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多文化共生教育の検証と展望

―「日本人性の脱構築」を手がかりに―

山根俊彦

横浜国立大学都市イノベーション学府博士課程後期

はじめに

日本語教室で外国人の子どもに日本語を教えるボランティアをしているある教師は次の

ように語っている。

「……Ａには日本語という言語の世界が巨大な『壁』となっていることはまちがいない。そして、

その『壁』とは一体何なのであろう。おそらく日本語を無意識に上手に使っている人と人たちとい

う圧倒的マジョリティの存在なのだろう。つまり、私と私たちの存在そのものなのだろう。それは

私たちがつくっているものだ。それなのにＡだけに解決のための努力を求める。努力すべきなのは

私たちなのじゃないか？

マジョリティはなんら変わらず、マイノリティだけが頑張る姿は結局、同化ということだろう。

日本語教室をやればやるほど同化を進めることになるのだろう。それでも日本語教室をやらなけれ

ばならないのだろうか？Ａの先輩であるＣさんは『日本語で浴びせられる差別的な言葉に負けずに

対抗するために日本語を勉強している』と言っていた。それは差別に負けない武器としての日本語？

それならそれで日本語を学ぶ意義もあるかもしれない。しかし、そういう意義は、差別さえなけれ

ば必要ないものだ。Ａはどうして日本語を学ばなければならないのか？アポリア（難題）に私は直

面している。こんなことを考えながら私はＡと日本語教室をやっている。日本語教室の目的は、少

なくとも日本語に通暁するということだけにしてはならないと、私は思う。」（尾坂 2015 pp.83-84）

この教師が感じているアポリアは、実は日本の多文化共生教育のアポリアでもある。現

在の多文化共生教育は、なぜマイノリティの子どもたちだけに頑張らせているのであろう

か。なぜ、外国人の子どもたちが生き難い日本社会を作っているマジョリティが変わる教

育が行われていないのだろうか。「差別に負けないために日本語を勉強している」と子ど

もに言わせなくてすむように、なぜ差別構造を変えようとしていないのだろうか。

この論考では、このような疑問が生じている多文化共生教育の現状と課題を整理する中

から、今後の多文化共生教育のあるべき姿を展望してみたい。

1. 問題の所在と本研究の目的



1 たとえば、『学術の動向』2009 年 12 月号の特集「グローバル化する世界における多文化主義：日本からの

視点」で、宮島喬（宮島 2009）や佐久間孝正（佐久間 2009）が「多文化共生」の問題点を整理している。

14

現在の日本は、外国籍者だけでも 200万人以上、日本国籍だが外国にルーツのある人を

入れるとその数倍の人々が暮らす国になっている。学校でも、外国につながる子どもたち

が増加し、その存在を無視して教育を行うことはできなくなってきている。

一方、「ヘイトスピーチ」のような排外主義が広がる社会にもなっており、多様な人々

が共生できる多民族・多文化共生社会を構成する市民を育成するための多文化共生教育が

求められている。

これまで日本では、「在日朝鮮人教育」「在日外国人教育」「国際理解教育」といった名

称での取り組みが行われてきた。それらの取り組みが多文化共生教育に集約されてきたと

考えられるが、現在日本で行われている多文化共生教育は以下に述べるような問題点を抱

えている。また、「多文化共生」という言説そのものが、様々な角度から批判されている
1
。

その中でも特に重要だと思われる三つの批判をここでは取り上げたい。

一つは、現在の多文化共生教育の主流は、外国につながる子どもたちを対象とした「日

本語教育」や「適応教育」になっていて、外国につながる子どもたちの周囲にいるマジョ

リティの日本人の子どもたちが対象にされていないという批判である。森茂岳雄が「マジ

ョリティの意識（価値）変革なくして、多文化共生はあり得ない」（森茂 2013、2014など）

と指摘するように、多文化共生社会を実現するためには、マジョリティの変容こそが重要

なのだが、それを視点に入れた多文化共生教育がほとんど行われていない。本来、日本社

