I could
have spoken in a commanding tone in some cases. But I should not do that.
Because all the members are older than I, I am not in a position to tell them what
to do. So, if I dislike telling them, I work on the tasks myself, and then I get a
scolding from the others for doing it for myself. (SoYun Park, I2, P14, L1-5)
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The Meetings and Finance of Green Future
According to the regulations of Green Future, there are three kinds of meetings in
the Green Future: general meeting, extraordinary meeting, and regular meeting. A general
meeting is held once a year, usually at the end of the year. Through the general meeting,
they can enact and amend the regulations of Green Future; elect the members of the
board such as the chair, the vice-chair, the manager, and so on; recognize an annual
settlement; and decide the plans and the budget for the coming year. An extraordinary
meeting can be called by the decision of the general meeting, at the suggestion of five or
more members, or at the request of the chair. The issues of the general meeting and the
extraordinary meeting are usually decided by an approval of a majority of those present.
But revisions to the regulations must be decided by an approval of more than two thirds
of those present.
While the general meetings play a part in the revision and refinement of the whole
frame of Green Future through the reflection on the current year and the plans for the
coming year, regular meetings are related to the decision of the concrete schedules and
practices for one month. The regular meetings used to be held once a month and take less
than two hours (08-24-2007). The matters submitted to the regular meeting for
consideration can vary with each monthly meeting. According to the minutes of the
regular meetings, however, the most important and common item is to announce the dates
of the eco-classes and other events and to adjust and decide upon the arrangement of
lecturers and participants. At the regular meeting on August (08-24-2007), the vice-chair,
who is in charge of the arrangement of the eco-class schedule, wrote the dates of the eco-
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classes and events on the whiteboard and received the applications of the members
available on the schedule. They then decided and adjusted on the spot who would take
charge of any eco-classes. Through the monthly regular meeting, thus, the members of
Green Future are placed at the eco-classes or other events by their voluntary decision, not
arbitrarily by the vice-chair nor other board members, as MinSun Jang said:
So, any person doesn’t distribute it to the members, but the member available on
the date applies at the regular meeting. She writes the dates and says to raise our
hands if we are available to teach the children in a child care house on a particular
date of the month. And then, she writes the name of available members, and if a
date is full of the applications, the members also apply to other dates. (MinSun
Jang, I1, P18, L12-15)
In addition to the adjustment of the schedule, the regular meeting provides the
opportunity for the members give their opinions or complaints regarding the operation of
Green Future and share their experiences and reflections on the activities. According to
the minutes of the regular meetings, they gave their impressions and reflections on the
activities such as an eco-conducting (the minutes, 04-06-2007), and shared their wishes
and determinations for this year by turn (the minutes, 01-05-2007). At the regular
meeting in August, they also debated on the expenditure of the membership fee and
talked about their impressions for the first half year by turn (08-24-2007). Through
sharing their thoughts, they learn from other members’ experiences. Of course, there
might be a quarrel or conflict between the members, but as shown in MinSun’s saying
below, the conflict can play an important role in resolving the misunderstanding among
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the members and sympathizing with each other’s mind and heart. YouJeong Kang and
MinSun Jang said:
So, you might see it at the last regular meeting. They should have talked about a
topic of the regular meeting at the regular meeting, but talked about an
unexpected topic [laugh]. I felt somewhat uneasy because there was not good
atmosphere. (YouJeong Kang, I2, P10, L11-13)
So, after the establishment of the Social Employment team, there were quarrels
two or three times at regular meetings. This was not common at regular meetings.
It was a lucky stroke for me that we could open our heart and fling the words
inside our heart. During the turbulent periods, we could understand the
employment team’s heart, and the employment team could understand our heart.
It [the turbulent period] had lasted for two or three months. (MinSun Jang, I2, P9,
L20-24)
In addition to the above topics, the others such as the collection of the ideas about
projects or further education and the conveyance of official announcements are often
dealt with at the regular meeting. After the end of the regular meeting, they used to take a
meal together in order to promote mutual friendship. According to SunYoung Jo’s
narrative (I2, P2, L14-16), at the time that there was few eco-classes, the monthly regular
meeting had played an important role in promoting mutual friendship through gathering,
talking, and having a meal together, because they scarcely had a chance to meet with one
another, which was different from the current situation.
The finance of Green Future is composed of a membership fee and all sorts of
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contributions, but most of the finance is supplied by the membership fee (08-24-2007). In
addition to it, they used to receive financial support from other organizations such as
Bucheon Lifelong Learning Center, but it is usually a support for a previously determined
project and is limited in how it can be spent, for example in the lecturer and material cost,
in the light of my experiences in Gwangmyeong Lifelong Learning Center. Thus most of
the money they are able to use at their discretion comes from membership fees.
As stated above, the membership fee is addressed at both the regular and the
general meeting, and is necessary for the understanding of the structure of Green Future.
The membership fee of Green Future is 60,000 won (about US$ 60) for a year, and they
usually divide it into two payments, the first and second half year. The manager collects
and manages the membership fee. They can pay out of the collected membership fee in
the case of expenses for all meetings and the operation of Green Future, and the items
decided on at the general meeting. At the regular meeting in August (08-24-2007), the
manager informed the members of the f finances for the first half of the year. The finance
was paid out for the items such as costs for purchasing books, lecturer costs, and
expenses for congratulations and condolences. On the spot, one member raised the issue
whether it is proper to pay out for congratulations and condolences for non-members, and
through the debate most of the members recognized and drew the conclusion that the
expenses are necessary for establishing a network with other organizations (08-24-2007).
The Small Groups within Green Future
Three small groups are active within Green Future: “Grass & Flower Painter” to
draw a miniature of eco-environment, “Forest Story” to take a photograph of eco-
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environment, and “Hoop Travel” to take a trip to eco-environment by bicycle. These
small groups were formed to be helpful for their activity as an eco-conductor, because the
subjects are related to their activities in Green Future.
The small groups began to be active after the end of the second eco-conductors
training courses term. According to SunYoung Jo (I1, P4, L7-8), the second term’s
members made a photo group and a miniature group after having the second education
term, while the first term didn’t have these kinds of groups. According to JiEun Lee (I1,
P12, L22), after the end of the second term, the Ojeong Culture Center, which was in
charge of the courses, incited and encouraged the trainees to organize the small groups.
We could not gather in this district office, because the classes were over but
nothing was complete. The program was not yet composed, and our ability was
not perfect. So, people ran about in confusion. But as you know, people get united
well through the [learning] circles. For the purpose of it [maintaining the
organization], therefore, the culture center encouraged us to make the groups. So,
a photo and a miniature, two groups were gathered. (JiEun Lee, I1, P8, L1-5)
As JiEun Lee said above, forming the small groups was one method to maintain
the group and prevent the participants from becoming scattered. At that time, there was
not a lot of volunteering that the person to finish the training courses could participate in.
The second term’s members said that there had been just two or three eco-classes a
month for them to take charge of until the beginning of the Social Employment project.
Also, because an eco-class was undertaken by several eco-conductors, but not all of them,
they were not able to participate in more than one per month. The Ojeong Culture Center

111

might recognize this situation and learn from the experience of the first term. In the case
of the members of the first term who had not formed the small groups, actually, fewer
than 10 members remained in Green Future by the time it was integrated into one
organization. The members of the second term also “sympathized and agreed with its
point of view” (JiEun Lee, I1, P12, L26), and formed two small groups, a photo and a
miniature group.
However, they didn’t only organize the small groups in order to prevent Green
Future from being dissolved. As HeeKyeong Kim said (I1, P8, L7-10), they had the
desire to make further progress themselves through the small groups. After the ecoconductor training courses was over, they might feel not quite satisfied with themselves
as eco-conductors because the education was just a starting point toward becoming ecoconductors. They recognized that they needed further education in order to develop their
ability as eco-conductors, and the small group would be helpful for it. SunYoung Jo said:
We made the small groups within the group, as a miniature group was formed,
and I also made a black-and-white photograph group, Forest Story, because I took
a black-and-white photograph. It was because I wanted to have a professional part
in the field of eco-conducting, in the same way that each of the teachers had their
own parts and was different from the other teachers. (SunYoung Jo, I1, P4, L8-13)
Thus, the small groups were formed by the necessities both to maintain a group
and to develop their ability as eco-conductors. While the miniature and the photo groups
were formed in 2004 just after the second training courses, the Hoop Travel was formed
in 2005 after the integration of the organization, according to the online community of
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Green Future (http://cafe.daum.net/agreenfuture). These small groups were active in their
meetings in the beginning. As JiEun Lee said (I1, P12, L25-26), they met once a week for
6 months in its first stages. Through active meetings and activities, they had an exhibition
on Environmental Day in 2005 at the lobby of the Ojeong District Office, and the
miniature group had its exhibition again in 2006. SunYoung Jo said:
In the first year after Green Future was established, we had an exhibition within
the Ojeong District Office, where the miniature and the photo group submitted
their works. (SunYoung Jo, I1, P4, L18-20)
However the meetings of the small groups have been letting up a little after the
beginning of the Social Employment project. According to HyunJu Choi (I1, P23, L1-3),
the small groups usually have their meetings on days when they don’t have their ecoclasses Because the eco-classes as well as other activities increased after the Social
Employment, the frequency of the meetings of the small groups had to decrease. While
the eco-classes have increased in 2007, particularly in the case of the miniature group,
there had been no meeting for nearly a year until the meeting at the end of October in
2007, since the last meeting in December, 2006, according the notice board of the
miniature group in the online community of Green Future.
The Social Employment Project
As briefly mentioned above, currently fourteen members of Green Future are
employed by the Ojeong Culture Center through the Social Employment project. At the
early stages of my participant observation, I had no idea why some of them always went
back to the office located in the 5th floor of the Ojeong District Office building after the
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end of the eco-class. Usually the members of a community-based organization go to the
office only in needed cases because they are not full-time employees. But I could not
solve my confusion about their activity until I heard that some of them were employed by
the Ojeong Culture Center through the Social Employment project and received a
monthly salary. I learned that the Ojeong Culture Center applied for the participation of
the Social Employment project to the Ministry of Labor and was chosen as a participating
agency in 2006. Then the Ojeong Culture Center employed some of the members of
Green Future as eco-educational instructors of the center through the Social Employment
project.
The Social Employment project was first introduced as a model project of the
Ministry of Labor in 2003, in order to expand the supply of social services and to create
new employment. That is, it is the project that NGOs (Non-Governmental Organizations)
or NPOs (Non-Profit Organizations) create new employment in social services fields such
as health, welfare, and education, which are socially necessary but not provided
sufficiently due to inadequate funding (Retrieved 12-04, 2007, from
http://www.socialenterprise.go.kr/). After the first introduction to the Ministry of Labor,
the Social Employment project has expanded toward the other Ministries and Offices.
Now 11 Ministries and Offices are carrying out it and 201,059 persons are employed
current in 2007. Non-profit NGO’s that are registered at the central or local government
can qualify as a participating agency. Also, the participants are not subjected to any
restriction, but priority is given to the social weakness classes in employment such as the
disabled, aged, and woman (Retrieved 12-04, 2007, from
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http://www.socialenterprise.go.kr/). The Ministry of Labor supports payroll costs, about
770,000 won (about US$ 800) per employee, and 8.5% of the social insurance fees which
the employer used to pay.
The Ojeong Culture Center submitted the proposal to the Ministry of Labor
saying that they would provide the various environmental education courses in order to
rebuild the Ojeong area into a pro-environmental town, in the title of establishing the proenvironmental village in the urban (HeeKyeong Kim, I1, P6, L2-4). When the Ministry of
Labor accepted the proposal, the Ojeong Culture Center invited applications for
participation in the Social Employment among the members of Green Future early in
2006. According to HyunJu Choi(I1, P20, L28-29) and JiEun Lee(I1, P13, L9-10), the
Social Employment in the Ojeong Culture Center began with 10 participants out of the
Green Future’s members on April 1st 2006, but the number of participants grew to 14
on August 2006 and has remained constant until now.
The participants engaged in the Social Employment go to the office at 9 a.m. and
leave the office at 6 p.m. from Monday to Friday. Because they are employed by the
Ojeong Culture Center, they take in charge of all the eco-classes opened in the center:
they undertook 6-7 eco-classes a month on average according to the Ojeong Culture
Center’s 2007 summer and fall semester leaflets for invitation of membership. They teach
the students in the eco-classes of the Ojeong Culture Center, but don’t receive an
additional lecture fee from the center because they are paid a monthly salary by the
Ministry of Labor. In addition to the eco-classes of the Ojeong Culture Center, they are
also asked to instruct in the eco-classes provided by other organizations. In the case of the
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outside instruction, the lecture fees that they receive from other organizations are
deposited into the Social Employment account, and these profits could be used only for
their learning or their retirement payment, not for the Ojeong Culture Center (HeeKyeong
Kim, I1, P6, L10-13). Of course, the general members not belonging to the Social
Employment team usually undertake the eco-classes opened by both the Ojeong Culture
Center and other organizations. The lecture fees of the general members are directly
deposited into each individual’s account by the organizations sponsoring the classes,
including the Ojeong Culture Center.
The Social Employment project will be supported by the Ministry of Labor for
three years. One year and a half of the Social Employment project has passed from the
beginning and has had an effect on the Green Future and the members. The most
important outcome of Social Employment was that it maintained fourteen or more
members in Green Future and made it possible for Green Future to take an active part or
more activities in the community, as three interviewees said:
Even if we don’t know when this would finish, we could undertake a lot of works
within this community last year and this year through this system [the Social
Employment]. They have worked as eco-lecturers, but some were badly off and if
there was not the Social Employment, they would have participated in the
activities of Green Future with other jobs even though they were in Green Future.
Without this condition, it would be difficult that 10 or more members have
gathered like this and continued to undertake something. (HeeKyeong Kim, I1,
P10, L7-12)
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Without that condition [the Social Employment], the circles can not be united like
this. It is difficult to be united in going to work everyday like this. (HyunJu Choi,
I1, P19, L1-2)
Interviewer: Has Social Employment raised a great change in the structure and
activity of the Green Future?
SoYun: It’s a great change. One, because many people are standing by ready to act,
we can do more work. We are not scared anymore whatever may be assigned to us,
because everybody can work. So, our work has greatly increased, and the area of
our activity has been expanded. That is the greatest change. Also, we work more
earnestly due to being stimulated by working closely with each other. (SoYun
Park, I1, P15, L2-6)
By virtue of the Social Employment, fourteen or more members could continue to
participate in Green Future and obtain more opportunities to teach the eco-classes and to
participate in various activities. As the opportunities to give the eco-classes increased,
their experiences accumulated and the frequency of studying the ecological knowledge
was enlarged because they have prepared for the classes every time through field
investigation and discussion. Moreover, I could observe that many members usually read
various illustrated books and talked about the names and features of the insects, birds,
and plants in the office when they have no classes (07-19-2007). Since they go to work
every day for Social Employment, they have many chances to experience teaching others
and to get access to ecological knowledge. In the end, the Social Employment has
contributed to the development of members’ knowledge and ability.
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However, the Social Employment brought about “the invisible wall” (MinSun
Jang, I1, P20, L24) between the Social Employment team and the general members. Even
though the general members didn’t voluntarily participate in the Social Employment, they
could not help taking charge of fewer eco-classes than the Social Employment team and
were worried about falling behind in their ability as eco-conductors (MinSun Jang, I1,
P20, L28-29). MinSun Jang, not belonging to the Social Employment team, said that the
Social Employment team tries to give consideration to assign the eco-classes equally to
the general members (I1, P23, L21-23), but the general members feel the sense of
estrangement caused by the difference in activity levels (I1, P22, L22-23). As shown in
the narrative below, the Social Employment team also recognized this gap between the
general members and themselves, and one member even participated in the Social
Employment team in order not to fall behind.
There is a wide gap between the teachers in the outside and the inside [of the
frame of the Social Employment]. We have more activities because [we are]
engaged in here, while the outside teachers have less. They didn’t participate due
to that reason, but a little gap between the two came to being. (SunYoung Jo I1,
P13, L15-18)
But if I did not enter here, it seemed like I was going to fall behind and it would
be hard for me to remain by the end. (EunMi Jeong, I1, P7, L23-24)
As stated above, actually, most of the general members participate in the ecoguide activity not more frequently than the Social Employment team, and the activities of
Green Future have been led by the team. It seems that as a result three general members
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recently withdrew from Green Future. Obviously, the Social Employment project had a
great influence on the maintenance and development of the organization itself and the
members, but it was true that it resulted in some harmful side effects. The results of the
Social Employment project and its relationship with their activities will be discussed
further in the following chapters.
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CHAPTER 5. PARTICIPATION IN THE GREEN FUTURE
In this chapter, I discuss why “ordinary” housewives have participated in the
community-based organization, Green Future. For this question, it may be necessary to
understand the motive for the housewives’ participation in the eco-conductors training
courses, which was a starting point of Green Future. Out of this experience, they
established Green Future, the community-based organization of the eco-conductors, and
have sustained their participation in the activities of Green Future. In the processes of the
participation, their initial motives have been changed and were transformed into new
motives. The new forming of the motive can be seen as an outcome of the housewives’
learning in the Green Future.
Thus the purpose of chapter 5 is to explore the housewives’ learning in the Green
Future through the change and development of their motive for their participation in the
activities. For this purpose, I describe the processes of their participation in the ecoconductors training courses, the establishment of the Green Future, and the sustained
participation in the activities of the organization, and also discuss the learning phenomena
we are able to define in the processes of their participation.
From the Housewives to Eco-conductors
With its establishment in 2003, the Ojeong Culture Center in the partnership with
the Ojeong District Office opened “the natural eco-conductors training courses” and
recruited the participants. At that time, the housewives in Ojeong district participated in
the training courses by their own motive, even though they were unfamiliar with the term
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“eco-conductors”. In this section, I describe the process of the participation of the
housewives in the eco-conductors training courses, and explore what they experienced in
the course of their participation.
The Natural Eco-Conductors Training Courses
Simultaneously with the establishment of the Ojeong Culture Center, the center
designed and ran the eco-conductors training courses in the Ojeong area. According to
HeeKyeong Kim, who had designed the program, the natural eco-conductors training
courses was planned for the purpose of providing a high-quality program for the residents
in the neglected areas around the Ojeong Culture Center. The chief of a team in the
Environmental and Sanitary Section in the Ojeong District Office heard about the plans
for the program from the Ojeong Culture Center, and then suggested managing the ecoconductors training courses in a partnership because the section also had the plan and
budget to run a program related to ecology. In the end, the program for bringing up the
eco-conductors was started by the joint efforts of the Ojeong District Office and the
Ojeong Culture Center. While the Ojeong Cultural Center designed the program and
managed the courses and participants, the Ojeong District Office funded the program.
Because the Ojeong District Office supported all the budgets required for the operation of
the program such as the cost of lecturers and materials, the natural eco-conductors
training courses was provided free of charge for the citizens in the area. Also, both
organizations had operated the program in partnership with Forest Interpreters’
Association in Seoul, which offered the instructors and the contents of the education
(HeeKyeong Kim, I1, P2). The Forest Interpreters’ Association had already produced
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many forest conductors with their own training programs and had a staff of lecturers able
to teach and develop the beginners. Therefore, the natural eco-conductors training courses
started from the cooperation among three organizations: the Ojeong Culture Center took
charge of the design and operation; the Ojeong District Office of the fund and
administrative service; and the Forest Interpreters’ Association of the provision of the
lecturers and contents.
In Spring 2003, for the first time, the natural eco-conductors training courses
began to be provided for Bucheon citizens. The Ojeong Culture Center advertised the
various educational programs opened at that time as well as the natural eco-conductors
training courses. According to the interviews with research participants, many people
applied to participate in the natural eco-conductors training courses. Participants were
selected through interviews and were asked whether they could attend all the lectures
without absence and whether they could volunteer for community service after the end of
the courses (HeeKyeong Kim, I1, P5). According to Heekyeong Kim’s narrative (I1, P4,
L27-29), the natural eco-conductors training courses was designed for bringing up the
eco-conductors and then giving the outcomes back the community. Also, participants
absent over several times could not complete and earn the certification of the completion
of their studies (Minsun Jang, I1, P5, L26-27). They said, thus, that the participants of the
training courses could not help being selected prudently “in order to provide the
advantages for the citizens able to complete the courses” (YouJeong Kang, I1, P1, L24)
and to really wish for the eco-conductor education, even if all the participants didn’t
apply for the program with the understanding of ecology or eco-conductor (HeeKyeong
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Kim, I1, P5, L23-24).
After the selection of the participants, the first natural eco-conductors training
courses started on April 2003 and lasted six months, until September. Also, the second
training courses were operated in the same way (6 months and 30 lectures) in 2004, but
they were the last courses for bringing up eco-conductor in the center. The training
courses were composed of 30 lessons: 10 indoor lectures, 10 ecology field lectures, and
10 self-directed study lessons (Ojeong District Office, 2006). The contents of the
education included role of the eco-conductor, ecological philosophy, forests, aquatic life,
insects, and play in nature. According to the interviews with some participants, they
didn’t only take the lessons, but also had to give a trial performance of an instruction and
submit a report. They had to write and submit the report related to ecology through selfdirected learning. After the end of indoor lectures and ecology field lectures, moreover,
all the participants gave a trial instruction performance. Without the trial performance,
they would not be given the certification of the completion of their studies. As illustrated
below, this experience of practice teaching provided the confidence they could convert
themselves from receivers into providers of education. Two interviewees said:
When giving a trial performance of an instruction, I really had a hard time. There
were of course many related people and the chair of the Forest Interpreters’
Association at that time. Once I gave a trial performance of an instruction in front
of them, I was encouraged a little. Although I made some mistakes, I could obtain
the courage to continue to teach others. (YouJeong Kang, I1, P4, L18-22)
When three months passed and we gave a trial performance of an instruction, we
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heard that we were going to teach the students of kindergarten or elementary
school, as well as do volunteering activities. When I heard that, I was a little
afraid of instructing in front of others. … I was a bit scared to do it at that time,
but I felt very relieved and better, even a little concern still remained, as I had
finished the trial performance. (EunMi Jeong, I1, P4L25-P5L5)
The quota of the natural eco-conductors training courses was 30 participants. At
the first training courses in 2003, the full quota of 30 participants began to study in the
program, but only 24 participants, who met the requirements such as only rare absence, a
practice teaching session, and a report, had completed the whole training course. In the
same way, 30 participants began to study but 24 participants finished the second training
courses in 2004. Through the first and the second training courses, in the end, a total of
48 participants had finished the program and earned the certification of the completion of
their studies from the Forest Interpreters’ Association (Ojeong District Office, 2006).
Even though the courses and contents of the eco-conductor training program were not
easy for the housewives without pre-understanding of ecology and how to be an ecoconductor, more numbers of the participants than the estimate, surprisingly, completed
the eco-conductor training educational program, as HeeKyeong Kim said:
Actually some civil servants told me that it would be a success if we recruited
twenty or thirty person and then only five participants remained at the end of
education. At the beginning of my recruitment, they didn’t expect the program to
be a success. They said that it is a success if five persons gather. But twenty six
out of thirty participants finished the education courses. (Heekyeong Kim, I1, P5,
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L6-9)
After the second term, Green Future was formed by the housewives who finished
the first and the second natural eco-conductors training courses, although all 48 persons
didn’t participate in the Green Future. If the housewives had not first participated in the
training courses, however, Green Future could not have been established at that time.
Why did the housewives participate in the natural eco-conductors training courses?
The Housewives’ Participation in the Training Courses
According to the interviews with the members of Green Future, most of them
came to participate in the natural eco-conductors training courses without understanding
of what the eco-conductor is and does. The extreme case was that a few of them had no
idea and was not interested in what the eco-education is. They decided to participate in
the training courses after learning of the program by chance through a call at the Ojeong
Culture Center or a pamphlet, rather than through their active search of the program. Both
of the two interviewees below said they participated in the training course by a chance
visit and a call with a friend:
By chance, before April 2003 I quit my business, a wedding shop. I came to take
a rest after stopping my business to have worked for 5 years. So, I came to visit
here after hearing the news that there was a cultural center in Ojeong District
Office. So, I saw the advertisement to recruit natural eco-conductors. (YouJeong
Kang, I1, P1, L13-16)
By chance, as I talked on the telephone with an elder sister, she said she applied to
here and since only one seat remained, she recommended that I tried to apply. So,
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I just visited here, and really one seat remained, so I applied for the last one.
(MinSun Jang, I1, P1, L17-20)
Even if they learned of the information about the eco-conductors training courses
by chance, however, I wondered if they decided to participate in and applied to the
courses with their own reasons. During the interviews, therefore, I asked them why they
had participated in the training courses. Responding to the question, first of all, the reason
of the participation many members said was to help the education of their children, as
JiEun Lee said (I1, P3, L13-14): “It seems that there are many people to study in order to
be a help to their children or because they liked it. I also began to study for my children.”
As far as I can remember, the social concern about the well-being or the environment and
the related grass-roots movement had increased in Korea from the latter half of 1990’s.
SoYun Park (I1, P1-2) said too that at that time the movement organizations related to the
environment frequently campaigned for the protection of the environment. As the social
interest in the environment increased, the awareness that it is important to provide an ecoexperience of communing with nature for children who had grown up only in urban areas
spread among the people. It seemed that their concern about the education of children had
been based on this social atmosphere. They expected that their study in the training
courses could be helpful for their children to learn from experiences in the nature. JuHee
Youn said:
So, when I began this, I focused on teaching my children, rather than teaching
other children, at the beginning of it. When I knew something, I could teach it to
my children, and could see such things as many as I know. (JuHee Youn, I1, P3,
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L2-4)
According to SunYoung Jo (I1, P1, L21-24), EunMi Jeong (I1, P2, L5-10), and
YouJeong Kang (I1, P17, L4-9), also, their children were in the lower grades of
elementary school or under elementary school age, when they began to study. So they
said that their children were very curious to know the name of trees, grasses, and insects
around the streets, and were learning some plants and animals in some subjects of the
elementary school. In order to gratify the children’s curiosity and give them the
opportunity to experience at first hand, they decided to participate in the training courses.
They were willing to guide their children into the nature and eco-environment such as
plants, animals, and insects for themselves, after they learned in the courses first.
YouJeong Kang said:
Since I thought that it [the participation] could be a chance to hand down it to my
children at first hand what I learned during taking a rest, I began it. (YouJeong
Kang, I1, P3, L4-6)
In this way, they didn’t know exactly what they would do after they finished the
eco-conductors training courses and didn’t have a concrete plan for their future, but they
decided to participate in the training courses with the thought that they could instruct and
guide at least their children to the natural field if they were taught the ecological
knowledge in the program.
In addition to the education of their children, parts of the members also said that
they participated in the training courses after seeing the advertisement because they were
looking for something to do. In other words, they participated in the eco-conductors
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training courses because they vaguely thought that it could provide them with work, even
though they didn’t anticipate that they would have been active as eco-conductors until
now. It seemed that they had the desire that they hoped to play an active part in the
society or the community rather than only in the house, whether there would be paid
income or not. In Korea, housewives themselves usually preferred the participation in the
community as well as economic activity to being left as full-time housewives. When I
worked at the lifelong learning community center, I often heard and used the term ‘social
housewife’ rather than ‘full-time housewife’, reflecting this tendency. They must have
wanted to participate in the society and community with their volunteer work rather than
to stay and work in the house from morning to night, as HyunJu Choi said:
Regardless of whether it does much to help economic subsistence or not, when we
have our volunteer work and a place to go out of the house after getting up in the
morning, even going out of with a certain purpose than without that, is very good.
So, we can say it is greatly desirable for the housewives. (HyunJu Choi, I1, P18,
L9-11)
In the case of YouJeong Kang and EunMi Jeong who had worked in the
workplace for a long time, particularly, these reasons could be stronger than the others, as
inferred from their saying below. YouJeong Kang and EunMi Jeong said:
Right after quitting my business on March, since I didn’t have a style to be doing
nothing and didn’t want to spend a day of tedium in the house, I began to do this
in searching for works to do as a hobby. (YouJeong Kang, I1, P2, L5-7)
As I had done my best to my children in the house without other activities in order
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to give my children better chances, I got bored a little. When I got bored, I heard
by chance that here Ojeong Culture Center was recruiting participants for the
natural eco-conductors courses, and I thought I might find a good opportunity if I
visited. So I started in 2004. (EunMi Jeong, I1, P1, L16-21)
As HyunJu Choi said that she took the training courses in order to “participate in
the volunteering” (I1, P3, L1), the training courses had given them the opportunity to
work at the community, showing the statement in the advertising pamphlet that
participants should volunteer in the community after the end of the training courses.
Although some of them could have cared nothing for the statement about the
volunteering, the participation in the training courses itself provided the chance to
overcome the boundary of full-time housewives.
Therefore, the “ordinary” housewives were determined to participate in the ecoconductors training courses with the desires that taking the courses would be helpful for
the education of their children or that it could provide them with the chance to work in
the society and community, even though they didn’t know exactly at the beginning of the
eco-conductors training courses what they would be taught and which kinds of
knowledge would be dealt with in the courses, nor what they could do after the
completion of the courses. However, they not only had finished the training courses, but
also after that formed the organization of the eco-conductors, Green Future, composed of
the persons to complete the courses. Although all the people to complete the natural ecoconductors training courses didn’t participate in the process of the establishment of Green
Future, many of them began to play an active part in the community as eco-conductors,
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belonging to Green Future.
Becoming the eco-conductors
As mentioned above, at first the members of Green Future had participated in the
training courses in order to benefit the education of their children or to obtain the chance
to get involved with the community. Their decision of the participation was of course
made by each individual, but their needs must have been affected by the social
conditions: increase of the concern about the well-being and environment, the social
awareness of the importance of the environmental education, and the housewives’
participation in the community. According to Leont’ev (1972), each of these specific
activities emerges out of a subject’s specific desire, which looks for an object of this
desire (p. 22). Thus, their desires or needs for the education of children and the works at
the community gave rise to the motive of the participation in the activity system of the
eco-conductors training courses.
At the beginning of the participation in the training courses the women’s desires
had been shaped on the housewives standpoint. In other words, they began to participate
in the training courses with the concern about the education of their children and the
desire to be active in the society which the housewives generally entertained in Korea.
However, I argue that these needs, at first based on the housewives’ standpoint, changed
and developed through their participation in the activity of the eco-conductors training
courses. (See Figure 5.1)
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Mediating Artifacts:
Learning materials, lectures, the terms of
the creatures, trial performance

