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Introduction

League tables on international tests such as OECD’s Programme for International
Student Achievement (PISA), and the Trends in International Mathematics and Science
Study (TIMSS) by the International Association for the Evaluation of Educational
Achievement at the secondary school level are now all too famous around the globe. The
results of such international tests are often seen as holding serious implications for policy
reform; for example, Germany experienced the so-called “PISA shock™ after it discovered
that its students were not achieving as predicted, and the Japanese government promoted
what came to be called “PISA-style” reading as it was discovered that the reading scores
of Japanese students were falling short of expectations in PISA 2003 (Waldow, 2009;
Nihon Hikaku Kyoiku Gakkai, 2003). The assumption seems to be that such scores are
an indicator of educational quality, or at least, educational competitiveness.

The situation in higher education is very similar, as international rankings of



universities often hold grave implications for policy-makers (Salmi, 2009, p.1; Liu &
Cheng, 2011). However, unlike the international tests for school education in which
students from high-achieving Asian countries/cities such as Singapore, Japan, and
Shanghai, do well, league tables of higher education are conventionally led by western,
especially American universities. For example, according to major world university
rankings such as the Academic Ranking of World Universities by Shanghai Jiao Tong
University, the QS World University Rankings, and the Times Higher Education World
University Rankings, American universities dominate the list of the world-class
universities. In the Academic Ranking of World Universities 2014, of the top 26, only
two were Asian (both Japanese, University of Tokyo and Kyoto). In the Times Higher
Education World University Rankings 2014-2015, the first non-western university came
in at rank 23 (the University of Tokyo), and the QS World University Rankings showed
only four Asian universities within the top 31 rankings (the National University of
Singapore, the University of Hong Kong, the University of Tokyo, and Seoul National
University) 1.

Though periodically, there are criticisms as to the culture-biased nature of the
indicators used, such rankings are cited by various policy-makers and university faculty
around the world. Indeed, as “higher education has assumed unprecedented importance
as an educator of people for the new economy and as a creator of new knowledge”
(Altbach, 2005, p. 64), the international league tables enjoy increasing publicity. In
Japan’s case, a major cause of concern in regards to its “world-class universities” is
insufficient internationalization, or should we say, internationalization as measured by
certain numerical indicators. Even popular magazine reviews of the University of Tokyo-
- the leading Japanese university on such international rankings--lament that

internationalization (e.g., low percentage of foreign faculty) pulled down the international



ranking figures (Toyo Keizai editorial staff, 2012). Such concerns are mainly based on
the breakdowns of how international rankings are calculated. For example, in the Times
Higher Education World University Rankings 2014-2015, of the categories used (overall,
teaching, international outlook, industry income, research, citations), all but two, industry
income (51.2) and international outlook (32.4) were over 74 2,

Globalization is one of the most overarching processes of our era, and no country is
totally exempt from its influence. Though globalization can actually be discussed in
multiple and contradictory ways, in actuality, the response to globalization in education
is looking very similar in many countries as they adopt parallel language and reform
strategies. In countries east and west, for example, we see the rise of policies which
increase privatization, choice, accountability, competition and other market-oriented
behavior. Included in the discussions of globalization is the need to develop “global talent”
(Brown & Tannock, 2009).

Now, the rhetoric of the need to develop global talent has been quite prominent in
governmental policies in many countries. However, in the Japanese case, one feature sets
it apart from English-speaking countries, and even the European countries--the emphasis
placed on English. Why has English gained such prominence in the discourse of human
globalization in Japan? What are the implications? This paper will address such questions.

“Global Talent” and English

Now, the Japanese government’s response to the development of "global talent" is
not that different from policy-makers around the globe. According to various
governmental documents, the new global knowledge-based economy requires “global
talent” (gurobaru zinzai). Naturally, being global, “global talent” have to be recruited
globally, from both within and without Japan.

The discussion of recruitment from within Japan is twofold. One the one hand, it is



closely linked to the need to internationalize Japanese higher education (and somewhat
school education) so that students (at least a significant segment of them) may develop
into “global talent,” and on the other hand, the discussion is also linked to educating and
hiring qualified foreigners (including foreign students). Since “global talent” are
dispersed globally, hiring “global talent” also necessitates global recruitment.

For example, the “new strategy for development” (shin seicho senryaku) agreed on
by the cabinet on June 18™, 2012 (Kantei, 2010), included the call to (1) educate global
talent and (2) to incorporate highly skilled international human resources. Higher
education in Japan was to internationalize, strategically accepting foreign students,
providing international experience for Japanese students, and strengthening foreign
language education. By 2020, the goal was not only to accept 300,000 qualified foreign
students, but also to send as many Japanese students abroad. Immigration policies were
altered in order to give preferential treatment (points system) to highly skilled foreigners
starting in 2012--a common strategy adopted by OECD countries today to attract “global
talent.”

Reminiscent of the situation in many other countries, education is increasingly
discussed in terms of market-oriented competition. To compete globally, research
universities are to become centers of “excellence.” Universities not only compete to
produce cutting-edge knowledge, they also compete globally for the best staff and
students. Indeed, “attracting the best—students, scholars, and research partners—from
anywhere they can be found has become the modus operandi of the world’s best
institutions” (Salmi, 2009, p. 64).

Now, the Japanese language is a minority language in the world, not spoken outside
of Japan. Thus, it comes as no surprise that the Japanese language proves to be a language

barrier when trying to attract students and staff from different linguistic backgrounds.



Therefore, a popular strategy to internationalize organizations in Japan is what the author
has previously called internationalization using “Englishization” strategies (Tsuneyoshi,
2005). In higher education, this consists most notably in the usage of English as a medium
of instruction. Whenever the topic is about internationalizing higher education,
Englishization, accepting foreign students, and study abroad are routinely mentioned in
Japan, to which we will now turn.

English as a Means of Internationalization

Providing more opportunities for international students to come to Japan and
encouraging Japanese students to study abroad is hardly controversial, the use of English
as a medium of instruction is. English, despite its popularity as the language of the global
economy and the Internet, has also frequently been the target of criticisms; notably, it is
criticized as the central tool of language imperialism, of Americanization, and a means
by which the centrality of English-speaking countries in the global map of power is
sustained (Crystal, 2003; Altbach, 2011, p.207; Phillipson, 1992).

This has not stopped the Japanese government from adopting this strategy, and in the
mid 1990s, supported by governmental funding, national universities such as Kyushu
University and the University of Tokyo started undergraduate exchange programs in
English, followed by other national universities. Private universities had adopted the
strategy decades before, for example, Waseda University has accepted undergraduate
students (American study abroad students, etc.) in English from as early as the 1960s
(Shirai, 2012).

In attempting to produce world-class universities that can compete globally, the
Japanese government launched the 21% Century COE (Center of Excellence) program in
2002, followed by the Global COE program in 2007. In 2008, the government issued

the International Student 300,000 plan to bring the number of international students to



that number by 2020. The Global 30 project chose 13 universities as target institutions:
Tohoku, Tsukuba, Tokyo, Nagoya, Kyoto, Osaka, Kyushu, which are all national, and
Keio, Waseda, Sophia, Meiji, Doshisha and Ritsumeikan which are all private. The
motive of Global COE was that “as rapid globalization and the competition between
world-class universities worldwide increases,” it is “urgent” for Japanese universities to
strengthen their global competitiveness and to attract qualified international students,
and to enable students to become global, through providing an environment in which
Japanese and international students can interact and grow together (Monbukagakusho,

2009).

The government has used funding such as those stated above to promote the goals of
certain forms of internationalization. For example, Global 30 asked applying institutions
to erect courses in which students could graduate using only English. There were only 5
universities and 6 departments, 68 graduate schools and 124 graduate school
departments in which students could earn a degree taking courses exclusively in English
when the program started (Naikakufu et al., 2009, p.7), but with the Global 30 Initiative,
33 undergraduate departments and 124 graduate school courses opened in English in
2009. The English-medium courses totaled to about 300 as of 2012 in the 13 target
universities . In its homepage invitation in English, the project describes why English

courses were necessary:

With the introduction of the “Global 30” Project, the best universities in Japan are now
offering degree programs in English. By doing this, these universities have broken down
the language barrier which was one of the obstacles preventing international students
from studying in Japan. A range of courses in a number of fields are offered in English

at the universities under the “Global 30” Project



(http://www.uni.international.mext.go.jp/global30/, retrieved August, 2012, italic by

author).

Other measures for Global 30 approval included providing more information to
foreign students and promoting strategic international liaisons, and opening common
facilities abroad to assist international student to study in Japan; thus offices were opened
in Tunisia, Egypt, Germany, Russia, India, Uzbekistan, and Vietnam.

In 2012, the Ministry of Education, Culture, Sports, Science and Technology (which
will be shortened as MEXT from here on) solicited applications for a new five-year
project called the “project for promotion of global human resource development” for the
FY 2012 (scheduled to start in 2013). The project targeted the education of “global talent”
and in its application, the sense of crisis that reverberates throughout various
governmental and corporate documents on the subject were repeated: Japanese youth are
becoming inner-looking, young employees no longer want to be stationed abroad, the
society is aging, while as the world economy is globalizing and corporate Japan needs to
move out into the emerging economies. More recently, in 2014, there has also been
funding for universities aspiring to become Super Global Universities.

In 2011, May, a governmental committee to promote the development of global talent
was established and in its report, global talent was seen to have the following

characteristics.

Component 1: language ability, communication skills
Component 2: self-initiated stance and positive attitude, pioneering spirit,
cooperativeness, flexibility, responsibility, a sense of mission

Component 3: understanding of other cultures, identity as a Japanese



In addition, the committee added the following as desirable traits regardless of
whether one was global or not: “being cultured in a multifaceted manner, as well as having
an in-depth knowledge of a special area, the ability to find and solve problems, the ability
to work in teams, and the ability to lead (in bringing together people from different
backgrounds), promoting the public good, having sound moral values, and media literacy,
etc.” (Gurobaru Zinzai Ikusei Suishin Kaigi, 2012, p.8). Now, if components 1 and 3 were
dropped, the above-stated description would sound like a regular list of leadership traits
desirable for anyone in any Japanese organization. Thus, what signals the “global” nature
in the list are components 1 and 3: basically, communicative language skills and an
understanding of other cultures with a secure “national identity.”

It is safe to say that given the national discussions on language in this context, 1 refers
mostly to English and to a lesser degree, Chinese or other strategic languages.
Emphasizing communicative English, and communicating with speakers of English (e.g.,
assistant English teachers in English activities and English classes, the JET program) have
been the focus of language education reform in Japan for decades (Tsuneyoshi, 2013).
The MEXT action plan to educate “Japanese who can use English” (Monbukagakusho,
2003) supported English as a means of communication, emphasized verbal
communication in the initial stages and a balanced development of the four core abilities
of listening, speaking, reading and writing. The lack of equity language is problematic
from a liberal view, as is the emphasis on a secure "Japanese identity." However, unlike
topics in which we witness a relatively clear clash of ideologies, “cooperativeness,”

99 ¢

“ pioneering spirit,” “a sense of mission,” are all goals which would be supported by
various camps. Moreover, unlike levels of English language, such traits are difficult to

measure. Since the trend in Japan, like other countries, is for institutions to provide



accountability measures, improvement tends to be expressed numerically.

In this context, since acquiring working language (basically English) skills is a major
and measurable component of what it means to be a “global talent,” liberal critics have
been quick to respond that overemphasis on English implies giving in to language
imperialism and indicates an English and western-centered bias, or is actually ineffective
and does not bring about the desired results (cf. below). However, such voices are
overridden by the scramble for "global talent".

The Language of “Crisis”

Now, the language behind English promotion is one of crisis: the world has
globalized and Japanese corporations are facing intense global competition from rising
economic powers such as China. To make matters worse, in this period when Japanese
need to be outward looking, Japanese youth are becoming increasingly inner-looking. The
sense of crisis reverberates throughout government documents and accumulates in the
call for the corporate world and higher education, not just the government, to come
together (Sangaku Renkei ni yoru Gurobaru Jinzai Ikusei Suishin Kaigi, 2011, p. 5).
Since rising to meet the challenges of global competition means moving out into the world
where English has become the global language, English is seen as crucial.

As the reasoning goes, for Japanese companies to operate in these new markets, they
need to flexibly meet customer needs, and communicate with necessary actors; in other
words, corporate Japan needs “global talent.” The “Garapagosization” (garapagosuka) of
Japanese society became a buzz word, signifying that Japan is at risk of being left behind
of the evolution of the times, like Garapagos Island, which might have benefitted
Darwin’s theory of evolution, but is certainly not in the national interests of Japan. In a
global knowledge-based society, the recruitment of global talent, whether Japanese or

non-Japanese, is seen as a matter of national interest.



In April, 2012, after two preparatory years, in a symbolic move, a large online retailer,
Rakuten, made an announcement to make English the lingua franca of the company,
inviting widespread publicity and controversy. The use of English as the official language
within the company was justified as facilitating the company to go global (Neeley, 2011,
2012). UNIQLO was reported to have adopted a similar policy. In response, a scholar
well-known for his writings on English imperialism, sent letters of protest to both Rakuten
and UNIQLO (Tsuda, 2011). This yes or no debate extended to whether English should
start from elementary school or not. There is thus controversy over how far Englishization
should be taken (Funabashi, 2000; Otsu &Torikai, 2002; Torikai, 2010).

The sense of crisis abounds in government and corporate documents. The rising
consensus seems to be that something should be done or else risk the danger of losing the
global competition. The survey showing that “acquiring and training personnel within
Japan who can promote globalization” was by far the highest concerns of Japanese
companies planning to increase overseas operations, has been repeatedly quoted in
various governmental and university reform committees (Keizai Sangyosho, 2010).
Similarly, the low TOEFL scores of Japanese, one of the lowest in Asia, or that the number
of Japanese studying abroad is dropping while as the numbers for China and India are
growing, were also widely publicized.

The “Crisis” of Higher Education

Just as the corporate world is pressured to meet the “crisis” and recruit globally and
provide its employees with international experience, higher education is encouraged to
employ more foreign faculty, recruit international students, and emphasize English that
can be used in the real world (the use of TOEIC and TOEFL are routinely cited in this
context) (Sangaku Jinzai Ikusei Partnership, 2010).

The “crisis” is not only associated with the handful of “world-class” universities,



many of which are national. Just as elite national research universities are pushed to
compete globally, the diminishing youth population, the recession, etc. have pushed
private universities to pursue aggressive marketing strategies to attract students
(Goodman, 2009, p. 23). Internationalization, especially offering courses in English and
attracting students from foreign countries, or providing various opportunities to study
abroad for Japanese students, are among the popular strategies. Indeed, private
universities are pioneers in offering lectures in English, or adopting Englishization for
internationalization.

There are now well-publicized universities or departments which are known to
conduct their courses largely or totally in English. Examples include School of
International Liberal Studies at Waseda University, the Faculty of Liberal Arts at Sophia,
the public Akita International University (Kokusai Kyoyo Daigaku), and Ritsumeikan
Asia Pacific University (APU, Ajia Taiheiyo Daigaku) among others. Using English as a
medium of instruction makes it possible to accept students from many different countries,
and also has its practical appeal. The employability of the students tend to be emphasized
by the media. In a Japan Economic Newspaper (Nikkei) survey of corporate personnel as
to which university interested them, the Akita International University came in first, APU
third, with the University of Tokyo at second .

"Global Talent" as Global Citizens

The promotion of English as the core of global talent in Japan is, in one aspect, a
reflection of its dilemma as a non-English speaking country. Unlike in countries which
were colonized by an English-speaking power, Japan is one of the few countries which
was not a colony in Asia--in fact, it was a colonizer. No other language than Japanese is
required in everyday life. In addition, though political and corporate leaders may talk

about the need for English, it is not a reality for students on the job market. They are not



competing globally, but are competing in a domestic market shielded by the Japanese
language and customs (Yonezawa, 2014). The Japanese labor market is characterized by
recruiting customs, language, and recruitment style in which students start their job-
hunting during their junior and senior year, and effectively end their job-hunting before
graduation. No matter how much talk there is about "global talent", shielded from the
outside, the Japanese graduates are hardly competing with job-hunters from other
countries directly.

Now, one of the criticisms waged against the emphasis on English is that other traits,
such as leadership, integrity, and thinking skills, are much more fundamental to a healthy
human character than English is. It is difficult to conceive that this would be disputed at
a general level. Very few would argue that English is necessary at the expense of other
desirable character traits (e.g., being able to cooperate with others, communication skills,
and self-motivation). Corporate leaders would undoubtedly also agree that having
working skills in multiple languages, given that English is included and all else is equal,
is even better than just English.

It is also true, however, that it is extremely difficult to acquire a certain level of
English when the only time one really needs it is for examinations. Indeed, English is
taught in Japanese schools, tested in high school and university exams, and eventually, it
is the foreign language most required by Japanese companies in the form of TOEIC scores.
However, it is hardly necessary in everyday life. The most pressing need for English is,
therefore, for most Japanese, getting high scores on tests. This also means that the student
will most likely have to go out of his/her way to acquire a working level of communicative
English (or any language other than Japanese), if he/she is unable to go abroad. It also
means that mastering a certain level of English takes time for those in Japan, and may

very well take time away from other activities that the student might have engaged in.



The problem, from an intercultural, multicultural perspective, is thus more in the ends
and process than in the act of learning English in and of itself. Is the goal to primarily
score high on the TOIEC, in other words, has testing become an end in itself? Is English
assumed to be superior to other languages? Is a student studying English at the expense
of other more important activities? Is the student's understanding of why a communication
tool is necessary (which happens to be English in many international contexts in our era),
simply pragmatic, without knowledge and commitment to the ideas of multicultural
diversity and equity? If students answer “yes” to such questions, there is an educational
problem.

Compared to mathematical reasoning, programming, etc. which are cited alongside
language skills as internationally in demand (Carnoy, 2000, p. 52), language tends to be
more tightly bound with a certain culture and ethnicity. This is quite understandable, given
that the history of language cannot be separated from conquest and domination. Before
English, there was French and Latin, and colonization has often been accompanied by the
cultural domination (including language) of the colonizer, especially for the local elite.

The situation is complex, however. At a certain level, like among the educated from
different linguistic backgrounds, studying English today makes intercultural sense. It is
the language most often used as a communication tool in such contexts. This situation
may of course be linked to English imperialism, but it is also increasingly the case that
once outside Japan, English enables people to communicate with those from different
linguistic backgrounds more than other less spoken languages such as Japanese. Without
interaction with culturally different others, international business would be difficult, but
so would international exchange. English is of course not enough if one wants to talk with
the local population in non-English speaking countries.

Obviously, the strategic rhetoric of the corporate world that justifies the emphasis on



English, global competitiveness, and making economic sense, is different from the liberal
ideology promoting multilingualism, or the protection of minority languages and
language rights. From a multilingual point of view, English would be only one language
among many. From an intercultural perspective, even learning simple words in multiple
languages makes a lot of sense, since it generates curiosity for that culture. Whether
Japanese, living in a largely monolingual environment, will be able to master that
language enough for business negotiations is another issue. The purpose is not the same.

The business perspective and intercultural perspective intertwine in reality. Chinese
is the national language of a rising economic giant and is gaining popularity worldwide.
Learning the language increasingly makes economic sense; China is part of BRICS and
is one of Japan’s largest trade partner. At the same time, learning Chinese also makes
multicultural sense within Japanese society, since Chinese are now Japan’s largest alien
nationality. Even better would be to learn Korean as well.

It is this fuzzy area of idealism and realism that Englishization in Japan faces
difficulties.

Global citizenship argues for a commitment to goals such as a common good, to
diversity, and to justice. The logic is to link the awareness of interdependency with a
respect for diversity and a commitment to furthering the democratic cause, rather than
goals that simply increase profit or advance individual careers. The language of global
citizenship is different from the language of the global market. However, educating a
global citizen does not exclude the acquisition of language skills including English. In
fact, learning foreign languages can be promoted by those advancing global citizenship,
since it provides insights into other cultures, and can serve as the basis for intercultural
communication. The divide between educating for global citizenship and global

competition is thus nowhere clear if the discussion is simply about whether more or less



English education is required, without regards to how and for what purpose.
Concluding Remarks

According to Brown & Tannock (2009), the political climate these days towards
equity issues tends to be dismissal: “The commitment to equality, according to the global
war for talent, is an old-fashioned relic from the past, at best, and an obstacle to survival
and success, at worst” (p. 383). In other words, global competition justifies the language
of national crisis--everyone’s life will be worse off if we lose the global competition.

In the global arena, the rules of the game seem to be played in English in favor of
English-speaking countries. Even university rankings cited above, rely heavily on articles
in English in “world-class” journals predominantly situated in the western centers, thus,
any country with a strong domestic language, such as Japan, is bound to face dilemmas.
Regardless of how it would be in an idealized multilinguistic world, Japanese is a minority
language, one that is not used outside of Japan.

English, however, is also not just something that is desirable in terms of marketability.
It can also be justified on the grounds of attracting students from different linguistic
backgrounds, and providing an opportunity for students in Japan to interact with people
with who are different from them, outside of Japan.

Indeed, the world that the “global talent” is to compete, is far from neutral. The power
structure of nations is unequal, as are the resources. Being subjected to global competition
means playing the global standards game. But under whose rules? For example, the most
preferred language of the global economy, as of present, is English. If Japan and other
non-English speaking countries do not find a way to cope with this disadvantage, the
Englishization pressure will continue—until, of course, English is replaced by another
global language. This has grave consequences for Japan, which has a national language

very dissimilar to English, and where English is not used in daily life. Indeed, since the



immediate need is largely exams or utility for an imagined future, this creates an artificial
environment in which need is created by a sense of crisis.

Education is often asked to respond to the needs of the society, which is embedded
today in the context of global competition. However, if this were the only goal of
education, it would not be worth pursuing for many educators. Education is also a pursuit
of a social vision, a vision of a society and world which is not yet a reality, but what
should be. In this sense the students are agents of change. The second without the first is
difficult to maintain in the face of real or perceived threat; in times of so-called global
competition. However, the first without the second reduces the meaning of education to

pragmatic issues and to educational hysteria fueled by some “crisis” or another.

Notes
(1) https://www.timeshighereducation.co.uk/world-university-rankings;
http://www.shanghairanking.com/ARWU2014.html;
http://www.topuniversities.com/university-rankings/world-university-rankings/2014,
retrieved June 18, 2015.
(2)https://www.timeshighereducation.co.uk/world-university-rankings-university-of-
tokyo ?ranking-dataset=1083, retrieved June 18 2015.
(3) Global 30 homepage, http://www.uni.international.mext.go.jp/ja-JP/global30,
retrieved in August, 2012.
(4) Nihon Keizai Shinbun , July 16", 2012, p. 1.
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International Competition and Cooperation in Higher Education
in East Asia:
Some reflection based on the concept of “knowledge diplomacy”
Yuto Kitamura
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Introduction

Today’s universities are under strong influence of globalization in various aspects. A
particularly marked manifestation of this trend is the transnational movement of students.
On a worldwide basis, the number of students who study at higher education institutions
outside their home countries passed the one-million mark in the 1990s, currently
exceeding two million (Sugiyama 2009). The number is expected to reach 7.2 million in
2025 (Brown et al. 2003).

In the background of such a remarkable increase in the number of students studying
abroad is the emergence of a global higher education market. This has promoted
partnerships between universities in different regions (such as North America, Europe,
and Asia), accelerating the mobility of students and researchers. At the same time, intra-
regional international alliance and cooperation have also become active in higher
education, resulting in an unprecedentedly vigorous movement of persons within the
respective regions. In such a situation, the actors of higher education all over the world
are pondering over how their human and intellectual resources can be put to optimal use
within and between the regions. In Asia, in particular, which had overcome the financial

crisis of the late 1990s, higher education expanded rapidly in response to the demand for



human resources supporting the globalizing economy and the formation of a knowledge-
based society (Yonezawa et al. 2014).

The purpose of this paper is to examine international competition and cooperation in
higher education, with special focus on East Asia, where universities are being rapidly
globalized, and student mobility is increasingly accelerated. (In this paper, the greater
geographical region composed of the regions generally known as Northeast Asia and
Southeast Asia is collectively referred to as “East Asia.””) To do so, we will first address
the question of the quality of higher education, which largely determines the transnational
flows of students, surveying the progress that has been made thus far through international
collaboration for ensuring quality in higher education. Secondly, we will attempt to apply
the concept of “knowledge diplomacy” to the analysis of the globalization of higher
education. Finally, we will discuss international cooperation as an essential aspect that
must be explored in the discussion of the globalization of higher education.

It should be noted at the outset that this paper is intended to describe the current status
and tentatively present a new angle of analysis. More demonstrative studies would be
necessary to develop a fully conclusive argument.

Studying abroad in East Asia

As is generally known, Europe has been the world leader in the globalization of
higher education, particularly since the second half of the 1990s. With the Bologna
declaration, that is, the joint declaration signed by the 29 European ministers in charge of
higher education, in Bologna, Italy in June 1999, Europe launched the Bologna process,
a series of reforms aimed at the harmonization of higher education in Europe. In concrete
terms, the Bologna process has so far resulted in the Europe-wide adoption of a credit
conversion system, a comparable degree system (a three-cycle structure composed of

bachelor’s, master’s and doctorate programs), the Diploma Supplement (a document



attached to higher education diplomas to increase international transparency), and the
“tuning” of educational structures. Furthermore, a European framework of qualification
has been developed to explicitly indicate the levels of knowledge, skills, and competences
required to acquire specific qualifications. While these mechanisms are intended to
facilitate the mobility of students and guarantee the quality of education, their ultimate
goal is to construct a European Higher Education Area (EHEA).