会の課題であったはずものが、マイノリティである外国人の課題だからマイノリティの外

国人が頑張ればよいとされていて、外国人が生き難い社会をつくってきているマジョリテ

ィが変わる教育が行われていない。

二つめは、現在の多文化共生教育の対象は、新たに渡日したいわゆるニューカマーの子

どもたちのみになっており、オールドカマーの在日外国人の子どもを対象にしていないと

いう批判である。多文化共生教育は、オールドカマーの外国人の子どもたちを対象にして

いた「在日朝鮮人教育」や「在日外国人教育」の問題意識がきちんと継承されず、結果的

に、オールドカマーの子どもたちも日本人の子どもたちも対象からはずした多文化共生教

育になったと考えられる。なぜそうなってしまったのか、多文化共生教育の歴史を振り返

って検証する必要がある。

三つめは、「多文化共生」が、差別・抑圧の構造を見ようとしない「文化」の「共生」

にとどまることで、多文化共生教育が上から目線の「異文化理解」になっているという批

判である。これに関しては、早くには金泰泳の批判があり（金泰泳 1999）、藤岡美恵子（2007）
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やリリアン・テルミ・ハタノ（ハタノ 2006、2011）、戴エイカ（戴 2003）などの「多文化

共生」批判もこの観点からのものである。また、崔勝久・加藤千香子らも、「共生」が格

差や矛盾を糊塗するために使用されていると批判している（崔・加藤 2007）。

筆者は 35 年前に高校教員になり、一人の在日コリアンの生徒と出会ってから、高校現

場や地域で外国につながる生徒たちの支援に関わってきた。その中で、マジョリティの生

徒たちの、外国につながる子どもたちへの差別意識や偏見、「かわいそう」というまなざ

し、触れてはいけないというタブー視、そして無関心といった態度や意識が変わらない限

り、外国につながる子どもたちだけをいくら支援しても本当の解決にはならないと感じて

きた。

本研究では、上記のような多文化共生教育や「多文化共生」への批判を、長年「在日朝

鮮人（外国人）教育」や「国際理解教育」に関わってきた自分の体験も含めて、「日本人

性の脱構築」という概念を手がかりに検証し、今後の多文化共生教育のあり方を展望して

みたい。

2. 「日本人性の脱構築」とは

2.1 白人性・日本人性の概念

かつて南アフリカで名誉白人とされた日本人が、白人の身体はもたなかったが白人の特

権を享受したように、白人という身体と白人の属性つまり白人性とは切り離して考える必

要がある。白人とは身体的特徴によって決まるものではなく、歴史的・社会的存在である

ととらえ、白人を社会関係のなかで歴史的に変化するものとして理解する研究が白人性（ホ

ワイトネス）研究である（藤川 2005 p.9-11）。白人性の代表的研究者フランケンバーグ

は、「第一に白人性は、構造的に優位な立場、すなわち人種特権の場である。第二に、白

人性は、世界観の拠って立つところである。そこから自分を、他者を、社会を眺める立場

である。第三に、白人性は、一般的に無標で、名前を持たない、一連の文化的な実践であ

る」（同 p.11)と白人性を捉える。

この白人性研究から「日本人性」という概念を提唱している松尾知明は、日本人性の定

義を「日本人／非日本人の差異のシステムによって形成されるもので、日本人のもつ目に

見えない文化実践、自分や他者や社会をみる視点、構造的な特権などから構成されるもの」

としている（松尾 2013b p.11）。松尾はさらに、日本人であること（日本人性）につい

て、以下のように説明している（同 pp.11 ｰ 12を要約）。

①日本人であることは、空気のように毎日の生活のなかで意識されることはほとんどないが、日

本人であることが人間であることと同じ意味で捉えられ、すべてであり普遍であるかのようにみな

される。
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②日本社会において、何がノーマルで、正しく、大切であるかは、不可視な「日本人」の視点に