Outcome:
Subject:

Object:

The housewives

Eco-environment
Ecological knowledge

Rules:
Regulation of the
training courses

Community:

Division of Labor:

All the participants, the
Ojeong Culture Center,
the Ojeong District
Office, Forest interpreter’s
association

Designing the courses,
providing the fund and
the lecturers of the
courses

Competence
needed as ecoconductor

Figure 5.1 The Activity System of the Eco-conductors Training Courses
As shown in Figure 5.1, the eco-conductors training courses were the activity that
the housewives (the subject) oriented towards the eco-environment and ecological
knowledge (the object). In this activity system, the housewives and the eco-environment/
ecological knowledge are mediated by the artifacts such as the forms of education,
teaching materials, and the terms of the eco-environment which have been formed
culturally and historically. As Daniels argues (2004a, p. 121), the processes of mediation
between the subjects and the objects provide us important tools to understand the
housewives’ learning through the participation in the activity.
The housewives began to be familiar with the various creatures in nature and gain
ecological knowledge by the mediation of the teaching materials and the terms. As the
case of JuHee Youn below, many members had frequently seen the things of nature such
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as the grasses, plants, flowers, and insects when they were young because they had grown
up in rural areas. So they were familiar with the many forms of life, but didn’t exactly
know what they are.
Whenever at first we got to know the new things one by one in contact with the
eco-teachers, we were impressed and struck with admiration by them. Since we
once were country-born, we had grown up in the country. So we knew the plants
or the grasses, but didn’t know the name of them. (JuHee Youn, I1, P2, L13-15)
As they were taught the name and features of each creature in the training courses,
however, they might experience a new world, as JuHee Youn above described how she
was impressed and struck with admiration. Even though I could not participate in and
observe these initial training courses in person, I could make out their experiences in their
education. As I observed their eco-classes and attended the eco-lectures which they took
for their continuing development (07-09-2007), I got to know the names and features of
some trees and insects such as a Korean nut pine and a dragonfly. After then, I
experienced that I recognized as if for the first time the dragonfly that I had seen
everywhere around me, and made my own discoveries as a tried to confirm the features
of behavior of the dragonfly. If I saw grasses unknown to me, the desire to know the
name of the grasses arose within me, while I had never cared about the existence of them
before. For me, it was certain that as they got to know the features of such plants and
insects or the origin of their names they had the experience to again recognize familiar
objects with new eyes.
In the end, their motivation had changed from their own personal needs, to the
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hope of knowing more and more ecological knowledge. Through the participation in the
eco-conductors training courses, their objectives were changed from the education of
their children, or the search for some work to fill their time, to the continuing study of the
eco-environment. As they experienced the pleasure of becoming aware of the various
plants, insects, and animals gradually, sustaining the participation in the training courses
was motivated by such pleasure, because it had brought about the desire for the
continuing learning as HeeKyeong Kim said below. During the interviews, many of them
told me that they tolerated the difficulty of the courses by virtue of the pleasure of
knowing the eco-environment more and more, as MinSun Jang said below.
This eco-program is the one that if we studied, it brings about the desire to
continue to study. So, at first we got to know the name of a plant, and know the
name of an insect, and then our knowledge extended into the facts related to the
birds. We got to learn those, expanding into the various areas from the plants to
the insects and the birds. (HeeKyeong Kim, I1, P8, L1-4)
I got to know that all the flowers which I had only glanced at for a long time had
their own names, and ‘what features they have!’ But why did I live in ignorance
of those for twenty years? I thought of it, and I had a lot of good times in the
processes of learning and the studying. (MinSun Jang, I1, P3, L14-17)
As they participated in the training courses and experienced the pleasure of
knowing the eco-environment, the subjects, the housewives, developed into ecoconductors. As Leont’ev (1972) suggested that “the object of an activity is its real
motive” (p. 22), the housewives should have the motive directed towards the eco-
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environment which was the object of the activity, but their motive had begun by going in
different directions such as the education of their children. As mentioned previously,
however, the housewives got to entertain the “real motive” for the object of the activity
through the participation in the activity system. Their changed motive might be depended
on the eco-conductors’ standpoint rather than the ordinary housewives’. We can see their
learning to participate in the activity system as their subjectivity shifts from that of the
housewife to that of the eco-conductor, as well as to the accumulation of ecological
knowledge. In other words, they had formed the identity of an eco-conductor by the
change of the motive and desire behind the object, not simply by storing up the
knowledge.
Building of Green Future and Participating
In this section, I describe the formation of the organization of the eco-conductors,
Green Future. After they finished the eco-conductors training courses, they began to
establish their organization, that is, the basis upon which they were able to be active in
the community as eco-conductors. In these processes, some of them withdrew from the
group, but others led the building of Green Future and participated in the organization. I
discuss and explore what motives operated in the processes and which learning
experiences they had through the establishment of and participation in the Green Future.
Launching of Green Future
Green Future was formally established in early 2005 through the integration of the
first term’s and the second term’s participants. But the origin of Green Future was a group
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organized by the participants in the first natural eco-conductors training courses that ran
from April to September in 2003. The first term’s participants founded their group right
after the completion of the training courses on September 2003 (SoYun Park, I1, P4, L78). According to HeeKyeong Kim who had charge of the training courses, they didn’t
have long-term plans but had “a plan for the volunteering because it was free courses at
the beginning” (I1, P4, L25). Also she said there were the plans for post management and
further education of the people to finish the training courses. For the volunteering and
post-course management of the participants, the cultural center and district office
recognized the necessity of the creation of their group and encouraged them to form the
group. The participants agreed to the necessity as well, and then organized the group of
the first term’s participants.
After the building of the group, they enacted the regulation of a society and
elected the members of the board. According to SoYun Park, however, at that time the
group “didn’t have a well-organized system” (I1, P4, L12) and “had a regular meeting
when there was a special matter, not once a month” (I1, P4, L13). Also, HyunJu Choi said
that they temporarily made the name of the group into “SanSaeWol” in haste in order to
obtain the fund to support the learning circles from Bucheon Lifelong Learning Center.
Then, they renamed the group the current “Green Future” in the fall 2004. Even if the
group of the first term’s members was not as stable and well-organized as above, through
the group they were allotted the volunteering eco-classes, participated in the further
education, and studied the ecological knowledge together for a year, as best as the group
could be maintained by these activities.
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One year later, the second eco-conductors training courses had come to an end
and they came to promote the integration of the first and second term’s group. Because
they had been trained in the same courses and by the same organizations and would take
an active part in the same field in the future, most of the members took it for granted that
the first and second term’s groups would be combined, according to SunYoung Jo (I1, P8,
L8-29). Also, “both of the Ojeong District Office and the Ojeong Culture Center wanted”
the groups to integrate “in order to be good at the coming activity” (HyunJu Choi, I1, P9,
L27-28). In the end, through the unification of the first and second term they established
the organization of eco-conductors, Green Future, in the Ojeong district area at the
beginning of the year 2005.
However, they couldn’t be integrated quite easily without any difficulty. They said
that some of the second term’s members were opposed to the integration. At that time, the
second term’s group as well as the first term’s had already been organized and active
before the completion of the training courses. Moreover, while only about a half of the
first term’s participants remained in the group till then, most of the second term’s
participants remained, according to SunYoung Jo (I1, P7, L10-13). In these situations, a
few of the second term made an objection to the necessity of the unification for the
reason that they had been and could be doing well at the activity without the integration
(SunYoung Jo, I1, P7, L13-19). I guess their opposition included, as SoYun Park’s
thought below, the worry that the first term’s members were probably more proficient
than the second term’s and they might be taken over by the first term’s members, who
were seniors in the sense that the first term began to study earlier than they did.
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There were no people not to do it [integration] among the first term, and in all
respects the second term seemed to have such a thought to some extent. They
might have the worry if the first term do it that way by saying they are seniors
without any reason. (SoYun Park, I1, P6, L7-8)
Even though the objection of some of the second term, they put the problem to the
vote and determined the integration by a majority of the approval. But an interesting fact
was that some of the members of Green Future remembered the time of the unification
differently from the correct time. When I questioned them about the time of the
integration, some answered that it was combined in the early of 2005, but the others said
the end of 2005.
Interviewer: Was the first and second term officially integrated in the early
months of 2005?
SunYoung: No, it was not early 2005. We had the education in 2004, and I think it
was not that early. …, because we completed the education in 2004 and only the
second term did the volunteering in 2005. And in the case of the first term, not the
volunteering, because they volunteered in 2004, they took an active part here in
the cultural center as an individual lecturer in 2005, even though not much. Then,
in around the end of the year, I think, we organized Green Future. … We, the
second term, had had our own meeting, the meeting of the second term, for a year.
So, I think it [Green Future] was established at about the end of 2005. (SunYoung
Jo, I2, P1, L7-17)
In order to make certain of the truth of the matter, therefore, I investigated the
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records such as the newsletters, the reports and materials related to Green Future, and the
bulletin board on the online community of Green Future. I confirmed that each
department was composed of both of the first and second term’s members through the
inaugural issue of their newsletter which was published on February 2005, and that the
first chair of united organization was elected on January 2005 through the bulletin board
on the online community. In the result, there is no doubt that Green Future was
inaugurated in early 2005 by the integration.
Then, why did some of them misremember the time of the integration? That was
because at that time it was “integration in name only,” “not substantial integration,” as
MinSun Jang said (I1, P14). Although two groups were united into an organization, they
were somewhat different in the field of activity. First of all, in 2005 they took charge of
the different kinds of eco-class. As stated above in SunYoung Jo’s narrative (I2, P1, L717), that is, in 2005 the second term’s members participated in the volunteering because
they were required to volunteer for a year after the end of the training courses, but the
first term’s members undertook to give the eco-classes in 2005, receiving some rewards
for them, because they had volunteered already in 2004. For example, in the schedule for
July 2005 printed in the second issue of their newsletter, the eco-class and the
volunteering were divided. In the timetable, the chance they could meet each other was
only one time for the further education out of a total of 16 activities, because there were 7
times for the eco-class and 8 times for the volunteering. Since there was no office and
they didn’t go to the office everyday in 2005, as SoYun Park’s saying, they “hardly
shared the activities at that time” (I2, P1, L22) and “there was little chance to meet each
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other except the regular meetings” (I2, P2, L5-6) and the further education.
In addition to it, the second term’s members still continued their own meetings
such as the second term’s regular meeting and the small groups. They continued their
own regular meeting in 2005, separately from the regular meeting of Green Future, as
MinSun Jang said: “If there was notice of the regular meeting, all of us gathered. But
there was our regular meeting, the second term’s regular meeting, independently.” (I1,
P17, L2-3) According to SunYoung Jo (I1, P2, L8-22), at the second term’s meeting they
had a meal together and talked about the allotment of the volunteering, and promoting
friendships among them was one of the main purposes of the meeting. Moreover, at that
time the small groups had a meeting every week because there were not many eco-classes.
Particularly, the photo group and the miniature group were organized by and composed
of only the second term’s members at that time, though some of the first term participated
in the groups after ‘the real integration’. SunYoung Jo said:
As the second term finished, we organized the second term’s own group. … And
we formed a photo group and a miniature group during the second term. The first
term didn’t have such a group at that time. (SunYoung Jo, I1, P4, L5-8)
Even though Green Future was integrated and established officially in early 2005,
therefore, such a lack of sharing of activity between the first and the second term must
cause the members to remember the integration incorrectly. However, Green Future
began to have “a phase to become one in the end of 2005 or the early of 2006” (MinSun
Jang, I1, P14, L18). As stated above, they didn’t share many activities in 2005, but did
meet each other at least twice a month through a regular meeting and a continuing
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education session. Also they participated together in the events of the community such as
Bucheon Lifelong Learning Festival, and both the first and the second term’s members
occasionally took charge of the eco-classes. As the number of activities that the members
of two groups participated in together increased in number, as a result, they recognized
that they all belonged to one organization, Green Future, at or around the end of 2005.
Two interviewees said:
So, in spite of organizing Green Future, in the case of meeting, there were many
cases that the first term’s teachers came together separately and the second term
gathered apart from the first term. But time healed the problem. As we together
went to the classes, now it became natural. (SunYoung Jo, I1, P9, L1-3)
But in around the end of 2005, all of such things disappeared, and I think we
became one. (EunMi Jeong, I1, P11, L22-23)
Establishment of and Participation in the Organization
After the participants completed the training courses, they decided to form their
organization and to be active in the community as eco-conductors. As shown in the
previous section, through the eco-conductors training courses they had shaped the
identity of eco-conductors and were ready to participate in the volunteering for the
community as eco-conductors. In the interviews, particularly, they frequently referred to
their experience of teaching a trial session of an eco-class, when they were in the training
courses. It seems that through their practice teaching sessions in the last of the training
courses they were encouraged in their confidence enough to teach eco-classes as ecoconductors. Therefore, for the very participation in the volunteering or the eco-
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conducting activity in the community, it was necessary to establish their own organization,
Green Future.
First of all, it is certain that the establishment of Green Future was affected by the
recommendation of the Ojeong Culture Center and the Ojeong District Office. Both the
organizations planned and expected to make use of the class participants as volunteers for
eco-conducting in the community after the end of the training courses. In fact, according
to my experience at the community center, many adult educational organizations in Korea
facilitate the forming of an organization of program participants called a “learning
circle,” in order to meet their needs for the continuing learning, as well as activities that
emerge out of that learning. The Ojeong Culture Center likewise advised the participants
to build their organization after the completion of the eco-conductors training courses.
However, it was possible to organize the Green Future because the participants
also wanted to create their own organization. After the end of the training courses, the
participants still hoped to learn about ecology. Actually, HyunJu Choi said that all of
them zealously participated in most of the eco-environmental lectures opened in the
community (I1, P9, L4-6). Although they completed the whole courses opened by the
Ojeong Culture Center, they might recognize that it was impossible that they completely
master the competence of eco-conductor through attending a two-hour lecture thirty times.
But they came to have the motivation and desire toward the eco-environment and the
ecological knowledge through the eco-conductors training courses. Thus, in order to
fulfill their desire and to complete their unfinished education, they needed to build their
organization; the chance for the growth was provided through the organization, not the
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individual. In other words, their desire for the continuing growth coincided with the plans
of the both supporting organizations. EunMi Jeong suitably states their need for their own
growth, as illustrated below:
I think all of us enter for self-development. At one point we enter for selfdevelopment, and as we have developed ourselves we have the feeling of
achievement and confidence that we performed the work assigned to us for
ourselves. (EunMi Jeong, I1, P17, L11-14)
Green Future could be seen as a framework for the purpose of accomplishing their
desire for the continuing growth. After the end of the training courses, they could get the
opportunity to take further or additional education through the Green Future, because the
Ojeong Culture Center and the Ojeong District Office supported for the further education
of Green Future and the Bucheon Lifelong Learning Center aided learning circles in
taking lectures related to their topic. Moreover, the volunteering after the end of the
training courses was facilitated by Green Future. The Ojeong Culture Center and the
Ojeong District Office connected Green Future with the target group of their eco-guide
volunteering, and committed the allocation of eco-conductors to the Green Future. If they
hoped to volunteer in eco-classes in the community, they had to participate in Green
Future. Just as MinSun Jang (I1, P4, L23) recognized the volunteering as a kind of further
education, volunteering provided them with the chance to grow to be better ecoconductors. HyunJu Choi also said, “All of us voluntarily volunteered as we received the
requests, because all of the opportunities were contributing to our own learning” (I1, P4,
L24-25). Therefore, they were willing to develop themselves more and more into the eco-
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conductors through the further education as well as volunteering, which were provided
only by the form of organization, Green Future.
The processes of the establishment of Green Future and their participation could
be explained by the “legitimate peripheral participation” approach of Lave and Wenger
(1991), which concerns “the process by which newcomers become part of a community
of practice” (p. 29). In other words, legitimate peripheral participation depicts
development from the periphery occupied by beginners to the center inhabited by
experienced experts of the given activity. After the housewives became eco-conductors,
they built the framework of practice by themselves and began the peripheral participation
as novices of eco-conducting in order to advance to the center. Through the establishment
of Green Future, they began the movement from the periphery toward full participation in
the practice of eco-conductors.
As seen in the process of the integration, of course, there was not only movement
in expected directions, which speaks to the criticism that Lave and Wenger are missing
the instability and inner contradictions of practice (Engeström & Miettinen, 1999, p. 12).
As two groups to enter the practice of eco-conductors in the different moment were
integrated into one organization, there was somewhat distance between the both groups.
They belonged to the same organization and participated in the same kind of activity to
guide the people in the eco-environment, but they didn’t work together in some parts.
Since the Ojeong Culture Center entrusted the first term’s members with the eco-classes
of the cultural center by way of showing an example, the first term undertook a different
kind of eco-classes from the second term, taking charge of only the volunteering classes.
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Since they didn’t share the activities, it caused the contradiction that they belonged to the
same organization but couldn’t reconcile it with each other.
However, the increase of the activities in which they participated together rid the
inner organization of the contradiction. Through the experiences to act in cooperation
with each other, they came to recognize and accept that they were the members of the
same organization. Moreover, after passing through the process by which the beginners
moved toward full participation in the eco-guide practice and the contradiction within the
organization was solved, the amount and scope of the activity of Green Future came to be
expanded beyond initial expectations. According to HeeKyeong Kim (I1, P4, L24-26),
she had planned to entrust the Green Future only with the volunteering in the community.
But Green Future came to be in charge of the eco-classes of the Ojeong Culture Center
and the Ojeong District Office for which they receive a monetary reward as well as the
volunteering.
Expansion of the Activity and Sustaining the Participation
After the building of Green Future in the early of 2005, the activity of Green
Future has lasted briskly until now. Even though a few of the members have dropped out
of the organization as mentioned in previous chapter, the organization was on the right
track and formed a system. Moreover, the activity of Green Future has increased not only
in number, but also in sphere. As their activity expanded, the community came to approve
of the value of the organization, such that Green Future earned the very best prize for
learning circles in Bucheon Lifelong Learning Festival on October 2005.
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Undoubtedly, this development of Green Future was the result of the members’
own efforts. But nobody denies that its growth could be attributed also to the supports of
the Ojeong Culture Center and the Ojeong District Office. In this section, I am first going
to describe the processes of the expansion of the activity since the establishment of Green
Future to the present and the prospect for the future which the members have fostered.
Then I discuss what motive they had in the processes of the development and what they
learned from the experience of the processes.
Increase of the Sphere and Quantity of Activity
Since the participants in the eco-conductors training courses had been required to
volunteer for the community after the completion of the education, they could be
provided with the chance to participate in volunteer work by the Ojeong Culture Center
and the Ojeong Distirct Office. Their volunteer service was to give the eco-classes to the
residents in community. According to HeeKyeong Kim (I1, P4, L12-20), however, in the
stage of the design there were only the ideas that the program to train the eco-conductors
would be needed, that there would be a necessity for the eco-conductors in community,
and that there would be a necessity to encourage the participants to volunteer in
community after the end of the educational period. At the beginning of the training
courses, they had only the idea that they would facilitate the participants to volunteer,
without the estimate for the real demand. After the end of the first training courses term,
then, the Ojeong Culture Center and the Ojeong District Office could have done nothing
but provide them with the opportunities to volunteer only for the groups in relationship
with them, such as the children of the after-school in WonJong welfare center and the
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children in the Ojeong District Office daycare (SoYun Park, I1, P5, L4-7). According to
SoYun Park (I1, P5, L2-3), therefore, the frequency of participation in the volunteering
was no more than three times a month at the case of 2004. Of course they had their
regular meetings, together practiced the eco-conducting, and went to take ecological
lectures, but they couldn’t have many chances to volunteer for the community in 2004
because they “were not known to the community at that time” as SoYun’s saying (I1, P5,
L2) and depended upon the Ojeong Culture Center and the Ojeong District Office.
However, HeeKyeong Kim said: “In earnest since 2005 they began to volunteer in
the community and take charge of the eco-programs in our Ojeong Culture Center” (I1,
P3, L28-29). As the members of Green Future continued the volunteer service, the
existence of Green Future spread into the community, and then the requests for service
came from the other organizations. According to the interviews and the reports on their
past activities, for instance, in 2005 they began to volunteer for the disabled children in
GoGang welfare center for the disabled persons, for the children of after-school programs
in the other welfare centers, and for the elementary school students and teachers in the
community. Moreover, the Ojeong Culture Center began to assign Green Future to
lectures on its eco-programs which had been placed upon the professional forest
conductors by then, and the members of Green Future received a lecturer fee from the
Ojeong Culture Center. HeeKyeong Kim said:
In earnest from 2005, we don’t yet recruit the members of the third term, in
earnest since 2005 they began to volunteer in the community and take charge of
the eco-programs in our Ojeong Culture Center which we assigned to the
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professional forest interpreters in 2003 and 2004. Since 2005, the members of
Green Future have undertaken the programs and have been given a payment for
the instruction, even a small amount of money. (HeeKyeong Kim, I1, P3L27P4L3)
In 2005, the members of Green Future not only increased the frequency of
guiding in the natural eco-environment, but also extended the target and form of that ecoconducting. By the requests of the other organizations in addition to both of the Ojeong
Culture Center and the Ojeong District Office, the sites of the eco-conducting was
expanded into the other organizations in community, from the daycare children to the
elementary school students, and from the children of after-school to the disabled children.
Also, they began to offer eco-classes with a monetary reward for the eco-guide, in
addition to the volunteer service, by virtue of the assignment of the eco-programs by the
Ojeong Culture Center.
Furthermore, the development and expansion of their eco-conducting was
accelerated by the Social Employment project and the environmental educational work of
the Ojeong District Office in 2006. Because the Social Employment project made it
possible for the fourteen eco-conductors to go to work in the office everyday and to focus
on the eco-conducting by offering them a monthly salary, the material foundation of the
enlargement was strengthened. Also, at the beginning of early 2006, the Ojeong District
Office employed the members of Green Future to provide the eco-classes for the residents
in the community (Ojeong District Office, 2006). The Ojeong District Office got the
requests from the organizations such as elementary schools, preschools, and day care
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centers, sent out the members of Green Future as lecturers of the eco-classes, and paid
them for the lecture.
By virtue of that development both organizations had actively supported the
Green Future from the beginning, even though the members of Green Future had likewise
persevered in their efforts in order to develop their own capacity, the Green Future could
increase and expand their eco-conducting, and spread their existence throughout the
community. This growth of Green Future, in the end, came to be confirmed by their
winning the first prize for model learning circles contest in the 5th National Lifelong
Learning Festival (NLLF) in 2006. Green Future participated in the 5th NLLF to present
the case of activity as the representative of Bucheon’s learning circles, because it had
won the first prize for model learning circles contest in the Bucheon Lifelong Learning
Festival in 2005. During informal interview, a secretary-general of Bucheon Lifelong
Learning Center told me that at that time how earnestly they practiced the outcome of
learning within their community as well as how eagerly they learned was the criteria of
evaluation when making a selection of the winner of the very best prize. The activity of
Green Future to provide various targets in the community with the eco-classes must have
been recognized as a strong point, as SoYun Park said:
Generally, there are many cases in which the members of the circle just study
within their own confines. But in our case, there were a great many things to
return to the community. We have undertaken many programs for various targets
from the children to the aged. Like this, I think that returning to the community
worked as an advantage. (SoYun Park, I2, P11, L11-15)