Referring to such pioneering European initiatives, East Asia has been undergoing
rapid changes with respect to students studying abroad in recent years. One remarkable
change is a rapid increase in the number of students who study in other countries within
East Asia, in addition to their traditional destinations, mainly English-speaking countries
in North America, Europe, and Oceania. As Fig. 1 illustrates, the last 10 years or so have
seen an impressive increase in the number of students from Japan, China, and South

Korea who study in ASEAN countries, and vice versa.



Figure 1: Increase in the number of students studying abroad within East Asia (from 1999

to 2010)
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While student mobility is accelerating within East Asia in this manner, in Australia,
which used to be a predominant host country for foreign students in the Asia-Pacific
region until the beginning of the first decade of the 21st century, the number of students
from other countries has been gradually leveling off. This is not to suggest, needless to
say, that universities in Australia and New Zealand, as well as other regions outside Asia,
are watching from the sidelines the rapid expansion of demand for higher education in
East Asia. On the contrary, educational institutions in non-Asian countries have been

trying to attract East Asian students through their active involvement in the region.



Pioneering examples in this regard include the Malaysian Campus of Australia’s Monash
University, and Yale-NUS College, which Yale University and the National University of
Singapore jointly opened in Singapore in 2011. This liberal arts college has been
attracting great attention for its uniqueness. There are other European and North
American universities opening their branch campuses in East Asia, particularly in China,
Singapore, Malaysia, and Thailand, or starting common-degree programs with local
universities. Such initiatives have rendered the opportunity to study abroad more
accessible to East Asian students, who have hesitated to leave for Western countries to
study for financial or socio-cultural reasons.
International inter-university alliance

The number of East Asian students studying in other East Asian countries has jumped
recently on the strength of the widespread conviction that East Asia is destined to be the
growth center of the 21st century. Another important factor is the active development of
a range of educational programs that support students wishing to study abroad within the
region amid growing inter-university alliance and cooperation within East Asia.

The educational programs in this context include, most commonly, exchange
programs based on academic exchange agreements between individual universities. At
the same time, it should be noted that various international networks of higher education
have been or are being constructed in order to promote inter-university exchange and
student/researcher mobility within East Asia. Such networks include the following: in
Southeast Asia, where intra-regional higher education alliances have been actively
developing, the ASEAN University Network (AUN), composed of leading research-
oriented universities in the ASEAN countries, and the ASEAN International Mobility for
Students (AIMS), led by the Regional Center for Higher Education and Development

(RIHED) of the Southeast Asian Ministers of Education Organization (SEAMEQO); and



in Northeast Asia, CAMPUS Asia, a Japan-China-Korea trilateral inter-university
consortium, operates an exchange program with a uniform system of mutual credit
transfer, grading control, and degree conferment. This is an epochal initiative in that it
has been designed and developed through close cooperation and accumulated efforts by
the three governments and member universities.

One major common characteristic of these networks is that they aim to improve
quality in education with reference to the international standards that have been
established in the mainly Western-led higher education market, while at the same time
allowing for more Asian diversity. In such developments, the framework of Southeast
Asia plus Japan, China, and Korea, that is, “ASEAN Plus Three,” has been growing in
importance in more recent years. On the occasion of the workshop organized by the
Ministry of Education, Culture, Sports, Science and Technology of Japan (MEXT) at the
end of September 2013, the governmental officials in charge of higher education and
representatives of some higher education networks from the ASEAN Plus Three countries
assembled in Tokyo and engaged in active discussions on the formulation of guidelines
for quality assurance in education, essential for greater transnational student mobility.

Such initiatives through international higher education networks are also faced with
a mountain of challenges. It is often pointed out that it is extremely difficult to promote
international higher education alliances, particularly due to the educational systems that
largely differ from one country to another in East Asia. For example, a joint educational
program between universities in different countries cannot be developed without great
difficulty because each country has different systems of university accreditation, credit
transfer, and so forth. In this regard, an active debate has been taking place recently in
Japan over the question of the academic calendar, and whether or not to standardize

university admissions in the autumn. In Southeast Asia, where each country has a



different academic calendar, launching a joint international program at the same time for
all participating students would be next to impossible. A SEAMEO/RIHED report
indicates that there are only about 10 weeks within a single year during which the
academic calendars of the 10 ASEAN countries overlap (this problem is all the more
serious in the domain of higher education, which has more extended holiday periods).
Further promotion of an international alliance would be quite challenging, as it would
require some extensive institutional rearrangements.
International competition for students

As the environment surrounding international students has been dynamically
changing as surveyed above, the importance of government-led strategies for sending and
accepting students across national borders is becoming widely recognized. Prof. Jane
Knight of the University of Toronto points to the trend among some Asian and Middle
Eastern governments to aim to become an international education hub (a center of an
international higher education network) as part of their strategies for the globalization of
educational programs (Knight 2011). In East Asia, Singapore and Thailand seem
particularly enthusiastic in this regard, actively accepting foreign students, establishing
centers of research, knowledge, and innovation, and improving and expanding education
and training structures designed to produce highly-skilled workers. It should be noted,
however, that these countries do not share a single model of an international higher
education hub since they are trying to build varying types of hub that reflect their
respective national situations and contexts, as well as their respective sets of policy goals.

Moreover, as already stated above, it has become clear that there are challenges to be
overcome in the process of promoting student mobility in Southeast Asia, while this
process has nevertheless steadily yielded positive results through accumulated efforts. For

example, the AIMS program led by SEAMEO/RIHED is confronted with the difficulty



of maintaining a balance between incoming and outgoing flows of students. One concrete
factor in this is the fact that Malaysian and Indonesia students are far more enthusiastic
about studying in Thailand than Thai students are about studying in those countries. As
another factor, Singapore, which is generally more Western- than Asian-oriented in its
university reforms, attaches greater importance to partnerships with North American and
European universities, which the Singaporean government also supports, while
collaboration within regional frameworks such as those with the ASEAN Plus Three is
kept to a certain level. As a result, Singapore’s higher education, whose standards are
extremely high in Asian terms, does not benefit its neighboring countries very much.

As for joint educational programs between East Asian and Western universities,
whose number has been on the rise, the flow of students is predominantly directed from
Asia toward North America and Europe, except in the case of Singapore. The movement
of students in the opposite direction is not very brisk. Consequently, some universities in
East Asia have turned into a kind of common hunting ground, where Western universities
vie with one another for students.

The globalization of higher education in East Asia can be contrasted with that of
Europe in terms of the situation surrounding students. Kazuo Kuroda of Waseda
University argues that East Asia is undergoing, not a process of simple harmonization,
but harmonization that aims at enhancing connectivity (Kuroda 2013). In other words,
while a highly homogeneous and standardized zone of higher education is possible in
Europe through simple harmonization, Asian countries with their diversities and
disparities are attempting harmonization, not to drastically reform their educational
systems from within, but to strengthen connecting points between the systems (parts that
different systems can share). Students comprise the most important constituent of these

connecting points.



Importance of the quality of higher education and intra-regional networks

Various problems have been identified amid the increasingly active transnational
student movement in recent years, not only within East Asia but across Asia. The problem
of the quality of higher education is widely recognized as one of the most important. As
a region, Asia is particularly characterized by its diversity. Asia is diverse politically,
economically, socio-culturally, and in terms of its higher education systems. Even within
East Asia, on the one hand, countries and areas such as Japan, South Korea, Singapore,
and Taiwan, enjoy high and stable reputations in the international higher education market,
while, on the other hand, countries such as Cambodia and Laos are still in the process of
establishing their higher education systems. In China, there are an increasing number of
universities mainly in the coastal areas that are highly evaluated internationally, whereas
many universities in inland areas lag behind. This Asian diversity takes on an even more
complex dimension when South Asia, Western Asia, and Central Asia are included in the
comparison. In such a situation, the disparity in the quality of higher education at
universities in different countries and areas has resulted in problems in various situations.

When students move between higher education systems constructed in such widely
diverse Asian countries and areas, coordination is extremely difficult in the field of
university education. Take, for example, credit transfer. In an exchange program based on
an agreement between two universities, credit transfer is relatively simple. Today,
however, students study abroad in more varied manners, and more and more universities
are troubled by the question of how or whether to recognize credits that students have
obtained in universities abroad outside a traditional exchange program. At the same time,
universities, for their part, are trying to increase the number of international academic
exchange partnerships on their way to furthering university globalization. This process

can be especially troublesome if a university is trying to build a partnership with a



university in another country or area with which the first university’s country has not
cultivated a long history of academic exchange and whose educational system is
unfamiliar. How can one decide what mode of credit transfer is adequate in such cases?
(For the diversity of credit systems in Asia, refer to the table comparing 13 countries in
East Asia included in Hotta 2010.) In any case, what is most importantly revealed in this
example is that credit transfer between two universities only becomes possible when they
mutually acknowledge the acceptable quality of each other’s education.

The importance of carefully examining a credit transfer system for a regional network
has thus come to be recognized. Europe has been the pioneer in this regard with the
European Credit Transfer and Accumulation System (ECTS), developed in accordance
with the Bologna declaration of 1999. With reference to ECTS, two credit transfer
systems have been developed in Asia: the ASEAN Credit Transfer System (ACTS) and
the University Mobility in Asia and Pacific (UMAP) Credit Transfer Scheme (UCTS).
The two systems, each forming a network, support credit transfer for students in
transnational movement. Nevertheless, the parallel existence of two or more systems
creates another problem: insufficient coordination between the systems. There are
numerous technical obstacles to interlinking several credit transfer systems due to their
differences, including, for example, the notion of a credit, that is, whether it is based on
the period of time spent on learning or on the period of time combined with the learning
outcomes. However, a solution to this problem is expected to emerge before long, since
Vice Executive Taiji Hotta of Hiroshima University has been conducting research in
collaboration with SEAMEO-RIHED and other parties on this theme.

Another problem whose importance is also growing along with the transnational
mobility of students is quality assurance. As already mentioned, in greatly diverse Asia,

the quality of higher education is also diverse. Although international networks have been



formed in Asia for quality assurance in education, they have not been very successful in
realizing practical alliances due to the widely differing educational situations in the
member countriesV).

Whether it is rearranging a credit transfer system or securing quality assurance, what
is essential is that such effort should lead to easier transnational mobility for students.
Furthermore, higher education should be invigorated across Asia through the anchoring
and generalizing of higher education at a certain stable level. The author believes that not
only quantitative but also qualitative development of higher education is highly
contributory to regional peace and stability, considering that East Asia is expected to play
an increasingly important role in the international community, partly because further
economic growth is anticipated in the region and also because it is geopolitically
significant for the location of China, an emerging great power. The presence of students,
who represent the younger generation of the population, moving across national borders
and accumulating cross-cultural encounters through studying abroad, is extremely
meaningful in this regard.

In view of all these ramifications of the globalization of higher education, the
ASEAN Plus Three Working Group on the Mobility of Higher Education and Ensuring
the Quality Assurance of Higher Education has been repeating discussions on
transnational student mobility and quality assurance in East Asia. The objectives of this
group are (1) to pursue examination toward the formulation of guidelines for the
promotion of quality-assured student exchange while respecting the different educational
systems and diversity of the ASEAN Plus Three countries and (2) to hold discussions
among the concerned parties toward the creation of opportunities for the periodic
gathering of ASEAN Plus Three quality assurance organizations®.

The formation of the Working Group was agreed at the First ASEAN Plus Three



Education Ministers Meeting held in Jogjakarta, Indonesia, in July 2012. The initiative
that the Japanese government took in this process was highly appreciated by the East
Asian education ministers. The Working Group’s First Meeting was held in Tokyo in
September 2013, followed by the Second Meeting in Jakarta, Indonesia, in June 2014,
and the Third Meeting in Bali, Indonesia, in October 2014. The Fourth Meeting is
scheduled in Bangkok, Thailand, in June 2015. As stated above, the Working Group is
mainly concerned with the development of guidelines for credit transfer and quality
assurance so as to realize the smoother international movement of students. The Working
Group’s deliberations on guidelines will be reported at a future meeting of the education
ministers. The adoption of guidelines at this meeting will mean the formation of a fixed
common framework for studying abroad among the ASEAN Plus Three countries.

The regional networks and guidelines mentioned in this section are all important
steps toward constructing a common space of higher education in East Asia. In 2015, the
ASEAN Community will be established, ever more strongly solidifying the links between
the ASEAN countries. With regard to higher education, transnational alliance and
cooperation will be even more actively discussed within the framework of the ASEAN
Socio-Cultural Community, a component of the ASEAN Community. As East Asia differs
from Europe in its historical, political, economic, social, and cultural aspects, it is evident
that East Asia’s common space of higher education will not be completely comparable to
the European Higher Education Area as an intra-regional framework of partnership. Still,
efforts are likely to be continued and accumulated in the future to promote system
standardization and improve inter-system connectivity. In this process, not all states,
organizations and people will share exactly the same vision. Their differing, and even
conflicting, speculations and intentions could manifest themselves even more clearly than

they do today. Considering such developments, in the section that follows, we will briefly



discuss how the concept of “knowledge diplomacy” is related to the globalization of
higher education.
Some reflection based on the concept of “knowledge diplomacy”

In today's international community, which is said to be founded on knowledge, many
governments are racing against one another to increase their investment in academic
activities and research and development, in order to gain supremacy in the creation,
acquisition, and transmission of knowledge. Many such countries recognize scientific
research and intellectual output as important pillars of their foreign policy. How such
international competition in knowledge has become an essential factor in the
establishment of a state's political and economic supremacy in the international
community is described by Joseph S. Nye Jr., University Distinguished Service Professor
at Harvard, in his works presenting the concepts of “soft power” and “smart power” (Nye
2004, 2011). In recent years, as universities all over the world promote globalization, the
movement of researchers and students has become galvanized, and these individuals have
come to play increasingly important roles as “cultural diplomats.” In addition, many
students who study abroad later assume leading positions in political, economic, cultural
and other fields upon returning to their home countries.

These phenomena can be perceived as manifestations of “knowledge diplomacy” and
its effects. This concept has been discussed since the 1990s, mainly by specialists in
international political science and international relations, including Michael Ryan (1988).
However, most discussions have basically focused on international negotiations and
competition centering on intellectual property rights (such as patent rights, copyrights,
and trademark rights). It is only recently that “knowledge diplomacy” has come to be
examined in a manner reflecting the broad sense of the word “knowledge.”

The essential importance of promoting strategic knowledge diplomacy or science



diplomacy in practical terms for the maintenance and enhancement of a state's
international competitiveness has come to be widely recognized, especially among
advanced countries. With the enforcement of the Science and Technology Basic Act in
1995, Japan pledged to reinforce itself on the foundation of science and technology, which
would be promoted through industry-government-academia collaboration. Similar moves
have been observed in other countries as well. In 2010, the Royal Society of Great Britain
published a report titled “New Frontiers in Science Diplomacy—Navigating the
Changing Balance of Power.” In 2012, the Advisory Panel on Canada's International
Education Strategy compiled a report on “International Education: A Key Driver of
Canada's Future Prosperity.” In all these examples, strengthening knowledge diplomacy
is viewed as a factor for greater national power in the future.

It should be noted, however, that such international competition in knowledge has
proven a threat to some traditional values such as the public utility of scholarship and the
freedom of learning. In particular, higher education institutions, as centers of intellectual
output, are exposed to tremendous pressure from the cause of knowledge diplomacy. This
has resulted in situations in which universities are forced to reexamine their autonomy
and other fundamental principles as higher education institutions. A particularly marked
trend against the background of the increasingly accelerated globalization of universities
is the demand for reform imposed on universities not for academic but for political or
economic reasons (refer to the theory of “academic capitalism” in Ueyama [2010], the
WTO General Agreement on Trade in Services, and the institutionalization of intellectual
property protection by WIPO). One factor that further accelerates this trend is the growing
influence of international university rankings.

Prof. Jane Knight of the University of Toronto is an international leading specialist

on the question of the public nature of higher education as it undergoes globalization. The



worldwide survey that she conducted with the International Association of Universities
(IAU) sheds light on the current status of the increasingly globalizing higher education
market, and presents the effects that the globalization of higher education can have on the
public nature of scholarship, as well as future challenges. Later, while studying the
regionalization of higher education, Prof. Knight began to point to the important role that
higher education plays in respective countries' diplomacy, especially knowledge
diplomacy (Knight 2014a). As studies on the current status of diplomacy and soft power
in East Asian countries, Lee and Melissen (2011) can be cited. However, discussions on
knowledge diplomacy are still in the early stages: as far as the author has verified, little
demonstrative research has been conducted, either in or outside Japan, on the possible
impact of the globalization of higher education on knowledge diplomacy. In such a
situation, in the face of the ongoing trend of examining diplomacy in terms of “power”
(strongly influenced by Nye's theory of “soft power”), Prof. Knight has raised the
question of whether it is appropriate to attempt to understand knowledge-related
international relations from the perspective of “power” (Knight 2014b). While unable to
present a conclusive view after studying knowledge diplomacy only for a short time, the
author agrees with her that it is essential to find a perspective that does not depend on the
concept of “power” . This is because knowledge is essentially a common good for
humanity, and the form it should take must not depend on factors of power.
International cooperation in higher education

In the survey of international competition and cooperation in higher education in East
Asia presented above, the importance of examining this situation from the perspective of
knowledge diplomacy has been suggested. In this section, we will examine international
alliances and cooperation in higher education to contemplate how they should be

promoted in the future.



International alliances and cooperation in education became active in the 1960s in
various parts of the world. Regional conferences on education organized or led by the
United Nations Educational, Scientific and Cultural Organization (UNESCO) in those
days served as opportunities for member countries in the respective regions to confirm
the importance of international cooperation for the popularization and qualitative
improvement of education. These conferences also spurred the movement to build
international networks in various regions, as exemplified by the commencement of
periodic ASEAN education ministers' meetings (Jones 1988).

Such efforts continued throughout the 1970s and 1980s. In the domain of higher
education, different actors including education ministries, universities, research centers,
and international organizations undertook various activities to deepen international
alliances. However, it cannot be denied that in the domain of higher education in particular,
international cooperation, whether in the form of the exchange of students and researchers
or in joint research projects, remained highly restricted, given the largely differing
situations of developed and developing countries. In the 1990s, however, international
networks for higher education were put in full-scale operation in various parts of the
world. This trend was further accelerated in the first decade of the 21st century (Knight
2008).

Over the years, Asia, Africa, and Latin America, where many developing countries
are situated, have slowly but surely developed in economic terms, while intra-regional
disparities in economic, political, and socio-cultural terms and other problems have
remained unresolved. In such a situation, for many developing countries, human resource
development to equip the population with advanced knowledge and skills is an urgently
needed task to reduce the disparities within each region and to realize each region’s

autonomous development. That being said, advanced professional and technical training



is not an easy task for developing countries. This is why improvement in higher education
is actively sought through international cooperation.

With regard to international cooperation in higher education, there is an important
question to be answered: who is responsible for, and who benefits from, the improvement
and expansion of higher education? While higher education has diverse objectives, one
of the most important is the training of society's future leaders. Therefore, it must be
clearly understood that to improve and expand higher education in a developing country,
the country's leaders must basically take responsibility, as well as every single citizen of
the country as a supporting member sharing in the social responsibility.

This is obvious from the financial standpoint. For example, the cost of higher
education per student (unit cost) is at least several times higher than that of primary or
secondary education, with some variations from one country to another. The large part of
the cost of higher education is, especially in the case of national and public universities
(and also private universities to some extent), covered by public funds (of course, students
and their households must also bear part of the cost, but the percentage of burden sharing
by society is much greater for higher education than for primary and secondary
education”). Considering that those who complete higher education usually assume
greater responsibilities in society in more socially and economically privileged positions
than those completing only primary and secondary education, it seems quite natural that
a larger contribution is expected from the public sector®.

Therefore, it can be said that the primary party responsible for higher education,
which has a highly public nature, is the state. Considerable expenditure of public funds is
generally accepted because the state must be responsible for training society's future
leaders (Maruyama 2007). However, when it comes to developing countries, it is

necessary to ask anew what role higher education is supposed to play, keeping in mind



that those with higher education usually enjoy more social and economic benefits as stated
above.

This question takes on a special meaning when aid is provided to promote higher
education in developing countries through international alliances and cooperation.
Assistance for higher education basically consisting of tax revenues in developed
countries can end up creating an extremely problematic situation in many cases, if the
assistance is heavily targeted at a handful of individuals who are in fact rather well off in
their domestic context, leaving out the truly socially and economically vulnerable. With
such a situation in mind, assistance by aid organizations in developed countries and
international organizations for higher education in developing countries often does not
provide a fully satisfactory response to the questioning of the largest benefactor, the
general public of developed countries. Possible causes for this include a lack of in-depth
deliberations between donor and recipient organizations (embassies, aid organizations,
governmental agencies for international exchange, etc.) and the persistence of
stereotypical ideas about international cooperation.

This problem is perceived presumably because the stages illustrated in Fig. 1 have
been presupposed for international cooperation partners in higher education. In other
words, a partner may be positioned as a benefactor rather than a beneficiary, or a
beneficiary rather than a benefactor, depending on whether it gives more than it takes,
and depending on the country's degree of socio-economic development, maturation of
higher education, and so forth. Needless to say, these positions can gradually change as
the country achieves socio-economic development and its higher education system
improves. Nevertheless, as many proponents of the world-systems theory and the
dependency theory have criticized, it is reasonable to assume that the relationship between

developed countries at the core and developing countries on the periphery does not change



easily within the framework of the international creation of knowledge (Altbach 2007,
Wallersteinm 1999). While it is true that more knowledge creation is taking place in
developing countries today than in the past, this is still limited to leading research-
oriented universities, and the range of research and development has not been fully

expanded in developing countries (in this regard, refer to Altbach et al. 2009).

Figure 2: Relationships of international cooperation for higher education

Benefactor, giving benefit to partner

Beneficiary, taking benefit from partner

Source: Drawn by the author based on Kaneko, Kimura, and Yamagishi (2002)

To further examine this point, the author proposes in this paper to adopt two
perspectives: intellectual exchange and development assistance. Accordingly, the author
classifies international cooperation for higher education in developing countries into
intellectual exchange and development assistance (Table 1). Intellectual exchange

includes academic exchange conducted at the level of universities, faculties, laboratories,



and individual researchers, as well as international cooperation conducted through
support provided by organizations charged with the promotion of academic exchange
(such as the Japan Society for the Promotion of Science, the Japan Foundation, the
Fulbright Program, and the British Council). On the other hand, development assistance,
classified into multilateral assistance by international organizations and government-led
bilateral assistance, is provided to developing countries in various modalities such as

technical assistance, non-reimbursable funds, and reimbursable funds.

Table 1 Classification of international cooperation for higher education

_ Intellectual Exchange Development Assistance

Knowledge transfer

Funding

Two-way

- Non-ODA

- Funding often by universities or

- Basically one-way

- ODA (official development aid)

- Funding mainly by developed

organizations in  developed countries; in some cases, funds

countries, in some cases, in secured through collaboration

collaboration with organizations  between developed countries and
in developing countries universities/organizations in

developing countries

Relationship of actors - Equal partnership - Donor-recipient

General period - Mid- to long-term - Short- to mid-term

Source: Created by the author

The two types of international cooperation have some characteristic differences.
Firstly, in intellectual exchange, “knowledge transfer” does not necessarily occur solely

from a developed country to a developing country. Knowledge is often transmitted from



the developing country to the developed country as well. In this sense, the parties are in
a bidirectional relationship. As for development assistance, on the other hand, its main
objective is the transmission of resources possessed by a developed country (such as
knowledge, skills, and funds) to a developing country. This therefore indicates a
unidirectional relationship. Considering this difference, the actors involved in intellectual
exchange are equal partners, whereas in development assistance, a donor-recipient
relationship tends to be emphasized between the actors.

In terms of funding, in intellectual exchange, various funds are collected. In many
cases, funds tend to be provided by a university or organization in a developed country.
In some cases of collaborative projects with an organization in a developing country,
funds are also secured by the developing country. On the other hand, in development
assistance, official development aid (ODA) constitutes the basic source of funds, provided
by the developed country. However, there also cases of development assistance in which
the developed country and a university or organization in the developing country work
together to secure funds. The duration of the project period, which can be related to
funding, tends to be medium- to long-term for intellectual exchange, regardless of the
availability or non-availability (or amount) of funds. Development assistance, which
largely depends on the ODA budget, is often conducted from a relatively short- or
medium-term perspective.

It should be also noted that international cooperation for higher education has
basically taken place within one of these two types thus far, but the actual ongoing
projects suggest an increase in the number of international cooperation projects that
cannot be clearly classified into one or the other.

For example, the most typical example would be the Science and Technology

Research Partnership for Sustainable Development (SATREPS), which Japan has been



actively promoting in recent years. In SATREPS, jointly operated by the Japan Science
and Technology Agency (JST) and the Japan International Cooperation Agency (JICA),
researchers from Japan and developing countries conduct studies together to find
solutions to global problems (relating to the environment, energy, natural disasters
[disaster reduction], infectious diseases, food supply and so forth), and propose problem-
solving measures through research. International and inter-regional cooperation is
indispensable to solve global problems. Developing countries, particularly vulnerable in
the face of global problems, require research and development that closely reflect local
needs to better respond to these problems. Moreover, the integration of knowledge owned
by developing countries and Japan's cutting-edge science and technology is expected to
produce highly positive results®.

Until recently, it has been difficult to expect researchers in developed countries
(especially specialists in natural sciences) to actively take part in development assistance,
since being based in a developing country, where the research environment is often far
from ideal, means that the scientists would be distanced from the front line of international
R&D competition. In research programs under SATREPS, however, working in
developing countries becomes an advantage for scientists due to the conspicuous
manifestation of global problems there, which enable more advanced research. Moreover,
in such research programs, it is essential for researchers from developing and developed
countries to work on an equal footing, sharing each other's knowledge. Such initiatives
have also been promoted by aid organizations of other countries and are likely to spread
in the future. (For example, the US Agency for International Development [USAID] is
promoting programs called Partnerships for Enhanced Engagement in Research [PEER]
in collaboration with the National Science Foundation [NSF] and the National Institute

of Health [NIH]?.)