よって形成され、意識することなく自文化中心主義的で排他的なパースペクティブをもつ。

③日本人であることは、日本社会において構造的な特権をもつことを意味し、意識にのぼらない

日本人の経験、価値、生活様式は、外国人に対し当然のこととして適用される。あるべき標準とし

て正統化された日本社会のルールや規範は、知らず知らずのうちに、日本人と外国人の間で、就労、

居住、医療、教育、福祉など社会の諸領域において構造的な特権として機能している。

これまで、差別の対象となったマイノリティ側のみが問題とされ、黒人問題、先住民問

題や在日韓国・朝鮮人問題と呼ばれてきたが、マジョリティである白人や日本人を俎上に

のせて可視化し、「白人問題」「日本人問題」として考え、差別と差異の構造に迫ろうと

する試みが、白人性研究や白人性の概念である（藤川 2011 p.182-183)。松尾は、白人性

概念を設定する意味を、①隠されてきた中心を問うことを可能にし、②人種主義をすべて

の人々に関わる問題として設定でき、③白人性の社会的な構築性を明らかにすることで、

その脱構築を構想することが可能になる、と整理している（松尾 2007 pp.172-173）。さ

らに松尾は、「日本人性の概念を設定することにより、意識されない『日本人』という中

心を問うことが可能になり、異なる他者を排除してきた社会構造を『日本人』すべての課

題として考えることができ、また、そうした社会的な不平等を変革していくための方策を

構想することができるようになる」（松尾 2007 p.182）とする。

2.2文化本質主義と日本人性

日本社会で流通している言説には、国際理解教育や多文化共生教育の分野においても、

文化本質主義的なものが多い。馬渕仁は、文化本質主義を「各々の文化は、その文化を表

す純正な要素をもっており、他の文化との間に何らかの明確な境界をもっている、と捉え

る文化観」だと定義し（馬渕 2003 p.55)、国際理解教育などに関する政策文書等の公的

言説や、文化仲介者（海外駐在員、海外日本人学校教師、海外子女の保護者等）の言説に、

文化本質主義的傾向が強いことを明らかにした。そして、「文化本質主義に囚われる限り、

（中略）文化を脱構築して一つの文化に内在する多様性を顕在化させる視点や、多様な文

化間の様々な力関係を分析する視点は生まれにくい」（同 p.297）ことを指摘する。

白人性研究は、「人種を本質的な実体をもつものではなく社会的に構築されたものとし

て捉え、白人性の社会的意味を関係論的に分析する研究アプローチ」（松尾 2010 p.192)

であり、同様に日本人性の解明も、日本人であることの本質を解明しようとするものでは

なく、「それとは反対に、一見自明であるかのような『日本人であること』が、いかに社

会的に構築されているのかを問う」（同 p.195)ものである。
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2.3 「日本人性の脱構築」の意味