148

Through their winning first prize in the national contest, it is certain that the value
of the activities that they as eco-conductors had given the community was recognized.
With this chance, their identities as eco-conductors became firmer. As HeeKyeong Kim’s
words, “they had put an end to being an amateur eco-conductor by their winning the very
best prize in the lifelong learning festival last year, and then have been being in the
process of strengthening their professionalism” (I1, P11, L13-14). After that time,
actually, they began to expand the sphere of activity from eco-conducting to other kinds
of activity related to the environment. The expansion of their activity until then had been
limited to the formation to provide eco-classes for the people. In other words, they had
increased and enlarged just the frequency, target, and type of eco-conducting. However,
they began to additionally undertake the other activities beyond eco-conducting, for
example, monitoring the existing state of an eco-environment in community, designing
and planning to establish a school for an ecological experience, preparing for the advance
to eco-teacher in elementary school, and bringing up the eco-conductors. I deal with these
activities in detail at the following chapter, but briefly describe here.
Eco-monitoring is the activity that proposed at the Ojeong district ecoenvironment symposium on November 2006 that they would continuously monitor four
kinds of places’ ecosystem in the Ojeong district in partnership with the Eco-plan
laboratory of a university in Seoul. In the workshop with the Eco-plan laboratory on
March 2007, they presented the plan to monitor DaeJang-dong rice paddy, Vernea creek,
all parks, and marshy places in the Ojeong area. Also, Green Future has promoted the
project to specialize DaeJang branch school as an eco-school, in order to relieve the crisis
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of possible school closing due to a decrease in the number of students, and to create a
place for the ecological experience and a nature retreat for the residents. They proposed
the project to Local Agenda 21 for Kyeonggi province by participating in the 4th Urban
College program on April 2007, and obtained the grant for the project. Besides, Green
Future is preparing for the advance to the elementary school, the plan to take charge of a
few elementary schools and provide the students with the eco-classes for a year, through
the BEST (Bucheon Eco-School Team) education in 2007. And in the second half of 2007,
they came to take charge of the eco-conductors training courses for the aged and give
lectures to them.
Of course, these activities are not very different from the eco-conducting, but the
sphere of activity of Green Future is extended from the eco-conducting, not limited to it.
As the sphere of activity is expanded, however, Green Future meets with a new problem,
in that the current type of the organization is no longer suitable for the expanded activity.
So, some of them are looking ahead to the prospect of the Green Future in the future.
Prospect of the Organization in the Future
Now Green Future is a kind of learning circle. In Korea, “learning circle” usually
refers to the organization that the people who complete the educational courses provided
by an educational institution form in order to continue to learn the topic and practice the
outcome of their learning by and for themselves. Green Future is also an organization
composed of the participants in the eco-conductors training courses provided by the
Ojeong Culture Center and the Ojeong District Office, and thus has existed as a learning
circle belonging to the Ojeong Culture Center which managed the training courses.
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Green Future as a learning circle has been supported in many ways by the Ojeong
Culture Center. The Ojeong District Office has also played an important role in the Green
Future’s birth and continuous development. As mentioned above, in particular, the Social
Employment project propelled by the Ojeong Culture Center and the environmental
educational work operated by the Ojeong District Office were the important factors that
they could and should not ignore in the development of Green Future. Frankly, it is true
that until now Green Future has depended upon the Ojeong Culture Center and the
Ojeong District Office to no small extent.
They have to prepare. I think they need to make an independent organization by
themselves and to prepare for it from now. We can not promise to continue to
protect and support them able to strength their ability. We don’t know when the
supports will stop, in this year or next year. (HeeKyeong Kim, I1, P10, L27-29)
However, as HeeKyeong Kim said above, Green Future needs to prepare for the
independence from both organizations. In the same way as HeeKyeong Kim thought,
some of the members also said in the interviews they have been considering the
independence of Green Future, which means the building of a non-profit organization or
corporation registered with the authorities concerned. But their reason why it is necessary
for the Green Future to stand alone was not because they had to prepare for the time that
the supports of both organizations would be discontinued, as HeeKyeong Kim mentioned.
As shown in HyunJu Choi’s narrative below, they thought that the way in which Green
Futures depends on both Ojeong organizations might be an obstacle to the progress of
their activity. As the activity of Green Future is expanded more and more, the obstacle
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arises that they cannot carry out any activity because Green Future is a learning circle
belonging to the Ojeong Culture Center. Up to now Green Future developed their ability
and expanded the sphere of their activity by virtue of the active support and protection of
the Ojeong Culture Center and the Ojeong District Office, but the system to be supported
by the both organizations is hindering Green Future from the further development and
expansion on the contrary. HyunJu Choi said:
We are missing many works that we are able to take charge of. Now, the projects
supported by government offices or large businesses are fairly activated.
Particularly, people in activity like us can obtain twenty million won (US$
20,400) or thirteen million won (US$ 13,400) from such institutions and can fully
perform the projects. But we are missing such things now, because we are not
registered as an organization. (HyunJu Choi, I2, P10, L8-12)
As HyunJu Choi said above, particularly, Green Future can not apply for public
funding of the projects by the name of “Green Future” and does not have the right to
manage and carry out the grant of the project, because Green Future is not an independent
organization registered with the authorities concerned, nor is it a nonprofit corporation. In
spite of that, there are many projects they wish to take charge of for the improvement of
the environmental state and the eco-environmental education in the community, the
limitation by which Green Future belongs to the Ojeong Culture Center and is not
registered as a nonprofit corporation prevents them from advancing their activity.
Actually, a similar matter happened at Green Future during my field research. As
briefly stated above, Green Future took on the project to shape the DaeJang branch
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school - a branch of the Duksan elementary school - in the crisis of closing into the ecoexperience school from the Local Agenda 21 for Kyeonggi. As a result, Green Future got
the grant of twenty million won (US$ 20,400). But in the process of completing the
project, they couldn’t do it under the name “Green Future” because it was not a registered
organization. Because the Duksan elementary school couldn’t allow an individual to do
construction work on the school, it was concluded that the WonJong welfare center and
the Local Agenda21 for Bucheon would donate the grant to the school, and the school
itself would undertake the construction work. Green Future proposed and got the project,
but the name of Green Future was excluded in the process of performing the project and
in the future their right for the making use of the eco-school will be unable to be
guaranteed officially. SunYoung Jo said:
In order to make a wild goose eco-school we submitted the project and got twenty
million won, but it’s said that in the case of school they can’t permit an individual
the work. So, we donated the twenty million won (US$ 20,400) to the school, and
the school took charge of the construction work. Except for this, there is nothing
for us to do at the school. … We donated it [the money], but Green Future has to
be excluded from it. In the written contract, the WonJong welfare center and the
Local Agenda 21 for Bucheon enter and Green Future is not included. Paying the
fare and investing our time, we went to the education for a month or more, but it
is really regrettable that the name of our organization, “Green Future,” is omitted.
(SunYoung Jo, I1, P13, L5-13)
After the shaping of the eco-school, originally they planned to make use of it for
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the eco-education oriented toward the children in the community as well as the students
in the school. Of course the present principal of the school will probably give the priority
to make use of the school to Green Future by a tacit consent, but if the principal is
replaced, the priority can be lost because there is no official record. In the end, the type of
organization to make it possible for the Green Future and the members to develop up to
the present time has now begun to hinder continuing development.
With this affair, the members of Green Future might become keenly aware of the
necessity of shifting into an independent organization. Some of the interview participants
responded to the limitation of the current type of organization and the necessity of the
registration as an independent organization in order to grow still more and to carry out
the needed activities, as SoYun Park said:
We are considering whether we should register as an organization. Now most of
us will probably agree that it is clear that the type of former learning circle has
some problems. But it is quite a hard task to manage.
(Interviewer: it’s a big pending question.)
I think it is the biggest pending question. (SoYun Park, I1, P18L29-P19L2)
Although they have become aware that the type of organization should change in
the future, they are still hesitant about actualizing such a change as inferred in SoYun
Park’s saying above. Because they acknowledge that the growth of Green Future has
been achieved by the aid of the Ojeong District Office and the Ojeong Culture Center,
they are worried about the future in which Green Future departs from the care of the both
organizations. Of course the processes and requisites for the registration of non-profit
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corporation are complicated too according to SoYun Park (I2, P16, L1-14), but it is not so
much the registration process itself, as what affairs might come after the shaping of an
independent organization. For instance, in the interviews they worry about the following
questions: After the registration of an independent organization, it will be difficult that
we continue to get absolute supports from the Ojeong District Office and the Ojeong
Culture Center (SunYoung Jo, I1, P17, L10-16). Without the supports from both, can we
earn the operating funds through our activity, even though we would be giving up the
same amount in grant money? (SunYoung Jo, I1, P17, L18-23) How should we distribute
the payment for the eco-conducting and the eco-classes among the members? (HyunJu
Choi, I2, P8, L1-29) Can we get the projects from any institutions? (SunYoung Jo, I1,
P18, L3-8) When income is not guaranteed to some extent through our activity, how
many persons can remain in the Green Future? Will they stay in the Green Future only by
the participation in volunteer service? (SoYun Park, I1, P19, L18-28)
In this way, most of the members are considering the prospect of Green Future in
the future. Even if they don’t take any concrete measures now, it is expected that there
will be some changes in the Green Future in the near future.
Sustaining Participation in the Green Future
Since the launch of the Green Future a few members have withdrawn from the
organization, but in my estimation most of the members sustain their participation.
Twenty one out of twenty six persons, whom the Ojeong District Office appointed to the
eco-lecturers of the Ojeong district in early 2006, are still at work as eco-conductors in
the community. It is certain that the Ojeong Culture Center and the Ojeong District Office
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have quite contributed to the maintenance of the number of members through their
positive support of continuing education and the eco-conducting of Green Future. On the
other hand, however, it is also true that the members of Green Future are willing to
sustain their participation in the Green Future.
Since the members of Green Future began to enter the field of eco-conductor after
the establishment of the organization, they made a new career out of eco-conducting,
beyond volunteering and taking an interest in being an eco-guide. When I questioned
them about their individual vision in the interview, most of them answered that they want
to develop a career as an eco-conductor in the future. According to their response, it
seems that the members of Green Future came to adopt eco-conducting as a profession.
HeeKyeong Kim’s opinion (I1, P11, L13-14) about Green Future’s winning the first prize
in the national lifelong learning festival, which quoted above, succinctly represents the
change or development of the members of Green Future. As the activities of Green Future
increased and were extended, they had “put an end to an amateur eco-conductor” and
came to “strengthen their professionalism,” as HeeKyeong Kim’s expressed.
Their desire to sustain the career as an eco-conductor means that they hope to
continue to be at work to guide the eco-environment, even if not to earn a considerable
income through the eco-guide. As EunMi Jeong states below, they realize that they can
not make a fortune by adopting eco-conducting as a profession but recognize its
advantage in that they can continue the work into their old age. Some of the interviewees
as well as EunMi Jeong told me that they recognized the eco-guide as “my job I want to
work at for a long time” (YouJeong Kang, I2, P5, L18). Now the eco-conducting has
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become a career or profession which they will try to sustain in the future, “if there are no
special matters” (HyunJu Choi, I2, P15, L21). EunMi Jeong said:
Now I have an intention of continuing to take an active part in Green Future.
Apart from the monetary aspect because we receive a little income through the
Social Employment team, if I continue to take an active part, then I think I can be
at work as an eco-conductor till I am sixty or seventy years old, as if now we are
inviting the members of silver [senior] Green Future. I don’t care whether I don’t
have many classes like that now. This activity seems to have the merit that I can
continue to meet with the children in spite of growing older. (EunMi Jeong, I1,
P16L28-P17L4)
It seems that the eco-conducting has some merits as an occupation for the
housewives. As EunMi Jeong said above, it is the job that they can continue to work until
their old age, because the degree of the strength of physical labor is not high. Also, they
can perform eco-conducting and housework simultaneously. Although fourteen members
go to the office everyday, in the time of having no eco-classes they have relatively free
time. I observed that they occasionally managed household affairs related to child care
and banking at the time of no eco-classes. First of all, however, I think that the reason
why they came to recognize eco-conducting as a career is because it is worthy work, as
HyunJu Choi said below. Through the experience that they become aware of the ecoenvironment more and more by themselves, preserve the environment around them, and
change the children and residents, they recognize their eco-guiding to be a challenging
job. HyunJu Choi said:
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It is a worthy work. If only thinking of the money, I would not come here. If I had
to do this job only with the thought of the money, frankly I would never do this
because my pride is hurt. If I work my original job, I can earn the income several
times as much as here. (HyunJu Choi, I2, P20, L4-6)
It is true that they continued to participate in the Green Future with their desire to
sustain a career as an eco-conductor, but we cannot ignore the impact that the monetary
rewards for their eco-conducting have on their desire. From 2005 they began to be
provided with compensation for their eco-guiding by the Ojeong Culture Center, and
since 2006 in earnest they have received lecture fees from the other organizations as well
as the Ojeong District Office. In particular, I think that the influence of the Social
Employment project may be the most important for the maintenance of the ecoconducting activity in the Green Future. The Social Employment project contributes to
keeping the persons from leaving due to financial reasons, as HyunJu Choi (I1, P19, L12) said that without the Social Employment, the Green Future could not have been
maintained as it is currently. Moreover, two of the participants in the interview actually
suspended their participation in order to do the other work, but came back to the Green
Future after the beginning of the Social Employment project. Even if they don’t receive
much monthly salary through the Social Employment project, it is true that it contributes
to their family finances as a side income.
However, the monetary reward for the eco-conducting has more important
significance in the obtaining of social recognition rather than of financial value. As
illustrated in the participants’ saying above, the amount of the monetary reward is not
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enough to attract the people’s attention as a profession. Thus, it seems that for them the
monetary reward is one factor necessary for showing that their eco-conducting is
recognized as a profession.
In the end, until now the members have sustained the participation in the Green
Future, adopting eco-conductor as their career in the future. As they continued to
participate in the activity of Green Future, the sphere of activity of Green Future as well
as each individual’s competence as an eco-conductor has been developed and expanded
from the eco-conducting to the eco-monitoring and the building of eco-school, as dealt
with above. But, the foundations which made it possible for the Green Future to develop
until now, such as the form of the learning circle and the Social Employment project,
hinder the continuing growth of the Green Future. Most of the members are aware of this
problem and have ideas about the new form of Green Future, even though there are not
concrete practices yet. The contradictions to occur in the activity of Green Future are
dealt with in the following chapter, in which I analyze the activities of Green Future in
detail.
Housewives’ Learning through Sustaining Participation
In this chapter, I explored the processes that the “ordinary” housewives attended
the eco-conductors training courses, organized the Green Future composed of the ecoconductors in the community, and sustained the participation in the Green Future. By
each stage of the development of Green Future, their motive of participation has changed
and the development of the participants through the participation has occurred, as shown
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in the Table 5.1 below.
Table 5.1 The Processes of the Participation in Green Future
Stage of
development