These programs represent a new model that combines the two types of international
cooperation—intellectual exchange and development assistance—which the author
proposes to call “Intellectual Development Cooperation.” This model, which transcends
the conventional two types of cooperation, proposes a new approach to international
cooperation in higher education, which is accomplished through mutual efforts by
developed and developing countries. To promote international cooperation in this new
form, problems facing developed and developing countries must be accurately grasped,
and how optimally the resources available on either side can be utilized must be
determined to find solutions to these problems, and competencies must be developed that
are necessary to make full use of the resources.

Conclusion

The globalization of higher education is basically a phenomenon that naturally occurs
as society changes. As a knowledge-based society expands beyond its national borders,
students spontaneously move in search of better educational opportunities. In response,
universities offer various programs, trying to attract as many excellent students as
possible. Governments also devise policy measures that support universities and
individual students from the standpoint of building national power or for the purpose of
realizing a culturally enriched society. In this process, as symbolized by the concept of
knowledge diplomacy, the principle of competition is at work between countries that want
to develop or attract quality human resources. Perhaps the globalization of higher
education can be described as a phenomenon that occurs as a result of responses by
universities and governments, influenced by changes in the international socio-economic
environment, to student mobility, which has been a characteristic of university education
since its very beginning.

East Asia is one of the regions where the most dynamic environmental changes are



taking place in connection with the globalization of higher education. Among the higher
education systems in the world, universities in Asia, including East Asia, are expected to
promote globalization most actively, as suggested by the rapid increase in the number of
transnational students in East Asia. Phil Baty, an editor-at-large at Times Higher
Education says in an article that appeared on the website “ReseMom” that, compared to
Europe and North America, Asia will witness an increase in the number of students who
will go on to higher education in the future, as well as in the number of universities that
will focus efforts on research that will create a knowledge economy as a central presence
in the world.

The presence of Asian countries has been growing in political and economic terms
and in the international community. In the future, it would be necessary to conduct studies
to clarify how the geopolitical factors of Asian countries influence the utilization of higher
education in knowledge diplomacy. Phenomena such as the globalization of universities
and the gathering of students of varying backgrounds are already part of knowledge
diplomacy, as well as important developments in the fostering of future actors of
knowledge diplomacy. However, little demonstrative research has been conducted from
such a perspective. It is essential that researchers and practitioners interested in the

globalization of higher education continue further examination of these trends.

Designing systems for quality assurance is essential to improve the quality of higher
education in Asia and ensure that students studying outside their home countries, whose
number has been increasing, can access appropriate educational opportunities. At the
same time, universities must reinforce their administrative and operational abilities and
actively engage in faculty development. In making these efforts, the optimization of

accreditation and credit transfer systems constitutes an area in which the results from the



efforts can be concretely gauged and evaluated. Further efforts are expected in this regard
from the governments and universities in East Asia.

To tackle challenges that lie along the way toward realizing optimal higher education,
it is important to further examine how international competition and cooperation should

be in higher education.

Notes
(1) Network (APQN) and in ASEAN region, the ASEAN Quality Assurance Network
(AQAN) have been established. They are faced with several challenges to overcome
before becoming practically functioning networks. For these challenges, refer to ideas
presented in Kuroda (2013).
(2) Regarding this working group, refer to the report on The First Meeting of the ASEAN
Plus Three Working Group on the Mobility of Higher Education and Ensuring Quality
Assurance in Higher Education (in Japanese) on the MEXT website
http://www.mext.go.jo/b_menu/houdou/25/10/1340245.htm (Retrieved on December 24,
2014).
(3) In her lecture at the international symposium organized by Sophia University in Tokyo
on December 13, 2014, “Higher Education Harmonization and Networking in East and
Southeast Asia: How the AIMS Program Can Contribute to an Emerging ASEAN
Community,” and during the conversation that the author had with her following the
symposium, Prof. Knight pointed to the importance of research into knowledge
diplomacy without reference to the “power” theory.
(4) For higher education costs, refer to the international comparative studies by the Center
for Research and Development of Higher Education at the University of Tokyo (2007).

(5) Needless to say, in developing countries, there is often the problem of unemployment



of the highly educated, since the economy and the job market have not fully developed to
hire them. Nevertheless, in higher education, low-income countries are characterized by
a private earning rate that is far higher than the public earning rate. This clearly indicates
that, in general, those who have finished higher education are far more economically
privileged (Psacharopoulos and Patrinos 2004).

(6) For details of SATREPS, see the program's website: http://www.jst.go.jp/global/
(Retrieved on June 1, 2015)

(7) For details of PEER, see the USAID website: http://www.usaid.gov/what-we-
do/GlobalDevLab/international-research-science-programs/peer (Retrieved on June 1,

2015)
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Abstract
This paper reviews the literature on programmes of multicultural education in initial
teacher training (ITT) in England. England, which has a long history as a multiethnic
and multicultural society, offers significant opportunities for consideration for
multicultural educational design. The issue of educating teachers for diverse schools
and classrooms needs to be addressed urgently (OECD, 2010). Hence, it is significant
to grasp how teacher education offers trainees and teachers the knowledge and abilities
for responding to the diverse needs of pupils. As a primary step for an empirical
analysis on the subject of multicultural education, several future challenges will be

identified in this paper.

Keywords: Multicultural Education, Initial Teacher Training (ITT), England

Introduction

In this globalisation era, the activation and entrenchment of the demographic shift



across borders is progressing. People face salient issues of race, nationality, and ethnicity
in many countries across the world. England, which has a long history of immigration
with migrants derived from a large number of ethnic minority groups (Maylor, et al., 2006,
p. 37) and has been dealing with practical issues of educational achievements at schools
and in local areas since the 1950s, has faced major challenges involving discriminatory
treatment against ethnic minority communities (e.g., Sakuma, 2014, pp. 3-4; Onai, 2004,
pp- 95-96). Table 1 illustrates that the rate of ethnic minority groups of the total population

has increased by 5% (from 7.9% to 12.9%) over the past decade between 2001 and 2011.

Table 1: Ethnic Group in the United Kingdom in 2001 and 2011

Persons Number Percentage (%)
2001 2011 2001 2011

White 54,153,898 55,073,552 92.1 87.1
Mixed / Multiple Ethnic Groups 677,177 1,250,229 1.2 2
Asian / Asian British [Indian, Pakistani, 2,331,423 4,373,339 4.4 7
Bangladeshi, Chinese, other Asian]
Black / Black British [African, 1,148,738 1,904,684 2 3
Caribbean]
Other Ethnic Group 230,615 580,374 0.4 0.9
Ethnic Minorities Subtotal 4,635,296 8,108,626 7.9 12.9
TOTAL 58,789,194 63,182,178

Source: Census, Key Statistics for England and Wales, 2011 & Onai, 2004

Meanwhile, England as a multiethnic and multicultural society, has coped with
varied changes and efforts in regard to integrated education, multicultural education, anti-
racist education, and cross-cultural education from the 1960s to the 1990s. From around
2000s, education at schools in England has taken a more global perspective that might
also be required at other schools around the world. Considering the global context of the
present multicultural condition of schooling at various levels (such as the school, teacher,
and classroom levels), the above mentioned varied policies and practices, which were

experienced in England, will provide opportunities to learn, compare, and think about the



practices of multicultural instructions. Even if these experiences cannot be immediately
applied to other education systems without consideration of the different contexts of the
individual countries, they still offer significant opportunities for consideration for
educational design.

For all situations stated above, the issue of educating teachers for diverse schools
and classrooms needs to be addressed urgently (OECD, 2010, p. 14). Therefore, it is
important to understand what level of challenges teachers face in their everyday
classroom experiences with respect to diversity" such as cultural and ethnic diversity.
Furthermore, how initial and continuing teacher educations provide trainees or teachers
the tools and abilities required to effectively responding to the diverse needs of pupils are
matters of particular significance (OECD, p. 4). As a preliminary step toward empirical
analysis on the subject of multicultural education, this paper reviews the literature on
surrounding multicultural education programmes in initial teacher training (ITT) in
England, and proposes an agenda for future research.

Literature Review
Multicultural Education at English Schools

A number of studies have focused on multicultural education at English schools.
More than one-fifth of the national primary school pupils’ population is multicultural®
(Boyle & Charles, 2011, p. 299): White (76.3%), Mixed (5.1%), Asian (10.4%), Black
(5.6%), Chinese (0.4%), and any other ethnic group (1.6%) in England (DfE: School
Census, 2013). In spite of such a diverse school context, over 97% of teachers are white
in all of England’s regions (Boyle & Charles, 2011, p. 299).

Since the 1970s there has been considerable pressure to introduce multiculturalism
and multicultural education into English schools. Learning languages and cultures of

ethnic minorities at schools was recommended during this period. The following are



problems regarding educational issues in this multicultural school environment: conflicts
of different behavioral patterns and values; racial harassment; linguistically-
disadvantaged situations; the significant gap between white and minority pupils in the
level of learning proficiency at schools; and regional and interschool gaps of multicultural
practices during this period (e.g., Sakuma, 1993; Nakajima, 1997; Onai, 2004). There is
a great deal of complex diverse issues such as language, religion, ethnicity, and race in
both monocultural and multicultural environments. Nevertheless, schools and teachers
may have to carry out multicultural education at English schools as continuing everyday
practices in their school curriculum (e.g., Okumura, 2006). Teacher education needs to
develop multicultural programmes so that teachers can improve their skills and raise their
confidence in teaching in diverse classrooms.

Multicultural Education in Teacher Education in England

Several studies have been made on multicultural practices and provisions® in the
area of teacher education for diversity. However, limited literature is available on the
relation to multicultural education programmes in teacher education in England.

Maylor, Ross, and Rollock (2006) provide insights into the approaches in relation
to diversity and multicultural provisions in schools and ITT adopted by six case studies
in England. Each case study consisted of an in-depth interview with the persons
responsible for multicultural provisions in order to find evidence of good multicultural
practices in both monocultural and multicultural environments (pp. 37-38).

First, one of their cases is Multiverse, which established by the Teacher Training
Agency (TTA) in 2003. It is a national 3-year professional resource network project
composed of eight ITT institutions in England (Maylor, et al., 2006, p. 39). Multiverse
targets the improvement of standards to prepare trainees to teach in a multicultural society

through supporting ITT institutions’ practices such as on-line teaching and learning



resources, regional workshops, and conferences (pp. 39-40). The multicultural resources
deliver opportunities to share good practices for ITT institutions and trainees to
effectively teach pupils from multicultural and ethnically diverse background.

Next, the two cases below illustrate multicultural projects and modules in ITT, and

details on the two cases are provided in Table 2.

Table 2: Details of Case Studies

ITT institution Region/community Multicultural provision interviewees
Springfield College East of England/ Culturally Diverse Teaching Head of teacher, tutors
(undergraduate) predominantly white Placement project (2004-5)

Woolmer University London/ Identity and Equal Opportunities ~ Director of programme
(postgraduate) multiethnic module (2005-6)

Source: Maylor, ef al., 2006, pp. 39-42

In the first case, Springfield College encountered difficulties in developing trainees’
awareness of multiethnic diversity, particularly in the first year of their studies, because
most of trainees who attended the college are recruited from white monocultural
communities (Maylor, et al., 2006, p. 40). The Culturally Diverse Teaching Placement
project allows trainees to encounter culturally and linguistically diverse schools. Through
this project, the ITT institution came to understand that work with multiethnic schools
generates awareness of multiethnic diversity among trainees, and can support trainees to
feel comfortable and gain confidence in working in a multicultural environment (p. 41).

The second case of Woolmer University explains that trainees from diverse
backgrounds studying in ethnically diverse areas also need to generate their awareness of

diversity. The Identity and Equal Opportunities module® emphasizes on valuing



individual identities, multicultural issues, as well as raising trainees’ awareness of
teaching in diverse settings. Through this module trainees are encouraged to think about
diversity, what is demanded for working in multicultural contexts of schools, and respect
and equal treatment of diverse pupils (Maylor, et al., 2006, p. 42).

The case of Multiverse and these two ITT cases in both monocultural and
multicultural areas in the above study suggest that ITT institutions recognise their
deficiencies in multicultural provisions and in meeting pupil's broad needs. Therefore,
ITT institutions deem it necessary to improve implementation and initiatives of
multiculturalism for their trainees. The efforts of Multiverse and the ITT project and
module are evaluated well with respect to arrangement of an easily accessible
circumstance, and offer valuable information in understanding multicultural education
and diversity for teachers or trainees.

The following four assignments will be examined further. First, trainees have less
consciousness of the understanding of multicultural education in either monocultural or
multicultural society. Second, the efforts centrally focus on trainees’ awareness of
multiethnic diversity. Third, trial implementations of the ITT project and module remain
a low priority in the ITT curriculum, and might end up as unusual and extraordinary
experiences. Fourth, whether access to the information and resources are engaged or not
are left to the judgment of the individual teachers or trainees. Further effort will be
required from ITTs to promote the spread of multicultural opportunities, and offer
sustainable multicultural knowledge and experiences.

Besides, although it does not conduct study with trainees in ITT, Atkins and Craft
(1988) report an evaluation of the national programme of short courses for training
teacher educators in multicultural education in ITT and in-service teacher education (p.

81-83). The University of Nottingham undertook the programme for teacher educators



for their developments in 1982, and then almost forty ITT institutions joined the
programme. The purpose of the evaluation was to assess the impact of the programme,
and three stages of questionnaires were conducted at the beginning, at the end of the
course, and nine to twelve months after completing the course (p. 83). The evaluation
stressed the absolute need for resources, expertise, and good practices for multicultural
education for more effective design of future courses (p. 90). Many participants
demanded further professional development in the field of multicultural education:
greater knowledge of specific topics or issues (e.g. cultural differences); continuing
updating on issues, policy and practice; and further training in curriculum innovation
strategies (p. 90). Teacher educators also need to develop multicultural perspectives and
experiences so that trainees or teachers can receive appropriate programmes in teaching
in a diverse school context.
Multicultural Education in Teacher Education in the OECD Countries

The OECD Centre for Educational Research and Innovation (CERI) project
Teacher Education for Diversity (TED) aims to show how teachers were prepared for the
increasing diversity of classrooms, and identifies the common benefits and tasks through
which OECD countries experience their teacher education in response to increasing
cultural diversity (Burns & Shadoian-Gersing, 2010, p. 20). The analysis broadly focuses
on three fields: (1) pre-service teacher education (initial teacher training, i.e. ITT); (2) in-
service teacher education; and (3) training for teacher educators. A part of this study
describes case studies of teacher education itself and the specific strategies teachers
utilized as a means to diversify classroom across several OECD countries, such as New
Zealand, the Netherlands, the United States, Italy, and Spain. Although the above study
does not include the case of England, it gives some notions and ideas about what works

in teacher education for diversity. In order to support the literature and practices about



multicultural education in ITT in England, some cases from among the above OECD
countries, which focus particularly on the ITT curriculum, are picked up and overviewed
in this paper.

In one of these OECD examples, Milner [V and Tenore (2010) discuss insight into
considerable features of curriculum planning and development for teacher education for

diverse pupils in the United States.

The task of preparing teachers for the diversity they will face in P-12
schools® is shaped and grounded in a range of complex realities in United

States society and in education (p. 166).

This study focuses on a preparatory education curriculum for trainees to be successful
with diverse learners at schools, and provides a set of principles for teacher educators in
the process of the ITT curriculum planning and development (pp. 164-165). To assist with
analysing the work of curriculum planning and development, Jackson’s (1968) defined
three essential concepts: a preactive phase, an interactive phase, and a
postactive/reflective phase are employed (pp. 168-170). On the basis of these concepts,
the above study demonstrates the three principles in which teacher educators should make

consideration during the three steps of curriculum planning and development are provided

in Table 3.



Table 3: Curriculum Planning and Development Principles

Preactive Phase

Principle I: Teacher educators think not only about who their teacher education students are, but also
about the identities of P-12 school students the teacher education students will teach.

Interactive Phase

Principle 2: Teacher educators enact the preactive plan by deliberately responding to the nuanced
needs of the students during the lesson.

Postactive Phase

Principle 3: Teacher educators reflect upon the extent to which their preactively planned lessons are
effectively enacted, the extent to which they have been responsive to the learning needs of their
students during the interactive phase, and they consider future directions for curriculum planning and
development.

Source: Milner IV & Tenore, 2010, p. 179

This study indicates ITT institutions and teacher educators need to take account of
several questions not only about particular needs, experiences, and strengths of the
trainees who receive teacher trainings, but also about those of pupils with whom the
trainees will teach in the curriculum planning and development. Cautious, reflective, and
responsive curriculum planning and instructions based on the three active stages are
required so that ITT institutions foster trainees who are able to negotiate complicated
challenges with pupils from diverse background (p. 179). On that basis, a future challenge
will be to understand what to provide in regard to the contents of a preparatory education
for diversity or multicultural education.

In another OECD example, Essomba (2010) analyses the status and role of
diversity issues in the curricula of four ITT institutions in Spain. The study initially looked
at the challenges surrounding teacher education and the background of diversity in Spain.
The education system has not historically acknowledged diversity, which means diversity
in the classroom is perceived more as a problem than as an opportunity (p. 222). Thus,

ITT institutions have not offered substantial teacher training for the trainees to manage



diversity at schools (p. 223).

The increasingly central role of diversity within the educational system means
that teachers must be trained in order to build their capacity and professional

competencies in this area (p. 224).

In this situation, most expectations and resources are directed to ITT for diversity. The
Spanish Ministry of Education and Science acquires 18 core competences for primary
education that trainees have to achieve by the end of teacher education (Essomba, 2010,
pp. 227-228). Two of these core competences are directly related to diversity as follows.
1) Designing and implementing learning opportunities in diversity contexts, while
being attentive to the special needs of students, gender equality and respect for
human rights according to the values of citizenship education.
2) Leading situations of language learning under efficacy criteria within
multicultural and multilingual contexts (p. 228).
Although all ITT institutions are required to cover diversity issues in the curriculum, a
reform of Spanish teacher education is currently undergoing from around 2000s. Then
four ITT institutions, which focus on diversity in ongoing new teacher education curricula,
were selected in this study on Spain’s education. By the listing of diversity contents in the
curricula at four universities, the study works out the current conditions: “the percentage
of courses on diversity available to...” (Essomba, 2010, p. 229) all trainees is low because
of mostly optional courses, and the diversity is still ““...seen as a problematic deficit for
which to be compensated instead of an opportunity for the enrichment of all.” (p. 230)
The challenges presented in this study on diversity in surrounding teacher

education are of use in understanding difficulties of moving from theory to practice in



diversity issues. As Essomba pointed out that diversity is the context but not the content
at the moment (p. 230), the development of explicit content concerning diversity in the
ITT curriculum needs to be addressed in the future.

Additionally, little research exists on the importance of attracting and retaining
diverse teachers and trainees, as well as of the necessity of focusing on teacher educators
and the training they receive. In the conclusion of the OECD project TED, it clarifies
three areas that require further research: (1) the education of teacher educators to support
trainees and teachers facing diversity issues; (2) the factors involved in improving
attraction and retention of ethnically diverse trainees and teachers; and (3) the attraction
and retention of highly qualified teachers in ethnically diverse schools (Burns &
Shadoian-Gersing, 2010, p. 288-289).

Moreover, according to an online consultation with practitioners in diverse
classrooms in 2008 (OECD, 2010, p. 34), a majority of trainees and teacher educators
think their teacher education programmes cover some sorts of diversity issues. However,
some findings show the lack of preparation to effectively tackle diversity issues as in the

classroom described below.

47% of student teachers, 51% of teacher educators and 66% of teachers who
responded judged that current teacher education is preparing teachers to be
not at all or only somewhat well-prepared to effectively handle diversity

issues (p. 34).

The results indicate the need to improve the design and progress of teacher training and

professional development opportunities with respect to diversity issues.

Although these previous studies reveal the importance of developing multicultural



awareness and practices in teacher education, it remains a matter of research and
discussion as to how multicultural programmes in teacher education can be effectively
prepared for teachers and trainees for their practices in an ethnically diverse classroom.
Accumulation of multifaceted and empirical approaches within future studies will lead to

accomplished multicultural provisions and practices.

Concluding Remarks

So far this paper has reviewed the literature on multicultural programmes in ITT in
England. It is reasonable to view ITT as a preparatory education before becoming a
teacher that is incredibly important for working in diverse school contexts within a
multicultural society.

As a result of the findings from previous studies, several future challenges of
multicultural programmes in ITT in England should be addressed. The first challenge is
how to address the need for understanding of the actual nature of the content and its
relation within multicultural education programmes. It is necessary for effective
development of explicit content itself concerning multicultural education in the ITT
curriculum. The second challenge is how to develop trainees’ abilities to maximise the
effect of the content in the ITT curriculum, while the cases of Multiverse and the ITT
project and module in England are centered on developing trainees’ awareness of diversity.
The third challenge is how to carefully analyse the implications from the political and
theoretical contexts in connect to the practical contents and needs with respect to diversity,
as a gap between policy and implementation of multicultural education is pointed out
(Essomba, 2010, p. 227). Final challenge is regarding how to pursue the reflective process
of the planning, implementation, and assessment of multicultural education programmes

(such as preactive, interactive, and postactive phases), as the lack of rigorous empirical



research on teacher education for diversity, and the absence of empirical evaluations and
effects of the programmes developed to support teachers in addressing diverse classrooms
are pointed out (Burns & Shadoian-Gersing, 2010, pp. 44-45). The effective process of
the planning, implementation, and assessment of multicultural education programmes
will take a great deal of teacher educators’ professional development in creating the ITT
curriculum. From these points, a more detailed and sophisticated examination of effective

multicultural programmes in ITT in England needs to be conducted.

Notes

This working paper is reproduced from [http://www.schoolexcellence.p.u-

tokyo.ac.jp/cms/wp-content/uploads/2015/06/Y-wpO01.pdf].

This research was supported in part by a grant, Youth Scholar Training Program from

Center for Excellence in School Education, Graduate School of Education, The

University of Tokyo.

(1) The term of ‘diversity’ has broad-ranging of definitions; however, in this paper the
term ‘diversity’ is defined as meaning the linguistic, cultural, ethnical, racial, and
religious diversity.

(2) This term of ‘multicultural’ means diverse ethnic communities at schools excluding
‘white’ pupils.

(3) Multicultural practices and provisions are defined in this paper as various efforts or
opportunities for multicultural understanding that teacher training providers prepare
and offer for their trainees and teachers.

(4) A module is one of the separate units or course works in the curriculum at the
university in England. Usually university students choose a number of modules to

study.



(5) P-12 schools are schools that serve pupils from pre-kindergarten through the final

year of compulsory schooling in the United States.
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Abstract

This article aims to comparatively analyse parental participation systems in school-
running in Japan and England from the perspective of how parental responsibility and
parental wills are reflected and realised in school-running. First the author classifies
parental participation systems at both local authority and school level in each country.
The author secondly describes the actual situations in England through his observation
of 5 meetings of school governing body and its committee, focusing on its agenda and
procedure, the role of a chair of governors and a clerk, the difference between a full
governing body and a committee meeting and characteristics of the good governing
body. The author thirdly deals with Schools Forum in England through interviews with
a chair and an officer, examining how it chooses or elects its members in paying
attention to the wills of parents. The author argues additional research is needed to
further consider whether or not these systems in England can collect and reflect parental
voices in school-running, whilst there are more various systems for parents to be

involved in England than in Japan.

Keywords: Parental Participation System in School-running, Japan and England, School

Governing Body, Schools Forum
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Development of a Mental Health Literacy Program
for Secondary School Students and Its Effects:
In-school Mental Health Literacy Education
Yasutaka Ojio
With the assistance of Ms. Yuko Kitagawa and Ms. Naomi Inagaki

The University of Tokyo

Abstract

Objective: Adolescence is the period when the onset of mental illnesses becomes frequent.
Providing adolescents with education about mental illnesses and how they are treated may
help adolescents recognize any mental difficulties they may be suffering and promote
appropriate help. In Japan, however, few mental health education programs have been
developed for adolescents and limited studies have investigated their effects. In the
present study, we developed a concise, school-staff led mental health literacy (MHL)
education program for secondary school students and examined its effect.

Method: The program was given by a full-time school teacher. The objective of the
program was to provide students with an opportunity to learn the symptoms of mental
illnesses, to understand common mental disorders in adolescents and to encourage them
to seek appropriate help if they are suffering from mental difficulties. The evaluations
were conducted before and immediately after the program, using a self-report
questionnaire. The participants comprised 118 grade-9 and 120 grade-11 Japanese
students.

Results: A significant effect was observed on knowledge of mental illnesses and their



treatment. Attitudes to seeking help and assisting peers also improved after the program.
Conclusion: These findings suggest that concise, school teacher led program might help

improve mental health literacy in adolescents.

Keywords: mental health, health education, school

1. Introduction

1.1. Mental Health Literacy Education and Prevention of Mental Illnesses

Most cases of mental illnesses begin prior to the age of 25 years (Kessler et al.,
2005, Jones, 2013). It is therefore crucial for adolescents to have appropriate knowledge
and beliefs about mental health problems that will help their recognition of, coping with
and prevention of the problems. Such knowledge and beliefs are referred to as mental
health literacy (MHL) (Jorm, et al. 1997, Jorm. 2012). In particular, it is important that
students develop the capacity to seek appropriate help for any mental health problems.
Help-seeking requires a multistep decision that leads an affected individual to: a) identify
the problem, b) acknowledge the necessity of help and/or treatment of the problem, c)
understand that mental illnesses are treatable, and d) be motivated to seek help and/or
treatment (Santor, et al., 2007, Gulliver, et al., 2010). To acquire the knowledge and
beliefs necessary for these steps, MHL education is necessary for students during
adolescence. Since most adolescents spend most of their time at school, schools may be
the best place to provide such education (Hendren, et al., 1994, World Psychiatric
Association 2005, Wei et al., 2011), and programs for use in schools have been developed

in several countries (Wei, et al., 2013, Ojio, et al., 2013, Yamaguchi, et al., 2011).