＜はじめに＞で引用した外国人の子どもたちがぶつかっている「巨大な壁」が、意識さ

れない「日本人性」であると考えられる。日本語の「壁」がクリアできても、この日本人

性の「壁」をこわさない限り、外国につながる子どもたちが日本社会で生き生きと生活し

ていくことは困難であり、その事実にマジョリティの日本人が気づいていない。

それについて松尾は、「日本社会で外国人として生きるということは、目に見えない文

化実践、日本人のまなざし、構造的な特権にマイノリティとして対峙しなければならない

ということ」であり、多文化の共生を実現するためには、このような「日本人性という目

に見えない基準や規範、日本人の特権を露わにすることで、日本人の視点から構築された

教育の特質を脱構築していくことが必要」（松尾2013b p.14）と述べる。

１の「問題の所在」で述べた、マジョリティの生徒たちの差別意識や偏見、「かわいそ

う」というまなざし、触れてはいけないというタブー視、そして無関心といった態度は、

意識化されない「日本人性」がもたらしているものであると考えられる。たとえば、「か

わいそう」という意識は、構造的特権に無自覚で「上から目線」の意識である。そして、

マイノリティが対等な権利を主張すれば、「外国人のくせに生意気だ」という反発が生ま

れる。つまり、この「かわいそう」という同情も「構造的特権」の範囲内での同情でしか

ない。自分の立場は全く揺るがないのである。

こういった空気のように毎日の生活のなかで意識されていない「日本人性」を自覚化す

ること、そのための方法を考えることが、これからの多文化共生教育にとって重要であり、

さまざまな「多文化共生」批判に答えていくことにつながると考える。次章で、「日本人

性の脱構築」という視点から、日本における多文化共生教育の歴史を振り返り、課題を検

討してみたい。

3. 日本における多文化共生教育の成立過程と課題

アメリカやカナダ、オーストラリアなどの多文化主義に基づく多文化教育は、1980 年

代くらいから日本でも紹介されていたが、日本での「多文化共生」や多文化共生教育はそ

れとは別の文脈で、日本独自の用語として登場する。ここでは、多文化共生教育がどのよ

うな形ではじまり、どのように展開されていったかを振り返ってみる。

3.1 源流としての「在日朝鮮人教育」がめざしていたもの



2 ここでいう「朝鮮人」は朝鮮半島をルーツとする子どもたち全般を指す言葉で、韓国籍・朝鮮籍・日本籍

全てを含む言葉として使用された。

3 全朝教が 2002年に名称変更した「全国在日外国人教育研究協議会」（略称 全外教）の方針。
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日本での外国人児童・生徒にかかわる教育は、1970 年代に「在日朝鮮人教育」2
という

名称ではじまった。在日朝鮮人教育の全国的な大会として「第 1回在日朝鮮人教育研究全

国集会」が 1979 年に大阪で開催されている。そして、1983 年に全国在日朝鮮人教育研究

協議会（略称 全朝教）が結成され、各地からの教育実践を持ち寄った「全国在日朝鮮人

教育研究集会」が毎年開催されるようになった。

全朝教は、①正しい歴史認識をもつ ②本名を呼び名乗る ③進路保障を３つの柱とし

て活動してきた。①②の柱は日本人の子どもを含むすべての子どもたちを対象にしていた。

②の「本名を呼び名乗る」という方針は、朝鮮人生徒が本名を名乗り、日本人教師や生徒

が本名を呼ぶ、という関係性の変容を迫る実践をめざしたものである。その後の在日外国

人教育も「在日外国人の子どもたちのアイデンティティの保障」と同時に、「日本の子ど

もたちの自国中心主義からの解放」を方針に掲げていた 3。

1980 年代以降、各自治体が現場の実践を追認するような形で外国人教育基本方針（指

針）を出すようになるが、例えば神奈川県の基本方針（1991）のように、「差別や偏見を

排除しようとする勇気ある児童・生徒を育成する」といった、日本人生徒の変容を教育目

標としていたものも多かった。

このように、在日外国人（朝鮮人）教育の中では、「日本人生徒の変容」がめざされて

おり、「外国人（朝鮮人）教育は、外国人（朝鮮人）生徒の問題ではなく、日本人生徒の

問題である」と言われていた。そこには言語化されていないが「日本人性」を問う視点が

内包されていたと考えられる。

しかし、現在の多文化共生教育の主流は、ニューカマーの子どもたちの「日本語教育」

や「適応教育」となっていて、日本人生徒の変容を焦点にしたものが少ない。なぜそうな

ってしまったのだろうか。

3.2 「在日朝鮮人教育」と新渡日（ニューカマー）の教育との「断絶」

その理由としては、中島智子が指摘しているように（中島 2007、2008など）、オールド

カマーの外国人に関わる教育、すなわち在日朝鮮人教育の蓄積が、新たに渡日したニュー

カマーの子どもたちの教育に継承されていないこと、つまり、オールドカマーの教育とニ



4 「断絶」の理由としては、そもそも｢在日朝鮮人教育」と呼ばれる実践が、点在する教師の個人的実践にと

どまり広がりをもたなかったことや、新しく渡日してきた日本語が理解できないニューカマーの子どもたちが

目の前に表れ、まずは日本語教育に取り組まざるを得なくなったことなどが考えられるが、「断絶」の理由を

きちんと総括することが今後の多文化共生教育にとって重要である。

5 「国際理解教育」は様々な使われ方をしている言葉であるが、ここでは文科省が使用している国際理解教

育の意味で用いる。
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ューカマーの教育の「断絶」があると考える
4
。