Eco-conductors
training courses

Motive of
participation

- Helping the
education of their
children
- Seeking new work

Influence on
the motive

Participants’
change after
the
participation

- Housewives’ social
conditions

- “Ordinary”
housewives to ecoconductors

Establishment of
Green Future

Growth of Green
Future

- Adopting eco- Continuing growth as conductor as their
an eco-conductor
career and sustaining
the activity

- Concern about the
environment

- Their activity was
recognized by the
society or community
- Monetary reward for
their eco-conducting

- Movement from the
periphery toward full
participation in the
practice of ecoconductors

- Expansion of the
sphere of activity of
Green Future
- Self-awareness about
the necessity of
organizational change
suitable for the
individual’s growth

At first, Green Future began from the housewives’ participation in the first and the
second term of the natural eco-conductors training courses which were provided by the
partnership between the Ojeong Culture Center and the Ojeong District Office. Even
though the housewives didn’t have much information about the environment or what it
meant to be an eco-conductor at that time, they had their own motive when participating
in the training courses. They participated in the training courses in order to help the
environmental education of their children and look for their work in the community, not
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to pursue the eco-environment or the career of eco-conductor in itself. But through the
attending the training courses, they began to shape the motive toward the ecoenvironment itself and the identity of an eco-conductor. Through the process, I could
ascertain their learning to enter the new activity system as a beginner of eco-conducting
as well as to accumulate ecological knowledge.
After the end of the eco-conductors training courses, they established the Green
Future in the Ojeong district area, which was an organization of eco-conductors. There
were some complications between the first term and the second term members in the
integration and establishment, but they resolved the problems through the sharing of the
activity. The establishment of Green Future was affected by the recommendation of the
Ojeong Culture Center and the Ojeong District Office, which planned and expected to
make use of the participants in the volunteering for the eco-conducting in the community
after the end of the training courses. But, their own motive made it possible to establish
and participate in Green Future. At the processes of building and participating, they had
the motive to continue to fill up the unfinished education only in the training courses, and
Green Future was a framework for the purpose of accomplishing their desire for the
continuing growth. Through the establishment of Green Future, in the end, they began the
movement from the periphery toward full participation in the practice of eco-conductors.
After the building of Green Future in the early of 2005, their activity in the
community has continuously grown up until now. The development of Green Future
could be attributed to the efforts of the members’ own as well as the supports of the
Ojeong Culture Center and the Ojeong District Office. By virtue of the members’ efforts
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and the both organizations’ supports, the activity of Green Future has been expanded
from the volunteering to the fee-based eco-class and from the eco-conducting to the ecomonitoring and the community project, and the increase of the frequency and target of
their activity. As they expanded the sphere of the activity in the Green Future, they made
a new career out of eco-conducting, beyond volunteering and taking an interest in an ecoguide. They have participated in the Green Future with the motive to sustain their new
profession as an eco-conductor. It seems that their winning the first prize in the national
lifelong learning festival and the monetary reward for the eco-conducting influenced on
the shaping of their recognizing the eco-conducting as a career. With the motive to adopt
and sustain eco-conducting as a profession, they have expanded the sphere of the activity
of the Green Future and developed their competence as eco-conductors. On the other
hand, however, there is a contradiction in that their continuing growth has been
interrupted by the same factors that had contributed positively to development of Green
Future.
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CHAPTER 6. ACTIVITIES AND LEARNING IN THE GREEN FUTURE
As introduced in the front page of the periodical newsletter, Green Future as an
organization of eco-conductors aims to let the residents and children know the natural
environment and love of nature and to contribute to the conservation of nature and the
design of the green future in the community. For the purpose of Green Future, they have
participated in or taken charge of various kinds of activities. Of course, the activities are
not distinct, but related to each other. For instance, Green Future undertook the ecoclasses of the Ojeong Culture Center in which the children monitor the natural
environment of the area by themselves, in connection with the members’ monitoring
activity. For the understanding of the activities of the Green Future, however, I would
describe the activities, in three classes: the eco-conducting, the members’ own further
education and training, and the expanded activity for the community such as ecomonitoring and eco-school building. Then, I analyze the activity system of the Green
Future, using CHAT (cultural historical activity theory). Through the analysis of the
activity system, I explore what the housewives learn through participating in Green
Future.
Eco-conducting
One of the main activities of Green Future is an eco-conducting or eco-class that
they conduct with the residents or children through the natural eco-environment.
According to my observations of the eco-classes, a member of Green Future as an ecoconductor used to be in charge of around ten participants in the eco-class, and would
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explain the grasses, flowers, plants, insects, birds, etc. around the teaching place such as
the park and the mountain, walking together with the participants. At the eco-conducting,
also, the participants usually touch and feel the grasses and plants, make a drawing with
the natural materials, and play with the natural environment, as well as listen to the ecoconductor’s explanation. An eco-class usually proceeds for one and a half or two hours,
excepting for special programs such as an eco-travels. Depending on whether the
members receive the lecturer fee or not, these eco-classes can be divided into two groups:
a free volunteering and a fee-based eco-class.
Volunteering
First, the members of Green Future took charge of the eco-class as volunteers
after the end of the eco-conductor training courses until now. When the members of
Green Future applied for the participation in the eco-conductor training courses,
according to HeeKyeong Kim, they were required “to participate in volunteering at least
for one year in the community after the end of the training courses” (I1, P4, L28-29), and
were selected among many applicants by “whether they can last into the volunteering or
not” (I1, P5, L14). Of course, they were not under obligation to certainly participate in
the volunteering for a year, in other words, they didn’t have to pay any penalty even if
they didn’t participate in the volunteering, nor withdraw from the group. SunYoung Jo
said that “the participation in the volunteering centered on the persons who have
available times” (I2, P2, L5-6). There was the condition that they have to participate in
the volunteering for a year when the Ojeong Culture Center invited the participants of the
training courses, but it was really those who finished the courses who freely continued to
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volunteer.
After the end of the eco-conductors training courses, the participants undertook
eco-classes only as a volunteering for a year, that is, the first term’s members participated
in the volunteering for a year of 2004 and the second term for 2005. At that time,
however, there were not many chances to participate in volunteering as there are today.
SoYun Park (I1, P5, L2-3) said that the eco-classes volunteered about three or four times
a month at that time. Thus, the frequency of the volunteering can vary with the individual,
but one person would participate in the volunteering less than three times a month. At that
time, according to the interviews, the requests of the eco-classes came in to Green Future
through the Ojeong Culture Center and the Ojeong District Office. By synthesizing the
interviews with the participants, I learned that the volunteering was done by the processes
as follows: both the organizations send official documents about the introduction of
Green Future to other organizations; received the applications of other organizations for
the eco-classes; informed Green Future of the requests; then the Green Future decided
who would undertake the eco-classes by herself; and the members in charge would go to
their eco-classes. Three interviewees said about the volunteering:
Interviewer: Did you learn of the requests for volunteers from the culture center?
SoYun: Yes. Because they [other organizations] didn’t know of our existence at
that time and the cultural center was the same foundation with the WonJong
Welfare Center, we mainly teach the after-school children at the WonJong Welfare
Center. Also the district office sent the pamphlets to the day care centers and
received the request from them. (SoYun Park, I1, P5, L3-7)
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We continued the volunteering for one year. We continued the volunteering for
the after-school children, the old, and the disabled in the WonJong Welfare Center
and the GoGang Welfare Center. At that time, there was no financial support from
the district office. Just if the requests of the class came, we voluntarily did all the
classes as a volunteering because it was a kind of self-learning. (HyunJu Choi, I1,
P4, L22-25)
Some part of their activity is a volunteering. For example, they undertake the
program for the disabled children of GoGang Welfare Center and the program for
the developmental disabled children of our WonJong Welfare Center as a
volunteering, and receive just a meal expense of 5,000 won. (Heekyeong Kim, I1,
P9, L19-21)
As the quotations above, the members of Green Future provided the eco-classes
mainly for the old and the children in the welfare centers and the day care centers,
particularly in the WonJong Welfare Center which is the main center of the Ojeong
Culture Center and in the child care house belonging to the Ojeong District Office. Even
though they taught the old and the children as volunteers, however, they recognized the
volunteering as “self-learning” like the HyunJu Choi’s term above. SunYoung Jo said
that they could fill their lack of ability by volunteering after the end of the training
courses. JiEun Lee as well as SunYoung Jo said:
One of the reasons that I liked the clear statement of the volunteering was like this.
As you know, we have shortcomings at first after the end of our coursework. But,
as we have gone to the eco-classes in the name of the activity of the volunteering,
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our shortcomings have been filled. In this way, we seemed to learn. (SunYoung Jo,
I1, P6, L3-6)
It was service, but we participated in the volunteering because they gave us the
places to visit, rather than we voluntarily looking for service opportunities by
ourselves. However, we learned something new from the experiences that we
undertook with those programs that gave us contact with new children. (JiEun Lee,
I2, P3, L21-24)
Even if they didn’t voluntarily search for the service opportunities as JiEun Lee’s
saying above, they described the significance of the volunteering as the chance for selflearning or self-development through volunteering, beyond serving the community by
offering free education as YouJeong Kang (I1, P8, L5-9) said. Moreover, some
recognized the volunteering for a year as a way to continue their education, as MinSun
Jang said: “We became an eco-conductor in person and taught the children, during our
further education in 2005” (MinSun Jang, I1, P4, L23).
In particular, some answered that they could learn much from the volunteering for
the disabled children. For example, they served the mentally retarded children in the
GoGang Welfare Center for three years from 2005 to the present. The volunteering was
not discontinued after just twelve months as was expected. In the case of the disabled
children in the GoGang Welfare Center, an eco-conductor has taken charge of and taught
a same child for three years at the eco-class (EunMi Jeong, I1, P6, L17). At the eco-class
(07-10-2007), the mentally retarded children felt the grasses and leaves with their hands
and played with the teacher in charge and the friends with cheerful faces. Although
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SunYoung Jo (I2, P9, L9-10, 15) said that the volunteers as well as she had trouble with
rejection by the children when they first met, the situation changed for the better when I
observed the eco-class with them. JiEun Lee (I2, P2, L6-29) and SunYoung Jo (I2, P9,
L10-13) believed that they felt the most encouraged as they experienced the disabled
children improving step by step, and the volunteering with the disabled children was the
most remarkable experience and broadened her mental horizon. SunYoung Jo said:
As I gave the children the eco-class, I learned greatly from the children in the
aspect that I didn’t know the many parts of the world, not the economic parts. So,
I thought that in my case, the part was the biggest one of those which I obtained
after entering here. (SunYoung Jo, I2, P9, L10-13)
As YouJeong Kang said below, however, they cared more for the volunteer
classes than the paid eco-classes. When they began to undertake the fee-based eco-classes,
they would be more nervous and strained because it meant that they began to be rewarded
for their eco-class and be recognized as professional eco-conductors.
Frankly, the volunteering was free and voluntary service as the word means. So, I
seemed to feel a little freer from care. I have this thought, and it was true,
honestly, that I got more nervous when I occasionally gave lessons for the lecturer
fee. (I1, P9, L4-6) … In any way, it seems to be true, even now I greatly regret it,
that I didn’t take care of and prepare for the volunteering enough. But, I seemed
to care more about the classes that the lecturer fee was paid for. (YouJeong Kang,
I1, P10, L3-5)
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Fee-based Eco-class
In addition to the volunteering, the members of Green Future began to take on the
fee-based eco-classes after their one year of volunteering. But they didn’t stop
participating in the volunteering as mentioned above. According to HeeKyeong Kim, the
members of the first term began to take charge of the eco-class where the lecturer fee was
given to them at the first time in 2005. On the other hand, the members of the second
term “undertook only the volunteering in 2005” (SunYoung Jo, I1, P5, L29) because they
completed the training courses at the end of 2004, and began to take on the charged
classes with the beginning of the Social Employment project early in 2006. HeeKyeong
Kim said:
And we advanced in the program, by which the members of the first term were
able to continue the volunteering in 2004. In 2005, we didn’t yet recruit the
members of the third term, but they came to undertake the eco-programs of our
Ojeong Culture Center in earnest from 2005 which we had asked the professional
forest interpreters to do in 2003 and 2004. At the start in 2005, the members of
Green Future have undertaken the programs and have been given the instruction
charge, even a small amount of money. (HeeKyeong Kim, I1, P3L26-P4L3)
As HeeKyeong said above, the members of the first term began to give the feebased eco-classes at the Ojeong Culture Center for the first time in 2005. After the
members of the second term finished the mandatory one-year volunteering, they also
began to teach the fee-based eco-classes starting in 2006. At that time, the Ojeong District
Office allotted the budget for the environmental education and began to assign the Green
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Future to the fee-based eco-classes, in addition to the Social Employment project that the
Ojeong Culture Center began to carry in 2006 (Ojeong District Office, 2006). As in the
case of the eco-class for the after-school students in the Bucheon Woman & Young
People Center that I observed (07-14-2007), occasionally organizations other than the
Ojeong Culture Center and the Ojeong District Office would directly ask the Green
Future to give an eco-class. Thus, the fee-based eco-classes the Green Future undertakes
can be divided into three classes in general: the eco-programs of the Ojeong Culture
Center, the eco-classes supported by the Ojeong District Office, and the eco-classes
requested by the other organizations. SoYun Park said:
There are the programs operated by the [Ojeong] cultural center, the programs by
the [Ojeong] district office, and the programs requested by the outside
organizations. In large, it seems to be classified into three types. (SoYun Park, I1,
P14, L19-21)
First, the members of the Green Future took charge of the eco-programs opened
by the Ojeong Culture Center. In summer 2007, I observed that they gave the eco-classes
in the three kinds of the programs. The target group of the eco-programs was the students
of elementary school and occurred at the same period with the other programs by the
Ojeong Culture Center. There were the Jakdong Mountain eco-program composed of six
classes of two hours each, the Ojeong district monitoring program of eight classes of two
hours each, and the program of making a remembrance in DaeJang branch school of three
classes of six hours each.
Since some of the members were employed in the Ojeong Culture Center by
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virtue of the Social Employment project, these eco-classes were the main projects for
Green Future. Even if the general members sometimes undertook the eco-class of the
cultural center, most of the eco-classes were operated by the members of the Social
Employment. Fourteen members belonging to Social Employment didn’t receive the
lecturer fee separately from the Ojeong Culture Center, but the eco-classes of the Ojeong
Culture Center had priority over other eco-classes because they were employed by the
center and receive a monthly salary. HyunJu Choi said:
Now the requests for the eco-classes are coming from other organizations such as
the Sanwollim Youth Hall, but because our main task is the program of the
cultural center we used to give priority in the eco-classes of the cultural center.
(HyunJu Choi, I1, P24, L8-9)
Second, Green Future took charge of the eco-classes that were provided by the
Ojeong District Office from the beginning of early 2006. In order to provide the ecoclasses for the residents, in particular the children in the community, the Ojeong District
Office appointed twenty six members of Green Future, who wished to become lecturers
of the eco-class (Ojeong District Office, 2006). Usually in order to announce free
provision of the eco-classes, the Ojeong district office used to “send the official
document to each kind of the schools, day care centers, preschools, and Dong (the lowest
administrative unit) offices” (SunYoung Jo, I1, P18, L1-2). Once the requests for the ecoclasses were from the various schools and organizations, the Green Future took charge of
the eco-classes for the students and children of the schools and organizations, receiving
the lecturer fee from the Ojeong District Office. HeeKyeong Kim said:
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Ojeong District Office has employed the members of Green Future, even less
expensively, as lecturer at the eco-classes for some elementary schools and day
care centers within the community by the budget of the district office. We also let
them participate in the programs of the Ojeong Culture Center as lecturers. Both
of us have played these roles. (HeeKyeong Kim, I1, P8, L19-22)
The requests for the eco-classes were usually from the elementary schools,
preschools, day care centers, and other children’s educational organizations in the
community. For a month of June 2007, there were 30 classes, more than the other months,
provided by the Ojeong District Office and taught by the members of the Green Future:
nine eco-classes for the elementary school children, four for the preschool, eleven for the
day care, and six for the other organization (http://cafe.daum.net/agreenfuture). However,
they could not give all the eco-classes that were requested, being supported by the
Ojeong District Office. Since the budget for the environmental education which the
district office allotted was limited, the organizations that asked the eco-classes paid the
lecturer fee to Green Future directly once the budgeted funds were spent. HyunJu Choi
said:
Interviewer: I heard last time that all the allotted budgets of the district office
were spent.
HyunJu: Yes. Because the money was exhausted, in the second semester, there
were no [eco-classes] of the district office in the second half of the year. The
district office will just publicize and come out. And in the second semester, each
kindergarten had to individually request and pay to us. So I am not sure how
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many requests came in. (HyunJu Choi, I1, P25, L2-7)
Other organizations that paid the lecturer fee without the support of the district
office came under the third type of the fee-based eco-classes, those made by direct
request of outside organizations. However, many organizations would not request Green
Future to give the eco-classes without the support of the district office, even though the
amount of the lecturer fee is very small, about US$15 per lecture. In fact, from September
to November 2007 after the budget of the district office was spent out, the frequency that
the Green Future undertook the eco-classes at the request of other organization was less
than ten times, according to the activity reports uploaded on their online community
(http://cafe.daum.net/agreenfuture).
Processes of the Eco-class
As mentioned above, the members decided for themselves who would undertake
which eco-classes at the monthly regular meeting. Once the members who would be in
charge of an eco-class were settled, they would begin to prepare together for the eco-class
in the same way, whether they were to receive compensation or not. From that point, the
responsibility for the entire process of the eco-class, including the preparation,
performance, and evaluation, was claimed by “the members in charge of the class”
(SoYun Park, I1, P17, L26); in other words, there was no one to direct, supervise, or
control any matters related to their class.
The first action that they usually took at the preparation for the eco-classes was to
go out to investigate the field of the eco-class. As HyunJu Choi’s narrative, if some
teachers took charge of an eco-class, all of them “completely made a field investigation
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and then decided what they would teach at this time because of what types of nature was
found in the field, which games they would try, and which arts and crafts they would do”
(HyunJu Choi, I1, P24, L16-18). Based on their preliminary field investigation, they all
together decided and chose a topic, the curriculum content, games, and experiential
activities to use in the eco-class. For the field investigation, the members in charge of a
class usually went out to the field a few days or the day before the class. In the field
investigation, they checked which plants and insects came under their notice. During my
observation of a field investigation (07-03-2007), a mountain trail that seemed like an
ordinary path to me, was to the educators a space full of educational materials. Walking
along the trail together, they talked about what kinds of grasses there were, which flowers
began to bloom or were in bloom, and which insects lived in around the field with one
another. In the field investigation, one member might discover plants or insects that the
others had not observed, and sometimes some explained plants or insect about which the
others didn’t know the exact name or species. Also, they caught, observed, and returned
crayfishes and freshwater shrimps from the small stream in person, in order to check
whether the children would be able to experience and witness the crayfishes and
freshwater shrimps. EunMi Jeong said:
Once a field of an eco-class such as a mountain or a park is determined, we used
to go to investigate the field. Going to the field investigation together a few days
or the day before, since one teacher saw something but the others didn’t, then she
told us ‘here is something’. There are many cases that most of us just pass by, but
one of us would catch a glimpse of something interesting. (EunMi Jeong, I1, P14,
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L2-5)
The members of Green Future took the field investigation for granted, as HyunJu
Choi reported, because they “discussed the substance of education through the field
investigation” (I1, P25, L12), and because the plants and insects living in the field
“continued to change according to the time and the conditions” (I1, P25, L18). After the
field investigation, they determined what they would conduct at the eco-class through
mutual discussion. Even though each individual could vary in the concrete skills and
methods they chose to guide the class, such as the grasses, flowers and insects, they used
to discuss and agree on a topic, main materials of education, and experiential activities
such as drawing, crafts, and collecting. Also, they frequently made teaching materials for
elementary school students and the programs of the Ojeong Culture Center (HyunJu Choi,
I1, P23, L20-25). After they determined the topic and materials of the eco-class, they
individually prepared for the class, referring to books on education.
After these preparations for the eco-class, they went to meet the elementary
school or day care children whom they would teach at the field. At the spot of the ecoclass, one eco-conductor usually took charge of about ten children. At the eco-class for
the children of a day care I observed in the Dodang Mountain (07-13-2007), each of four
members of Green Future taught about ten children of the day care for an hour, dividing
about forty children into four groups. I observed the teaching of just one member on that
day. The main topic seemed to be learning the shape of various leaves. Walking around
the planned trail, she let the children know the name and feature of the trees around the
trail, talked about what the shape of the leaves was, and picked a leaf and let them feel it
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with their hand. Of course, these materials of the eco-class were agreed on, and
determined through, the previous field investigation by four members. At the eco-class,
she explained no less than thirteen kinds of the trees and grasses, and had the children
directly stick the leaves by the shapes on paperboard in the end of the class. Even though
the main topic was the shape of the leaves, however, she didn’t only deal with the trees,
flowers, and grasses. She also informed the children of the insects such as a stinkbug and
cicada larva and woodland birds such as a titmouse. In addition to the planned materials,
if the children asked about something or she caught a glimpse of something, she
explained as much as she knew.
Through the eco-class, they aimed to promote the children’s friendship with
nature rather than to give them a lot of detailed knowledge about plants and insects. They
emphasized in the eco-class that the abundant grasses and insects around us were also
living creatures and neighbors that lived with us, and that we should not break off flower
stems or tree twigs, as HyunJu Choi and YouJeong Kang stated:
We as natural eco-conductors aim to let the children and adults in community
know and treasure the ecology and the value or importance of the nature. (HyunJu
Choi, I2, P3, L20-21)
If I told the children that they should pick fruit when it becomes ripe, they
remembered the statement and communicated with other friends. As I have done
it that way, the children have seemed to get a feeling of love for all the nature. So,
I think it was good that I could inform the children of that. (YouJeong Kang, I2,
P6, L8-11)
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As shown below in a member’s conversation with the children at the eco-class, in
particular, they wanted children to form the recognition that even insects, which people
often fear and hate, are our friends and neighbors. Below is part of the recording of an
eco-class for the children of a day care center.
Eco-conductor: [indicating a larva] It looks like this. It is a larva of [a gipsy moth].
Children: I am afraid, afraid!
E: [indicating another] It is young insect of a cicada. It looks like this. Can you in
the back see this red stuff?
C: Does it bite?
E: No, it is O.K. You are out of danger. It does not bite. It is a flower cicada
[Lycorma delicatula]. Let’s say ‘flower cicada’. It bounces well.
C: [Continued to be afraid]
E: It looks like this. It is pretty, isn’t it? No, it never bites. Are you afraid? Then I
will leave it back. Let’s say, ‘good-bye, flower cicada’. ‘See you again’.
C: Good bye, flower cicada. (07-13-2007)
After the end of the class, one of the members wrote a report on the day’s class
and posted it on the online community. On the report, they wrote general facts such as the
date, time, place, participants, and name of lecturers, contents of education, ideas about
the problem and remedy, their postscripts, and related photographs. However, the column
of the ideas and postscripts was mainly filled up their impressions of the class and its
atmosphere rather than their own evaluations of the teaching methods and contents. For
instance, the column mostly consisted of the contents that they were happy for the
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children to actively participate in the class, were concerned about it, or that they found it
difficult to guide the children because they weren’t paying attention.
However, they sometimes wrote statements related to the growth of their teaching
activity on the report, as follows: “I want to make sure that we give the eco-class in a way
that is suitable for the target group, even if the educational content is the same” (06-132007 report). Despite how little was said in the report, however, the members revealed
their needs in developing their teaching ability. It was true that they have learned
teaching methods from their experience of the eco-class rather than lectures on teaching
methods as HyunJu Choi explained (I1, P26, L7-11). But the members of Green Future
recognized that they were lacking the skill to communicate their knowledge with the
students, as SoYun Park describes below. As a result, they planned several opportunities
for further education on teaching skill in the second half of 2007.
Interviewer: Are the members requesting more classes on teaching skills?
SoYun: Yes. Everyone agrees it is a necessity. Also, they are demanding it. We
don’t transmit to others as much as we know, because ofthe problem of
communication we lack the skills we need. So, I realized that we need to learn
communication as well in order to transmit the knowledge, to some extent.
(SoYun Park, I1, P11, L7-10)
Further Education/ Training
One kind of the activities of Green Future is that they continue to take their own
education of themselves as students, neither as educators nor eco-conductors. Further
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education has been lasting from just after the end of the eco-conductor training courses to
the present. In this section, I describe general aspects of further education, and explore
the BEST (Bucheon Eco-School Team) education separately, because BEST education is
a different kind of further education, and gives them new vision of their activities.
General Aspects of Further Education
Further education of Green Future began just after their completion of the ecoconductors training courses. The first term’s members began in the second half of 2003,
and the second term’s members have joined in further education with the first term’s
members from 2004 to the present. YouJeong Kang and JiEun Lee said:
From then, that is, after the end of the course of three months from April, we also
had had deepening courses within the Ojeong district office. (YouJeong Kang, I1,
P1, L25-26)
After the completion, there were continually more in-depth courses. As there were
in-depth courses once or twice a month in the district office, I think the first and
second term we taught together. (JiEun Lee, I1, P13, L4-5)
The initial further education aimed to supplement the regular eco-conductors
training courses. Even though the training courses were composed of thirty lessons, they
tended not to cover issues of increasing professionalism among the eco-conductors. In
addition to the regular courses, thus, they received further coursework “to make up for its
deficiency” (YouJeong Kang, I1, P5, L23). YouJeong Kang, a member from the first term,
said that they had covered themes such as whole ecology theory and the beach that we
not dealt with in the regular courses.
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We learned topics related mainly to the plants in the courses to be provided by the
Forest Interpreters’ Association. While we initially received training on plants,
grasses, and trees, we studied in the advanced courses, deepening into whole
ecosystems and the beach. (YouJeong Kang, I1, P6, L8-11)
They were sometimes supported and granted by the organizations such as the
Ojeong District Office and the Bucheon Lifelong Learning Center. I learned their 2005
schedule in the first newsletter of Green Future, and asked SoYun Park, the chair of
Green Future, about it. According to SoYun Park (I2, P2, L26-29), they attended thirteen
lectures from March to December 2005, with the support of the Ojeong District Office.
According to HyunJu Choi (I1, P14, L7-12) and SoYun Park (I1, P10, L1-2), they have
also been involved in further education from 2004 to the present with the Bucheon
Lifelong Learning Center’s grants of about five hundred dollars. SoYun Park said:
Because we continued to receive the grants from the lifelong learning center, we
took the classes they offered. Also until last year and the year before last, there
were even a few last year, until the year before last, we took several special
lectures offered by the district office, who invited lecturers from outside. (SoYun
Park, I1, P10, L1-3)
However, these supplementary classes have not occurred at fixed periods, nor
have they been designed with a consistent flow. HyunJu Choi below said that they had
attended the lectures that were provided in the community whenever they could, but not
on a fixed schedule. Even though there were sessions that were designed and sponsored
by other organizations, they attended the lectures related to ecology in the community,