1.2. Current Status of MHL Education in Japan

In Japan, however, mental health education is rarely provided in schools, including
elementary, junior and senior high schools. It is especially striking that current school
health textbooks, which follow the curriculum guidelines of the Japanese government,
contain nothing about mental illnesses (Ojio, et al., 2013). Before 1982, health textbooks
for high-school students included detailed explanations of mental illnesses (the names of
diseases were listed along with their major symptoms) and also noted the increasing rate
of psychiatric hospitalization at the time. The Eugenic Protection Act of the Japanese
Government at the time, which aimed to prevent the genetic reproduction of mental
illnesses, was also explained in the textbook (Imamura, et al., 1963). This content was,
however, totally removed in 1982, to reduce the volume of the curriculum in the
elementary school and the high school (National Institute for Educational Policy
Research) . This policy of curriculum volume reduction on mental health related topics
was adopted to reduce the psychological stress of students who were facing stiff academic
competition to enter the more socially respected high schools and universities, which was
considered a tough goal for most Japanese students at the time. As a result, knowledge of
mental illnesses is generally poor in Japanese adolescents, although a few studies have
investigated the issue; and has been shown to be poor in adults, which may be related to
lack of mental health education during their school years (reviewed by Ando, et al., 2013).
Furthermore, most Japanese people have few opportunities to learn about mental illnesses
even after leaving school. In general, Japanese people tend to consider that the major
cause of mental illnesses is private psychosocial factors, including weakness of
personality, and ignores biological and biosocial factors (Kurumatani, et al., 2004,
Nakane, et al., 2005, Tanaka, et al., 2005). In addition, the majority of Japanese people

tend to maintain a large social distance from individuals with mental illnesses (Mino, et



al., 2001, Katsuki, et al., 2005). Previous study considered the effectiveness of the
describing mental illnesses in health textbook before 1982 and after 1982. The author said
that the mental health education before 1982 might have several negative effects on the
image of mental illnesses, while no describing and no education of mental illnesses at all
might also connect to a feeling of dread or fear toward person with mental illnesses
(Nakane and Mine., 2013).

To improve this situation, we have developed a school-based education program
on mental health and illnesses. In the present paper, we explain the content and effects of
the first version of the program, which is currently being improved for the next version.
In developing the program, we tried to make it concise and able to be taught by school
teacher. The reason for this was to make the program feasible and sustainable in most
fields of school education (Han & Weiss, 2005, Santor & Bagnell, 2012). The schedule
in Japanese schools is very tight due to the heavy demands of regular curriculum and
events such as sports and cultural activities, and preparation for entrance examinations to
higher level schools. If the program was long and required several hours to teach, many
schools would not be able to employ it. Further, if the program needed to be taught by
health professionals outside the school, that would also likely hinder its application, given
that schools may not be able to find an appropriate person to teach the program. We
therefore tried to develop a program that could be taught in two 50-minute sessions, by

school nurses in the Japanese school health system.

1.3. The School Nurse (Yogo Kyoyu) System in Japan
Under the Japanese government act on school health (Ministry of Education,
Culture, Sports, Science and Technology), all Japanese schools from elementary to junior-

high school (from grade 1 to grade 9), both public and private, must have a full-time



school nurse (yogo kyoyu) assigned as a member of the school staff. “Yogo” means
nursing and “Kyoyu” means teacher in Japanese. Senior-high schools are also
recommended to have full-time school nurses (yogo kyoyu) under the act but it is not
mandatory. “Full-time” means that one or two school nurses are assigned to each school
to stay and take care of the students’ health every day. The number of school nurses in
each school is usually one, but can be two according to the number of students in the
school. Yogo kyoyu are usually stationed in the health-care room of schools and give first
aid to students who visit the health-care room for physical or mental health problems and
injuries. They conduct annual health check-ups of students, with the cooperation of
physicians and dentists (of usually private practices) in the school area, which provides
good opportunities for yogo kyoyu to understand the health condition of each student.
They are also licensed to give classes or courses of health education to the students,
although this is not mandatory.

In recent years, demands to take care of the mental health needs of students have
rapidly increased in Japanese schools, and accordingly, the role of yogo kyoyu in mental
health care has also become more important. A substantial portion of students who are
not able to stay in their classrooms due to mental problems, victimization by bullying and
other reasons, spend substantial amount of time in the health-care room during their time
at school. In the health-care room, they not only receive mental health support but also
carry out their regular academic school tasks. This is referred to as “health-care room
schooling (hoken-shitsu toko)”. The number of such students has increased in recent
decades. Yogo kyoyu take care of these students, often very intensively, with cooperation
from other teachers, school counselors (usually part-time), families and sometimes
medical staff outside the school. Against this background, we considered that, in Japan,

yogo kyoyu were the best candidates for delivering our mental health education program



to students.

1.4. Principles and Content of The Program

The mental health literacy (MHL) education program we developed for secondary
school students is designed to address the current status of mental health education in
Japanese schools. The program was developed by a collaborative team consisting of
psychiatrists, public health nurses and yogo kyoyu, to be delivered by yogo kyoyu in
secondary schools. The yogo kyoyus were trained for delivery of the program in their
schools by one or two of the authors (YO and TS). The objective of the program was to
provide an opportunity for students to learn about the symptoms of mental illnesses that
are frequent in adolescents, to understand that mental difficulties are not rare in
adolescents, and to encourage them to seek help when they are in difficulty.

Table 1 summarizes the content of the program. The program consists of two 50-
minuites sessions. The sessions, Lesson 1 and 2, are given one week apart. The program
include teaching instruction, animation and group discussion. The animation in Lesson 1
is developed for the program. The animation has two features. First, it is concise, being
six minutes long. Second, the characters and background of the animation are friendly
and use softly-color. The animation covers three topics. First, mental health problems are
common. Second, mental health problems are closely associated with life style including
sleep habits. Third, it is important for adolescents to seek help when they have the mental
health problems. Another animation which is used in Lesson 2 lasted for approximately
4 minutes per unit, and was taken from the website of the Ministry of Health, Labor and
Welfare of Japan (http://www.mhlw.go.jp/kokoro/youth/movie/b/index.html), which
provides animations explaining the symptoms of a number of mental illnesses, including

major depression, schizophrenia and panic disorder and others. In the present program,



the animations for major depression and schizophrenia are used. The goal of Lesson 1 is
for students to understand that mental health problems and mental illnesses are not rare
in adolescents and being closely associated with lifestyle including sleep habits. The goal
of Lesson 2 is for the students to understand that the signs and symptoms of mental
difficulties and illnesses and how they should behave when they themselves or their peers
are suffering from mental difficulties. Recognition of the problem is the first step in
seeking help from an appropriate professional, and essential to avoid delay in help-
seeking (Gulliver, et al., 2010). The contents of Lesson 1 include general explanations of
mental illnesses, including prevalence, onset age, risk factors, treatability and possibility
of recovery, and frequent symptoms in adolescence in lecture style. Frequent
misunderstandings about mental health problems are also explained. The closely
association between mental health problems and sleep habits is shown using the
animation. The contents of Lesson 2 include that typical adolescent cases of major
depression and schizophrenia in their initial phases are shown using the animation. The
mechanism of their symptoms including the function of neurotransmitter or hormone
imbalance in the brain is also explained using the diagram. At the end of the lessons, the
students engaged in group discussions for about 15 minutes, in which they are asked to
think about appropriate solutions that would help them when if they were suffering from

mental health problems.



Table 1. Teaching methods and main contents of the program

Instruction Animation Group discussion
Explanation of mental illnesses
(prevalence, onset age, risk
factors, treatability and Showing the association

Ig(s):l)ﬂl)l possibility of recovery, frequent between mental health
symptoms in adolescence) and  problems and sleep habits
frequent misunderstandings
about mental illnesses
Showing the mechanism of Sharing their ideas of
their symptoms including the Showing typical solutions that help
Lesson 2 . : .
(50min) function of neurotransmitter or ~ symptoms of depression  adolescents who are
hormone imbalance in the and schizophrenia suffering from problems
brain. with mental health.

Goal of Understanding that mental health problems and mental illnesses are not rare.
lesson 1 Understanding mental health problems are closely associated with life style.

Understanding the signs and symptoms of mental problems and illnesses.
Understanding how they should behave when they themselves or their peers are
suffering from mental problems.

Goal of
lesson 2

2. Method
2.1. The Pilot Study and Evaluation of The Program
The study of the program was conducted from November to December, 2014. The
participants comprised 118 grade-9 students (59 males and 59 females, aged 14 to 15
years) and 120 grade-11 students (all females, aged 17 to 18 years) of each secondary
school in Tokyo, Japan. The two lessons were given once a week over a 2-week period at
the health education class by the full time yogo kyoyu (school nurse). Students were

allowed to stop participating in the program if they experienced any discomfort.

2.2. Evaluation of The Effects

The students were asked to answer the same questions one week before the first
session of the program (pre-test) and at the end of the second session (post-test) to
evaluate the effects of the program. The first part of the test comprised 10 questions on

general knowledge about mental health and illnesses (Table 2). These questions were to



be answered “true”, “false”, or “Don’t know”. The second part of the test was about two
case vignettes of major depression and schizophrenia (according to the DSM-IV criteria).
Having read the vignettes, the students were asked the following: 1) to indicate whether
the person in the vignette was suffering from no or any mental illness, including major
depression, schizophrenia, eating disorder and social phobia (Table 3), 2) to select from
the four-point scale ranging from “extremely unlikely” to seek help to “extremely likely”
to seek help in Tables 3 and 4 the most accurately option for major depression and
schizophrenia, respectively, if the students had this problem, and 3) to select from the four
point response scale from “strongly agree” to “strongly disagree” for each 6 options
including (1. I would not know what to do., 2. I would advise him or her to change their
behavior., 3. I would avoid conversation with him or her, 4. I would recommend
professional care, 5. I would talk to someone who can be trusted., and 6. I would listen
for details of his or her condition.) in response to major depression and schizophrenia,
respectively, if their peers had this problem. The vignettes were similar to those in Jorm
et al. (1997), but were made more concise to make them easier to read. The effects of the
program were evaluated by comparing rates of the correct or appropriate answers to the

questions in the post-test with the rates in the pre-test.

2.3. Ethical Aspect
This study was approved by the University of Tokyo Human Research Ethics

Committee.

2.4. Data Analysis

Non-parametric paired-samples tests (Wilcoxon signed rank test and McNemar’s

test) was used to compare the knowledge and the student’s attitude (or selection of



appropriate behaviors) for each question between pre vs. post tests, considering the
distribution of the data. The level of significance was set at p < .05. SPSS version 22.0

for Mac (2012) was used in the statistical analysis.

3. Results of The Pilot Study
3.1. Participants
Of the 118 grade-9 students, 108 students (91.5%; 53 males and 55 females) and
of'the 120 grade-11 students, 120 students (100%; all females) participated in the lessons
and completed the pre- and post-tests for the evaluation. None of the students withdrew

during the lessons.

3.2. Effects on Knowledge and Beliefs

The rates of correct answers to the 10 questions on general mental health literacy
were significantly elevated after the program had been given, with a mean / median
number of correct answers of 7.4 / 8.0 out of 10 in the post-test, compared with 4.0 / 4.0
in the pre-test (p < .001). Similar results were found for the total score (the number of
correct answers) in Grade 11 students; 5.3 / 6.0 in the pre-test vs. 8.1/ 8.0 in the post-test

(p <.001).



Table 2. Rates of correct answers to the questions on knowledge of/beliefs about mental illnesses and
their treatment (n=94; 47 males and 47 females)

Rates % (n) of correct responses

Grade 9 (n=108) Grade 11 (n=120)

Statement Pre-test Post-test Pre-test Post-test

Around 20% of the population
experience mental illnesses in their T~ 26.9 (29) 94.4 (102)*** 42.9 (48) 78.1 (89)***
lives.
Most people with mental illnesses
meet the criteria for their illnesses,
with first onset usually in their
teens.
Incidences of most mental
illnesses sharply increase in T 25 (27) 59.3 (64)*** 27.7 (31) 53.5 (61)***
adolescence.

Mental illnesses are caused by
weakness or a bad personality
People with mental illnesses can't
go to school because of being
unable to take a train by their
symptoms.

Lifestyle, including sleep habits,
has an effect on prevention and T 57.4(62) 92.6 (100)*** 75.9 (85)  98.2 (112)***
recovery of mental illnesses.
Personal relationship, including
bullying, has an effect on
prevention and recovery of mental
illnesses.

Somatic symptoms including
fatigue, abdominal pains and
nausea may occur as early
symptoms of mental illnesses.
Most people with mental illnesses
are unpredictable and dangerous.
Medication improves many mental
illnesses.

*p <.05, ** p <.01, *** p <.001 (Comparison of post-test with pre-test)

T: True, F: False

F 343(37) 593 (64)**  259(29)  57.9 (66)***

F o 40.7(44)  83.3(90)*** 563 (63)  90.4 (103)***

F 49.1(53)  89.8 (97)***  68.8(77)  98.2 (112)***

T 80.6(87) 82.4 (89) 92 (103) 89.5 (102)

T 315(34) 50 (54)** 49.1(55)  72.8 (83)***

S

38.9(42) 71 (76)*** 67 (75) 86.8 (99)**

T  148(16)  55.6 (60)**  29.7(33)  87.7 (100)***

3.3. Recognition of Mental Health Problems and Selection of Appropriate
Solutions
Tables 3 and 4 show the rates of students who selected the appropriate diagnosis of
in the two vignette cases and the appropriate solutions for those problems, respectively.
At the pre-test 41.7% / 47.5% and 7.4% / 10.0% of Grade 9 / Grade 11 students selected

the correct diagnosis for the vignette cases of major depression and schizophrenia,



respectively. The rate of the correct answers significantly increased at the post-test (94.7%
/94.2 % and 95.4% / 91.7% at the post-test (p <.001 and p <.001) for major depression
and schizophrenia, respectively). The rates of indicating the intention to seek help also
increased significantly (p <.001) in the post tests, compared with the pre-test (Tables 3
and4). The rates in Grade 9 / Grade 11 students were 64.8% / 62.5% and 63.0% / 57.5%
in the pre-test and 77.8% / 83.3% and 77.8% / 80.0% in the post-test for major depression

and schizophrenia, respectively.

Table 3. Answers to the questions about vignette of a major depression case

Rate % (n) of the correct responses

Grade 9 (n=108) Grade 11 (n=120)

Pre Post Pre Post
a. Rate. of students who indicated the correct name 417 (45) 94.7 47.5 94.2
of the illness ' (89)*** (57) (113)***

62.5 83.3
(75) (100)***

b. Rate of students who indicated help-seeking
intention in the problem described.

*p<.05, ¥ p <.01, *** p <.001 (Comparison of post-test with pre-test)

64.8 (70)  77.8 (84)*

Table 4. Answers to the questions about vignette of a schizoprenia case

Rate % (n) of the correct responses

Grade 9 (n=108) Grade 11 (n=120)

Pre Post Pre Post

a. Rate of students who indicated the correct 95.4 91.7
name of the illness 748 (103)*** 10.0(12) (110)***

b. Rate of students who indicated help-
seeking intention in the problem described.

*p<.05, ¥* p <.01, *** p <.001 (Comparison of post-test with pre-test)

63.0 (68)  77.8(84)%*  57.5(69) 80.0 (96)***

Intention of helping peers with mental health problems

Figurel showed the rates of selected “strongly agree” or “agree” toward each items
about the actions they might take if their peers were suffering from mental health
problems. The rates of students who selected “strongly agree” or ‘“agree” to the
appropriate behavior (4. I would recommend professional care, 5. I would talk to someone
who can be trusted., and 6. I would listen for details of his or her condition.) increased

after the lessons (Figurel) for major depression and schizophrenia, respectively.



Figure legends:

Figurel. Rate of the answer to the each question, “How likely it is that you would do each

of the following 6 items if your peer had the problem described?”

(1. I would not know what to do., 2. I would advise him or her to change their behavior.,

3. I would avoid conversation with him or her, 4. I would recommend professional care,

5. I would talk to someone who can be trusted., and 6. I would listen for details of his or

her condition.) The gray bar depict the result of pre-test, and the black bar also represent

the result of post-test
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4. Discussion

We developed a concise, school staff-led mental health literacy (MHL) program for
secondary school students and found significant effects. The effects were evaluated by
comparing rates of correct or appropriate answers to a questionnaire immediately after
the delivery of the program with the answers before the program both Grade 9 and 11
students. Knowledge and beliefs about mental health/illnesses and their treatment and
also the intention to seek appropriate help and to support their peers with mental health
problems were significantly elevated following the program. There have been few studies
of school-based mental health literacy (MHL) education programs in Japan. To our
knowledge, a couple of investigators have been engaged in this area, however, with no
publications and therefore with no detailed information available. As a result, we recently
developed a school-based MHL program for Japanese secondary school students to bridge
the gap in this important but under addressed area in Japanese secondary schools. Out
goal for the development of the program is to make it concise and school staff-led,
because these may lead to the program being employed in a greater number of schools in
Japan.

To our knowledge, there have been a very limited number of school-based MHL
education programs of this short length for adolescents. Pinfold et al. (2003) developed a
concise school-based MHL program of two 60-minute sessions, and examined its effect.
The program dealt with knowledge about mental illnesses and psychiatric care and the
stigma toward mental illnesses. Their program employed a short video, lecture, and
information leaflets. A short talk with people with mental illnesses was also included in
the program. The program had a significant positive effect on knowledge about and
attitude toward mental illnesses in the adolescents, which may be similar to the present

study. What was different between their program and the present program however was



the person who taught the program. Their program was delivered by mental health
professionals from outside the school.

Most school-based MHL programs developed thus far have been professional-led
(Wei, et al. 2013., Ojio, et al. 2013.). A small number of school staff-led programs have
been developed (Petchers, et al. 1988, Rahman et al. 1998, Naylor, et al. 2009, Kutcher,
et al. 2013). Naylor, et al. (2009) developed a school staff-led MHL program on
knowledge and beliefs about mental illnesses and stigma toward them. The program was
administrated by teachers responsible for pastoral care. The program consisted of six 50-
minute sessions on mental health issues common to young people. The effect of the
program was examined in a simple non-randomized pre-/post-test control group design,
and a significant effect was observed on knowledge and attitudes. Naylor et al. (2009)
and ours may both show that the programs given by school staff could be as effective as
those given by mental health professionals, while for this, the school staff may need to be
trained to become familiar with mental health issues through training sessions. A
difference between the two studies was the length of the program. While the program in
the present study consisted of two 50-minute sessions, the program in Naylor et al. (2009)
comprised the six sessions. The MHL program in MindMatters from Australia is also
school-staff led, but it is left up to each school and teacher to decide how many hours to
spend teaching the program (Wyn, et al., 2000, MindMatters).

MHL programs which are delivered by school staff, especially by school nurses,
may have several advantages compared with programs delivered by heath professionals
outside the school, such as physicians and public health nurses. Classes implemented by
school nurses may encourage students to seek help from school nurses directly for mental
difficulties. This may be especially true in the Japanese system where the school nurses

(yogo kyoyu) are full-time, being stationed every day at the same school. Another



advantage is that yogo kyoyu are likely to be able to deliver the mental health program
with careful consideration for needs of students who have mental health programs
because yogo kyoyu observe students’ health regularly.

Several limitations may be noted in the present study and the program. The number
of the participants (students) was small and they were all from one school in Tokyo. The
effects of MHL programs may be associated with baseline characteristics of the students,
such as intelligence, academic capacity, and socio-economic status. The effect was
examined without a control group. We should conduct the evaluation of the program with
more robust design including Cluster Randomized controlled trial. To test the effect, we
used a brief self-report questionnaire, which was originally developed for this study and
not tested in a large number of adolescents. The limitation of pen-and-paper assessments,
which suffer from potential social desirability bias, may also be noted. The yogo kyoyu
who gave the lessons in the present program were interested in mental health and might
have background mental health knowledge. Without training the school staff, the effect
of the program may not be generalized. The effect on the help-seeking intention may
however be interpreted with caution. Although the students better understood the
importance of help-seeking than before the program, whether they actually seek help
when they have mental health problems was not evaluated. The actual behavior may be
related with stigma or feeling shy/embarrassed for seeking help for that kind of problems.
Change of such feelings (or stigma) is an important focus of the MHL education program
for adolescents. We are partly revising our program considering this issue. Videos of the
patients who have experienced mental illnesses may be used as a potential approach to
address stigma. Another caution may be regarding the effects for the mental health
literacy education and its effects. Several studies showed the education of mental illness

might have some negative impacts on the belief or attitudes. Romer and Bock (2008).,
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and Yamaguchi, et al. (2013) reported that direct contact without any quality control may
sometimes strengthen negative beliefs and attitudes. Future studies are needed to consider
whether qualified direct contact or Video lectures affect knowledge and attitude regarding

both the positive and negative aspects for mental illnesses.

5. Conclusions

In summary, we have developed a concise, school-staff led MHL education
program for secondary school students. The lessons were given by a full-time yogo kyoyu
in the Japanese school health system. The effect was significant on knowledge of mental
illnesses and their treatment. Attitudes to seeking help and assist peers for help-seeking if
needed also improved, and the effects maintained 3 months after the program was given.
This suggests that this concise, school-staff led MHL education might be effective. The
study is however small and preliminary. Further studies of the present program using a
larger number of students, with a control group, may be required. Thus far, there have
been a limited number of studies on the effect of concise, school-staff led MHL education.
In Japan, an important issue may be to incorporate a MHL program like the present one
into the normal school curriculum of health. Effective programs in other countries with
different school health systems may be introduced to and adapted by Japanese secondary

schools to nourish MHL programs in Japan.
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Abstract

This working paper tries to trace the development of the learning of local culture in school
through historical and field research on a school in Amami Oshima Island, Kagoshima
Prefecture, Japan.

In Amami Oshima, people used to perform the Hachigatsu-Odori, a traditional
community dance. However, as the island was modernized after the Meiji restoration, the
schoolteachers in Amami prohibited children from using the local language at schools.
Around 1975, people in Amami realized that they must preserve their traditional local
culture, which they had almost forgotten. Nowadays schools, the social education
administration and local community are working together to preserve local cultures and
encourage people to enjoy them.

In the case of Kasari Junior High School, North of Amami Oshima Island, residents come
to school to teach students how to sing and dance the Hachigatsu-Odori. The connection

of the school and the community is quite strong.

Keywords: Local Culture, Dialect, Community Education, Hachigatsu- Odori
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Endogenous Attributions of Picture-Book Reading
in the Early Childhood Education:

Their Implications for Teachers’ Professional Development and Children’s Learning

Takayo Sugimoto

The University of Tokyo

Abstract
Fostering communicative competence of children has been one of the most important
and urgent issues of school education in Japan. In the rapidly changing age of the 21st
century, often dubbed as ‘the age of globalization’, communicative competence has
been said to be one of essential skills for effective collaborative learning in school
education and profound life-long learning worldwide (Dumont et al., 2010). This
paper considers fostering children’s communicative competence in Japanese, the
language used in the early childhood education forward. This paper reports on
preliminary results of our longitudinal observational studies on the picture book
reading in one-year old groups in the early childhood education. We discuss some
consequences of a distinctive nursery policy of picture book reading and its
implications for teachers’ professional development and children’s learning. In
particular, nursery school practices which value endogenous attributions of picture
book reading were considered. This type of nursery practice or policy is not only
effective from self-regulated learning, but it also motivates teachers rich linguistic

inputs and teachers’ scaffolding and un-scaffolding in class, resulting in children’s
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active learning through child-oriented interactions. We also found that teachers
observing endogenous attributions of picture-book reading tended to talk more to
young children to ease them emotionally in the situations that children could be
nervous about new activities or had negative emotional experiences from previous
events. We conclude this paper by discussing how both children and teachers could

benefit from endogenous attributions of nursery practices.

Keywords: ~Communicative competence, Endogenous attribution of picture book

reading, Early childhood education, Professional development

Introduction
Communicative Competence in Collaborative Learning in the 21st Century

In the 21st century, we need collaborative learning and life-long learning to keep up
with our rapidly changing world (Dumont, H. et al., 2010). Communicative competence
is becoming more important since it is essential for collaborative learning and life-long
learning, which involve people from different generations, different educational and
cultural backgrounds.

Why, then, are we focusing on the early childhood education in this study? Impact
of early childhood education on child development and Japan’s social changes. Recent
trends of the increasing demand for the female labor force and realization of work-life
balance have accelerated the number of infants entering nursery schools rather than
family care and starting preschool at the age of 3.  More and more children spend longer
in nursery schools from early in infancy. At the same time, more and more teachers are

needed in the Japanese early childhood education, especially those for infant care and
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younger children. Therefore, it is of great interest to look at good practices and consider
their influences of early childhood education on children’s development.
Definition and Ways of Fostering Communicative Competence in School Education

For the definition of communicative competence in school education, we assume two
basic components of communicative competence defined by Mori (2004). They are,
namely, (a) children’s ability to understand what others are saying as well as how they are
feeling and (b) to express themselves actively & effectively.

There are also two ways to foster children’s communicative competence in the early
childhood education (Curriculum Guideline by Ministry of Education, 2009, Education
Report by Hamamatsu City Board of Education, 2013, 2014).

(1)a. Everyday routines
e.g., Time for ‘Reflections’ in group or class; picture book reading in nursery school
b. Occasional events with children from different school types
e.g., Special events with people or children outside schools, Seasonal events such as
school excursions.