塩原良和は、「多文化共生の名の下に、ニューカマー外国人への支援だけが語られるこ

とで、在日コリアンやアイヌ民族、琉球・沖縄の人々などが経てきた苦難の歴史が忘却さ

れてしまいかねない」（塩原 2012 p.28）ことを指摘し、現在の日本で「多文化共生」の

スローガンは、「日本語が不自由なニューカマー外国人住民への支援や、異なる文化をも

った人々への寛容の奨励に限定されがち」（同 p.27）だという。

現在の教育実践が、マジョリティの子どもたちには、異文化をもつ人々への「寛容の奨

励」にしかなっていないために、「かわいそう」という感情にとどまり、無意識のうちに

相手に対して自分を優位に位置づけることになっている。結果的に「マイノリティの人々

がマジョリティ性の優位の構造に異議を申して立てると、『せっかく親切にしてあげたの

に、恩を仇で返された』と逆上してしまいがちになる。」（塩原 2012 p.46）という問題性

を持つことになる。

このことは、学校では、日頃は仲良くしているように見えても、ちょっとしたことでケ

ンカになると「外国人のくせに生意気だ」とか「外国人は外国へ帰れ」という発言として

表れる。そこには「外国人のくせに」とか「帰れ」と言ってしまう自分自身は何者なのか

を問う視点はない。

つまり、マジョリティの日本人の子どもたちが、自分たちの「構造的特権」に気付くよ

うな教育、すなわち「日本人性の脱構築」をめざした教育が行われていないからだと考え

る。

3.3 「国際理解教育」の問題点

多文化共生教育の源流としての「在日外国人（朝鮮人）教育」は広がりを持たず、日本

の学校で広がったのが、文科省が推進してきた「国際理解教育」である 5。

国際理解教育は、「国際社会における日本人の育成」を目標にし、「英語教育」や「異

文化理解」と「自国の文化・伝統の尊重」が中心になった。この「日本人の育成」は、「日

本人性」を強固にするものであり、「異文化理解」も、すべてをルーツに還元する「差異

を本質化するまなざし」（松尾2013 p.234)であり、結果として、「日本国民」として「異



6 たとえばリリアン・テルミ・ハタノは、ブラジルの多様性を見ようとせず、コーヒー、サッカー、サンバ

など、マジョリティが好むステレオタイプなブラジル文化を押しつけようとする 3F の問題性を指摘する（ハ

タノ 2006 p.63-69)
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国の文化」を理解するための国際理解教育は、目の前にいる在日外国人の子どもを素通り