180

getting information about the classes for themselves. Also, if they needed to take more
classes but had no funding to do so, they collected money from all the members in
addition to the membership fee (SoYun Park, I1, P10, L10-12). HyunJu Choi said:
And after that [the training courses], there were also various lectures in this
community. We took supplementary classes such as education related to lifelong
learning and to young people. … Any way, these educations continue now. Not
once a week or once a month periodically, but we do go to the lectures whenever
necessary. … We take the lectures for ourselves. We search and get information
about the classes for ourselves, and then together go to hear them. (HyunJu Choi,
I1, P2, L1-9)
Thus, their continued learning did not follow a fixed curriculum, but only the
topics that arose with each opportunity. But the important thing was that the subject of
their further education was always chosen by their demands of that time, regardless of
whether or not they received grants from other organizations. Their needs in further
education mainly focused on the extension of ecology-related knowledge. HeeKyeong
Kim said that “as they had taught children, they felt their shortage in knowledge” (I1, P8,
L5), and “they had the desire to make further progress for their own sake” (I1, P8, L9). It
was their own teaching of children that gave them the will to learn and to grow more and
more. The members of Green Future recognized the limits of their ability on their own, as
JiEun Lee said: “I feel the limits of my knowledge in the aspect of the depth of the
knowledge rather than the amount of knowledge.” (I2, P4, L2-3)
Owing to their demands of ecological knowledge, they had mainly taken the
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lectures to deal with ecological topics such as Korean wild flowers, the shoreline ,
freshwater fish, wild animals, insects, soil, and so on (the first Newsletter of Green Future,
03-31-2005). According to SoYun Park (I1, P10, L20-25) below, however, their interest
in further education recently shifted from the ecological knowledge into the methods and
skills of eco-conducting. This change does not mean that they don’t have any more to
learn about ecology, but that they now need teaching methods more than material
knowledge. It would be impossible to achieve complete mastery of ecology simply
through further education. As JiEun Lee states above, they were still aware of the
necessity of learning of ecological knowledge. But they formed the ability to learn for
themselves as they need to, because of what they mastered in the first rounds of further
education, as well as the training courses. Of course, if there was a chance to take a useful
lecture related to the ecological knowledge and the experiences of field, they were willing
to attend in the class. The members of Green Future have recognized the necessity of
learning methods and skills in addition to the subject of ecology.
So, SoYun Park said that “the study of the quality of education tends to proceed
individually” (I1, P10, L23), rather than by attending lectures together. As mentioned,
they usually prepared for the eco-class by individually learning and searching the data
after the field investigation. Just as they had all gained knowledge of ecology on their
own, before they became eco-conductors, so they were trying to strengthen their
competence as eco-conductors through further education, that is, to improve their
teaching methods and skills. Once they met addressed their shortage of knowledge of the
subject matters, they felt the necessity of learning methods of communication of that
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knowledge. SoYun Park said:
At the beginning, we longed for something centered on content, but while we
continued to lead classes in the field, we ran into problems like these: for example,
speaking well--surely this is a skill that can be improved -- various skills for
teaching, and methods for getting people to pay attention. Because we thought
that those would be greatly necessary, and because the study of the quality of
education tends to proceed individually, we are trying to learn such things in the
classes for strengthening the competence of all of us. So, we already decided to
use all the grants of lifelong learning center for those kinds of lessons in this time.
(SoYun Park, I1, P10, L20-25)
As HeeKyeong Kim explains, the activities of eco-conductors made “the desire to
study be continuously formed” (I1, P8, L1). With these needs for learning and developing,
the members have taken as much further education as they could. Moreover, as EunMi
Jeong said, “a half [of their activities in 2005] were further education and the other half
were to meet the children” (I1, P7, L14). Through these additional learning opportunities,
they strengthened their own competence in ecology as well as teaching skills. In addition,
they are making an effort to engage in even more further education. Starting in April
2007 they began to take BEST (Bucheon Eco-School Team) education, through which
they hoped to establish new visions of Green Future and each person’s individual growth.
BEST Education
BEST education has operated from April 2007 by Local Agenda 21 for Bucheon,
which local residents, businesses, and the municipal government of Bucheon established
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in order to carry out the building of a healthy environment and for the sustainable
development of Bucheon, with the motto of “Thinking Globally, Act Locally!”
(Homepage of Local Agenda 21 for Bucheon, http://www.bcag21.or.kr/). BEST
education aimed to train the environmental coordinators who would take charge of
environmental education for all the students of elementary schools in Bucheon. For this
purpose, Local Agenda 21 for Bucheon recruited students for their courses, who have
already been involved in activity related to the environmental education or ecoconducting in Bucheon, including other NGOs as well as Green Future. Now, about 30
people participate in BEST education, and about 20 of them were the members of Green
Future (07-09-2007).
As mentioned above, BEST education was to further train existing environmental
activists as coordinators to undertake the environmental education for elementary school
students in Bucheon. But the members of Green Future expected that BEST education
would be similar with the types of further education they had taken before, and would
have lectures with similar topics and themes, according to SoYun Park. They found that
they were dissatisfied with BEST education early on, because the topics differed from
their expectations. SoYun Park said:
What they had expected was something like what they had already experienced in
further education. For example, if studying the tree, we expected learn deeper
[knowledge about the tree]. But, since its direction was different from our
expectation, there were a lot of complaints at the start. ‘It is not what we
expected’, because it was not the knowledge we were able to use in the field.
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(SoYun Park, I2, P6, L24-27)
In the first semester, that is, from April to June, the BEST lectures were provided
twelve times. According to SoYun Park (I2, P6, L14-20), the subjects of the lectures dealt
with broad fields of the environment such as public projects related to the environment,
projects supported by Local Agenda21 for Kyeonggi province, environmental policy,
arguments to establish and run pro-environmental schools, climate change, the natural
environment of Bucheon, and so on. BEST education focused on raising their ability to
operate environmental education programs in elementary schools on the whole, but did
not help them to increase in material knowledge of ecology. Thus, they were discontented
with the topics of BEST education in the first semester because they couldn’t
immediately use the contents of the lectures for their own teaching. But their complaints
began to soften in the second semester.
Unlike the first semester, BEST education in the second semester was organized
into three teams, each carrying out their own assignments. When I observed the BEST
education (07-09-2007, 07-16-2007), they were discussing about how to analyze the
constituents related to the environment in the fourth grade elementary curriculum, which
was their first assignment in BEST education that semester. They were to analyze the
elementary school curriculum, and write and present a report on their analysis. During
this analysis project (07-16-2007), they were pleased with the discussion about how to
connect the curriculum with their eco-classes. They recognized that they could use the
outcome of their analysis in the own children’s classes. SunYoung Jo said:
In BEST, the analysis of the curriculum seemed to have no relevance with the
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forest conducting, but when we came to think about it again, it was not true.
(SunYoung Jo, I1, P9, L19-20)
In addition to the curriculum analysis, they were also given assignments such as a
survey on the actual condition of environmental education in the elementary schools in
Bucheon, an analysis of publicly projects related to the environment to be supported by
the government organization such as the Ministry of Environment, research on the
regional cultural and natural resources, and the preparation of a teaching plan. As they
attended the lectures and carried out the assignments in BEST curriculum, they not only
recognized its usefulness for their eco-classes or activities, but also came to have a new
vision for their future.
As mentioned above, at the beginning of the BEST education they had expected
the courses to be similar to others they had taken until then. They thought that perhaps
the only aspect of BEST education that would be different would be the fact that not only
Green Future but the other organizations associated with environment were participating,
because it was managed by the Local Agenda 21 for Bucheon, that is, in an office of
Bucheon city. SunYoung Jo said:
Now BEST education didn’t start with that kind of purpose and dream [that we
expected]. And BEST didn’t have any distinct aims, but was merely willing to
offer education. Putting together many teachers who have taught eco-education
individually, they planned to provide the education and to be worried about what
to do. The education began in order that we worried together [about what we need
to do for the environment education], without the plan about what to do.
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(SunYoung Jo, I2, P8, L19-23)
However, the women of Green Future began to be aware of the possibility of
extending their sphere of activity through the BEST education. Until then, since they had
taken charge only of the eco-classes to be provided by the Ojeong District Office and
Ojeong Cultural Center, their sphere of activity was limited to the Ojeong area. But they
realized they would get the chance to expand their scope of activity into the whole area of
Bucheon city through BEST. Because BEST was designed to train eco-conductors to
teach elementary school ecology in the whole area of Bucheon, they could expect to carry
out many more eco-classes after the end of the BEST program. As MinSun Jang said: “I
think that the works we can do in the city level of the BEST would be more than those we
can do in our organization” (I2, P12, L12-13).
As well as the expansion of their territory, they began to consider how they would
continuously offer classes in the schools. Of course, they have already offered eco-classes
to elementary school children. But they provided the eco-classes only when they received
requests, and moreover the courses were short, and met no more than three times.
Contrary to the current form of the eco-class, their hope to expand through BEST was
that they would apply for public funding to provide the environmental education, and
then with the funds of the project, undertake the eco-classes for the students in one or two
grades of each elementary school throughout the year. They thought that the eco-classes
should be given to the children throughout the year, not once or twice, in order to offer
the most benefits to the children. JuHee Youn and EunMi Jeong said:
Now considering the further education, the BEST program, it seems that many
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teachers are trying to advance into the schools. If we do like others do and get
settled [at the school], I think that would be the best case. (JuHee Youn, I1, P11,
L25-27)
For Green Future, it seems to be a goal to continuously reach out to the students
in the elementary schools around this area. Green Future seems to pursue the goal
to instruct all the students in some grades at an elementary school throughout the
year, not to give one class at a time. That’s what we can offer, and what we should
do. I think at least two classes a month are suitable for the schoolchildren of
elementary school, as we give classes twice a month for the children of day care.
That is why we are in the BEST education now. (EunMi Jeong, I1, P17, L14-20)
Also, they expected that their advance to all city elementary schools would
guarantee their stability and ensure steady activity, besides having lasting educational
effects on the children. They agreed that frankly Green Future could have been in action
until now only by the support of the Ojeong District Office and Ojeong Culture Center.
But the eco-classes offered by these organizations cannot help but be limited in number.
As described in the previous section, the eco-classes supported by the Ojeong District
Office have usually run out before the beginning of the second half year because of a
small budget, and the eco-classes opened by the Ojeong Culture Center have been no
more than six times a month because of limitations of the ability of an educational
organization to offer the courses and recruit the participants. Moreover, some of the
Green Future members were receiving a monthly salary by the Social Employment
project, but if the term of the project were to expire, it would be difficult to guarantee
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them the same income by the existing amount of the eco-classes alone. With the decline
in income, the membership of Green Future could be reduced; some members would
have to find new jobs, and the continued existence of the organization could be
threatened in the end. Thus, the expansion of Green Future into the elementary school
after the BEST education could be an alternative to maintain not only their stable and
steady activity but also the very existence of Green Future. As SunYoung Jo’s idea (I2, P7,
L8-27), if they manage eco-classes for all the students in the third or fourth grade at two
or three elementary schools, all members of Green Future can carry out the eco-classes
two times a week at least. SoYun Park said, in fact, “[The Bucheon] Municipal office
plans to make up the budget next year, even if it is not a large amount of money, to
provide environmental education for the students in one grade each at two elementary
schools throughout the year” (I2, P7, L26-27). In the end, through the BEST program,
they began to dream of working at the elementary schools as environmental coordinators,
providing environmental education and insuring the existence of Green Future and their
activity as eco-conductors.
Expanded Activity of Green Future for the Community
As mentioned in the previous chapter, the members of Green Future have
expanded the sphere of their activity. In addition to the eco-conducting and the further
education above, they have participated in various activities for the conservation and
improvement of the environment of the community. Of course, their activity as nature
guides for the residents also contributes to the community, but they have extended toward
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the activity related to a building a pro-environmental community. Green Future often
took charge of providing ecological experience programs, such as a natural dyeing or
making models of insect with the branches of a tree, in the various events and festivals
within the community. In this section, however, I describe their eco-monitoring and the
project for forming the eco-school as activities expanded in order to contribute to the
community’s entire ecosystem, rather than simply participating in the events and festivals
within the community.
Eco-monitoring
Since the Ojeong District Eco-environmental Symposium in November 2006 and
the workshop on March 2007, the members of Green Future have monitored the
vegetation and the state of the environment in four ecosystems within the Ojeong district:
the DaeJang-dong rice paddy, Vernae creek, the parks, and the marshy places in a
mountainous area. Members of Green Future have undertaken monitoring to investigate
the conditions and changes in the environment in Ojeong district, in partnership with the
Eco-plan laboratory of a university in Seoul. I describe the beginnings and the concrete
aspects of eco-monitoring in this section.
Their monitoring project originated in a project of the WonJong welfare center,
called “Building a village where hope spring out”, which had the objective that residents
would create an environment that they would want to continuously live in for themselves
(Retrieved 12-03, 2007, from http://www.wonjong.or.kr). As part of the project, the
WonJong welfare center invited a professor Lee of the Eco-plan laboratory to give an
open lecture in April 2006 about the resident’s building of an ecologically friendly town,
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and then asked him to research the state of the Ojeong district environment (The
symposium proceedings, 2006). In the end, the Eco-plan laboratory accepted the research
project, using funds from their own budget.
In conducting the research, the Eco-plan laboratory investigated in advance the
whole state of Ojeong district’s environment, such as land use and current vegetation.
Then, the members of Green Future, and the Eco-plan team investigated closely the
representative areas within the Ojeong district on October 20-22, 2006, based on the
materials of the whole state. Through the participation in the detailed data collection of
the Eco-plan team, the members of Green Future had their first experience in the ecomonitoring. When they participated in the investigation, as EunMi Jeong put, they “never
knew what the eco-monitoring was and how to do it” (I1, P20, L3). Through the experts’
help in the close investigation, they could learn how to monitor the vegetation and the
state of an ecosystem. For the three days, the members of Green Future participated in the
investigation of mountain areas, residential streets, parks, and public institutions within
the Ojeong district, and learned the methods of eco-monitoring from observing and
assisting the experts’ work.
At the Ojeong District Eco-environment Symposium, which was held on the 21st
of November 2006 by the WonJong welfare center, the Eco-plan laboratory presented the
state of the Ojeong district environment as well as the idea of building the Ojeong district
into a pro-environmental town using the results of their research. After the symposium,
the members of Green Future had several more changes to learn how to do environmental
monitoring from the experts in the Eco-plan laboratory. According to SunYoung Jo (I2,
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P4, L4-19), in the winter of that year they participated in monitoring birds of the
DaeJang-dong with the Eco-plan team, and also went twice to observe the investigation
of the Eco-plan laboratory in their research sites.
After the members of Green Future learned basic monitoring techniques and the
state of the environment from the Eco-plan team, at the workshop with the Eco-plan
laboratory held on the 22nd of March 2007, they presented plans for monitoring projects
in four ecosystems within the Ojeong district: DaeJang-dong rice paddy, Vernae creek,
the park systems, and marshy places in a mountainous area. With the research goal of
building a pro-environmental town together with the residents, the Eco-plan laboratory
assigned Green Future to the discovery of ecological value of the Ojeong district through
the work of long-term monitoring performed by residents (The workshop proceedings,
2007). For this purpose, Green Future decided to continuously monitor the state of the
eco-environment within the Ojeong area. They composed four teams in order to take
charge of each one of the four locations, and planned to monitor once every two weeks or
once per month the place under each team’s charge. According to SunYoung Jo (I2, P5,
L8-10), they tried to go out to monitor twice a month at first, and have monitored at least
once a month until now even though there were many eco-classes to give also .
I observed monitoring by the team in charge of the marshland (07-03-2007). The
team consisted of five members and went to monitor the marshy land in Jakdong
Mountain. They observed which creatures such as grasses, flowers, and insects lived in
and around the marshland at that time, and then one of them wrote the details on the data
form. Also, they discussed and confirmed the identity of the animals and took pictures of
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them. If an animal or plant was the unknown to them, they took a picture of it and
identified it in the guide book later. The other teams monitored their sites in the same way.
According to my participant observations, the DaeJang-dong team in particular
monitored migratory birds visiting agricultural areas, the Vernae creek team examined the
quality of the water, the park team measured the distance between the trees, and the
marshy place team monitored the aquatic life forms.
Green Future accumulated monitoring records beginning in March. Depending on
the results of the monitoring, by teams they intended to present environmental
improvement plans of each the places at a symposium to be held in the end of this year. I
was not able to participate in the symposium on the 20th of November 2007, but
according the board of the WonJong welfare center’s homepage
(http://www.wonjong.or.kr), they presented the necessity of the program for informing
the residents of the important value of DaeJang-dong rice paddy, the plans for the
improvement of the quality of water and the security of the source of water in the Vernae
creek, plans for the management of the marshlands, and suggestions for the Ojeong park
development.
In addition to it, they began providing classes for the children in connection with
the monitoring. Green Future opened the monitoring program as a summer program at the
Ojeong Culture Center so that the children monitor the state of the environment in for
themselves. The program was composed of eight classes to monitor, which would each
monitor one of the four places twice, and provided for the elementary school students
from July to August. The classes were operated in the same way that they monitored the
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places themselves. The leader of a class taught the children how to monitor and had them
observe and record for themselves what and how many life forms live in around the place
or the distance between the trees or the quality of water. Because the children didn’t
know the name of the life forms, of course, the members provided the children with
information. After the class, the eco-conductor used to arrange the children’s records
again and write the synthesis on the new record form. Through the development of the
eco-monitoring program, in the end, they were providing the children with the experience
of monitoring the creatures living in around them personally.
However, the members of Green Future regarded the eco-monitoring as an
unimportant activity at the beginning. According to SunYoung Jo (I1, P19, L14-18), she
at first suspected that it was “nothing special” to investigate which plants there are and
how long the distance between the trees is. But as they saw that the Eco-plan team
created great materials through long-term monitoring and experienced a paper written as
a result of their monitoring in the 2006 Ojeong district eco-environment symposium, they
realized that the monitoring was “really significant activity” (I1, P19, L7) in SunYoung
Jo’s words. In other words, they have “personally experienced the works that a person
majoring in Landscape Architecture can do,” as YouJeong Kang’s expression (I1, P15,
L15), and as well played a role in the suggestion of the alternatives for the improvement
of the environment in community and the instruction of the children.
Eco-school Building
Now Green Future has promoted the project to make DaeJang branch a
specialized school for ecological experiences. DaeJang branch school was an annex of
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the DukSan elementary school which was located in the area of DaeJang-dong rice paddy.
But DaeJang branch school was in the crisis of closing because of a decrease in the
number of students. According to the regulation, if the number of students falls below
twenty, the school is to be closed. In order to revive the DaeJang branch school, the
members of Green Future were promoting the idea of making it a place for ecological
experiences and a nature reserve for the residents. They aimed to reform the DaeJang
branch school into a space to provide the ecological experience for the residents as well
as students, and then to increase the number of students and revive the school.
The plan was born by the members who participated in the 4th Urban College
program every Saturday from the 7th of April to the 3rd of May 2007, which was held by
the Local Agenda 21 for Kyeonggi province. According to the 9th newsletter of Green
Future (06-01-2007), the Urban College was a practice program in which each
participating team made an attempt to design their community into a pro-environmental
town, while were educated in the theory of urban planning. Five members of Green
Future participated in the Urban College as the representative of Bucheon city. At the
beginning of the program, target areas of five teams had been selected, and then finally
the projects of two teams were selected after the design. In the final presentation, the
Green Future DaeJang branch school project ranked second. The name of Green Future’s
project was “a wild goose eco-school building,” and is outlined in the figure below.
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Figure 6.1 The Project, ‘a Wild Goose Eco-school Building’
In the end, Green Future obtained a grant for the project from Local Agenda21 for
Kyeonggi. However, the grant covers only a part of the project for the time being, that is,
they obtained twenty million won (US$20,400) for constructing a small round frog pond,
not the whole project. As shown in the figure above, constructing a small round frog pond
was only the starting point. Green Future will have to continuously work on funding
proposals for the other parts of the project, as SunYoung Jo’s explained (I1, P11, L10).
The idea was derived from their previous activities. First, their concern about the
DaeJang branch school came from the eco-monitoring with the Eco-plan laboratory at the
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University of Seoul, as illustrated below. The members of Green Future monitored the
DaeJang-dong rice paddy area since early 2007. As they have monitored this area, they
became aware of the importance of the green zone such as the DaeJang-dong rice paddy
within the urban area and the protection of this area against urbanization. With renewed
understanding of this area, they began to pay attention to the DaeJang branch school
located in the DaeJang-dong rice paddy area. Two interviewees said:
The base process was, as I said, that we had participated in the monitoring of that
place with a professor and graduate students at the master and doctoral course at
the University of Seoul in early February. As doing that, we had seen that place as
if for the first time. If that had not happened, we could not have regarded it as a
potential site. (JiEun Lee, I1, P21, L20-23)
As we had repeatedly been to monitor the DaeJang-dong, we came to think of the
DaeJang elementary school. So, we intended to utilize the school space for our
project. It is not that nobody but us can give an education, but we began the
project in order to make the DaeJang elementary school into an eco-school in the
sense that, “let’s give an education based on that space because we didn’t have our
space.” Anyway, it seems that the start has been favorable. (SunYoung Jo, I1, P10,
L25-29)
As SunYoung Jo’s saying above, moreover, they have planned not only to turn the
DaeJang branch school into the wild goose eco-school, but also to make use of the ecoschool in giving their own eco-classes. In order to revive the DaeJang branch school in
and prevent it from closing, it was necessary to provide the students with a continuous
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environmental program as well as to construct outdoor conditions and facilities such as a
small frog pond and wild plant gardens within the school. When the software and the
hardware were provided for the students, the number of students might increase and the
school might be re-activated. According to JiEun Lee (I1, P24, L12-15), therefore, they
included the plan for the ecology programs to be given throughout the year. Through
taking charge of the environmental programs provided by the school, they tried to expand
the sphere of their activity and to secure a space for stable activities. In fact, even though
the building of eco-school has not started, since June they have provided a program once
a month for the elementary school students, by the name of “making a remembrance in
DaeJang branch school,” which has been opened by the Ojeong Culture Center. In the
end, the project to turn the DaeJang branch school into an eco-school started and has been
promoted in connection with their previous activities such as eco-conducting and ecomonitoring.
In addition to it, for Green Future, winning the school building project is an
experience in which they displayed “Azoomma’s power” as JiEun Lee’s words (I1, P15,
L14). According to SunYoung Jo, SoYun Park, and JiEun Lee who participated in the
Urban College, most of the participants were composed of the activists of the Local
Agenda 21 for each city and the environmental movement organizations, and nobody but
they were the members of a learning circle or housewives. Nevertheless, their proposal
for the building of eco-school took the second place, even in competition with
environmental activists. As JiEun Lee’s comment illustrates, the acquisition of the project
helped the members of Green Future to begin to see themselves as community activists,
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not just ordinary housewives, and Green Future as a community-based organization, no
longer a learning circle of “ordinary” housewives.
At the same time, they came to realize the limit of Green Future through winning
the project for the building of eco-school. As stated in the previous chapter, in the process
of performing the project, they couldn’t do it by the name of “Green Future” because it
was not a registered organization. It was decided that the WonJong welfare center and the
Local Agenda21 for Bucheon would donate the grant to the school, and the school would
undertake the construction work. While they experienced the proposing and winning of
the project, the name Green Future was excluded when the project was actually
happening. Their plan to make use of the eco-school in their providing eco-classes also
became uncertain in the future. But on the other hand, this experience might provide the
members of Green Future the awareness of the necessity of shifting into an independent
organization and considering new directions for the development of Green Future.
Activity Systems of Green Future
In this section, I first analyze the activity system of eco-conducting as a central
activity system in the Green Future. Based on the description of the eco-conducting, I
explore the structure of the activity system of the eco-conducting, and then discuss the
contradictions within and between each elements of the eco-conducting activity system.
Also, I explore the relationship and interactions between the eco-conducting activity and
other activities in the Green Future such as further education, BEST education, ecomonitoring, and the eco-school building. Through these analyses, I articulate the activity
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systems in the Green Future and the processes of their change.
Eco-conducting Activity System
Since Green Future is an organization of eco-conductors, the central activity is
eco-conducting in which the members guide and teach the participating group about the
eco-environment around them. An activity system is modeled as a three-level scheme of
activity, action, and operation. In other words, activity systems are realized by actions
which are directed by the goal, and actions are realized by operations which are related to
instrumental conditions. First, the eco-conducting activity is composed of several actions
having their own goals: allotting the eco-class to the members, going to investigate the
field, preparing for the eco-class, giving the eco-class to the children in the field, and
reporting and reflecting the results. As the processes of the eco-class are depicted above,
once the eco-class is assigned to an individual or a group, she or they begin to prepare for,
perform, and evaluate the eco-class. These actions are oriented towards each of their own
goals such as checking what actually exists in the field, confirming the correct
information, helping the children experience the environment, and recording the results
of the class.
These actions are realized by the operations which are dependent on the
conditions. For example, their action to provide the children with the eco-class could vary
with the environmental conditions of the field and the instruments using in the eco-class.
They usually perform the eco-class in the field, but if it rains, it is occasionally operated
indoors. If they have a magnifier, they can give the children the chance to observe the
enlarged insects or grasses as well as the explanation through their speech. Not only the
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action of giving the eco-class to the children in the field, but also the other actions are
realized through operations that are determined by the actual conditions of the ecoconducting activity.
Generally, an individual eco-conductor gives an eco-class to the children, but their
action has “societal and collaborative nature” (Engeström, 1999, p. 30). In order to depict
their actions as events in a collective activity system, I adopt the model of a human
activity system suggested by Engeström (1987, p. 78; see Figure 2.2). As a result, the
eco-conducting activity system of Green Future can be explicated as shown in Figure 6.2
below.
Mediating Artifacts:
Teaching materials and skills, Ecological
knowledge, Eco-environment