Fostering Active Listening and Learning in Infancy

One of the important components of communicative competence expected to foster
during infancy is ‘active listening’. It is mentioned in the curriculum guidelines
(Nursery School by the Japanese Labor & Welfare Ministry; Preschool and Primary
School by the Ministry of Education and Science). But specific teaching or caring
methods and materials are not described in detail and they are up to each teacher in each

classroom. This seems to cause diversity/nonuniformity in early childhood education.
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This paper is organized as follows: First, we point out some current issues of
children’s communicative competence in Japanese education, relating the importance of
picture-book reading to the development of preliterate children’s listening to learn.

Our qualitative research focused on a particular nursery policy carried out as a part
of the early childhood education in Hamamatsu, Shizuoka Prefecture located in central
Japan. In this preliminary report, we briefly introduce some of the important
consequences of endogenous attributions of picture-book reading from one-year olds in
nursery school settings.

Research on Picture-Book Reading Research: A Brief Review
Research on Picture-Book Reading at Home and in the Early Childhood Education

Research on picture-book reading can be of two types: one is picture-book reading
at home such as a parent-child dyad (Ninio, 1983, Akita, 1997, Sénéchal et al., 1995,
Sugai, 2012), and the other is the one in a group such as in the early childhood education
including nursery schools (Whitehurst et al., 1994, Fletcher et al., 2005, Sugimoto, 2015).
Picture-book reading at home is mainly done between a parent and a child(ren), the parent
reads it, but the child often takes the initiative in pace and their communication. On the
other hand, the dynamics of picture-book reading in group can be determined by various
factors such as (a) relationships between teacher-child, child-child, (b) the quality of the
teachers’ linguistic input, and (c) the levels of children’s language development
(Mashburn, A. J. et al., 2008).

Picture-book reading is often utilized as a means of language interventions for
children from a low socio-economic status (SES) in the U.S. Previous studies have
reported that children from low SES families benefited highest gains from shared book
reading. On the other hand, the ‘Dialogic Reading’ method (Zevenbergen, A. A. et al.,

2003), which consists of a set of techniques for adult readers to improve the quality of the
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reading, is beneficial not just for children from low SES but also those from the middle
or higher SES. These studies mainly targeted on children of age 3 or older and
equivocally emphasize the importance of the picture-book reading setting. That is, it is
good in a small group of children, but it is the most preferred in the adult-child dyad.
In such intervention-based reading, adults are encouraged to ask ‘open-ended questions’
rather than closed questions during picture-book reading and try to give a child ample
time to respond to the adult’s questions.

Besides picture-book reading research aiming for language intervention, research on
picture book reading in group of typically developing children younger than 3 years old
is very few worldwide (Fletcher et al., 2005, Terada & Muto, 2000, Sugimoto, 2015a).
In Japan, we have good reasons to do this line of research on younger children. First,
the number of children growing up in nursery schools from infancy is increasing
nationwide. Infants and toddlers stay as long as 8 hours in nursery means they are likely
to have heavy influence of the environment they spend during the day. Second, there is
currently a severe shortage of highly experienced professionals in the early childhood
education, from nursery to preschool. Under the recent national administrative reforms,
nursery schools and preschools, which are systematically distinct and have different
nursery or educational tradition, have started to merge, creating the third type of the early
childhood education, kodomo-en.  These recent dramatic changes in the ‘early
childhood education’ are expected to cause some positive and negative effects on children
and teachers of the early childhood education. Now we need to identify and support
good nursery and educational practices to be succeeded and further developed. This is
why we target one-year-old classes in nursery.

Endogenous/Exogenous Attributions of Picture-Book Reading

Akita (1997) discusses picture-book reading within a context of later reading and
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literacy development and introduces parents’ endogenous and exogenous attributions of
picture-book reading. Endogenous attributions focus on the processes of reading (for
children, it is listening) activity itself such as enjoying the story and one’s imaginary word.
Exogenous attributions, on the other hand, concern the outcomes or products obtained
from the same activity such as acquiring orthographic knowledge and vocabulary growth.
So in endogenous attributions, the processes are the goal of an activity and similar to
intrinsic motivation; exogenous attributions focus on extrinsically motivated goals and
the outcomes are the goal.
In this study, we are interested in a nursery policy (practices) of endogenous attributions
of picture-book reading: nursery or educational practices that value the reading process
more than its outcomes. We also look at how picture-book reading activities are
introduced in each class. We regard teachers’ use of nursery rhymes as an introduction
to reading as ‘exogenous attributions of nursery rhymes’. This study focuses rather on
endogenous attributions of picture-book reading: It is a nursery policy or practice that
teachers not relying on exogenous attributions of nursery rhymes can make a difference.
Picture-Book Reading as Everyday Routines

Traditionally, Japanese nursery school teachers use nursery rhymes before picture-
book reading in Japanese nursery schools (Yumae, 2015, Sugimoto, 2015b).  According
to the previous survey (Yumae, 2015), even experienced nursery school teachers (40 years
of job experience in nursery) do use nursery rhymes when children are restless and
teachers want to get their attention. Teachers also use nursery rhymes right before
reading books when they have children wait for another quietly. Therefore, nursery
rhymes are widely used as an introduction to picture-book reading by teachers. This is
rare in picture-book reading at home (p.c. with parents and teachers from public nursery

schools in Hamamatsu).
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The Nursery Rhyme Effect (Sugimoto 2015b)

Young children, especially those of and toddlers, react well to music and rhythms.
Children are seemingly easy to learn words with musical rhythms. Nursery school
teachers in general use nursery rhymes as an introduction to picture book reading to get
attention of children, calm them down, and make them sit still. ~ This is called the nursery
rhyme effect. The nursery rhyme effect can be seen as a kind of positive mood induction
and the conditioning of children’ internal state and behavior through nursery rhymes. It
can be seen as a type of extrinsic motivation (Deci & Ryan, 1987). Nursery teachers use
this technique to make children calm down, become quiet, and listen to their teachers.
Previous studies on the picture book reading revealed that they use it when their caring
children are restless, noisy, are hard to pay attention to their teachers. This technique is
shared by experienced nursery teachers (Yumae, 2015, Sugimoto, 2015b). Some
primary school teachers do use it before story telling in classroom to avoid the first-grader
problem (p.c.).

However, there are several negative aspects of using the nursery rhyme effect. That
is, as nursery school teachers and primary school teachers pointed out (p.c.), children who
are conditioned by the nursery rhyme effect become passively ready to listen to the
teacher during the picture-book reading. These children are likely to have difficulty
paying attention to or listening carefully to the teacher after entering elementary schools.
Thus, it is preferable if children can get themselves ready to listen to their teacher without
the conditioning them by the nursery rhyme effects.

In nursery schools whose teachers use the nursery rhyme effect, they start reading
the book right after the nursery rhyme ends. The teachers do not give children a chance
to talk about something just happened in their group activity.

In our preliminary study, we have found that the use or non-use of nursery rhyme
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effect differentiate teacher-child interaction in reading activity. That is, teachers using
the nursery rhyme effect do.

Picture-Book Reading in One-Year Olds
Purposes

The present study aimed to explore the role of picture-book reading in one-year olds
in nursery schools. We selected a nursery school that has a distinctive nursery policy of
picture-book reading and conducted a qualitative study for 6 months. We compared our
data with previous study and consider some educational and practical consequences and
implications for the early childhood education in Japan.

Our research questions are the following. (1) How do different nursery policies
manifest in picture-book reading in one-year-old classes? (2) How do children develop
their ability of interacting with one another in picture-book reading? (3) What do
children convey or communicate with one another through sharing picture books?
Method

This fieldwork research was based on participatory observation. The author visited
two nursery schools with a nursery policy of endogenous attribution of reading and
collected data for 6 months from August 2014 through January 2015. We video-taped
picture-book reading in 2 one-year-old groups. Both groups were videotaped in the
morning from 10 am: The morning group sessions and teacher-child interactions,

focusing on picture-book reading activities.
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Table 1 Participants of the study: Groups A & B (as of August 2nd, 2014)

Group A Group B
Number of children (female) 9(4) 6(2)
Mean age in month 22.7mo. (SD: 3.52) 22.17 (SD: 2.79)
Age range in month 16-27 17-25
Job experience of the teacher in 7 yrs. and 4 mo. 4 mo.

charge of the group

From the video recording, teachers’ talks were all transcribed into Japanese. We
measured the length of the teacher’s talk in each group before picture book reading and
the length of reading itself. We also analyzed videotaped teachers’ talks in terms of
topics, styles of talk (interactive or not, and/or structured or not), and the number and
topics of books read each session observed. We then analyzed videotaped children’s
reactions and verbal responses in group and divided them into linguistic and paralinguistic
ones (Sugai, 2012).

Results

The average length of time each teacher’s talk before picture book reading and that
of reading in each group were given in Table 2.  On average, both teachers talked about
for one minute, which roughly corresponds to one book for children of this age. There
is no significant difference between two teachers though their working experience as a

nursery teacher was different.

— 129 —



Table 2

Group A

Group B

Length of time of teacher’s

62.7 sec. (SD: 42.87)

63.0 sec. (SD: 48.78)

talk before reading Range: 20-102 sec. Range: 20-107 sec.
Teacher’s style of talk Structured Unstructured

Use of emotion words Moderate Frequent

Picture book reading time* 252 sec. 213 sec.

Number of books read 2.83 (SD: 0.9) 2.0 (SD: 0)

Talk and reading in second 3149 (5714.9) 276.0 (4736

We obtained 32 sessions that were analyzable. As far as the number of books read
is concerned, Group A was read 2.83 books on average while Group B was always read
2 books (A>B, p<.01). Teacher B constantly read 2 book in each session while Teacher
A, who was more experienced in nursery than Teacher B, usually read 3 books in the
morning session but occasionally read two books due to tight schedule such as occasional
events, etc. Since both groups were read two or more books in each morning session,
we have obtained interesting observations from children’s interactions.
Children’s development of communication within a group

We have divided the 6-month period of the observation into two parts and analyzed
developmental changes in interactions between teacher-child, child-child, etc. as well as
verbal and nonverbal behaviors, following Sénéchal et al. (1995). We have found that
in the first period (August to October), children did not get engaged in child-child
interactions verbally; rather they were eager to interact with their teacher verbally as
well as nonverbally in one to one fashion before reading and during picture-book

reading. However, in the second half of the observation period (from November, 2014

to January, 2015), children talked more to other children (child-child interaction) and
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teachers talked less:  When a child asked a question, both teachers in different group
waited until other children responded (un-scaffolding).

Although both teachers’ linguistic inputs were natural and rich in grammatical
structure, they often tended to continue in a very long sentence by combining them with
a word-final particle ‘...ne,....ne,”. Transcribed sentences produced by the teachers
were not equally analyzable in terms of mean length of utterances (MLU).

Discussion

The nursery school policy of not using the nursery rhyme effect could lead to two
major communicative outcomes: It promotes (a) teacher’s linguistic input and (b)
children’s interaction with others.

The ‘no nursery rhyme effect’ policy inevitably forces teachers’ linguistic input.
Teachers practicing this type of nursery neither start with nursery rhymes before reading
nor just start reading a picture book to young children. Rather they carefully talk to the
children in group every time before reading books. Thus, natural linguistic input is
always guaranteed, which is not possible under teachers relying on the nursery rhyme
effects. In contrast, teachers using the nursery rhyme effect are not inclined to talk
before reading. After enjoying nursery rhymes, children are ready to listen to their
teachers, and so the teacher soon start reading a book without any linguistic input before

the children get restless or lose their attention.

Figure 1. Picture book reading in one-year-old class
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Sex Differences in Preferences for Books and Implications for Children’s Learning
We conducted the microanalysis of the videotaped interaction between children and
teacher and among children (Beebe 2014). Teachers read at least two books a morning
in group. The books varied in topics. Boys and girls clearly differed in their
preference for types of books. That is, boys preferred and reacted verbally as well as
nonverbally to books regarding vehicles and large animals. On the other hand, girls
showed no reaction to those books but reacted to books about mother-child interaction,
and interpersonal relationship.
Children’s Self-Assertion within a Group
In the second half of the observation period, children became more interactive and
tried to share their preference for books with others during picture-book reading given in
3).
(3) Episode 1:  Children’s interaction and self-assertions during reading in Group B (in

December, 2014)

The teacher brought two picture-books with her and was about to start reading
in a one-year-olds’ class. Two boys, Boy A (27 mo. of age) and Boy B (29 mo.) are
good friends and usually sit next to each other in picture book reading. When the
teacher opened a book and became ready to read a book, Boy A pointed at the book and
said to his neighbor boy B, “kore suki” (=I love this (book)!). But boy B looked at
the picture book and said nothing. Boy A looked into boy B’s face and repeated twice,
“isshodane!” (=You do, too, right?). Boy B was preoccupied with the picture book
and just nodded without turning his face to boy A. They shared their feelings during

the picture book reading both verbally and nonverbally. They expressed their feelings

in their own expressions that they loved the story and were excited about listening to
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it.

(Translated from Japanese)

Use of the Nursery Rhyme Effects and Teacher-Child/Child-Child Interactions

Sugimoto (to appear) observed two different types of teachers: two teachers, teachers
A & B, do not use the nursery rhyme effect while the other one, teacher C, uses it
whenever she thinks it is necessary.

Teachers using the nursery rhyme effects do not give any linguistic input before
reading picture books. This is because teachers want to start reading once children
become quiet and pay attention to the teachers. They may think that children may start
talking or get interested in something else if the teachers talk to children. On the other
hand, teachers B and C cannot use the nursery rhyme effects must talk to children.
Younger children can respond well to the topics immediate to them. So the teachers
must think and choose topics carefully so that they can create interactions.

(4) Episode 2: Picture-book reading in Group A (December, 2015)

The teacher was reading a book called ‘kingyo-ga nigeta’ (=The golden fish ran away!).
This book was one of the most popular books among children and so was read many
times until two months ago. It had been a while since the teacher read the book. As
the teacher continued to read, Girl A asked a question about the picture of the book.
A: pointing the picture of the book while looking at the teacher

A: ‘sore naani? (=what is that?)

A: nee...sore naani? (=hey, what’s that?)

(no one answered. Boy B showing a gesture of unlocking the door and said,)

B: sore-wa... kagi. (=that’s a key)
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A: (With smiling) kagi!

C: kagi! kagi!

In this episode, Girl A started asking a question. It appeared that she asked the
teacher the question, but the teacher did not answer, neither was everyone else. So she
repeated the same question and Boy B, who was sitting behind her, tried to answer her
question. In the beginning, he did not come up with the right word ‘kagi (=key)’, so he
tried to express his image in his gesture of unlocking the door. Finally he could tell the
word and Girl A was delighted on her face and repeated the word.  Girl B sitting next to
her also repeated the word twice. This interaction was observed in the second half of
the observation period. By that time, children had become capable of communicating
verbally with other peers. As the teacher’s scaffolding in children’s communication
started to disappear (un-scaffolding), children started to help with one another in group.
Their communication style had changed from teacher-child interactions to child-child
interactions. This qualitative change in communication styles and strategies was caused
by both the teacher and children.

Attributions of Picture-Book Reading in Group

Considering picture-book reading in one-year-old groups is concerned, we can have
a revised list of endogenous/exogenous attributions of picture-book reading in group as
in Table 3. There both endogenous and exogenous attributions of picture-book reading
in group are added to the original ones in Akita (1997).

First, from the cognitive point of view, children can enjoy sounds of words in reading
(endogenous) and children can recognize differences between them and others.

Through interacting with others, listening to others saying, children may discover

individual differences in knowledge, preferences, and so on, which are
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Interpersonal aspects of endogenous attributions of reading are

Through picture-books children share their feelings with other children and enjoy
interacting with them freely, which are seen as endogenous attributions of reading in
group. As a result of these experiences, they seem to develop their active listening
ability and learn self-assertions in group.

Emotional experiences through picture-book reading are added to physiological and
endogenous attributions of picture-book reading.  The children in both groups
understood injuries, pains and treatments in the story about heavily injured boy. They
even showed some empathy for the injured main character of the story and encouraged
him. In this way, picture-book reading in group can benefit from more interpersonal
endogenous attributions such as interacting with others and active listening, compared to

picture-book reading in dyad at home.
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Table 3

Cognitive Interpersonal Physiological

1. Parent-child skin

A. 1. To enjoy one’s Zglrlr)lr?l?lcrllication 1. Tocalm
Endogenous imaginary world. 2 To Experience ’ down.
oo . p .
attributions empath 2. Various
(Process- 2. To enjoy sounds of Smpathy. . emotional
oriented) words 3 TQ enjoy Interacting experiences
— with others.
4. Active listening.
B. 1. Vocabulary gr'owth 1. Learn orthography.
Exogenous 2. Enhance reading :
attributions comprehension Share vocabulary in | To fall asleep.
(Product- 3. To recognize %re?fl'l—z.sse rtion
oriented) differences with others E—

*The underlined items are newly added for group reading.

Conclusion

We have seen nursery practices with respect to endogenous/exogenous attributions.
Nursery practices valuing endogenous picture-book reading without the nursery rhyme
effect promoted teachers’ natural linguistic inputs which correspond to one book in length
and volume of vocabulary. In this type of nursery practices, both an experienced teacher
and an unexperienced teacher had no significant difference in linguistic inputs. They
both used many emotional words in their talk. They also talked longer when children
may have negative emotional states.

As for Limitations of this research, we must admit that our research was mainly
observation videotaped the picture-book reading session. We have not collected
reference data to compare how teachers and children communicate in a dyadic fashion.

For future research, we must take into a consideration of children’s personality and

behaviors in group. Some children are very interactive and responsive while some
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others are reserved and quiet in group. We still study how those children react and enjoy

and feel about picture-book reading.

Notes
This working paper 1is reproduced from [http://www.schoolexcellence.p.u-
tokyo.ac.jp/cms/wp-content/uploads/2015/07/Y-wp05.pdf].
This research was supported in part by a grant, Youth Scholar Training Program from
Center for Excellence in School Education, Graduate School of Education, The

University of Tokyo.
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Abstract
In order to clarify the Japanese context of evaluation in citizenship education, we will
focus on the thoughts of four educational researchers at the post WW2 Japan: Shuichi
Katsuta, Toshio Nakauchi, Kaoru Ueda, and Minoru Murai.
Section 1 will argue the potentiality and limitation of educational theory of ability,
achievement, and assessment in Katsuta’s and Nakauchi’s thought. Their arguments
aimed at a criticism against meritocracy, and at this point their argument would be a
meaningful suggestion even for our age. There is, however, the limitation of their theory
and we will refer to a criticism against their argument after 1980s.
Section 2 will refer to Kaoru Ueda’s thought on evaluation. For Ueda, evaluation in
education is a start point of teaching. He puts importance on the individual. Ueda says
that if you cannot conceive the differences [Zure], students’ changes appeared after
teaching, you are not apt at teaching students any more. However, it needs very high-
quality teachers, and it would be a weak point of his thought.
Section 3 will introduce Minoru Murai’s theory on evaluation in education. What is an

educational problem for Murai? It is goodness. For Murai education is making individuals
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better. Therefore we should or need to ask what education is for. By this approach,
educational bad condition would be reconstructed and get better. At this point, Murai’s

thought resembles Biesta’s arguments.

Keywords: The pedagogy at the post WW2 Japan, Reflecting process of teaching, the

differences [Zure], Goodness

Introduction

The purpose of this paper is to clarify the Japanese context of citizenship education.
For this purpose we will focus on the thoughts of four major educational researchers at
the post WW2 Japan: Katsuta Shuich, Nakauchi Toshio, Ueda Kaoru, and Murai Minoru.
They were the central figures in the educational research at the post WW?2 Japan and they
faced the situation of reconstructing education. That situation seems to similar to the
recent circumstances on citizenship education: globalization and its influences on
changing citizenship.

At the post WW2 Japan, a new curriculum “Social Study” (Shakaika) appeared in
order to reconstruct education. For example, Ueda Kaoru who is one of the core members
of constructing this new curriculum says “Education is for making children happy. [...]
Protecting these things [children’s will and character] is the ideal of the Constitution of
Japan, the point of democratic education, and the starting point of the Social Study (Ueda,
vol. 10, p. 17).” For Ueda the Social Study aimed at “the restoration of humans [Ningen
no kaifuku] (Ueda, vol. 10, p. 17).” It seems that the restoration of humans had to do
with the educational end as the model of humans.

This condition at the post WW?2 Japan seems to be similar to the recent conditions

of citizenship education. For example, Gert J. J. Biesta argues that we should engage with
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the question: “what is education for (Biesta, 2010, p. 26)?” His book indicated that we
should inquire the educational values even if we faced to an age of measurement. This
would have to do with the model of humans (or citizens) as an educational end.

In this way, we will focus on the four educational researchers at the post WW2
Japan. Katsuta and Ueda engaged in organizing new curriculum (Shakaika). Nakauchi is
one of the followers of Katsuta and he constructed a new theory of evaluation in education.
Murai is one of the contemporaries of Ueda. He wrote a theory on the evaluation of
education. We could regard these thoughts as the undeveloped-chances to reorganize the
paradigm of evaluation in citizenship education.

1. Educational Theories of Ability, Achievement, and Evaluation
in “Post-war Pedagogy”
1. 1. Educational Theories of Ability, Achievement, and Evaluation in Katsuta’s
and Nakauchi's Thought.

In his famous article “What is a concept of achievement? (1)” (1962), Shuichi
Katsuta provided a concept of “achievement” [gakuryoku] in school education. He
regarded “achievement” as a measurable thing (Katsuta, 1972, p. 370). However, it does
not mean that he intended to exclude un-measurable abilities from the concept of
achievement. He aimed at defining achievement as “provisional” one in order to redefine
a concept of achievement in practice.

In his main work, 4bility, Development and Learning (1964), Katsuta categorized
human abilities: recognition, response & expression, labor, and mediation capability. For
Katsuta, achievement is what children get at schools. Therefore ““it is a mistake that school
education can develop all human abilities (Katsuta, 1973).”

Toshio Nakauchi is one of the academic followers of Katsuta. In his work, 4

theory of achievement and evaluation (1971), Nakauchi tried to construct the achievement
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model as continuously re-creating its standard (Nakauchi, 1971, p. 56). According to
Katsuta, he also defined achievement as something “provisional.” For Nakauchi,
achievement is the “sharing and conveying something with/ to someone.” At this point
we can make educational evaluation possible to improve education (Nakauchi, 1971, p.
56). Nakauchi tried to relate achievement with its evaluation. Achievement is the
educational objectives and evaluation is two sides of the same coin (Nakauchi, 1971, p.
135). For Nakauchi, the reflective process of examining on teaching or choosing
educational materials guides evaluation of educational achievement. In this way, both of
Katsuta and Nakauchi constructed their theory on achievement and its evaluation without
sacrificing individuals (pupils, students).

Akirou Takeuchi argued that Katsuta’s educational theory of ability and
achievement had the viewpoint of cooperative ability (Takeuchi, 1993). In fact Katsuta
said that: “It is true that the individuals get the human ability but its values [are never
determined individually, rather its values] lies in making people’s life fruitful and doing
something for someone or engaging in social service (Katsuta, 1973, p. 235).”

In this way Katsuta expanded the range of human ability from individuals to social
relationship. It shows that he had the sight of cooperative ability. Nakauchi seemed to
have the same sight because his theory of evaluation aimed at the reflection of teaching
(Nakauchi, 1991, p. 21). Both of Katsuta and Nakauchi tried to construct their theories
against meritocracy. However unfortunately it seems that they were misunderstood and
their theories were not enough to avoid meritocracy. Their theories have been criticized
after 1980s.

1. 2. Limitation of Katsuta’s and Nakauchi’s Thought
To cooperative education from competitive education (Takeuchi, 1988) was a

typical criticism. This collected papers said that the “people's rights of education [=
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Kokumin no kyouiku-ken]” played an important role to prevent the intervention by the
government in education. Unfortunately, however, it did not work well after all because
people did not admit its meaning (Ikeya et al., 1988, p. 7).

In this point, Akirou Takeuchi’s “cooperation” theory is very important because it
argued that “ability” should not be regarded as something attributed to the individual but
it is constructed by the social demands and the culture. This theory also aimed at the

overcoming of oppressing the individuals (Takeuchi, 1993).

Therefore the argument, which criticized the meritocracy, seemed to criticize the
meritocracy without noticing the possibility that, as its nature, the idea of human
development could function meritocratically. In other words, they were unaware of
the danger that the argument itself could lead to the discrimination or oppression of

people (Takeuchi, 2005, p. 125).

Takeuchi’s criticism of the post-war pedagogy pointed out that they had criticized
the meritocracy but they had not examined whether their own theory was meritocratic or
not. It means that, paradoxically, critical theory for meritocracy actually performed
meritocratically. If it did not have the reflective viewpoint, the provisional achievement
would invert actually an immobile thing. And the theory of evaluation would become to
lay the onus on the individuals.

2. The Individual and the Individuals: Kaoru Ueda’s Thought on Evaluation
2. 1. The Individual and the Individuals (The Relation between a Student and the
Classroom)
Kaoru Ueda’s thought on the evaluation in education is premised on the relation

between the individual and the individuals: the relation between a student and the
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classroom. First, we will look at this relation.

Ueda said that “if the teachers would like to make the students to study willingly,
there are the problem with the group [= classroom, in this case] (Ueda, vol. 3, p. 170).”
However, it is more important for Ueda “to conceive deliberately the results or outcomes
of each children [= students, in this case]’s studying or learning (Ueda, vol. 3, p. 170).”

In this way, it is important for Ueda to make the group or classroom preparing for
each child. His theory on evaluation not only focused on each child’s outcomes or results
of studying or learning, but also focused on the group (the relation of the individuals).
2. 2. Ueda Kaoru’s Theory on Evaluation

Ueda referred to the evaluation in education, in his book Unkown Education
[Shirarezaru kyouiku] (Ueda, vol. 1, pp. 87-95). He defined the “evaluation is not the ends
of learning and teaching, but the starting point of that (Ueda, vol.1, p. 87).” Ueda said
that “the evaluation must have an aim, and it is the evaluation that refers to relation
between this aim and what students actually learned (Ueda, vol.1, p. 87).”