して、海外の文化に触れるといった内容になり、外国の文化には詳しくなったが、在日外

国人のことは何も知らず、差別やいじめがなくならない、という現象が起こることにもな

った。３ F（Food,Fashion,Festival）中心の「国際理解教育」は、日本の子どもたちの変容

を迫る教育にはならなかったのである。

もちろん、「３Ｆ」の教育的価値を否定するものではない。周囲の人たちに、自国の文

化を否定され蔑まれて育ってきた外国につながる子どもにとって、自国の文化がすばらし

いものであることを誇らしげにクラスメイトに語れる場面があることはとても有意義なこ

とであるし、必要なことでもある。とりわけ、小学生や中学生段階では有効であろう。ま

た、日本人の子どもたちにとっても、他国の文化を素直に「きれい」「おいしい」「すば

らしい」と感じることは重要である。しかし３Ｆだけで終わってしまったら「共生」には

ならないし、文化を本質主義的に捉えて、ステレオタイプなイメージを植え付けてしまう

ことにもなる
6
。

金泰泳は、「マイノリティの子どもたちがいくら自民族の文化的素養を学び、またマジ

ョリティの子どもたちが『異文化理解』の名のもとに、民族的マイノリティの子どもたち

の民族文化を学んだとしても、ホスト社会における『差別・抑圧の構造』が残りつづけて

いるかぎり、『共生』は、『絵に描いた餅』に終わってしまう。また、多文化教育は、文

化間の相互理解を強めることを目的とすることによって、『文化的差異の強調』と『支配

関係や差別関係の隠蔽』という危険性を持つ」（金泰泳 1999 p.45）と、多文化共生教育

という用語がまださほど広がらない早い段階から、その危険性を指摘していた。つまり、

３ F を中心とする異文化理解にとどまる限り、マジョリティとマイノリティの関係性は

変わるどころか、「差別・抑圧の構造」を隠す役割を果たすことになってしまうという指

摘であるが、残念ながら、15年以上たった今でもこの指摘は有効である。

3.4 「みんなちがってみんないい」が覆い隠すもの

一時期、金子みすゞの「みんなちがってみんないい」（「私と小鳥と鈴と」）という詩の

フレーズが、「多文化共生」の代名詞のようにもてはやされたことがあった。しかし、「文

化の共生」を強調することが、現実の不平等を覆い隠す役割を果たす場合もある。たとえ

ば、リリアン・テルミ・ハタノは、３ F に積極的に興味を示す日本人は確かに増え、そ



7 田村らによれば、1993 年１月に開催された「開発教育国際フォーラム」で、一つの分科会として開催され

た川崎市桜本地域へのフィールドワークを紹介した毎日新聞（1993 年１月 12 日夕刊）の記事が、日本の新聞

紙上ではじめて「多文化共生」を使用したとしている（田村・北村・高栁 2007 p.13）。

8 金泰泳は、アメリカで使われるようになった「多文化主義」と「共生」が結びついて「多文化共生」が日

本社会に広まったとしている（金泰泳 1999 p.43）
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れが「多文化共生」という美しいかけ声を生むきっかけになった側面もあるといいつつ、