Subject:
The members of
Green Future

Rules:
Regulation of
Green Future /
Contract of
employment
with the Ojeong
Culture Center

Object:

Outcome:

Children or
Residents in
community

Raising proenvironmental
attitude and
orientation

Community:

Division of Labor:

All the members, the
Ojeong Culture Center,
the Ojeong District
Office, the other
organizations requesting
eco-conducting

The assigned roles of
the members, opening
the eco-programs,
supporting the ecoconducting, and so on

Figure 6.2 The Activity System of the Eco-conducting
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The subject of the eco-conducting activity is a group of housewives guiding in the
eco-environment, that is, the members of Green Future. The object at which the ecoconducting is directed corresponds to the residents in community in general, but in
particular to the children because the eco-conducting of Green Future focuses on the
preschool and elementary school children in the Ojeong area. Through the ecoconducting activity, they are to help the residents and children have a friendly
relationship with the natural world and develop an attitude of taking care of nature.
Because the members as eco-conductors help the children engage with the natural
environment and become aware of related knowledge, the subject and the object of the
eco-conducting activity are mediated by the ecological environment such as plants and
insects, the teaching materials, tools and skills, and the ecological knowledge.
The eco-conducting activity can not be sufficiently depicted by three components
above (subject, object, and mediating artifacts), because the eco-conducting is not an
individual, but a collective activity. Thus it is necessary to add three elements to the ecoconducting activity system: rules, community, and division of labor. For the ecoconducting activity, the community, which is multiple individuals and groups who are
concerned with the same general object (Daniels, 2004a, p. 123), refers to all the
members of Green Future, the Ojeong Culture Center, the Ojeong District Office, and the
other organizations demanding the eco-classes of the Green Future. According to
Engeström (2004), the division of labor refers to both the horizontal and vertical division
of tasks between the members of the community. In the case of the eco-conducting
activity, the assigned roles between the members of Green Future and various
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organizations play a part in opening the eco-programs, undertaking the eco-classes,
collecting participants, supporting the funds, etc. There are the rules to constrain actions
and interactions of the subjects in the eco-conducting activity, such as the explicit
regulation of the Green Future and the Social Employment project and the implicit norms
which the members of Green Future used to follow when assigning and preparing the
eco-classes.
Driving Force of Constant Reconstruction in the Activity System
Until now I have articulated the three-level structure and the elements of ecoconducting, a central activity of Green Future. But the activity system of eco-conducting
is not fixed, nor does it exist in a vacuum. According to Engeström (2004), thus, the
activity system is constantly influenced from outside and external forces are appropriated
by the activity system, turned and modified into internal factors. Through contradictions
within and between its elements, an activity system is continuously producing the
disturbance and changing itself.
First of all, the contradiction within each element of the activity system, which
Engeström (2004) named “the primary contradiction,” is that between the exchange value
and the use value, and exists in all activities in capitalist socio-economic formations. In
my analysis of the eco-conducting activity, for example, the primary contradiction
appears in the subject, the eco-conductor as well as the housewife, and one of the
mediating artifacts, the eco-environment. The members of Green Future need to
contribute to their household income through economic activities while also taking care
of the housework as housewives. Although they earn a living through eco-conducting,
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they are missing the chance to earn more income because their income is low compared
to other jobs. They recognize the value of the eco-conducting activity, but as they
continue to participate in the activity, ‘the opportunity cost’ increases more and more.
They exist in the contradiction between the role of the eco-conductors giving the ecoclasses and that of the housewives taking care of the housekeeping. The members of
Green Future face this contradiction in their decision making about the participation in
the Green Future. As mentioned in the previous chapter (SoYun Park, I1, P7, L4-8),
actually, most of the ex-members withdrew from the Green Future in order to look for the
new jobs or other economic activities. MinSun Jang (I1, P19-20), a current member of
Green Future, was also considering whether she would concentrate on the eco-conducting
within the Social Employment team or look for a new job and then do two things at the
same time. As HyunJu Choi put it, however, regardless of receiving income for their
livelihood, they “are doing this job for the love of it” (I2, P18, L3). Most of them sustain
the participation in the activities of the Green Future because of the value and worth the
eco-conducting gives to them. Although up to now they have made the choice of the
profession, they would continue to deal with the contradiction between the value of ecoconducting and the needs for their living.
Another example of the primary contradiction also exists in the eco-environment,
one of the instruments of the eco-conducting. The environment should be preserved for
the future as well as their eco-conducting. On the one hand, the environment of the
Ojeong district is good for their eco-guide activity and must be protected because there
are relatively broad green zones within Bucheon city. On the other hand, the price of land
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is lower and the residential facilities are less sufficient than those of other areas, because
the region is relatively underdeveloped. The natural environment in the Ojeong district
provides the perfect opportunity for their eco-conducting and enjoying the outdoors, but
keeps down the value of their land and homes. As illustrated in the quotation below,
however, they came to have a higher opinion of the use value of the environment than its
exchange value through the eco-environmental education and eco-conducting activity.
Before learning this eco-environment, I thought and was distressed, ‘why did I
live in poverty and in a backward area?’ But as I studied, I realized, ‘that is not
true’. I feel that even though I live in a neglected area in Bucheon, this space does
not exist in Jung-dong, Sang-dong, and other areas and the existence of this rice
paddy is very good. (JiEun Lee, I1, P27, L5-8)
In addition to the primary contradiction, in Figure 6.2, the lightning-shaped
arrows indicate contradictions between the elements of the eco-conducting activity
system, which Engeström (2004) named as “the secondary contradiction.” First, a
contradiction appears between the rule and the subject when monetary rewards entered
into the activity system. According to HeeKyeong Kim (I1, P4, L24-29), at the design
stage there was only the plan for volunteering after the end of the training courses, not a
plan for the guides to charge fees, or earn income through the Social Employment project.
The members of Green Future have received the monetary rewards for their ecoconducting since the Ojeong Culture Center began to entrust them with the eco-program
of the cultural center in charged. As stated in the previous chapter, because the monetary
rewards entered into the eco-conducting activity system, the members of Green Future
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were able to foster their identity as professional eco-conductors and sustain their
participation in the organization. In particular, the Social Employment project helped
some of them recognize the eco-conducting as a profession and focus on the ecoconducting activity because a monthly salary began to be paid for them.
On the other hand, however, for the members of Green Future the monetary
rewards or income began to be an indispensable condition when deciding whether to
sustain participation and how to plan the maintenance and development of the
organization. As MinSun Jang’s narrative below, they came to consider the monetary
reward when working as eco-guides, as they received the lecturer fees either from
organizations requesting the eco-conducting or from a monthly salary through the Social
Employment project. In the informal interview, I even learned that one or two of the
members participated in the Green Future exclusively because of receiving a monthly
salary, not their passion for the eco-conducting. MinSun Jang said:
As time goes and goes on, but, I indeed come to count on the money. That is, it
seems that the pure mind [that I had] at the beginning disappeared, and I came to
consider how much the lecturer fee is. But I think that is wrong. (MinSun Jang, I1,
P19, L15-17)
Although all of them have not participated in the Green Future for the expectation
of the monetary rewards, it is true that the monetary rewards become an important
consideration for the maintenance of their participation in the future. In the interviews
with the participants I confirmed that they worried about how to retain their income level
and to distribute the profit equally among the members after the end of the Social
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Employment project, and estimated that some of them would leave Green Future to look
for a new job if the current amount of their income could not be guaranteed by
participation in the Green Future. For Green Future, the monetary rewards have
contributed to their pride in their work and to developing the Green Future, but on the
other hand the monetary rewards have the possibility of becoming an obstacle to
continuous development.
Second, a contradiction between the subject and the community or division of
labor also appears in the eco-conducting activity system. Without the active supports of
the Ojeong Culture Center and the Ojeong District Office, it would be difficult for the
members of Green Future to have grown into their current level as eco-conductors, and
Green Future plays an important role in the environmental education of the community as
it is. Both organizations have provided Green Future in the following ways: opening the
eco-conductors training courses, offering the chances to volunteer for the eco-guide in the
Ojeong district area, supporting their further education, and offering the fee-based ecoclasses to Green Future. Green Future has received support from both organizations as a
learning circle belonging to the Ojeong Culture Center, and has expanded the field of
their activity as a result. As the members of Green Future grew more and more because of
the aid of both organizations, however, the relationship with the organizations began to
restrict the expansion of their activity and the development of Green Future. In other
words, the field of their activity increased and became broader by the development of
their competence, but further extension and development is limited by the relationship
between the Green Future with both organizations. The problem to occur at the process of
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performing the eco-school project shows a direct example of this contradiction. On the
one hand the other organizations’ supports for the Green Future are helping the
development of their eco-conducting activity, but on the other hand limiting their
development. In order to solve this problem, they were considering registering Green
Future as a non-profit organization in the local government and becoming an independent
organization.
Third, the eco-conducting activity system includes contradictions between the
subject and the mediating artifacts, and the object and the mediating artifacts. As the
members of Green Future engaged in further education as well as the eco-conductors
training courses and gave the eco-classes to children, naturally they accumulated a great
deal of knowledge related to the environment. But their methods of communicating the
knowledge in the eco-conducting were unlikely to catch up with the amount of their
knowledge. In the informal interviews and their activity reports, many of them expressed
that they were dissatisfied with the full transmission of their knowledge. As HyunJu Choi
said (I1, P25, L23-26), they operated the eco-conducting using the teaching methods that
they have learned from the experiences of bringing up their own children and giving ecoclasses, and left the development of their teaching skills in charge of each individual,
without collective efforts. Thus, the gap between the subject’s knowledge and the
instruments of communicating it are revealed in the eco-conducting activity system.
Furthermore, the lack of their teaching skills was brought out by the appearance
of the new objects of the eco-conducting. Most of the object of their eco-conducting has
been children in the lower grades, and so they became accustomed to using certain
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teaching methods suited to the very young. I did not observe their lack of teaching skills
in the eco-conducting for the children in a daycare center, but I was aware of the problem
with a group that included adolescents as well as children (07-14-2007). On that day, they
had difficulty teaching, because some of the teenagers didn’t often concentrate on their
explanation. But they were using the same methods as usual. That is, the new object did
not align with their teaching skills or methods. As they experienced the discordance
between their knowledge and their communication methods, and new objects and
teaching skills, they came to realize the necessity of taking more courses in teaching
skills, and actually attended lectures several times on how to concentrate students’
attention.
In addition to the contradictions above, the discord between the motive of the
Green Future and that of the organizations requesting the eco-conducting occasionally
appears in the activity of eco-conducting. Green Future usually aims to encourage the
children to be familiar with the natural eco-environment, but the sponsoring organizations
might have different motives. For example, in the eco-conducting for the children at a
daycare center (06-27-2007), the daycare made a photographer go in company with the
eco-conductor and continuously take a picture of the children participating in the ecoconducting. The proceedings in the eco-conducting were obstructed by taking pictures of
the children. It was likely that the daycare was more interested in making a photographic
record to inform the children’s parents of the activity rather than the eco-conducting itself.
The eco-conducting activity system is constantly working through these
contradictions within and between its elements. Through the resolution of these
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contradictions, the activity system has been changing and developing. As well as the
contradictions within and between the elements, however, the other activities in Green
Future, the relationship between the eco-conducting and the others, and their interactions
with each other influence the development in the activity systems of Green Future.
Further Education Activity System
As discussed in the previous section, further education is one of the activities of
Green Future and has continued from just after the end of the eco-conductor training
courses to the present. Further education in Green Future used to be oriented toward the
development of their competence as eco-conductors. But the activity system of the
further education shares the similar object and mediation with that of the eco-conductors
training courses, even though both can be classified according to the subject and the
outcome. Thus the activity system of further education resembles that of the ecoconductors training courses in the structure as shown in Figure 6.3 below.
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Mediating Artifacts:
Learning materials, taking lectures or field
experience

Subject:

Object:

Group of ecoconductors
comprising
Green Future

Ecological knowledge,
Teaching methods or
skills

Rules:
Regulation in the
further education

Outcome:
Increasing
ability as an
eco-conductor

Community:

Division of Labor:

Green Future, the Ojeong
Culture Center, the
Ojeong District Office,
the other supporting
organizations

Designing the further
education, providing the
fund and sending the
lecturers of the
education

Figure 6.3 The Activity System of the Further Education
Through further education, the members intended to develop continuously
themselves as eco-conductors. For this purpose, they have mainly taken lectures or field
experiences related to the enlargement of ecological knowledge, inviting the experts in
various branches of eco-environment. They have been supported by funding from other
organizations such as the Ojeong District Office and the Bucheon Lifelong Learning
Center, and have applied their membership fee to the expenses of further education.
Further education has contributed to the growth of the members of Green Future by
providing them with the opportunities to make up for their deficiencies in their abilities as
eco-conductors. In other words, the further education has played an important role in
producing the more advanced subject for the eco-conducting activity system. The
relationship between further education and eco-conducting, which is the central activity
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in the Green Future, is presented in Figure 6.4.