He emphasized that the evaluation in education should be done continuously and
that evaluation should be implemented by teachers (Ueda, vol. 1, pp. 94-95).

2. 3. Teachers as High-Professionals: Is it a Weak Point of Ueda’s Theory?

In that case, how do teachers evaluate each student? -- this question would be a
meaningful question. However, Ueda did not refer to how can a teacher evaluate his/ her
students, rather he said “teacher must be able to realize naturally the differences between
his/ her expectations and what the students actually learned (Ueda, vol. 3, pp. 304-305).”

Ueda emphasized teachers’ talents in such a way. His point is that as a teacher it is
natural to know what students actually learned. However, would it need a high-talent to
know or to realize such a differences? High-talented teachers, high-professionals may be

a weak point of Ueda’s theory on evaluation.
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3. “Goodness” in Education: Minoru Murai’s Educational Value Theory and
Theory of Educational Ends
Minoru Murai placed the “goodness” at the center of his own philosophy of
education. For Murai, human beings are “midway (petaév)”), because they have
efficient cause to long perpetually for “goodness.”
3. 1. Minoru Murai’s Educational Value Theory: Judgment-based Value Theory

Murai described the judgment of “goodness” as follows: “Our judgment of
‘goodness’ does not depend on the nature of objects nor on our perceptions and sensations
(Murai, 1978, p. 110).” However, “at the same time, our judgment [of ‘goodness’] is
related to the operation of intellect or reason that tries to be objective (Murai, 1978, p.
111).”

The fact that our judgment of “goodness” requires objectivity is important. At this
point, the judgment of “goodness” differs from the judgment of “pleasure.” For Murai
“pleasure” is related to our inner demands and its judgment is always subjective. He
insisted that the judgment of “goodness” requires satisfying the demand for “mutuality,”
and that “mutuality” is based on the fact that “human beings exist among people (Murai,
1978, p. 116).” Furthermore, in his recent book, Prepare for and Begin the Study of
Education Anew (2008), Murai also emphasized the demand for “mutuality” in the
judgment of “goodness” on communication grounded on intellect and reason.

“In this way, finally, our judgment of ‘goodness’ consists of satisfying these
demands for ‘mutuality’, ‘consistency’, ‘utility’ and ‘beauty’ simultaneously (Murai,
1978, p. 136).” Murai pointed out that “human beings have an inner mechanism in which
these demands operate structurally (Murai, 1978, p. 130).”

However, the judgment of “goodness” is similar to the judgment of “pleasure” in

terms of satisfying demands. The objectivity of the judgment of “goodness” that Murai
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explained was not strict; he merely explained that human beings long for objectivity by
intellect and reason. However, this has the reason. Murai rejected the strict objectivity of
value in order to prevent a person in power (e.g. the ruler) from monopolizing values and
politics.
3.2. Murai’s Theory of Educational Ends

As mentioned above, Murai’s value theory attempted to overcome the
monopolization on values and politics. For Murai, all people including children would
judge “goodness.” Murai mentioned, “if adults who are compelled to be concerned with
children are naturally erotic [= philosophical, in this case; long for something good] as
human beings who long for ‘goodness,” in the same sense, children are also naturally
erotic (Murai, 1976, pp. 145-6).”® Therefore, we must acknowledge that both children
and adults have the same nature. Both are so erotic (= philosophical; long for something
good) that they are compelled to long for “goodness” and judge “goodness” constantly
throughout their lives. These are the preconditions of Murai’s theory of educational ends.

According to Murai, educational thoughts leading to educational ends are divided
into two types, namely, “result-based” and “process-based (Murai, 1976, p. 173).” He
argued that result-based educational thought has so strong affinities with political and
religious thought, as to result in the confusion of educational thought with political and
religious thought. Therefore “now, we must think of process-based educational thought
as intrinsically pure educational thought (Murai, 1976, p. 174).” For Murai, “the basis of
educational thought (which can hence be radically distinguished from political and
religious thought) is to aspire to children’s voluntary learning activities and the vigorous
development of children’s reason as an endless growth process, and to avoid expecting
educational results as to what children should become as much as possible (Murai, 1976,

p. 174).”
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Murai defined “process-based” educational thought as follows: “through their own
spontaneity and the external effects of images of E [= ends] (process-based) as clues that
are brought by educators, children come to realize images of a ‘good person’ as their own
E (result-based) (Murai, 1976, p. 192).” The educator provides images of a “good person”
as clues, by which children create their own images of a “good person.” The images of a
“good person” that adults have are images of the process of growth for children. In this
way, Children learn images of a “good person” from adults and create their own images
of'a “good person.” Murai acknowledged that children are constantly judging “goodness”
and respected that children create their own images of a “good person,” that is, their own
educational results.

Conclusions

Finally, we will try to connect our argument about the four researchers with the
Japanese context of citizenship education today.

Shigeo Kodama recently argued that it would be possible to think that the
educational results were not attributed to the individuals. For example, citizenship and
political culture are almost impossible to be measured in the meritocratic way (Kodama,
2013, p. 131). Therefor, if we described the ability or achievement fostered in citizenship
education today, it would be based on the “ignorant citizen” (Kodama, 2013; Biesta, 2011).
The ignorant citizen is a key concept of citizenship education today. “The ignorant citizen
is the one who, in a sense, refuses this knowledge [required as a “good” citizen] and,
through this, refuses to be domesticated, refuses to be pinned down in a pre-determined
civic identity (Biesta, 2011, p. 152).”

In this way, the ignorant citizen is a keyword in this fields and it suggests a sort of
ends of education, which are never predetermined. In this respect, the provisional

achievement (Katsuta), evaluation as the reflective process of teaching (Nakauchi), the
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difference (Ueda), and the process-based end of education (Murai) would be a hint to
consider the new type of citizenship education. We can conclude that their theories have
some weak points but they are meaningful to us in an age of globalization. If we learned
from their arguments, we would construct a new paradigm of evaluation in the post-

Biesta’s citizenship education.

Notes

This working paper 1is reproduced from [http://www.schoolexcellence.p.u-

tokyo.ac.jp/cms/wp-content/uploads/2015/08/Y-wp06.pdf].

This research was supported in part by a grant, Youth Scholar Training Program from

Center for Excellence in School Education, Graduate School of Education, The

University of Tokyo.

(1) Diotima says “So may we not say that a correct opinion comes midway between
knowledge and ignorance (diotima, 1964, p. 35)?” in Plato’s Symposium. In the
previous quotation, “a correct opinion” means an ancient Greek word, “66&a.”

(2) Murai means this word “erotic” as an ancient Greek word, “€pwc.” Murai associates

this word “erotic” with Socrates in Plato’s Symposium.
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Abstract
The purpose of this paper (the second part of this research) is to describe the resent
conditions of citizenship education and to show a new paradigm of evaluation in
citizenship education.
Section 1 will show you a new conception of citizenship education by Gert J. J. Biesta.
He calls it “subjectification.” However, Biesta has not talk about the evaluation of it. That
is why we inquiry of new paradigm of evaluation, and we would refer to Biesta’s
intellectual resources: Jacque Ranci¢re and John Dewey.
In section 2, we will describe citizens as the spectators of schooling from Jacque
Ranciere’s theory: one of the important members for the assessment of schooling. They
are not the consumers of schooling: they not only pay taxes for supporting their schools
but also should participate in the assessment of schooling.
At section 3, we will focus on John Dewey. Dewey’s thought on democracy is very fruitful
for constructing a new paradigm of evaluation. Democracy is a way of associated living
for Dewey. Democracy consists of association and communication. For Dewey, the
democratic society always has fallibility: people have a chance to retry something.

Therefore, in the democratic education, if children made a mistake it would not mean an
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evil thing to be eliminated. Rather it is a chance to reconstruct one’s ideas and to retry
something.

The evaluation in citizenship education should not be made up with “predetermined
correctness.” If we admired Biesta’s conception of citizenship education, we should also

admire some mistakes and the chances to retry.

Keywords: citizenship education, the ignorant citizens, subjectification, spectators,

democracy

Introduction

The purpose of this paper (the second part of this research) is to describe the resent
conditions of citizenship education and to show a new paradigm of evaluation in
citizenship education. We would regard Gert J. J. Biesta’s arguments as a leading theory.
At first we would like to refer to his main argument briefly in order to grasp some
premises of this paper.

Biesta is not only a thinker of citizenship education but also a researcher who
reintroduced the normative question into education: what is education for? For him
education “is by its very the nature a process with direction and purpose (Biesta, 2010, p.
2).” “That is why the question of good education [...] is not optional but always poses
itself when we engage in educational activities, practices and processes (Biesta, 2010, p.
2).” He showed a new citizenship education (“subjectification” in his word) that was not
dependent on the predetermined ends.

However, he has not described how its evaluation would be. Therefore, it will be
meaningful to us (in an age of measurement) to consider the paradigm of evaluation in a

new type of civic learning.
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1. On Biesta’s Conception of Citizenship Education: What is “Subjectification?”

1. 1. On “The Ignorant Citizens”: An Impact of Un-predetermined End

Biesta pointed out the danger of “a domestication of the citizen -- a ‘pinning down’
of citizens to a particular civic identity -- and thus [it] leads to the erosion more political
interpretations of citizenship (Biesta, 2011, p. 142).” Biesta said the “danger of
domestication [...] is not only there because of the existence of particular claims about
what the good citizen is, but also flows from more fundamental assumptions about the
interconnections between citizenship, knowledge and education (Biesta, 2011, p. 142).”

Therefore, he introduced “the ignorant citizens.”

The ignorant citizen is the one who is ignorant of a particular definition of what he
or she is supposed to be as a “good citizen.” The ignorant citizen is the one who, in a
sense, refuses this knowledge and, through this, refuses to be domesticated, refuses

to be pinned down in a pre-determined civic identity (Biesta, 2011, p. 152).

Biesta also introduced “subjectification:” a new conception of citizenship education.
It “focuses on the question how democratic subjectivity is engendered through
engagement in always undetermined political processes. This [...] is no longer a process
driven by knowledge about what the citizen is or should become but one that depends on
a desire for a particular democratic mode of humantogetherness (Biesta, 2011, p. 142).”

In this way, Biesta radically raised a problem of conception of citizenship education.
Its key concept is an un-predetermined educational end: the ignorant citizens.
1. 2. The Necessity of “What is Education for?”

Biesta also raised the problem about “good education.” In his book, Good Education

in an Age of Measurement, he criticized an age of measurement and emphasized the
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necessity of “What is education for? (Biesta, 2010, Chap. 1).”

I have shown that we live in an age in which discussions about education seem to be
dominated by measurement of educational outcomes and that these measurements
play an influential role in educational policy and, through this, also in educational
practice. The dander of this situation is that we end up valuing what is measured,
rather than that we engage in measurement of what we value. It is the latter, however,
that should ultimately inform our decisions about the direction of education. This is
why I have argued for the need to engage with the question as to what constitutes
good education, rather than, for example, effective education.

(Biesta, 2010, p. 26, the italics in the original)

For Biesta, education needs to ask what education is for in order to protect education from
the erosion of measurement.
1. 3. How Do We Evaluate?

“What is education for?” -- this question is about educational values and educational
end(s). However, Biesta has not ever discussed the evaluation in citizenship education.
He only emphasized “a desire for engagement with the ongoing experiment of democratic
existence (Biesta, 2011, p. 151).” Therefore, it would be valuable to try to construct a new
paradigm of evaluation in citizenship education, and this is the starting point of this
research.

At the following two sections of this paper, we will focus on the two main intellectual

resources of Biesta: Jacques Ranciére and John Dewey.
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2. From Consumers to Spectators : Participation of Citizens for Educational
Assessment

In this section, we will consider a framework of assessment" from Jacques
Ranciére’s thought. His thought seems to be a hint when people construct the assessment
of public education in an age of measurement. We would like to refer to the NPM (the
new public management) theory at first in order to grasp the recent condition of public
education.

2. 1. NPM Governance and Public Education Today

Recently the welfare state government has been at the crisis point and a new concept
has appeared in NPM (the new public management) theory: governance. Governance has
appeared as an alternative concept of “government” in the failure of government and
market (Keating, 2004). Governance had been well known by coming the NPM theory in
fashion in 1990s. NPM governance has been emphasized and the government reform in
private way has been enforced (Pollitt and Bouckaert, 2000).

NPM governance is constructed by managerialism, which leads private sector’s
method to public sector or to new institutional economics theory that introduces the
incentive mechanism into public service. In this respect, less government (or less rowing)
and more governance (or more steering) are emphasized (Osborne and Gaebler, 1992).

Today, the method and theory of NPM has used in public education reform. For
example, civic assessment plays an important role for school choice. However, there are
some problems of assessment (Takami, 2010). For example, the faithful standard or
criteria has not been established. The quality of schooling has not been improved by
competition with the diversity of suppliers. Therefore, we need to construct a new
assessment theory. A new theory seems to be constructed without the measurement based

way or the predetermined standard. Moreover, now we may have to abandon the idea that
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the educational results should always been evaluated by teachers (as specialists who have
more knowledge than students). In this respect, Ranciére’s theory would be a hint for our
argument.
2. 2. Ignorant Spectators: Ranciére’s Spectator Theory

Ranciere pointed out that not all spectators have the knowledge to appreciate
performances (such as plays, music concerts, pictures), but they can appreciate

performances in their own way (Ranciére, 2009).

She[spectator] observes, selects compares, interprets. She links what she sees to a
host of other thing that she has seen on other stages, in other kind of place. She
composes her own poem with the elements of the poem before her. She participates

in the performance by refashioning it in her own way (Ranciere, 2009, p. 13).

In this way, “spectators see, feel and understand something in as much as they
compose their own poem, as in their way, do actors or playwrights, director dancers or
performers (Ranciere, 2009, p. 13).” This argument depends on the equality of
intelligence between spectators and performers. Such equality is a key concept for
Ranciere. He showed this idea in his work on education.

Ranciére criticized that the old-fashioned principle of education always “divides
intelligence into two [knowing minds and ignorant ones] (Ranciere, 1991, p. 7).” For
Rancieére, intelligence exists in the place “where each person acts, tells what he is doing,
and gives the means of verifying the reality of his action (Ranciére, 1991, p. 32).”
Therefore, only the “ignorant” schoolmasters can realize education (that based on the
equality of intelligence between students and teachers) for Ranciére. Student does not

have as much knowledge as teachers have, but they can understand something in their
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own way. Ranciéere applied this logic for his theory of spectators.
2. 3. Citizens as the Ignorant Spectators of Schooling

If we premised Rancicre’s theory, we would conclude that the assessment of
schooling should be opened to the citizens as the ignorant spectators of schooling. Of
course, they are amateurs of schooling and do not have as much knowledge as teachers
have, but therefore it seems that they can make educational assessment better (their
participation into the assessment of schooling will enable to realize education with the
diversity).

However, this idea does not mean that we should consider the citizens as consumers
of schooling: their judgment is not always the most important for schooling. They can
only bring the different viewpoints (that is at least different from teachers’ viewpoints)
into the assessment of schooling.

3. Dewey’s Democracy: Democracy as a Way of Associated Living

In this section, we will focus on Dewey’s democracy in order to clarify the
connotation of Biesta’s subjectification: to “exposure to the experiment of democracy
(Biesta, 2011, p. 152).”

3. 1. Democracy: Association and Communication

For John Dewey, democracy has two dimensions: association and communication.
Association implicates the mode of living and communication implicates reorganizing
society.

Association is the way and mode of living with others. Dewey said that democracy
is “primarily a mode of associated living, of conjoint communicated experience (Dewey,
1916, p. 93).” According to Satoshi Tanaka, “conjoint communicated experience” implies
the care for others (Tanaka, 2012, p. 80). Therefore, association is a way of living, which

is opened and communicated experience with others, and it has an ethical aspect.
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Communication is the mode that making the common interests. Communication
works for reorganization of society (community). “Society not only continues to exist by
transmission, by communication, but it may fairly be said to exist in transmission, in
communication. [...] Men live in a community in virtue of the things which they have in
common; and communication is the way in which they come to possess things in common
(Dewey, 1916, p. 7, the italics in the original).”

3. 2. Democracy as “Fallibilism”: On Dependence and Plasticity

In order to conceive Dewey’s democracy more deeply, we will refer to Richard
Berstein’s fallibilism. Fallibilism is an intrinsic aspect of the theory of democracy.

In The Abuse of Evil, Bernstein referred to Dewey’s theory of democracy as a
pragmatic conception (Bernstein, 2005). He said, “the mentality of pragmatic fallibilism
[...] is anti-dogmatic and anti-ideological (Bernstein, 2005, p. 51).” For Bernstein the
important point is making not consensus but politics that “requires a commitment to
persuasion (Bernstein, 2005, p. 73).” In other words, Bernstein refused the definitive
discourse. It is important for him to continue debating and deliberating. This is Bernstein’s
fallibilism.

To grasp Dewey’s democracy as fallibilism, it would be better to clarify two aspects
of his association: dependence and plasticity. Dependence is a sort of weakness and “the
flexible and sensitive ability [...] to vibrate sympathetically with the attitudes and doing
of those about them (Dewey, 1916, p. 48).” Plasticity is “essentially the ability to learn
from experience; the power to retain from one experience something which is of avail in
coping with the difficulties of later situations (Dewey, 1916, p. 49).”

In this way, association is a way of living sympathetically with others
(communicating experiences) and of reorganizing action. As well as Bernstein’s

fallibilism, Dewey’s democracy as fallibilism is reorganized constantly.
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3. 3. To Exposure to the Experiment of Democracy

Biesta’s subjectification has to do with an “exposure to the experiment of democracy
(Biesta, 2011, p. 152).” His “democracy” is mainly based on Dewey’s democracy.

As we mentioned, Dewey pursued both sufficiency of human life and continuation
of social life in the background of democracy. For Dewey, it is very important that
education is only possible in the democratic society, and the democratic society could be
maintained by democratic education. Dewey regarded dependence and plasticity as the
important parts of education. In other words, cultivating association is essential to
education. Satoshi Tanaka showed that when association appeared as “altruism” or
“unselfishness,” it would be the mode of interpenetration (Tanaka, 2011, p. 138).

Now, we can conclude that Biesta’s conception of civic education (subjectification)
is regarded as the process to be “democratic” in Deweyan meaning: associating with other
people and making community through communication. Moreover, Dewey’s democracy
is regarded as fallibilism. Therefore, Democratic education should be opened to make
mistakes and retry.

Conclusion

We can conclude that a new paradigm of evaluation in citizenship education should
consist of at least the following two elements: (1) a new participants in assessment of
schooling (citizens as spectators) and (2) democratic conditions (in Deweyan meaning).

A new type of citizenship education (such as Biesta’s subjectification) has to do with
not the predetermined end (such as the good citizens) but an un-predetermined end (such
as the ignorant citizens). Therefore, its evaluation (or its assessment of schooling, which
contains such type of citizenship education) should be implemented in the un-
predetermined way. In a new evaluation, it seems that the “correct” answers cannot be

predetermined. Rather the “correctness” of an answer should be confirmed or be revised
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in the process of evaluating in (democratic) education. In this respect, a new paradigm of
evaluation, which has to do with un-predetermined ends, would be very to exposure to
“experiment of democracy (Biesta, 2011, p. 152),” and it would be a new step for

constructing really democratic education.

Notes

This working paper 1is reproduced from [http://www.schoolexcellence.p.u-

tokyo.ac.jp/cms/wp-content/uploads/2015/08/Y-wp07.pdf].

This research was supported in part by a grant, Youth Scholar Training Program from

Center for Excellence in School Education, Graduate School of Education, The

University of Tokyo.

(1) In this paper, “measurement” is regarded as concerning a predetermined end (such
as “good citizens” in “socialization” of Biesta’s theory). “Evaluation” is completely
different from “measurement” in respect of concerning with “subjectification”
(Biesta's conception of citizenship education) and with un-predetermined ends.
“Assessment” is a word concerned with the level of the accountability of the

schooling.
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The AmerAsian School in Okinawa
Ryoko Tsuneyoshi and Hideki Ito

The University of Tokyo

Abstract
This working paper offers a case study of the AmerAsian School in Okinawa. Located in
a district with a heavy U.S. military presence, it is an alternative school which attracts
international children, especially the Amerasian children in Okinawa. The paper traces
the origins of the AmerAsian School, in itself an attempt in empowerment. The paper
reviews the School's "double" education, which tries to affirm the "double" existence of
the children attending there. The efforts to provide a "double" education is reflected in
the School's language policies (the use of both English and Japanese), and its educational
content; the example of social studies is provided. The latter half of this working paper
reviews some of the implications from the research on Amerasians. The paper illustrates
the way in which Ameriasians have been discussed in the context of social difference,
stigmatization and marginalization, and how that is changing. This is an example of a

school in Japan which is related to the construction of a multicultural society.

Keywords: Amerasians, Okinawa, AmerAsian School, double identity, international

children, multicultural coexistence
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A School for Amerasian Children

There are some educational institutions in Japan, which, by their existence, send
out a multicultural message. The AmerAsian School in Okinawa is such an institution).
The AmerAsian School in Okinawa is an alternative school which tries to address the
needs of a specific group of children-mixed-race children, especially the Amerasians in
Okinawa.

The term Amerasian was popularized by the Noble Prize winner Pearl S. Buck, who
advocated for the improvement of this population. A broad definition of "Amerasians"
stands for children born from an "American" and "Asian" couple, but the term tends to be
used for children of U.S. servicemen and local Asian women. Even with this latter narrow
definition, Amerasians exist not only in Japan, but anywhere with a history of an
American military presence, including Vietnam, Korea, Thai, and the Philippines
(Shigematsu, 2002, ch.2, pp. 59-90).

In Japan, the history of the Amerasians is intertwined with the history of Okinawa.
Okinawa occupies a distinct place within Japan. Before the late 19th century, it was an
independent kingdom, Ryukyu kingdom, flourishing in trade, and developing a culture of
its own. Today, it is a popular tourist spot, boasting aqua blue shores, resort hotels, and
exotic tourist sites of a kingdom in the past. At the same time, Okinawa was subjected to
intense combat during World War II, and with the end of the War, Okinawa was occupied
by the United States. Though it was returned to mainland Japan in 1972, 73.9 percent of
the U.S. military bases in Japan remain on this small island, constituting more than 18
percent of Okinawa 2. The city in which the AmerAsian School resides, Ginowan City,
is a city with a large U.S. military presence. The Marine Corps Air Station Futenma lies
in the city's center, and Camp Foster is located in its northern parts.

The AmerAsian School traces its roots to five mothers of Amerasian children who
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came together in 1997 to form the "Study Group for AmerAsian's Educational Rights"
(Amerasian no Kyoikuken o Kangaeru Kai) (Noiri, 2010, p. 93). The principal, Ms.
Midori Thayer, is herself the mother of Amerasians who attended the school she and
others founded in 1998. Today, the school accepts "international children, regardless of
nationality, who require multicultural education in Japanese and English" ).

Why did the mothers use the term

Figure 1. A Science Class (2014)

"AmerAsian" (notice that the  "A" in
"Asian" is capitalized to emphasize the school's
message) instead of other terms used for this
population, such as children with dual
citizenship or "halves" (used to describe

children of mixed race/culture)? The reason

seems to be that: (1) this term, for the first time,
gave these children in Okinawa a name to call themselves, (2) the term AmerAsian allows
these children to transcend boundaries of nationality, and to come together, regardless of
whether their nationality is Japanese, American, Thai, or Vietnamese. This also supports
the concept of a "double" identity promoted by the school, that these are children with a
dual cultural heritage (American plus an Asian), and also allows Amerasians to send a
message to society as a whole (Terumoto et al., 2001, pp. 160-161).

Most classes are in English, especially in the lower grades, taught by teachers from
English-speaking countries, while the classes in Japanese are conducted by Japanese
teachers. The school presently accepts children from kindergarten to junior high school.
The days the child attends the AmerAsian School are counted as attendance, and children

are able to move on to a public or private high school upon graduation.
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Double Identity Education

The motto of the AmerAsian School is "double education" (daburu kyoiku), in other
words, an education that will allow the Amerasian children to take full advantage of their
double existence (Noiri, 2014, p. 35). Acquiring both English and Japanese language
ability has been emphasized by the School from the beginning, and several reasons are
cited by the staff. First of all, without English, these children would not be able to
communicate with their father. There is also the expectation of Japanese society that
anyone looking "American" would speak English, and English helps these children form
a more positive image of themselves (interview with the principal, Dec. 11th, 2014). It is
also important to add that the expectation of speaking English is not just a matter of image,
it is seen as tied to chances in the labor market (Noiri, 2010, p. 95). A "double" education
for the staff, however, signifies something more than just language acquisition, as is
evident from the use of terms such as "educational rights" and "multicultural education"
in explaining the mission of the school (interviews with staff, Dec. 11th, 2014).

In a way, the School already

promotes a mixed-culture experience by its Figure 2. Lunch Time
composition. Students meet children in
similar situations as themselves. Visiting
the AmerAsian School, it is possible to
observe the children code-switching,
depending on which language—English or

Japanese—better enables the particular

group of children to communicate among

— 178 —



themselves or depending on the
context (fieldnotes, Dec. 11th, 2014).
According to the social studies
faculty, an example of the social
studies curriculum brings in both
points of view from Japanese and
Americans, on, for example,
controversial issues such as the
meaning of World War II (see
Appendix for a lesson example).

Double Language and ICT

Figure 3. Developing a Double Perspective

Note: The social studies teacher explains the
concept behind the supplementary social
studies material he developed to promote a
double perspective.

As noted above, the acquisition of both English and Japanese is seen as a basic

condition which helps the children to choose from his/her double cultural heritage.

Therefore, though the language of instruction, especially in the lower grades, is more

English than Japanese, the use of Japanese is brought into the curriculum, and more so as

the child matures and has to meet the

Figure 4. Japanese flashcards

realistic needs of entering Japanese high

schools. Compulsory education in Japan
ends at the lower junior high school level.
To enter high school, therefore, students
have to undergo some kind of selection.
As the age of the students goes up, the
staff start to prepare students for the
entrance examination for high school,

and for life beyond the AmerAsian

Note: Pupils prepare for a Japanese test.
Each pupil has a different pile of words to
remember, depending on his/her Japanese
language level.

— 179 —



School.

Figure 5. Tablets Figure 6. Presentation in Japanese Using ICT

Note: The use of tablets to coach students in Note: A group of children present in Japanese
taking the entrance examination tests. using ICT

With the hiring of an Educational Technology Director, and donations of tablets for

each student, there is a new emphasis on ICT.

Some Implications from the Research on Amerasians
The focus of the research on Amerasians in Japan varies, and we have identified
several lines of discussions below.

1) First, there is the research on the social construction of difference in relation to
this group. Research point to the fact that Amerasians /ook different from the majority of
ethnic Japanese, which influences the perception Japanese have of this group of children.
Amerasians are identified as "different" the moment people look at them, and their
"American" appearance is linked to the expectation that they speak English, are foreign,
etc. This also means that, as a visible cultural minority, even if the children try to become

totally "Japanese," whatever that means, they tend to be treated as not quite so (Terumoto
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et al., 2001, pp. 165-167). This then links to issues of identity formation.

Such constructions of difference are social and context-bound, however, and are
subject to change. Thus, it might be said that this line of research implies the need for
Japanese society to acknowledge cultural differences, to become a society in which
cultural minorities can "be themselves" (arinomama). Such a society would allow, by
definition, the construction of multiple identities. Phrased as such, the message that is
being sent out here is shared with research of other ethnic and cultural minority groups in
Japan. At the same time, compared to ethnic schools targeting the needs of a certain ethnic
group (e.g., Brazilian schools), the AmerAsian School distinguishes itself in that the
School starts from the assumption that children there are "double" (Noiri, 2014, p. 35).

2) The second focus of research places the Amerasians in the context of
stigmatization and marginalization. Amerasians in the Okinawan context are often
identified with the U.S. military presence in Japan, and with the fact that Okinawa is
shouldering the bulk of the military load within Japanese society. The story here is about
double marginalization. The marginalization of Okinawa within Japan, and the
marginalization of Amerasians in Japanese society.

Though this second line of discourse intersects with the first, there are differences
as well. The first line of discussion is based on the social constructions of difference. The
socially visible boundary of difference between Amerasians and the majority Japanese
lies in their physical "American-ness," though there are differences in what constitutes
"American-ness" (e.g., skin color). An "American" look, and the assumption that if you
look "American," you would be able to use English, are linked to stereotypes--being
exotic, modern, etc. which can work in one's favor, not just the reverse, depending on the
situation. Whether they reflect the reality is another matter. The second focus of

Amerasian research however, is not just about social constructions of difference, but
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about the formation of negative stereotypes and stigmatization. The history of Japanese
Amerasians in this context, is often discussed in terms of negative social labeling and
falling through the legal cracks of both the father's and mother's nations. Identified with
the presence of the U.S. military in Japan, they are described as subjected to anti-military
sentiments and negative images which come with the military presence. Thus, it is not
surprising that this line of discussion leads to an anti-discriminatory human rights
message. Here, the AmerAsian School is seen as a bottom-up effort in human rights, to
ensure a transnational education, to develop self-esteem, and to empower the Amerasian
children (Noiri, 2010).

The research also reminds us how complex the construction and usage of images is.
Media and other representations of Amerasians have been accused of reinforcing
stereotypes (Gage, 2007, p. 89; Terumoto et al., 2001, p. 118). One is reminded of the
criticisms which were targeted at the representation, or should we say, the
misrepresentation, of "poor starving children" of the South to solicit support from the
affluent North donors.

3) More recently, scholars have pointed to the improvement of the factors which
were presumably at the basis of many of the above-stated negative stereotypes. For
example, scholars have noted that though the presence of U.S. bases remains controversial,
the local standard of living in the area has risen, the status of local women as against the
U.S. servicemen has risen, and women have more choice and power (e.g., regarding
occupation, childbearing) (Shigematsu, 2002, p.195). The importance of English in
Japan has risen, opening up new occupational opportunities for Amerasian children who
speak the language. Now, life histories reveal that in some cases Amerasians are envied
because they are mixed-race children (with "American" looks, one might add), which

may actually hide the hardships that come with being born "double" and being associated
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with the U.S. bases (Noiri, 2014, pp. 44-45; Noiri, 2010, pp. 94-95).

Images are socially constructed. As the context changes, so will the images.
Discourse, movements, policies, etc. will influence the direction of the images. Today, as
Japanese society diversifies, the message the AmerAsian School is sending out, overlaps
with the messages that are sent out by other cultural minorities and indeed by the society
at large. Children of international marriages between ethnic Japanese and foreign
nationals or Japanese of foreign descent, also face the issue of multiple identity
(Shigematsu, 2014). The message of equity and recognition of difference is one which is

shared with many Japanese nationals

Figure 7. Rows of Prizes to the School

who are in less-advantaged positions.
Global citizenship and the appreciation
of diversity are often cited in the
mainstream reforms as traits that should
be cultivated in all Japanese.

In a society in which most cultural

minorities are not visible at first sight,

being a visible minority is in itself
distinctive. The rows of prizes the AmerAsian School has won, perhaps attest to both the

distinctiveness and universality of the message being sent out.

Notes
This working paper 1is reproduced from: [http://www.schoolexcellence.p.u-
tokyo.ac.jp/cms/wp-content/uploads/2015/02/21-wp001.pdf]
This research was supported by the Grants-In-Aid for Scientific Research, Japan Society

for the Promotion of Science, Kiban C, No. 24531056.
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The project staff thank the principal, Ms. Midori Thayer, the director, University of
Ryukyu, Ms. Naomi Noiri, and other teachers for their assistance.

(1) http://amerasianschoolokinawa.org/, retrieved Jan. 2014.

(2) Military Base Affairs Division, Executive office of the Governor,
http://www.pref.okinawa.jp/site/chijiko/kichitai/25185.html, retrieved Dec., 2014.

(3) Taken from the School's homepage, http://amerasianschoolokinawa.org/about

me/about.html, retrieved Dec. 22, 2014.
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Appendix:
An Example of a Social Studies Lesson for Junior High School (Double Education)
The following is an example of the School's social studies staff to advance "double
education," or education for double existence. A guest speaker, himself an Amerasian,

was invited to talk about his experiences in class.
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Source: Kitaueda 2014, pp. 109-110

The faculty of social studies at the AmerAsian School have been developing junior
high school learning material for double existence since 2011. According to the social
studies teacher, the teachers tailored the material to meet the needs of the Amerasian
students, using the appropriate level of Japanese, etc. (Kitaueda, 2014, pp. 88-89). The

school started to invite Amerasian guest speakers after the teachers realized that these
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children did not have many Amerasian role models around them (Kitaueda, 2014, p.89).

The lesson above, invited an Amerasian diet member in a unit describing democracy.
The guest speaker talked about his experience growing up in Okinawa, attending a regular
high school, and eventually becoming a municipal diet member at the age of 42. The guest
speaker notes that he became a politician so that he could revise the rules of the country,
such as those pertaining to nationality. The guest speaker also describes the Japanese
political system, human rights, that the law is made by the representatives of the people,
etc., and gives an example of a case in which he was involved in changing the law.

In order to assist students, each page has a place in which difficult Japanese words
are picked out and listed, so that the students can write down the English translation (e.g.,
origin, environment). In the same way, key terms in Japanese social studies (e.g., aging,
lower and upper house) are also listed, and explanations are provided on a different page.
The material encourages students to ask questions on what kind of rules exist around them,

and what would happen if such rules did not exist.
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Schools Supporting the Migrant Population in Japan:
The Night Junior High Schools
Maiko Sumino

The University of Tokyo

Abstract
Historically, the Japanese government has been reluctant toward stabilizing educational
measures for the foreign-born population. A substantial number of foreign-born students
drop out of school, and/or do not continue on to education beyond junior high school.
This paper focuses on the Night Junior High Schools (hereafter: NJHS), which are
known as institutions that accommodate one-third of the migrant students within the
total student numbers in these type of schools (Asano, 2012). As the NJHS are labeled
as institutions that accept students who are beyond the compulsory school age, these
schools have served as safety nets for the migrant population, who might have been at
risk of not attending any form of educational institution.
The purpose of this paper is to examine the historical role of the NJHS and how they are
publically discussed as institutions in Japanese society. This research shows that there is
growing attention toward NJHSs in the political discussion after 2013, and this may
have a profound impact on Japanese society, although there still remain many

challenges.

Keywords: Night Junior High Schools, Migrant Students, Japanese Education, Migrant

Education
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Introduction

The migrant population')) in Japan continues to have disproportionate high rates of
absence from school (Sakamoto et al., 2014), and/or not entering school beyond the junior
high school level when compared to the total Japanese population (Miyajima, 2014).
However, the general political stance towards building a comprehensive education policy
to support the migrant population has been noncommittal. In Japan, the students who do
not have Japanese citizenship are not legally obligated to attend public schooling.
Reflecting this situation, a certain number of migrant students are deprived from any form
of education during their compulsory school ages.

Night Junior High Schools (hereafter, NJHS) are known as a type of school which are
often run in the evening period within the public junior high schools. These schools are
specifically for students who are over the age of 15, who did not have a chance to earn a
junior high school degree. Due to the fact that many migrant students find difficulty in
keeping up in the daytime classes, these institutions accommodate a third of the migrant
students within the total student numbers of these institutions (Asano, 2012). Therefore,
this paper focuses on these NJHSs, which play a critical role in the Japanese public school
system for the migrant population in Japan.

The purpose of this paper is to examine the historical role of the NJHS and how it is
currently discussed as institutions in Japanese society. For doing so, this study hopes to
contribute to examining the future possibilities and challenges that lie among the current

discussion.

— 189 —



The Japanese School System and the Night Junior High Schools
Who Does the Japanese Public Education Sector Serve?
Ministry of Education, Culture, Sports, Science and Technology (mombukagakusho:
Hereafter, MEXT) states their general policy of “accepting a foreign child® in public

compulsory education” as below:

A foreign child is not obligated to attend schooling in our country. However,
on the basis of the International Covenant on Civil and Political Rights or
other laws related, when a child requests to attend public compulsory
education, the child is guaranteed to attend school free of charge, along with

the other Japanese students.

The student is guaranteed the same opportunity of education as the Japanese
people, including the opportunities to receive free textbooks and school
financial aid®.

(Ministry of Education, Culture, Sports, Science and Technology, 2015a)

The term “A foreign child” stated above generally connotes a child who does not have
Japanese citizenship. They are not legally obligated to attend education. The government
officially states that they will only be accepted if they make a request. This statement
reflects the distant standpoint, from which the Japanese government approaches the issue
of education for the migrant population. In fact, the Japanese government has not yet laid
down fundamental regulation that specifies educational measures for the migrant
population. It is largely left up to the local government and schools, whether or not they

would carry specific measures to consider students with foreign backgrounds.
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What Institutions Support the Students with Foreign Backgrounds?

There are several possible pathways that a child with a foreign background might
choose for education. The first choice is to attend “mainstream” schools®. According to
a recent research conducted by MEXT (Ministry of Education, Culture, Sports, Science
and Technology), there are 71,545 foreign students who currently attend public school as
stated for 2013 (MEXT, 2013). Within that population, 27,013 students need special
support for Japanese language education. The practices conducted at schools largely
depend on the local education board and the individual schools. If either decide that there
should be some special considerations, they provide special classes according to their
budgets.

The second choice is to go to an ethnic school, such as Chinese, Korean or Brazilian
schools. These schools accommodate such students whom their guardians preferred
instruction through their homeland language, or students who had experienced difficulty
in keeping up with the “mainstream” schools. Some ethnic schools are sorted as
"Miscellaneous Schools" (kakushugakko) in the educational law category. This somewhat
awkward definition comes from the term "Article One Schools" (ichijo ko) which is a
name derived from the School Education Act (gakko kyoiku ho) Article 1, which allows
their position as a mainstream school, while sorting the others as miscellaneous schools.
These mainstream schools, which are stated in article one, are expected to follow the
regulations and standards that are outlined by the Ministry of Education, and receive a
certain amount of grant money in return. In contrast, the miscellaneous schools receives
much less money. Some ethnic schools are labeled in the miscellaneous school category;
the same rows of schools used for hairdressing schools or driving schools. Many ethnic
schools do not even have the status of school. Therefore, they receive no assistance from

the Japanese government, except for some amount of assistance from the local level.
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Since the conditions the Ministry of Education requires are sometimes contradictory
to the ethnic schools’ unique purpose, some ethnic schools do not invest in the effort
toward being admitted as a mainstream, article one school (Council of Local Authorities
for International Relations, 2012). Also, some ethnic schools do not apply for getting
approved as a miscellaneous school, because they do not know the advantages they could
gain in return, and/or because they lack information about the necessary procedures to get
approved (Y. Kojima, 2010). Though from the students’ standpoint, these schools require
tuition, so the students do not have a chance to enter these schools if they cannot afford
to pay. Because the student numbers largely depend on economic circumstances, some
ethnic schools faced severe financial trouble after the financial crisis in 2008 (A. Kojima,
2013).

The final choice is to not attend to any type of institution during their school ages.
Although there is no comprehensive report that shows the total number of those not
attending school, some scholars estimate that the percentage is 10% of the migrant school-
going population in Japan (Sakamoto et al., 2014); which is approximately 10,000
people®®. Another fact is that the migrant students’ high school entrance rate is noticeably
low compared to the rate of the total population of Japan. It is estimated that the migrant
students’ high school entrance rate is less than half the rate than that of the Japanese
population (Miyajima, 2014). Although high school education is not a period regulated
as compulsory in Japan, nearly a hundred percent of the Japanese enter high school.
Therefore, today it is not easy to find employment options that do not require at least a
high school degree. So absenteeism during school years, and the extremely low rates of
entrance to education afterward, is a crucial problem in terms of securing a route to future
employment options in Japan.

For students who did not have an opportunity to enter school during their compulsory
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school ages, there are other options; the "Night Junior High School: NJHS” (yakan
chugakko) is one of them. This type of school is not an Article One school, though these
schools are often placed legally as evening classes within the public junior high schools.
These schools provide educational opportunity for the students who are over the age of
15, who did not have a chance to earn a junior high school degree.

According to a most recent research conducted in 2011, NJHSs accept 2,174 students
at 35 institutions (Asano, 2012). NJHSs are not significant in number among the 9,707©
public junior high schools in Japan. However, regarding the situation that migrant
students are still at the risk of not going to any type of school during their school ages, it
is crucial to focus on the role of the NJHSs.

Night Junior High Schools

The first NJHS was established back in 1947, when many people were deprived of
the opportunity of education during and after the war period. After WWII, many children
did not go to school due to poverty. The children who did not attend needed to work to
help their households. So NJHSs were the last options for students who had no other
choice than to work during the daytime, as NJHSs allowed them a chance to learn in the
evening. In the early 1950s, there were 71 NJHSs and 3,118 students attending throughout
the country (MEXT, 2015b).

However, as the social situation changed, the proportion of students entering into
daytime “mainstream” education rose. In 1966, the Japanese government officially
declared that "Night Junior High Schools shall be abolished, as they are unfavorable in
light of the principle of compulsory education" (MEXT, 2015c). The government
attempted to scale-down the numbers, leaving just a portion of the institutions for a few
students who had no other options. In this era, the emphasis was rather focused toward

stabilizing the mainstream route, and was relatively ignorant about the population who
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needed the NJHSs due to the social circumstances.

After the 1990s, facing the times of the expansion of the foreign-born population, the
awareness grew of the NJHSs as an institution playing a critical role: to provide
educational support to people with various backgrounds, including a large number of
migrant populations. Some politicians recently joined together to move forward and
support the NJHSs. Considering the fact that many NJHSs face difficulty in terms of funds
and resources, and most are located near the two urban areas of Tokyo and Osaka, the
politicians started to argue for the geographic expansion and allocation of resources for
developing the NJHSs (Zenkoku Yakan Chugakko Kenkyukai, 2015).

Who goes to Night Junior High Schools?

There are no official reports that show the entire picture of NJHSs in Japan. During
and after the war period, NJHSs were predominantly for students who had no other option
than working during the daytime, or for the old resident Koreans who were deprived from
educational opportunity. However, the below study conducted by Asano (2012) shows an
overview about how NJHSs look differently today.

According to a research conducted in 2011, there are 35 public NJHSs throughout
Japan, and additionally, it is estimated that there are 30 volunteer-organized classes which
are run by local citizens (Asano 2012). These volunteer-classes are often provided in local
areas which do not have any public NJHSs. These volunteers try to provide educational
support equivalent to the NJHSs, or else, some students would be deprived of their right
to equal educational opportunity”.

Based on a survey provided to 1,150 students from the above-mentioned 30 public
schools and 10 volunteer-organized groups, Asano shows the following findings.

First, 61.2% currently do not work®. This is partly a consequence of the current

situation, which is that it is not easy to find a job without a degree in Japan.
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Second, regarding ethnicity, the 1,150 students were sorted into four categories. The
"Japanese" group represented 24.1%, "Resident-Korean" group 22.7%, the "Chinese
Returnee" group 19.7%, and the "Newcomer" group was 33.3%). This study shows the

fact that in 2012, one third of the students are from the newcomer groups.

Shifting Discourses of NJHSs

NJHSs were assumed to be marginal institutions in the political context. After 1966,
the general political stance of the Japanese government was to decrease them in turn to
pour effort towards expanding the mainstream day time education. Also, at the local and
individual school level, the common understanding was to accommodate the migrant
students in mainstream schools (Okano, 2013).

Though, due to the continuous demand by the NJHS practitioners, a new trend rose
after the 2000s. NJHS practitioners throughout the nation have joined together as; the
“Night Junior High School Research Group (Zenkoku Yakan Chugakkou Kenkyukai)”.
This group has been working together for decades, demanding for national level support.
For example, the research group officially submitted a statement to the Japan Federation
of Bar Associations in 2003, on request of adequate public research and support of the
NJHSs. This captured some of the politicians’ attention, and led them to propose the
NJHS issue as an independent diet topic in 2003!9. After a two and a half year research
and judgment, the Japan Federation of Bar Associations officially publicized a
memorandum, demanding support for the NJHSs as an urgent human rights issue. Later
on, this movement led the establishment of the bipartisan diet member network in 2014.
The politicians joined together with the purpose to support the geographic expansion of
the NJHSs.

Concurrently with the establishment of the bipartisan diet member network, the NJHS
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issue was also addressed within the discussion about child poverty. As the child poverty
issues in Japan was belatedly “discovered” in the late 2000s (Abe, 2012), “The Child
Poverty Initiative Act” (Kodomo no Hinkon Taisaku Ho) was adopted in 2013V, The
adoption of this act was a crucial step for the NJHSs, as “the promotion of the
establishment of NJHSs” were specified as one of the initiatives to be enforced under the
act1?),

NJHSs were traditionally assumed to be marginal institutions; however, as noted

above, the situation began to change due to the continuous effort of local practitioners.

Conclusions

The NJHS issues were raised as an agenda at the Japanese diet in 2003, and
subsequently led the establishment of the bipartisan diet member network. Concurrently,
after the Child Poverty Act was adopted in 2013, geographic expansion of the NJHSs
were promised in the outline. The above process was largely related to the active role of
the practitioner research group called the “Night Junior High School Research Group”,
which continuously demanded for national level support for decades.

The NJHSs have gained in popularity in the past few years from 2013, as an institution
that plays a significant role through its unique position within the Japanese school system.
However, there still remain challenges.

First, the major concern of the politician network is to expand the number of NJHSs
geographically. Needless to say that this agenda is imperative for the migrant group, it
would be shortsighted to presume that solely geographic expansion would be a cure-all
initiative. The procedures and practices that support the migrant population must be
considered for discussion as well.

Second, the educational support regarding the students’ diverse ethnic and cultural
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backgrounds is not always assumed to be the central agenda within the NJHS discussion.
There is a possibility that the evolving attention toward the NJHSs might elevate the
migrant education issue to become a central topic. However, currently it is not always
discussed in relation to the migrant student population. The target population is kept
rather vague. From this perspective, the governments’ attitude towards stabilizing a
comprehensive education policy for the migrant population still remains reluctant.

This research indicated that the growing attention toward NJHSs may have profound
impacts in Japanese society, though in terms of creating a supporting educational route

for the migrant population today, there still remain many challenges.

Notes

This working paper 1is reproduced from: [http://www.schoolexcellence.p.u-

tokyo.ac.jp/cms/wp-content/uploads/2015/07/21-wp02.pdf]

This working paper is supported by the Grants-in-Aid for Scientific Research

(KAKENHI), Kiban A , No. 15H01987 (A Cross-National Research of Japanese

Educational Efforts to Meet the Needs of the 21st Century and the Construction of

International Models: Exploring Pluralistic Models).

All quotes in brackets were translated from Japanese to English by the author.

(1) T use this term “migrant population”, in contrast to the old-timer ethnic minority
population (particularly, the people who are so-called the Zainichi, who resides in
Japan directly or indirectly in result of the Japanese colonization).

(2) “Gaikokujin no kodomo” in Japanese.

(3) School financial aid (shugakuenjo) is stated under the School Education Act Article
19, which guarantees financial support for a person who is admitted as under needy

circumstances. Under this law, the student or guardian can require financial support
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for school activities (such as lunch fees and school supplies).

(4) Which are specifically, public elementary school, junior high school, high school and
special-needs schools (schools for the students with physical or mental challenges).

(5) The compulsory school age in Japan is 6-15. According to the public research, the
number of 6-14 year old foreign residents in Japan are 101,485 (Ministry of Justice
2013).

(6) Derived from the School General Statistics 2014 (Gakko Kihon Chosa)
http://www.mext.go.jp/component/b_menu/other/ _icsFiles/afieldfile/2014/12/19/13
54124 2 1.pdf.

(7) Although these volunteer-organized classes provide the similar education as the NJHS,
these classes do not offer a junior high school degree.

(8) Suppose, this is because there are a certain number of old age groups. However, even
limiting to the newcomer groups, the numbers who do not work are still 44.6%.

(9) 2 students were counted as uncertain in ethnicity.

(10) From the record of the Education Science Committee Meeting
(bunkyokagakuiinkai), 26 March, 2003, from the Officical Diet Record System,
http://kokkai.ndl.go.jp/.

(11) The common belief until the late 2000s was that Japan was rather consisted by a
vast majority of the middle class, sharing similar backgrounds.

(12) From the outlines (Taiko) of “The Children Poverty Initiative Act”

(Kodomo no Hinkon Taisaku Ho), p14.
http://www8.cao.go.jp/kodomonohinkon/pdf/taikou.pdf.

(http://www8.cao.go.jp/kodomonohinkon/pdf/taikou.pdf.)
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Incorporating Foreign Students in Japanese Public Schools
The Case Study of Two Elementary Schools in Gunma
Tate Kihara

The University of Tokyo

Abstract
Since the late 1970s, there has been a gradual increase in the number of foreigners
entering Japan. This increase in the foreign population has resulted in the formation of
what are called the "gaikokujin shuju chiiki” [areas in which foreigners are
concentrated] in Japan. Gunma prefecture is well known as one of the "gaikokujin shuju
chiiki” and the local public elementary schools have taken initiatives to promote the
incorporation of foreign students.
The purpose of this paper is to introduce two elementary schools in Gunma and to discuss
some of the measures that the schools are taking to incorporate foreign students. These
districts are generally considered to be among the pioneering areas in foreign student

education in Japan, and as such, they provide models for other Japanese schools.

Keywords: Gunma Prefecture, Migration policy, Foreign student education, Bilingual

teacher system

Background

The foreign population in Japan is very small. As of December 2014, there are only

around two million registered foreigners in total, which makes up no more than two
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percent of the entire Japanese population (Ministry of Justice, 2015). This, among other
factors, has drawn the attention of Japanese education policy makers and scholars away
from foreign students in their education system.

However, there are some districts in Japan called "gaikokujin shuju chiiki” [areas in
which foreigners are concentrated] that have a considerable foreign population. Faced
with pressing needs, these local municipalities are known to be taking progressive
measures to ensure the establishment of foreigners as residents (Kashiwazaki, 2014;
Pak, 2000). In these districts, most foreign children in their school ages attend local
Japanese public schools. Hence, it is of great importance to study how the Japanese
public schools are responding to the entry of foreign children, which has become a
research genre in the Japanese academia".

After reviewing the migration policy reform that led to the increase of foreign
population in Japan, this paper will focus on Gunma prefecture that has become one of
the most famous gaikokujin shuju chiiki in Japan. This paper will introduce practices
from the two schools in Gunma that are especially known for the high concentration of
foreign students.

Japanese Migration Policy Reform and Gunma Prefecture

Until the early 1970s, the foreign population in Japan mainly consisted of ethnic
Koreans and Chinese (often called “oldcomers”) that have resided in Japan since before
World War 2. From around the late 1970s to the early 1980s, however, Japan started
experiencing a gradual rise in the number of incoming foreigners. These foreigners that
came to Japan after the late 1970s are usually referred to as newcomers and are

distinguished from oldcomers (Tsuneyoshi, 2011,pp.129-138).
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Figure 1: Number of Registered Foreigners in Japan by Region of Nationality®®
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Figure 1 is an illustration of the number of registered foreigners by region of
nationality from 1950 to 2014. In the 1970s and 1980s, the incoming newcomer
population mainly originated from the neighboring Asian countries. Furthermore, from
the 1990s, newcomers from South American countries began to rapidly increase.