Producing more
advanced subject
S

O

Providing a vision of
more advanced object

S

O

Further education
activity system

O

S

BEST education
Eco-conducting activity system –
central activity in Green Future

Figure 6.4 The Interaction between Further Education and Eco-conducting Activity
As I have put double-ended arrows between further education and the ecoconducting activity system, however, further education not only influences the ecoconducting by the provision of more developed subjects, but also is influenced by the
eco-conducting activity furthering that further education reflects on their needs formed
through the eco-conducting. A good example of this influence is the change in topic of
further education from ecological knowledge to teaching methods or skills. At the
beginning of their activity, the acquisition of ecological knowledge was their urgent task,
but as their experiences of the eco-conducting and further education increased, they grew
to recognize the necessity of gaining teaching methods and skills in addition to ecological
knowledge. In the end, as SoYun Park’s said (I1, P10, L22-23), recently they individually
learned the topics related to ecology, while they mainly took lectures related to teaching
skills or other fields in the further education sessions.
In addition, BEST education, which they recognized as a kind of further education,
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provided the members of Green Future with a vision of more advanced object, as shown
in Figure 6.4. Of course, BEST education played a part in the growth of their competence
because it is a kind of further education. It also presented them with the possibility of
managing all the environmental education in the elementary schools. Up to now they
provided eco-classes only on request, two or three times, but if they advanced to the
elementary schools, they would be able to environmental education to elementary school
students on a stable basis throughout a year, and their eco-conducting activity would be
guaranteed. When the beginning of the BEST program, the members expressed their
disapproval of topics because they didn’t correspond with the object of their current ecoconducting. However, BEST education came to provide them with the idea about a new
model for their eco-conducting. Even though their vision of teaching in all the elementary
schools is not realized yet, I expect that they will adopt a new model for eco-conducting
or other activity in Green Future through the interaction between BEST education and the
eco-conducting.
The Activity Systems of the Eco-monitoring and the Eco-school Building
In addition to the eco-conducting and further education, the members have
extended the sphere of their activities toward the protection and improvement of the
environment in the community. I depicted the eco-monitoring and the eco-school building
out of their various activities in the previous section. They occasionally offered
ecological experience programs, such as natural dyeing and making models of insect out
of twigs, at the various events and festivals within the community, but it seems that these
activities are not as important in relation to eco-conducting as the others. Figure 6.5
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indicates the activity systems of their eco-monitoring and eco-school building.
The activity systems of the eco-monitoring
Mediating Artifacts:
Investigating the field, record form, symposium

Subject:

Outcome:

The members
of Green
Future

Rules:

Object:
Eco-environment

Community:

Monitoring Green Future, the
procedure
Ojeong Culture
Center, the Eco-plan
Laboratory

Protection of the
eco-environment
in community

Division of Labor:
Holding the symposium,
advising the methods of
monitoring, cooperating

The activity systems of the eco-school building
Mediating Artifacts:
Plan, project funds

Subject:

Outcome:

The members
of Green
Future

Rules:

Object:
DaeJang branch school

Community:

Project
Green Future, the
regulation Ojeong Culture Center,
Local Agenda21 for
Bucheon

Building of ecoschool in
community

Division of Labor:
Designing the project,
managing the
construction, providing
the project funds