One factor behind the sudden rise of South Americans was the revision of the
Immigration Control and Refugee Recognition Law of 1990. The Japanese government
made it possible for “Nikkei-jin”[people of Japanese descent] to work as unskilled labor
legally under a special permit™® (Higuchi 2005, pp.4-12). The majority of the Nikkei-jin
that came to Japan with the permit were children and grandchildren (second and third
generation) of the Japanese who have emigrated to Brazil and Peru (Kajita, 2005,
pp-120-126).

Gunma prefecture became one of the most popular destinations for these people due
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to the labor demand in the manufacturing (especially electronics and automotive)
industry (Sakai & Yumoto, 2001, pp.49-98). A lot of people came with their family
members (including children) to work in local manufacturing plants. Hence, there has
been an influx of foreign students in the local education system, and schools have made
efforts in adjusting to the diversifying student body (Onai et al., 2001, pp.197-232).

Following sections will focus on the practices at the two public elementary schools
in Gunma that are located in Oizumi town and Ota city (Figure 2), both of which are

well known for their advanced educational initiatives on foreign students.

Figure 2: Map of Gunma Prefecture®
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Oizumi Municipal Nishi Elementary School
Oizumi Municipal Nishi Elementary School is in a neighborhood with a lot of
Brazilian ethnic businesses with shop signs in Portuguese. Figure 3 is a picture of an
ethnic supermarket that sells commodities imported from Brazil. Such ethnic businesses

have emerged in Ota city as a result of the inflow of Nikkei-jin from Brazil.

Figure 3: Brazilian Supermarket near Nishi Elementary School
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Source: Personal picture

Out of the 576 students enrolled in Nishi Elementary School, 128 students
(approximately 20 percent) were foreign nationals in the beginning of the school year in
April 2014® (Oizumi Municipal Nishi Elementary School, 2014a). The majority of the
foreign students are Brazilians and Peruvians but the overall student body is represented
by more than 10 nationalities (Oizumi Municipal Nishi Elementary School, 2014b).

The school provides Japanese as a second language education (JSL Education) and

hires fulltime JSL teachers as well as Japanese teaching assistants with a budget

— 207 —



obtained from the local government (interview with the principal, January 30, 2015).
This JSL instruction for foreign students is a popular method adopted by schools that
are located in areas in which there is a concentration of returnees and foreigners
(Tsuneyoshi, 2011, p.143).

In Nishi Elementary School, foreign students that find difficulties catching up to the
Japanese students are sent to “pull-out” classes for specialized lessons with the JSL
teachers for some part of the day. This “pull-out” method is used for Japanese and math.
The School also uses “push-in” methods where JSL teachers and Japanese teaching
assistants help students take regular classes by being in the classroom (Oizumi
Municipal Nishi Elementary School, 2014b). Japanese teaching assistants at Nishi
Elementary School are capable of speaking either Portuguese or Spanish, enabling them
to translate for the Brazilian and Peruvian students (Oizumi Municipal Nishi
Elementary School, 2014b).

Nishi Elementary School is distinct from most other Japanese elementary schools in
that it already has 20 years of experience in foreign student education. The course
curricula and materials are well prepared by teachers themselves. Figure 4 is a Japanese
picture-word card used in JSL classrooms that teachers at Nishi Elementary School

created to facilitate the Japanese learning process of foreign students .
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Figure 4: Japanese picture-word cards used in JSL classrooms

Source: Personal picture

In addition to assisting foreign students catching up academically, teachers at Nishi
Elementary School support the physical development of foreign students. Some foreign
pupils find difficulty getting used to kyushoku [school lunch that are provided to
students everyday]. In order to encourage these students to be on a healthy diet, teachers
have created cards and stickers with food (mostly vegetables) characters (see Figure 5)
to reward the students when they finish off their meals (Oizumi Nishi Elementary

School 2014c; interview with the principal, January 30, 2015).
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Figure 5: Cards and stickers to encourage healthy eating at school

Source: Personal picture

Other challenges experienced by teachers at Nishi Elementary School include
difficulty in communicating with parents of foreign students who have no prior
knowledge of the Japanese educational system. These parents usually are not fluent in
Japanese, compounding the problem. Although the school has been taking deliberate
measures to ensure sound communication, there seems to be ongoing
miscommunication arising from cultural barriers (interview with the principal, January
30, 2015).

Ota Municipal Hosen Elementary School

Ota Municipal Hosen Elementary School is located 10 km northwest of Oizumi
Nishi Elementary School (Figure 2). In Hosen Elementary School, there are
approximately 50 students who have their roots in foreign countries (Ota Municipal
Hosen Elementary School, 2014). “Roots” is preferred as an expression because there
are some students who are Japanese nationals that were born to a foreign father/mother

and a Japanese mother/father (interview with a teacher, January 30, 2015).
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One characteristics of Hosen Elementary School is the official presence of
“Bilingual teachers”. Bilingual teachers are not merely teachers who are bilingual. The
roles of these teachers are more institutionalized. These teachers are officially called
“bilingual teachers‘ under “the bilingual teacher system” that requires these teachers to
hold teaching licenses from either Japan or a foreign country and be fluent in Japanese
and Portuguese or Spanish (Ikenaga & Suenaga, 2009, p.19).

The Bilingual teacher system started in 2004 when the neo-liberal government
under Prime Minister Junichiro Koizumi designated some municipal bodies as “kozo
kaikaku tokku’[special zone for structural reform]. The government enabled local
bodies to deregulate according to their local characteristics to stimulate the economy as
well as to make them examples for further regulatory reform across Japan (Cabinet
Secretariat Office for the Promotion of Special Zones for the Structure Reform, 2003).

Under this scheme, Ota city was designated as a “feijyuka ni muketa gaikokujin jido
seito no kyoiku tokku[special education zone for the permanent establishment of
foreign students](Ikegami& Suenaga, 2009, p.18). This enabled Ota city to make many
deregulations for foreign students including hiring teachers without Japanese teacher’s
license at its public schools (Ikegami& Suenaga, 2009, pp.18-20). To add, Ota city has
divided its school districts into eight areas and have designated one to two schools in
each area to set up classes dedicated to foreign students education (City of Ota, n.d.).

Since Hosen Elementary School is one of the selected schools to set up these
classes, the school runs afterschool lessons in “kokusai kyositsu’[International
classrooms] for foreign students. Hosen Elementary School has two special classrooms
for the sole purpose of these after-school lessons.

The walls of kokusai kyositsu are covered with words and pictures of the things

that the students should know in Japan, such as Kanji [Chinese] characters,
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chronological timetable of events in Japanese history (Figure 6).

Figure 6: Wall decorations of kokusai kyositsu [International classrooms]

Source: Personal picture

One of the interesting findings was the importance of non-academic school subjects
such as music and physical education. Teachers emphasized that a lot of foreign
students found difficulty in catching up to the Japanese students in these non-academic
subjects, which may make them feel discouraged. For example, in Japanese music
education, students are required to play a flute-like instrument called the “recorder”.
Some teachers at Hosen Elementary School have developed recorder training materials
for foreign students so that they do not fall behind in classes (interview with a teacher,
January 30, 2015).

Though many Japanese elementary schools in districts where there is a
concentration of foreigners assist children in catching up by using push-in or push-out

methods, the two schools introduced above seem to stand out in their long history of
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incorporating newcomers and in their development of extensive support materials
ranging from history to lunch eating.
Conclusion

This working paper focused on two public elementary schools in Gunma. At both
elementary schools, teachers themselves have dealt with the necessities of foreign
students by utilizing their own experiences and resources. Also, the local municipalities
have developed initiatives to help the incorporation of foreign students in their school
system by taking advantage of the policy change at the national level. These two
schools provide cases in which the practice of teachers and effort by the local
governments are facilitating foreign students incorporation.

It may be important to note here that the elementary schools in Gunma prefecture
are special among Japanese elementary schools with their experience in foreign student
education since they are located in areas in which there have been a long history of
concentration of foreigners. In contrast, most Japanese elementary schools do not have
adequate experience to manage ethnic and linguistic diversity in their classrooms.

It is also true, however, that as Japanese society globalizes, more and more schools
will face issues similar to what the two schools introduced in this working paper have
been encountering. Thus, these schools continue to inspire educators, policymakers and

scholars in a diversifying Japan.

Notes
This working paper is reproduced from: [http://www.schoolexcellence.p.u-
tokyo.ac.jp/cms/wp-content/uploads/2015/07/21-wp03.pdf]
This working paper is supported by the Grants-in-Aid for Scientific Research

(KAKENHI), Kiban A, No. 15H01987 (A Cross-National Research of Japanese
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Educational Efforts to Meet the Needs of the 21st Century and the Construction of
International Models: Exploring Pluralistic Models).

Quotes in brackets were translated into English from Japanese by the author.

The author would like to thank Professor Ryoko Tsuneyoshi (The University of Tokyo),
Professor Yuki Megumi (Gunma University) as well as teachers and staffs at both Nishi
Elementary School and Hosen Elementary School for their coordination and kind
support of our fieldtrip.

(1) According to the analysis by Yamada (2008), members of the Intercultural Education
Society of Japan which is a leading academic association in the field of foreigner
education, has shifted their research interests from kikokushijo kyoiku [Education of
Japanese returnees] to zainichi gaikokujin kyoiku[Education of foreigners in Japan] over
the last 25 years.

(2) Nationality and world region in figure 2 is defined by the Ministry of Justice. In “Asia
(Korea)” category, both South and North Koreans are included. In the “Asia (China)”
category, both China and Taiwan are included. In the “Other Regions” category, “North
America”, “Europe”, “Africa”, “Oceania” and people with “No Nationality” are included.
(3) For each year, statistics is taken from the statistics of December.

(4) There is a debate on whether the increase of Nikkei-jin was actually intended by the
policy makers or an unintended consequence (Kajita, 2005, pp.114-129).

(5) Gunma prefecture is approximately 70 km north of Tokyo.

(6) The numbers of foreign nationals have increased up to 141 by the end of the school

year (interview with the principal, January 30, 2015).
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Educational Supports for Immigrant Children:
Focusing on Programs by Voluntary Sectors
Hikaru Ishiwata

The University of Tokyo

Abstract
This paper is about the support programs for immigrant children in Japan, especially
those offered by voluntary sectors. Public schools in Japan do not provide sufficient
support regarding the immigrant children. Thus, many voluntary sectors help these
immigrant children to enter or to keep up in the Japanese schools. This paper introduces
one of the volunteer programs in Japan, which is called “the Bridge School Program
[Niji no Kakehashi Kyoshitsu].” This program had been promoted by the Ministry of
Education, Culture, Sports, Science and Technology (MEXT) from 2009 to 2014. The
aim of this program is to facilitate the immigrant children to go to a public schools. In
addition, it also promotes communication between immigrant residents and the
Japanese local residents. This program offers Japanese language trainings, school study
supports and also provides a place where the immigrant children could feel relieved.
The program also puts importance to support the children’s parents. They help the
parents regarding various issues they face, and try to make relationship with the
Japanese local residents. Up to March 2015, 4,333 children have entered to public
schools, through the support of this program. Besides the support to the immigrant
students, this program also creates a volunteer network. However, this program ended

in March 2015, leaving a problem to be solved because from the next year, the grant
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will be provided to each local government, which will possibly lead to expand the

funding gap between each local government.

Keywords: immigrant children, educational support, voluntary sector, out-of-school-

children

Introduction

The aim of this paper is to introduce to the international audience, the support
programs for immigrant children in Japan, especially those offered by voluntary sectors.
Since the children who have different languages and cultures from Japanese tend to have
difficulties in studying at Japanese public schools, it is essential for them to receive proper
support. Though schools try to arrange the system for accepting them, it is difficult to
provide sufficient assistance in the public school sector. Thus, many voluntary sectors
such as nonprofit organizations have started to offer various programs in order to support
immigrant children who have dropped out of school or to prevent their dropping out.

In this paper, “immigrant children” means children whose parent or parents have
come to Japan recently (so-called “newcomers”). It contains both children who come to
Japan in their childhood and children who were born and have grown up in Japan. The
latter category of foreign children is increasing. Some of these children have acquired a
Japanese nationality or have dual nationality.

According to the statistics of the Ministry of Education, Culture, Sports, Science
and Technology (MEXT) in 2014, the number of children who have foreign nationality
in Japanese public schools (including elementary school, junior and senior high school
and other schools) amounted to 73,289 (MEXT 2014a). And 29,198 children have

difficulty in Japanese language skills and need supplementary Japanese lessons. In
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addition, the number of children who have Japanese nationality and have difficulty in
Japanese language is 7,897. The total population increased from 35,560 to 3,885
compared to 2012. These numbers are based on the statistics of children who belong to
public schools, so probably the actual population is larger.

Background

Since the Immigration Control and Refugee Recognition Act (Shutsunyuukoku
kanri oyobi nanmin nintei hou) was amended in 1991, a large number of Japanese-
descendants (Nikkeijin) have come to Japan as un-skilled laborers, and nowadays, many
foreign laborers come to Japan from various Asian countries, such as China, the
Philippines and Nepal. According to the Ministry of Justice (2014), the population of
foreign residents has grown to 2,359,461 as of June in 2014. Besides increases in the
foreign population, there is a trend for them to settle in Japan. This puts pressure on
localities to accept them as “residents” and the existing system in localities, such as the
educational system have to be adjusted.

MEXT shows that the number of elementary and junior-high school students who
require Japanese language instruction is 33,184 (May 1, 2014.) Schools which have had
many such students have set up special classes in which Japanese as a second language
(JSL), supplementary lessons are given and multicultural teachers help them as
interpreters. At the same time, the foreign population tends to be scattered, with the
exception of certain well-known areas of concentration, so 75.5% of schools which
immigrant students belong to have less than 5 immigrant students per school (the Ministry
of Education, 2014). This data suggests that many schools don’t have expertise or
incentive to deal with immigrant students.

Previous Studies

Nonprofit organizations have emerged in areas in which the school or any other
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public sector has not be able to sufficiently provide the assistance necessary, in other
words, where there is a need but no one to address it. The nonprofit organizations have
their share of challenges, however.

Kojima(2011) researched four nonprofit organizations which help immigrant
children over school age to enter senior high school. According to Kojima, flexibility,
which is the main characteristic of nonprofit organizations is indispensable because
children have various needs and the treatment of local governments and the system of
entrance exam differ from region to region. On the other hand, solving regional
differences is beyond the scope of nonprofit organizations, so he insists that we should
not leave this problem up to volunteers(Kojima, 2011, pp.28-30).

On the contents of support itself to the population in question, it is generally
maintained that the nonprofit organizations lack the financial and human basis which it
certainly requires. Wakabayashi(2013) says that public schools must set proper
educational supports for immigrant children, and that counseling on their future course
and career education are also needed. Miyajima and Suzuki(2000) insist that linguistic
support should be planned considering the difference between context-embedded
language (Shakaiseikatsu gengo) and context-reduced language (Gakushuu shikou
gengo), which were advocated by Jim Cummins. The former is like everyday language
and comparatively easy to master. The latter is more difficult because it needs abstract
thought, that is to say, we cannot surmise the meaning through the situation, gesture or
some diagram. It is the latter that is used in school study. They say that schools generally
have difficulties in dealing with the problem about context-reduced language, so support
systems provided by nonprofit organizations, which have expertise, are indispensable for
the present.

Problems of nonprofit organizations are mainly financial vulnerability, shortage of
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staff and difficulties regarding cooperation with local governments and schools
(Miyajima and Suzuki, 2000).
Support Programs by Voluntary Sectors

Many voluntary sectors (such as nonprofit organizations) make up for the lack of
support systems in schools. The characteristics of them are flexibility and expertise. And
also, they can find “hidden problems” by using local networks. It means that in Japan,
school attendance is compulsory, but this rule is not applied to children who have another
country’s nationality. So, even if the children drop out of the school system, schools tend
to be less responsive than if the child had a Japanese nationality. Voluntary sectors try to
find these “out-of-school-children” by working with the local government, local residents,
and schools.

Figurel: Japanese school systems
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(*1) Includes schools that offer part-time or correspondence courses.
(*2) Includes Junior College [2years], Professional Training College [4years].
Source: MEXT (2015)

In light of this situation, since 2009, the Ministry of Education has promoted
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support activities for immigrant children by voluntary sectors. This program aimed to
facilitate out-of-school-children’s transfer to Japanese public schools. This program is
called the “Support Program to Facilitate School Education for Foreign Children in Japan”
(commonly called the “Bridge School Program [Niji no Kakehashi Kyoshitsu]”). The
main target is out-of-school-children, but it covers a wider range of children who have
some difficulty in learning in Japanese schools. An outline of targeted children is as
follows (Figure2, circled by dotted line).

Figure2: Targeted children at the bridge schools
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Source: Miyajima (2014, p.93)

Unfortunately direct governmental funding for this program finished at the end of

February 2015, but each support activity itself continues to this day. Therefore,

— 223 —



introducing the contents of this program will help us understand what kind of educational
supports are given in Japan to the target population. It attaches importance not only to
offering opportunities to study, but also to making relationship with local residents.
Main contents are (Dconduct classes on Japanese language and other subjects,
@training of their mother tongue, and (@promotion of acceptance into public schools
and exchanges with the local society. This program is entrusted to the International
Organization for Migration (IOM). IOM invites voluntary sectors which agree to this
concept, and entrust the practical programs to them. To be exact, the Bridge Schools are
not limited to voluntary sectors. Some public sectors, such as municipalities, boards of
education and educational foundations took charge of this program and set the classes

up using public facilities or schoolrooms.
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Figure3: List of participants in the Bridge School

Year

Public sector (the number)

Private sector (the number)

2009

municipalities(5)
board of education(1)

educational foundation(6)

nonprofit organization(13)
incorporated foundation(3)
social welfare juridical person(1)

business(3)

2010

municipalities(1)
board of education(3)
educational foundation(7)

nonprofit organization(21)
incorporated foundation(2)
social welfare juridical person(1)
business(5)

religious corporation(1)

2011

municipalities(3)

educational foundation(6)

nonprofit organization(17)
incorporated foundation(2)
social welfare juridical person(1)
business(3)

religious corporation(2)

corporate juridical person(1)

2012

municipalities(1)
board of education(2)
educational foundation(4)

nonprofit organization(12)
incorporated foundation(1)

corporate juridical person(1)

2013

municipalities(1)
board of education(2)

educational foundation(3)

nonprofit organization(11)
incorporated foundation(1)

religious corporation(1)

2014

municipalities(1)
board of education(2)

educational foundation(4)

nonprofit organization(10)
incorporated foundation(1)

religious corporation(2)

Source: International Organization for Migration (2015b)

Japanese Language Instruction and Study Support

“Bridge Schools” offers the children Japanese language instruction and study
supports. If teachers are multilingual, they can help the children with study in their mother
tongue. But because children come from various countries, in fact teachers manage to
teach in Japanese and English, using some aides such as pictures or body language.

Giving the children a place to study is very important, because many of the

immigrant children lack a desirable learning environment at their home because of
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poverty. By offering them a place to study, the aim is to get the children into the habit of
studying. In the class one of the nonprofit organizations entrusted with this program,
teachers always ask their students if they have already finished their school homework at
the beginning of the class. And if they haven’t, teachers tell them to do it firstly. It can be
said that teachers put an emphasis on study by themselves.

And moreover, such a place to study can be a place where the children feel at ease.

According to the staff of the nonprofit

Figure 4: lessons

organization mentioned above, most of
the immigrant children are under stress at
school or at home, so the place where they
are allowed to speak their mother tongue,
and have the opportunity to meet other

immigrant children refreshes them

(interview, Dec. 29th, 2014). That
contributes to their mental health and establishment of identity.
Support Programs Involving Parents

The members of the support programs regard connection with the parents as
important. For example, according to the staff of the nonprofit organization mentioned
above, they explain Japanese school system, share information about the child and advise
on daily life. They also help out with dealing with complicated procedures for entering
school. The purpose of this is to facilitate the transfer of the children from such out-of-
school facilities to public schools, but in addition, another aim is to prevent the parents
from being isolated. Foreign residents have difficulty building a relationship with

Japanese neighbors, so nonprofit organization staffs try to become a person who they can
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rely on (interview, Dec. 29th, 2014).

Figure 5: A handcraft class

Events held in local society play an - . -

important role in making relationship
between foreign residents and local
residents. So nonprofit organization staff L
take an active part in local events, such as
traditional festivals, sports festivals and
school events with the children and their
parents. Through these events, forecign Note: Not only main subjects but

other ones. such as music. handeraft
residents can have an opportunity to meet
local residents and become aware of themselves as members of the community. On the
other hand, this aims to make local residents acknowledge foreign residents and accept
them.

The Future of “Bridge Schools”

Unfortunately, the Bridge School Program finished in the end of February in 2015
because it originally started with a time limit. IOM published the final report on this
program in February in 2015. According to this report, IOM recognized that the program
helped the transition of many immigrant children to Japanese public schools or other
formal schools, and moreover, it contributed to the development of human resources, skill
and local networks to assist immigrant children.

However, the end of the Bridge School left problems to be solved because the
alternative aid is to be given to local governments. It means the support systems for
immigrant children depends on the initiative of each local governments which will
possibly expand the gap between regions.

The condition of learning for immigrant children is still insufficient, so the
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organizations which conducted the Bridge Schools program will continue their support
activities. Those attempts to connect foreign residents with schools and local
community are based on the idea that regards them as people who live together with
Japanese as residents. With this concept, nonprofit organizations continue to be a

bridge between immigrant residents and Japanese schools, society and residents.

Notes
This working paper is reproduced from: [http://www.schoolexcellence.p.u-
tokyo.ac.jp/cms/wp-content/uploads/2015/08/21-wp04.pdf]
This working paper is supported by the Grants-in-Aid for Scientific Research
(KAKENHI), Kiban A , No. 15H01987 (A Cross-National Research of Japanese
Educational Efforts to Meet the Needs of the 21st Century and the Construction of

International Models: Exploring Pluralistic Models).
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Abstract
This working paper offers a case study of the AmerAsian School in Okinawa. Located in
a district with a heavy U.S. military presence, it is an alternative school which attracts
international children, especially the Amerasian children in Okinawa. The paper traces
the origins of the AmerAsian School, in itself an attempt in empowerment. The paper
reviews the School's "double" education, which tries to affirm the "double" existence of
the children attending there. The efforts to provide a "double" education is reflected in
the School's language policies (the use of both English and Japanese), and its educational
content; the example of social studies is provided. The latter half of this working paper
reviews some of the implications from the research on Amerasians. The paper illustrates
the way in which Ameriasians have been discussed in the context of social difference,
stigmatization and marginalization, and how that is changing. This is an example of a

school in Japan which is related to the construction of a multicultural society.

Keywords: Amerasians, Okinawa, AmerAsian School, double identity, international

children, multicultural coexistence

Cited from Ryoko Tsuneyoshi & Hideki Ito,
Amerasian School, the 21st Century International
Educational Models Project Working Paper Series
No.1.

— 248 —



Title:

Sub-Title

Introduction Heading 1 " 9fiiz - K5

The aim of this paper is to examine ... .

.................. In this paper, I will explain ..... and finally conclude.....

Background Heading 2 ZEfiix + K

It has been argued... .

Literature Review

Author A says that ...

Limitations of These Studies

Technological limitations. First, in the studies of .....

................................................................... Heading 3 A > 7 b « K5
B A REDF TRIEZHD
.................................................................. Do 1 3CFHDHRIF,

Discussion Heading 1 " 9fiiz - K7

— 249 —



Notes
The project staff thank the principal, Ms. XXX YYYY, the director, University of A, Mr.
77 AAAA, and other teachers for their assistance.
(1) http://[URL] /, retrieved [Month, Year].
(2) INAME OF THE WEBSITE], http://[URL], retrieved [Month, Year].

(3) Taken from the School's homepage, http://[URL], retrieved [Month, Year]

— 250 —



References References [EikX—T L T
LER R

<Book by one author >

Tsuneyoshi, R. (2001). The title of the book written by one author comes here like this.
Cambridge, England (Place) : Cambridge University Press (Publisher).

<Book by two authors>

Gordon, R.M., & Smith, B. (1998). The title of the book written by two authors. Place:
Publisher.

<Essay or chapter in the edited book by one editor>

Taga, G. (2001). The title of essay or chapter in the edited book by one editor. In (Ed.),
The title of the book (pp.##-## (essay or chapter page numbers)), Place: Publisher.

<Essay or chapter in the edited book by two editors>

Ito, H (2015). The title of essay or chapter in the edited book by two editors. In R.
Tsuneyoshi & Y. Kitamura (Eds.), The title of the book (pp. ###-###), Place:
Publisher.

<Journal article by one author>

Murakami, Y. (2001). The title of the article by one author. The title of journal, volume
number (issue number), page numbers. doi: 12.345./a.bede.

<Journal article by two authors>

Kitamura, Y & Murakami Y. (2012). The title of the article by two authors. The ftitle of
Jjournal, volume number (issue number), page numbers. doi: 12.345./a.bcde.

<Reference from the same author>

.(2013). The title of the article by two authors. The title of journal,

volume number (issue number), page numbers. doi: 12.345./a.bcde.

EREOFNC LN >T, T A7 7y ME
2D,

— 251 —



2015 FF REARXFRFREFFMAREMRE

FREBEELEVE— HRLE

1T & RRAFAFREHAEFARMMTE FREEFEELEES—
(fRERY . BELEF. EERF. SHH)
RATEERSE - T113-0033 FRREEBSRE A 7-3-1
RRREXRZREFFMRAR KPR SRR 206
c—kodoka@p. u—tokyo. ac. jp
¥ 47 B 20054 9A15H

R ®/A & LATERKEH





<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (Japan Color 2001 Coated)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /sRGB
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages false
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages false
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages false
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages false
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages false
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages false
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA <>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