Figure 6.5 The Activity Systems of the Eco-monitoring and the Eco-school Building
Eco-monitoring is the activity in which the members (the subjects) monitor the
state and change of the environment (the object) in the Ojeong district area, using the
field investigation and record form (mediating artifacts), in partnership with the Eco-plan
laboratory and the Ojeong Culture Center (community). They make monitoring visits two
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or three times a month in the four areas and gather the records (rules), and then are
present and discuss the plans to protect and make use of the environment at the
symposium (the mediating artifacts) at the end of the year. For the eco-monitoring, the
Ojeong Culture Center initially linked Green Future with the Eco-plan laboratory, which
taught them how to do the work, and three organizations held the Ojeong district Ecoenvironment Symposium together (division of labor).
The eco-school building was the activity in which the members of Green Future
created the facilities and surroundings to make the ecological experiences possible in the
DaeJang branch school in prevention of school closing (object). Five members of Green
Future participated in the Urban College program, designed the project, and won the
project funds (mediating artifacts) from the Local Agenda21 for Kyeonggi. But the
project funds were donated to the DaeJang branch school just in the name of the Ojeong
Culture Center and Local Agenda21 for Bucheon, excluding Green Future, and the
construction is to be managed by the school (community and division of labor). Green
Future did not have the right to manage the project funds because it was not registered as
a non-profit organization (rules).
These two activity systems in the Green Future do not exist separately, but have a
relationship to, and interact with, the eco-conducting activity just as further education
does. The relationship and interaction between the eco-conducting and the both activities
are shown in Figure 6.6.
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Figure 6.6 The Interaction between Eco-conducting Activity and Instrument Producing
Activities
First of all, both activities produce or improve the mediating artifacts in the ecoconducting. Through the eco-monitoring, they fundamentally check and record the state
of the eco-environment within the community, and find ways to protect and utilize the
eco-environment. The outcomes of eco-monitoring provide them with their profound
understanding of the environment in the community and the materials for their ecoconducting. When they have a lot of knowledge about what grasses and insects live in the
areas and how the plants and animals are distributed geographically, they can select and
prepare the proper materials for eco-conducting. Also, environmental conservation
through monitoring also helps they secure sites for eco-conducting. In addition to the
production of the instruments, the eco-monitoring activity affects the way that ecoconducting is provided. In the eco-conducting, they showed the children how to monitor
the state of the eco-environment in the four places just as they did themselves. On the
other side, they learned various ways to inform residents of the importance of
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environmental conservation. Also, their experiences of eco-conducting contribute to
broadening their outlook on environmental management.
The establishment of an eco-school in the DaeJang branch school provides them
with a stable place of eco-conducting. Of course the purpose of the building of ecoschool lies in the prevention of school closing through its specialization. If the various
facilities and surroundings are formed in the DaeJang branch school as shown in Figure
6.1, however, they can continuously give the eco-classes in one place, not wandering
from the place to place for eco-conducting. If the DaeJang branch school commits their
environmental programs to Green Future after the building of eco-school, also, they can
secure a stable base for eco-conducting. As stated above, their concern about the DaeJang
branch school emerged out of the monitoring of the DaeJang-dong rice paddy since early
2007. The idea of the building of eco-school might be promoted still more by their
experiences and other organizations’ eco-conducting activities. At the eco-conducting,
they were occasionally in trouble because they could not locate the planned creatures, in
particular the insects and animals in motion continuously (06-27-2007). According to
SunYoung Jo (I1, P10, L19-20), also, the other organizations of eco-conductors give the
eco-classes at fixed places. Their experiences of eco-conducting and the neighboring
activities of the other organizations facilitated the intention of securing a fixed place for
Green Future through the building of eco-school.
Furthermore, as shown in a dotted arrow in Figure 6.6, the eco-school building
activity was provoking a change in the organizational form of Green Future, a kind of
rules in the eco-conducting activity. They were faced with the limitations of Green Future
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as a learning circle belonging to the Ojeong Culture Center, from which they could not
perform and manage the project. They realized that it was obstructing the development of
their activities, and that it would be necessary to register the Green Future as a non-profit
organization.
Housewives Standpoint and Learning in the Activity of Green Future
In this section, I explore what the members of Green Future learn through the
participation in the activities. For this purpose, I first identify the housewives standpoint
in the activities of Green Future. Then, I focus on their learning outcomes through
participation in the activities of Green Future.
Housewives Standpoint in the Activities of Green Future
One of the five principles of activity theory in its third generation, Engeström
(2001, pp. 136-137) suggested, is “the multi-voicedness of activity systems,” which is
derived from the different positions of the participants. In the case of the activities of
Green Future, there are various participants according to the division of labor but the
members, as the subject, participate in the activity systems out of their positions and
diverse histories. Even if they also have differences among themselves, Green Future is a
community-based organization composed of the housewives and the members who have
participated in the activity systems from the housewives’ standpoint. Thus standpoint
theory provides a powerful tool, or starting point, for understanding their learning
practice. According to Sawchuk (2003), social standpoints can be articulated more easily
through “the active voice that is ascribed to certain things or people” and “when there is a
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fundamental contrast between people’s concrete experience and dominant discourses” (p.
127). So, I explore the housewives’ standpoint in their activities through the examination
of their narratives about the experiences.
First of all, the housewives’ standpoint can be identified through the processes of
their participation in Green Future. As I described in chapter 5, their participation in the
activity systems on the housewives standpoint began with the eco-conductors training
courses. They participated in the eco-conductors training courses because they believed it
would be helpful for the education of their children, and that it was necessary for them to
find new work or a new job. This theory highlights that their start toward the activities in
Green Future came from their position as housewives. But it also allows us to identify the
contradictory relationship between the eco-conducting activity and housekeeping from
their housewives’ standpoint. Participation in the activities of Green Future was a way to
be useful in their roles as housewives, but on the other hand it was a way to escape the
fence around their houses. In the following excerpts from the interviews with YouJeong
Kang, we can see two contradictory motives for the women’s participation in the training
courses.
Right after quitting my business in March, since I didn’t have the style of doing
nothing and didn’t want to spend a day of tedium in the house, I began to do this
in searching for work to do as a hobby. (I1, P2, L5-7)
Since I thought that it [the participation] could be a chance to hand down to my
children at first hand what I learned during taking a rest, I began it. … Especially,
when my children were infants before entering elementary school, they were in
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the others’ care, that is, they used to be in a daycare for a whole day. And then,
after entering elementary school, I thought that they needed mom’s hands more in
that time rather than in their infancy. … So, even though there were some other
chances to earn money, daringly I quit work and began this. (I1, P3, L4-22)
The housewives didn’t want to be held only to roles as caretakers of their family,
but tried to be faithful to the duties they recognized in being mothers or wives. As
HyunJu Choi said (I1, P18, L10), they wanted to have some work, and a place to get out
of the house, a reason to get up in the morning, that is, they desired a meaningful
existence in the world beyond their family. On the other hand, married women in Korea
usually bear and are sensible of their responsibility for the bringing up of children and the
house management much more than their husbands, although both are jointly responsible
for them. In the end, it was the participation in the eco-conductors training courses that
satisfied their contrasting motives at the same time.
The housewives’ participation in the community or society and their responsibility
for the housekeeping has continued side by side from the beginning until now. For the
members of Green Future, the problem was not that they should make a choice of either
of the two, but that they could keep the both of them. In particular, the maintenance of the
balance between both has been a necessary condition for sustaining their activities in
Green Future. Actually, in the informal interviews, I occasionally heard from them that
they have taken an active part in eco-conducting but endeavored to manage the household
affairs cleverly as well. JuHee Youn (I1, P5) said, of course, that she used to get tired
because there was a lot of housework and she was in charge of the household tasks even
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after leaving her work. But she said she instead became more diligent through the
participation in this activity. YouJeong Kang also claimed to have become even more
diligent, and suggested that they should make efforts in housework as well as the ecoconducting activity. Their activities in the community don’t demand a considerable
sacrifice of their responsibility for the household tasks as much as other professions, but
they have tried to maintain the roles of housewife as well as eco-conductor. YouJeong
Kang said:
In my case, I became more diligent as working this job. As you know, we used to
be busy just in taking care of household tasks. But I am in charge of this job and
other volunteering as well as the household. I thought that if we are not diligent
and have partiality for one type of work, even if we have our own occupation, we
have no capacity to do it. (YouJeong Kang, I1, P12, L7-11)
From their standpoint, furthermore, the activities in the Green Future are
complementary to household tasks, not opposed to them. As at first they thought the
participation in the eco-conductors training courses would be helpful for the education of
their children, they regarded their activities in the Green Future as a contribution to their
family as well as the community. Let’s consider the following excerpts from the interview
with MinSun Jang and SunYoung Jo.
If there is a teachers’ request, I go to my children’s class and give an eco-class and
an art and craft class. My children like such an appearance. I was never happier
than when they tell me to they are very proud of their mom’s being an ecoconductor, beyond every moment such as when we won the first place prize and
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the Bucheon mayor prize. It is the most delightful thing for me that my children
said that and thought that to such an extent. (SunYoung Jo, I1, P22, L16-22)
As for myself, my child has a bad disease that is hard to cure. But I think cures to
the most difficult diseases might come from the environment. Therefore, as long
as I live in Bucheon, I still more earnestly wish that some ecological bases would
be established throughout this Bucheon city, and that I could be of help toward it.
(MinSun Jang, I2, P12, L25-28)
As SunYoung Jo’s narrative explains, they want to give ecological experiences to
their children and their schoolmates, using the experiences of the activities in the Green
Future. What they give in eco-conducting to the children and residents in the community
never makes them sacrifice their energy and time on their children and households. As
they take part in eco-conducting activity, their children gain more opportunities to come
in contact and experience with the natural eco-environment, which corresponds with the
role of a housewife to bring up her children. Moreover, it helps the children be proud of
their mother, who participates in social activity as an eco-conductor. From their
viewpoint, their activities in the Green Future don’t prevent them from performing their
duties as housewives, but contribute to the education of their children which is a large
part of the housewives’ roles, in the aspects of the eco-environmental education and
respecting their mother. Kim & Lee (2005) argue that one of the streams of Korean
women’s management of their own lives is a family-oriented life, and is particularly
manifested by the tendency to dedicate their lives to their children’s education. Thus,
their activities in the Green Future are absorbed and unified within and by their family-
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oriented life.
MinSun Jang’s narrative, in particular, shows us that their eco-conducting activity
for the community came to be an activity for their family in the end. The members of
Green Future expect that their eco-conducting for the children in the community may
contribute to the change of the residents’ attitude toward the environment and finally to
the conservation and improvement of the natural world. In the case of MinSun Jang, this
could be a way to resolve household problems that result from environmental pollution.
In the interviews, furthermore, a few members such as EunMi Jeong, JiEun Lee, and
YouJeong Kang, declared that they came to understand how much their family owes to
the natural environment of the Ojeong area, in which there are broad green fields. For
them, therefore, their activity to preserve the environment in the community cannot be
separated from the affairs for their family, as long as they and their family live in the
community as MinSun Jang’s explains. In other words, their activity in the community
implies that they play an important role in keeping the life space for the expanded family.
According to standpoint theory, the distinctive social experience of women, which
generates different insights from men’s interpretations of reality, has important
epistemological consequences for both the understanding and construction of social
relations (Jaggar, 1983; Hartsock, 1983a). According to Kim & Lee (2005), after the
1960’s, Korean women were educated and trained to pursue achievements in their careers
as individuals, but on the other hand they are still influenced by the traditional culture
that is family-centered. Therefore, they suggest that married Korean women pursue a
limited social achievement both to secure their own social achievement and to be good
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wives and helpful mothers. Through participation in community-based organizations,
however, we can see how housewives strive to obtain both their social achievement as
individuals and as good wives and mothers. For them, however, social achievement does
not mean earning a lot of money or obtaining high status by sacrificing their family life.
As implied in SunYoung Jo’s and MinSun Jang’s narrative above, they believe their
achievements in their careers are realized through their community activity because ecoconducting is an activity of great value and their children are proud of them as ecoconductors, so that their activity could contribute to family life in the end. I was
impressed by HyunJu Choi’s saying (I2, P20) that since she was doing this invaluable
activity, she felt self-respect in the presence of her friends who earn far more money than
she. From the housewives’ standpoint, in the end, we can see that participation in
community-based organization can be a way to confront and solve the contradictory
conditions demanded of women.
Moreover, as YouJeong Kang’s says (I2, P3, L1-14), they didn’t take on this job
only to earn money. Although they receive the lecturer fee or monthly salary, most of
them will not continue to do this job indefinitely. For them, the important reward for their
activities is not a small amount of income but the pleasure of meeting with nature and the
development of environmental awareness within the community. Their activity in Green
Future becomes a job for the use value consistent with their position as housewives, not
for the exchange value. Thus the housewives recognize the activities in the communitybased organization as a job to “make me feel easy” (YouJeong Kang, I2, P3, L16), and as
a career to “want to last till [I am] sixty or seventy years old” (EunMi Jeong, I1, P17, L2).
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“A Chance to Live a New Life for Me”
In chapter 5, using situated learning theory, I described the process with which the
members of Green Future, as collaborative subjects of learning, entered the new activity
system as beginners of eco-conducting and grew into expert eco-conductors (Lave &
Wenger, 1991). It shows us the learning of the housewives through participation in the
community-based organization. From that, we can infer that the housewives learned the
knowledge and skills necessary for becoming a novice and a professional eco-conductor
and for performing the expanded activity. After the members of Green Future
participated in the eco-conductors training courses, they received various kinds of
education in order to become an eco-conductor and to improve their knowledge and skills.
Until now they have acquired the needed ecological knowledge and skills through their
participation in the activities such as the eco-conductors training courses, further
education, and individual study.
Moreover, their learning includes acquisition of the rules, attitudes, and patterns
of behavior characteristic to the activity such as the learning of hidden curriculum as well
as ecological knowledge such as the learning of correct answers, which correspond each
to Learning II and Learning I in Bateson’s theory of learning (Engeström, 2001, p. 138).
Through the activities in the Green Future, they learned how to prepare for the ecoclasses, how to deal with the children in eco-conducting, how to have relationships with
others in the organization, and so on. For instance, MinSun Jang pointed out that a few
aged members had been afraid of working out a teaching plan or reporting evaluation of
their eco-class, but now they became better in doing those tasks (I1, P13, L4-15). Also,
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SoYun Park said she as a leader was learning how to form relationships with other people
and to mediate between the members (I1, P20, L25-29). Through various activities such
as the eco-conducting, they acquire a kind of tacit knowledge as well as the explicit
knowledge related to the activities. Furthermore, they must learn how to interact with
other members within the organization through addressing organizational affairs such as
the integration of the first and the second term, the tension between the Social
Employment team and the others, and the conflict between the rules on the regulation and
the age, “the unwritten rule,” which I pointed out in chapter 4. In the end, their learning
through participation in Green Future includes patterns of behavior and hidden
knowledge as well as identifiable knowledge or skills necessary for the activities of the
Green Future and the human relation within the organization.
But their learning comes in contact with their activities not only in the Green
Future, but also in their everyday life. In other words, the outcome of their learning
through the activities in the Green Future influence change in their lives. As they
continued to learned new forms of activity, in particular, they came to acquire the point
of view or value system suitable for the eco-conductor’s activity and to then apply it to
their everyday life. According to Mezirow (2000, p. 18), a point of view includes
multitudes of meaning schemes, which are sets of immediate specific expectations,
beliefs, feelings, attitudes, and judgments, and determinations of what we see and how
we see causality and our idealized self-image. He suggests that learning occurs by
transforming points of view, and calls learning “transformation.”
The members told me the cases of such a change in the interviews. For instance,
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EunMi Jeong said that she came to be careful not to thoughtlessly break off the grasses
and the branches of a tree, and “once I knew the important role of the tree, I felt with my
whole heart how much we owe the tree” (I1, P22, L3-4). Also, HyunJu Choi said that she
didn’t agree, but other people often spoke of her as an environmental activist because she
objected the clearing of the trees for facilities such a pavilion, as follows:
Without my knowledge, it seems that I became an environmental activist. Even in
the house, I frequently heard such a word. My husband also speaks of me as an
environmental activist. (HyunJu Choi, I2, P5, L18-19)
Even though SoYun Park (I2, P18, L24-25) indicated that all of them had not
transformed into ecologically-oriented people, their transformation appears in various
scenes of their everyday life. In particular, I discovered examples of the transformation in
their judgment of the community. As EunMi Jeong said below, several members’
perspectives on the community changed after the participation in the eco-conducting
activity. They no longer viewed the Ojeong community as underdeveloped and poor, but
as an environmentally-friendly region, that is, from an uninhabitable to an inhabitable
village. EunMi Jeong said:
From my viewpoint, we originally intended to move out after living here for a
short time. But, as we saw this natural scenery, now we came to be unwilling to
move out. From the beginning we intended to live here for a few years and move
out. As I entered eco, here natural eco-organization, I got the opinion that ‘aha!
Here is a good place to live and for my children to stay until they are grown. It is
an underdeveloped region but it seems to me that it is a good region to live in. I
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think it’s good for the children to stay around here and then go on to the next
stage of their education. As it is, I want to live in here for a long time. (EunMi
Jeong, I1, P22, L19-26)
Thus, the outcome of their learning appears in their everyday lives beyond the
learning activity itself. The activities have induced transformation in their way of living,
perspectives on the environment, and judgment of value of residential land use. YouJeong
Kang reveals her opinion in the statement that the activity in the community-based
organization provided “a chance to live a new life” for her, as illustrated below:
In my case, I grew up in the country but was quite new to this kind of work. But
this work was really new for me, in other words, it seems to me to be a new life. I
had taken pleasure in doing my shopping in a department store before doing this
work. I had never gone to a mountain or a field and experienced this kind of work,
just that kind of work [shopping]. So, it was a chance to live a new life for me. So,
I did volunteering more eagerly and came to do my best still more in the
housework. (YouJeong Kang, I1, P8, L17-22)
In connection with learning of the members of Green Future, I have focused on
the change within their individual practices and personal lives. In other words, I have
referred to the acquisition of knowledge, skills, and attitude coincident with the activities
in the Green Future and the transformation of their personal lives. However, the members
of Green Future as collective subjects of learning also continue to create new forms of
activity, not just to be assimilated with the activity system they participate in. That is, the
members learn new forms of activity as they are creating them. In the next section, I
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discuss this kind of learning in the community-based organization.
Expansion of the Activity Systems– Expansive Learning
The activity of Green Future has been continuously changed or developed, not
fixed in its own framework. All elements of the activity systems as well as kinds of the
activity have been shifted by the members of Green Future and their interactions with
other organizations, and simultaneously they have engaged in the new activity systems.
Engeström (1987, 2001) suggests a model of expansive learning as a framework to let us
analyze the learning of individuals or groups engaged in activity systems that are
themselves in constant transformation. Engeström (2001) argues that “expansive learning
activity produces culturally new patterns of activity” (p. 139). In order to explore the
expansive learning activity in the Green Future, I try to depict the activity systems which
have been reconstructed by the members of Green Future in Figure 6.7 below. In Figure
6.7, the vertical and the horizontal axis indicate each subject and object in the activity
systems of Green Future, in other words, the subject participating in the activity systems
and the objects oriented by each activity system. Let’s consider the expansive processes
of the activity systems of Green Future, based on two axes.
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Figure 6.7 The Expanded Activity Systems of Green Future
First, before the participation in the eco-conductors training courses, each
individual as a subject decided to advance towards the eco-conducting activity with their
own motives. With the opening of the training courses, the eco-conductors training
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activity oriented them towards the ecological knowledge (object) begun by the
participants’ group as subjects. And then, after going through the process to combine the
two groups and establish Green Future, the members inaugurated the activities of the
community-based organization.
After the establishment of Green Future, they began to provide eco-conducting to
the residents and the children within the community, and the eco-conducting became the
central activity in the Green Future (see triangle CA1). The members of Green Future
(subject) and the children (object) were mediated by tools such as ecological knowledge
and the teaching skills acquired in the training courses. There are also community, rules,
and division of labor as each element of the activity system in the triangle CA1. Through
the acquisition and appropriation of the tools formed culturally and historically, they
proceeded with the eco-conducting activity, and the activity system continued to be
reconstructed or expanded by the driving force of change, that is, by the contradictions of
the activity system.
According to Engeström (2004), there are four levels of contradictions in a
network of human activity systems: (1) the primary contradiction between the exchange
value and the use value within each element of the activity system; (2) the secondary
contradictions to appear between the elements when a new element enters into the
activity system from outside; (3) the tertiary contradiction to emerge when a culturally
more advanced object and motive is introduced into the activity; and (4) the quaternary
contradictions to appear between the changing central activity and its neighboring
activities in their interaction. As mentioned in the previous section, the activity systems
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of Green Future have changed too by the processes of emergence, aggravation and
resolution of the contradictions within and between its elements and the interactions with
other activity systems. For instance, the phase of CA1 in Figure 6.7 was expanded into
the phase of CA2 through these processes.
In Figure 6.7, the expansion of the activity systems could be explained by two
kinds of change in Green Future’s activities. First, the objects of activities in Green
Future extended as each phase rose. In Figure 6.7, as the phase of CA1 rises toward that
of CA2, eco-monitoring activity (MA2) is added to the central activity and the further
education activity in Green Future, and then the activity systems of Green Future consist
of the eco-conducting (CA2), further education (FA2), and eco-monitoring activity
(MA2). The addition of the eco-monitoring activity gives rise to the extension of the
objects that the activities of Green Future would focus on, because the object of an
activity gives it a determined direction (Leont’ev, 1978, p. 62). In the phase of CA2, the
natural environment in the community is added to the residents or children and the
ecological knowledge by which the activity systems of Green Future are directed, and the
specific elementary school and its students in the phase of CA3 are added. This expansion
of the activity systems of Green Future means a simple increase in the kinds of activity
systems oriented toward various objects.
On the other hand, however, each activity system of Green Future is expanded
toward new forms of the activity, which may be a more critical meaning of the expansion
of activity. The activity system continues to be reconstructed by its internal contradictions
and the interaction with other activities as the driving force of change. For this reason, I
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use different marks in each phase even indicating the same activity systems; CA1, CA2,
CA3, and CA4 all stand for the eco-conducting as a central activity of Green Future, but
are different forms of activity.
The subject of eco-conducting activity system varies with each phase. The subject
of CA3 learned new knowledge through the further education and self-study,
accumulated various experiences related to the eco-conducting, and received a monthly
salary, different from the subject of CA1. The subject of CA2 has never applied for the
post of project of building pro-environmental community, but the subject of CA3 does.
Also, the mediating artifacts that the subject appropriates in the activity vary with each
phase of the activity. The members of Green Future continue to acquire or develop new
instruments in the eco-conducting activity through further education, its related activities,
and their experiences. The subject of CA3 uses the method of examination of water and
the record form which the subject of CA1 didn’t know. This method was learned from the
participation in the eco-monitoring activity of the Eco-plan laboratory. In addition to the
subject and the instruments, even the object of activity varies with each phase. Even
though the object of CA1 and CA2 is the same children in the community, both are
different in details. The object of CA1 was mainly the children in the welfare center, but
the object of CA2 includes the children in the daycare and elementary school as well as
the welfare center. Moreover, the other elements of activity system continue to change at
each phase of activity. In Figure 6.7, thus, the eco-conducting as a central activity in each
phase is reconstructed as different forms from each other.
In the same way with the eco-conducting activity, however, the neighboring
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activities such as the further education and the eco-monitoring are also expanded into
new forms of activities. As mention above, the recent further education of Green Future
was changed from ecological knowledge-centered to teaching skills-centered. Also, the
target areas of the eco-monitoring were altered every year according to the result of the
eco-environmental symposium. As shown in Figure 6.7, in particular, if the project of
building the eco-school in the DaeJang branch school is completed, the activity (SA3) to
provide the eco-classes for the students in the DaeJang branch school could be a central
activity of Green Future (CA4(2)), even if now it is just a future possibility. In the process
of expansion of the activity systems, moreover, we should not ignore the affects of other
organizations. The Ojeong Culture Center and the Ojeong District Office have helped the
birth and development of Green Future and have supported their activities. And the other
community organizations such as Local Agenda21 for Bucheon and Bucheon Lifelong
Learning Center have supported the activity of Green Future directly or indirectly. In
Figure 6.7, I indicate the affects of the other organizations using Vygotsky’s term zone of
proximal development (ZPD).
In the processes of expansion of the activity systems, therefore, we can see the
expansive learning of the members of Green Future. With the expansive processes of the
activity system which is a unit of subject-object relations mediated by artifacts, the
collective subject experiences the expansive learning that the subject learns and makes
into new forms of activity. Also, the expansive learning activity articulates a societal
process of learning to be expanded through the embodiment of social and cultural forms
in the activity, the interactions between activities, and the social relations with the other
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organizations. JuHee Lee stated her experiences about the expansive learning activity as
follows:
Such an enlargement of my experience and knowledge seems to be good to me. If
I was only in the house as a housewife, there would be no enlargement of my
experience to this extent. Once I come out into the outside, my seeing and
knowledge increase. It seems that the feeling that a circle that widens more and
more is good for me. (JuHee Lee, I1, P14, L14-17)
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CHAPTER 7. CONCLUSION AND IMPLICATIONS
Housewives’ Learning in a Community-Based Organization
In this study, I explored what and how the housewives learned through their
activities in Green Future. Recently, many adult educators in Korea have been concerned
about the learning circles that consist mainly of housewives in the community, and they
have recognized the important roles of the housewives in developing the community (Lee,
Hong, & Park, 2002; 2004). This concern has focused on explicit learning activities such
as taking a lecture or meeting for a study, and on the value of applying the learning
outcome in community. However, not much has been studied regarding the housewives’
learning through the participation in various activities or practices within the community.
Even though the housewives have actively participated in the practical activities related
to community issues, they have rarely been recognized as active learners, and have been
positioned at the periphery of adult learning research (S. Kim & Lee, 2005). This
ethnographical study on the case of Green Future intended to contribute to the
understanding of active housewives’ learning in a community-based organization.
The central activity of Green Future was to provide the residents and children in
the community with the chance to get to know the eco-environment better. In addition to
the central activity to explain the eco-environment, Green Future has implemented some
activities such as the further education, the eco-monitoring, and the eco-school building,
having the relations with the eco-conducting. The members of Green Future have
participated in a clear learning activity by taking courses on ecological knowledge and
teaching skills through the further education, but their learning in Green Future was not
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confined to only this kind of learning. At first, the members of Green Future had
participated in the eco-conductors training courses in the position of “ordinary”
housewives, but as they continued to participate in the activities of Green Future after the
end of the training courses, they experienced a transformation from housewives to ecoconductors. The transformation didn’t mean only that they adopted eco-conducting as a
profession. We could find out that their perspectives on the eco-environment have been
changed through participation in the activity of Green Future. For instance, the green
zone within the community is no longer the space to be developed in order to raise the
exchange value of land, but to be protected by the members of Green Future. Since their
participation in Green Future they have been transformed into the practitioners to keep
the natural environment within the community, that is, the agents to facilitate community
development in terms of use value, not of exchange value.
Above all, however, active learning of the housewives has appeared with the
expansion of their activities in the Green Future. With the attendance at the ecoconductors training courses as a beginning, they came to participate in the ecoconducting activity and developed Green Future into an important organization related to
the eco-environment in the community. Their eco-conducting activity was based on the
outcome of learning from the training courses, in which the existing experts in ecoconducting had taught them. With the instruments handed down from the previous
professionals in eco-conducting, the members of Green Future began providing the ecoguide for the residents and children in the community. However the activity system of the
eco-conducting which the experts introduced to them has not been conserved in the same
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way as before. As shown in Figure 6.7, the activities of Green Future have continuously
been reconstructed through the emergence and settlement of the contradictions within and
between the elements of activity as well as the interaction with neighboring activities.
Their learning and development was not movement from the periphery of the activity to
the center, but continuous reconstruction and production of new knowledge and activity
in the community.
CHAT and the Standpoint of Housewives
Cultural historical activity theory contributed to depicting the expansive learning
of the housewives in Green Future. The eco-conducting activity had been formed by the
accumulation of long experiences and the culture. In particular, the mediating artifacts
such as the ecological knowledge and the formality of eco-guide had been shaped for a
long time by the previous participants in the activity and taught to the members of Green
Future. However, we could see that the members of Green Future have reconstructed and
reproduced the activity system toward the progressive direction through resolving the
contradictions to occur at the process to appropriate the mediating artifacts. For example,
they have varied the contents and methods of the eco-conducting according to the target
groups, applied their experiences in the eco-monitoring activity to the eco-conducting,
developed new teaching materials, and changed the form of the organization. The
housewives in the community-based organization learned the new forms of activity as
they were creating them. Thus, the expansive learning of the housewives in the
community-based organization could be revealed by the theoretical framework of the
CHAT to provide the structure of a human activity system (Engeström, 1987).
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Furthermore, the standpoints of the housewives influenced the expansive learning
that their activities in the Green Future were reconstructed as they continued to
participate in the activities. According to standpoint theory, women’s material life and
distinctive social experience generate the different understanding and construction of
social relations from men’s interpretations of reality (Hartsock, 1983a; Jaggar, 1983). The
members of Green Future have been in the position of housewives who ordinarily took
more responsibility for bringing up the children and managing the household work than
their husbands. The standpoint of the housewives led them to participate in the ecoconductors training courses, but sometimes prevented them from sustaining participation
in the activities of Green Future. From the housewives’ standpoint, in particular, their
jobs inside the home and the activities in Green Future were in accord with each other,
not in opposition. For the housewives, the tasks in the community-based organization are
related to the activities they have undertaken at home for their families. The experience of
bringing up their children was helpful for teaching an eco-class to other children in the
community, and the activities in the Green Future contributed to the education of their
children. On the housewives’ standpoint, the activity in a community-based organization
implies that they play a part in keeping the expanded home (the community) as well as
their own home, and makes it possible for them to accomplish a social career as well as
maintain their family-oriented life.
Informal Learning in Social Context
Through the expansive learning of the housewives in a community-based
organization, therefore, we could articulate the societal and collaborative nature of the
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learning. In other words, the housewives’ learning in Green Future could be depicted as
changes in the collective activity systems. As we examined above, the subject was no
longer an individual but a group and participated in an activity system upon the
standpoints of the group. Also, subject and object in the activity system are mediated by
the artifacts in which the history and culture of society is embodied, and the activity
exists and operates on the social basis such as community, rules, and division of labor.
According to Sawchuk, Duarte, and Elhammoumi (2006, p. 18), the concept of activity
unites the subject and object, and overcomes the Cartesian dualism of the inner world of
meanings and the outer world of determinations. Learning in a community-based
organization, in this sense, could not be described by the dualism of individual and
society and the contextualistic approach to stress that the individual and the environment
interact but still exist as independent from each other. It is not true that the change of
society influences simply on an individual’s learning, and the opposite is the same.
Individuals as social beings participate in the collective activity system, and new forms of
the activity are learned as they are being reconstructed by the individuals’ actions
connected to the collective activity system.
Moreover, we could make informal learning in social contexts more explicit. We
used to address that informal learning occurs at every place or in everyday life. But not
only this statement, we need to make reference to how the informal learning occurs in
everyday life and is different from the others or life itself. The expansive learning
depicted by the cultural historical activity theory (CHAT) gives us a key to answer to the
question. In the interviews, some members said that in their childhood they had seen and
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touched many plants and insects in their surroundings but at that time never felt or knew
the value of them; that is, they had never learned something from that experience.
However, after they observed and touched the plants and insects within the learning
activity and as they monitored the eco-environment with the names and knowledge of the
creatures, they began to feel a friendly relation with the creatures and recognize the
significance of them. In other words, they said that after the participation in the activity
they learned something from the interaction with the creatures. Considering this case, we
can infer that learning occurs in the activity in which subject and object are mediated by
tools and signs such as the names of each plant. We usually interacted with many objects
in everyday life as the housewives saw and touched the creatures in the childhood. But
this simple interaction between the subject and the object doesn’t give rise to learning.
Informal learning occurs when the interactions are mediated by the artifacts, that is, when
a person participates in the collective activity. For example, a person doesn’t learn
something through tapping against the table, but she may learn that the tapping action can
result in students’ concentration on the class, if she is in the teaching activity. Thus, when
human’s action or operation is connected to the collective activity, informal learning
occurs in everyday life.
The CHAT analysis of the community-based learning has important implications
for adult education; that is, it articulates how informal learning occurs in everyday life.
This study focused on the informal learning in a community-based organization, but
using the CHAT as a theoretical framework we can explore how human beings learn
informally in every place such as the workplace, the home and the community. People
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always participate in and reconstruct the human activities which have culturally and
historically been formed and changed. Thus cultural historical activity theory analysis can
provide very useful approaches to informal learning for the adult education field.
Limitations and Future Research
Even though it is not a radical problem, this study has a limitation in the history of
the site. In other words, it is not long time since the Green Future was established in the
community. During my field research, Green Future was still going through changes and
development. In particular, the members of Green Future were considering a switch to a
new form of organization and preparing for new central activity of Green Future. It seems
that notable changes in Green Future are going to occur in the near future. It was not a
limit in solving the research questions that I could not have depicted those distinct
conversions in the Green Future. If we do research on Green Future a few years from now,
however, it may be possible to provide more abundant description on the expansion of the
activities or the expansive learning of the housewives in a community-based organization.
For the purpose of this study, I explored the activity system of Green Future and
the expansion of the activities by the contradictions and interactions within and between
each activity. I mainly focused on the activities within the Green Future, a communitybased organization. In the future, however, it will be necessary to study the interaction
and relations between different organizations. As shown in this study, the activity and
development of Green Future has been influenced by outside organizations such as the
Ojeong Culture Center, the local authorities, and several grass-roots movement
organizations. I briefly dealt with the relationships between Green Future and other
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organizations in the community, but couldn’t give a full explanation of the dynamics
between each organization. Through future research on the interactions between each
organization in community, we would obtain the implications in how to activate and
promote a community-based organization as a field of adult education in community or
how to form the network between each organization in order to build a healthy
community by the civil empowerment, as well as the understanding of the activities in the
organization.
Furthermore, this study gives us a critique of CHAT, that is, a failure to deal with
power relations or class-power and activity. CHAT analysis of the activity in a
community-based organization cannot provide more than simply referential commentary
on the political-economic dimensions of activity. According to Sawchuk (2003, 2006),
although CHAT approaches to date have provided a tenable starting point for
understanding the political-economic dimensions of activity and learning or the power
relations in the hegemony of advanced capitalism, some further tools are required to
adequately address class-cultural dispositions and to develop the CHAT for a critical
analysis of class-power and activity. As Sawchuk (2006) uses the concepts from the fields
of sociology and cultural studies such as Certeau and Lefebvre’s work on the everyday
and Bourdieu’s concept of habitus in order to supplement the limits of CHAT, in the
future some conceptual tools will be required to overcome the failure to deal with the
power relations in the CHAT analysis of the activity in a community-based organization.
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Appendix A: Informal Interview Guide
Tip:
ü Using questions to develop a healthy rapport
ü Using questions to be implicitly connected with research topic
ü Conducting informal interview without interrupting the flow of natural
conversation
Examples of questions:
ü When did you begin this eco-conducting?
ü Do the members of your family like that you are working on the eco-conducting?
ü Aren’t you hard to go to work this job everyday?
ü Today is very hot and humid. Aren’t you difficult to operate the eco-class in this
weather?
ü What is a topic of eco-class today?
ü When did you come to investigate the field for this eco-conducting?
ü How can you recognize the plants at one look? I can’t always discriminate which
is which, although I continue to observe the eco-classes.
ü It seems that you had a difficulty in operating the eco-class today because of
some children who didn’t concentrate on your class.
ü It seems that there are some children to frequently participate in the eco-classes.
Have you seen any change of the children after taking the eco-classes?
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Appendix B: Interview Questions
First Interview
ü How long have you been participating in the Green Future?
ü What was your motivation to participate in the group?
ü Can you tell me about what happen to you at the time that you first participated
in the group?
ü Can you tell me about how Green Future was created and the integration between
the first and second term?
ü Which activities do you do in the group?
ü What do you think the important activities in the group are, and why?
ü Can you describe one activity of the group that had influence on you the most?
Why is it so influential?
ü Can you describe one activity that you think was least useful for you? Why?

Second Interview
ü Which benefits have you obtained from the activities of the group?
ü Have you ever experienced any change of yourself through the activities of the
group? If so, which kinds of change?
ü Have you seen any change or growth of other members? If so, can you describe
their change?
ü Will you continue to participate in the group? What make you continuously
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participate in the group?
ü What and how do the group activities contribute to the community or the
residents?

Third Interview (only if interviews one and two are incomplete)
Repeat questions from interview one and two that are incomplete.
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Appendix C: An Example of Interview Transcript
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Codes to Themes: Example
u Participation in the training courses
¨ Before participation in the courses
l Participation in the courses with the vague idea about volunteering (EunMi, I1,
P3-4)
l I was unfamiliar with the term “natural ecology” (YouJeong, I1, P2)
l…
¨ Route of participation
l Visited the center by chance and looked the advertise of the courses (YouJeong,
I1, P1)
l Participation with the members of a small group who read children’s stories
(JuHee, I1, P1)
l…
¨ Motive
l For escaping the insipid daily life of full-time housewife (EunMi, I1, P1)
l Voluntary resignation in 1998 (EunMi, I1, P1, P3)
l I hoped to do some works (EunMi, I1, P3)
l Quit my job right before the participation in the courses (YouJeong, I1, P1)
l Participation for making a hobby (YouJeong, I1, P1)
l I want to let my children know the name of the plants (EunMi, I1, P2)
l I had been interested in the name of the plants (EunMi, I1, P2, 3)
l In order to learn and provide the opportunities of ecological experience for my
children (YouJeong, I1, P3)
l Expansion of the interest, but still the education of my children (JuHee, I1, P2)
l Give up the job in order to take care of her children (YouJeong, I1, P3)
l…
¨ After the participation in the courses
l After a trial performance of a class and the first class, I got the confidence
(EunMi, I1, P5)
l Pleasure and new world with the nature (HyunJu, I1, P4)
l…
¨…
u Building of Green Future
u Activities of Green Future
u …
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