「日常の食卓にはエスニック料理を取り入れても、同じ地域に住む外国籍の隣人たちを、

この社会を共に築いていく市民として受け入れたり、仕事仲間、場合によっては『家族』

の一員として受け入れたりするまでには相当の距離がある」ことを指摘する（ハタノ 2011

p.130）。そして、「セミナーの場などで、外国籍マイノリティが日本の社会問題を指摘

してマジョリティの理解を求めようとした途端、日本人参加者が『自分自身が批判された』

かのように反発する光景は、珍しくない。個人が突然『国家』を抱えこみ、『国を守り』

に入るのである。こうした心理に、いったいどう対処していけばよいのだろうか」（同

p.131）という。

学校でも、異文化理解に関しては好意的であっても、そこに差別問題などを持ち出すと

とたんに反発が出ることはよくある。筆者も、民族楽器のチャンゴをたたいたり、チマチ

ョゴリの試着をしている時はとても楽しそうにやっていた生徒たちが、「差別」に関する

話に及ぶと、とたんに拒否反応を起こすという場面によく出くわした。「みんなちがって

みんないい」が、文化面にとどまる限り、本当の意味での「多文化共生」はあり得ない。

エスニック料理を食べたり、民族衣装を着て楽しむだけでは、実際にクラス内でおこって

いる外国につながる子どもたちへのいじめや差別はなくならないし、「３Ｆ」を楽しんで

いる子どもたちを見ている教師たちに、「差別・抑圧の構造」が見えなくなってしまうの

である。「日本人性」を自覚しようとしない「国際理解教育」では、「共生」を目指すこ

とはできないと考える。

3.5 「多文化共生」の両義性

「多文化共生」という用語がいつから使われ始めたのか、いまだ定説はない。現時点で

は、新聞紙上では、1993 年１月に毎日新聞が川崎で実施されたフィールドワークを紹介

するのに使用したのが最初だとされている
7
。それ以前に、川崎では、指紋押捺拒否の運

動などの中で、日本人と在日外国人が「共に生きる」という言葉が使われていた。「共に

生きる」が「共生」になり、その前に「多文化」がついたのだと思われる
8
。

「多文化共生」という理念がどのように地域社会から生成され、自治体の施策として取

り組まれているのかを、川崎市の事例で検討した金侖貞は、「多文化教育という理論が日



9 日立闘争の中から立ち上がった「民族差別と闘う連絡協議会」によって、在日韓国・朝鮮人と日本人が、

日本社会の差別と共に闘う中で、共に生きる地域社会を創造することが目指された。「共闘」は、在日韓国・

朝鮮人及び日本人双方の自己変革の中で生まれた（金侖貞 2011 p69-71)。
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本に入ってくる以前から、韓国・朝鮮人との関係で既に多文化教育たるものが実践レベル

で形成され」（金侖貞 2007 p.19）ていたことを指摘する。川崎南部の桜本地区では、1980

年代から「共に生きる地域社会づくり」が目指されてきた。もっとさかのぼれば、1970

年代の「日立就職差別裁判闘争」の中から、在日コリアンと日本人との「共闘」「共生」

の理念が生成してくると指摘した（金侖貞 2011 pp.70-73）。そして、「日本における多文

化共生は、在日コリアンとの関係で形成されたものであり、多文化教育が 1980 年代に流

入する前の『原型』としてすでにあったのである」と結論づける（同 p.73）。また、「多

文化共生」には、「上」からの多文化共生－「官製概念」と「下」からの多文化共生－「実

践的概念」の両義性があるという（金侖貞 2011a p.68）。「上」からというのは、在日外

国人の置かれている差別的な状況を覆い隠すような、行政が行う多文化共生施策であり、

「下」からというのは、地域社会で共に生きるための実態をつくろうと努力している実践

的な多文化共生である。現在の「多文化共生」の多くは前者であり、ニューカマー対象の

「日本語教育」「適応教育」になっており、そこには日本人を対象にした「日本人性」を

問い直すという視点はない。

金侖貞は後者を現実に根付かせるために、「共生」概念の生成過程を想起して、日本人

を対象に位置づけた多文化共生にしていくべきと言っている（同 pp.74-81)。行政主導

の上からの「多文化共生」に変質してしまった現状を、もう一度下からの「共生」に取り

もどそうという提案だが、「日立闘争」や「指紋押捺拒否闘争」などの中で生まれた「共

闘」「共生」9とは何だったのかをもう一度学び直し、今後の多文化共生教育に活かしてい

く必要がある。

4. 多文化共生教育の展望

以上のような「多文化共生」「多文化共生教育」への検証を踏まえて、多文化共生教育

の内実を、「日本人性の脱構築」を意識したものに作り直していく必要があると考える。

マジョリティの生徒たちが「日本人であることの特権」に気づき、「日本人性の脱構築」

をしていくためには、そのための「しかけ」を組み入れた多文化共生教育カリキュラムが

求められる。

森茂は、「日本人性の脱構築」に向けたカリキュラム開発として、Ⅰマジョリティの特

権を自覚させるような内容、Ⅱマイノリティとマジョリティの葛藤や対立を扱った内容、



10 2005 年公開の井筒和幸監督作品。朝鮮学校に通う女子生徒との出会いから、日本人高校生が自分を問い

直す作品に仕上がっている。

11 藤代泉の第 46回文藝賞受賞作品で、日本人の主人公が、同僚になった在日コリアン 3世との出会いから、

悩みながら関わり方を模索していく小説。2009年河出書房新社刊。
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Ⅲマイノリティの対抗的な語りを学習内容として構成する必要性を述べている（森茂

2013 p.102）。今後、この枠組みなどをヒントにして、具体的なカリキュラムを検討して

いく必要がある。詳細は別稿に譲るが、ⅠやⅡに関して言えば、たとえば、2014年 3月の

Ｊリーグ浦和レッズのサポーターが起こした「ジャパニーズオンリー」事件や、2015年の

ミスユニバースの日本代表に、日米ダブルの宮本エリアナさんが選ばれたときに起こった

「彼女が日本代表でいいのか」というバッシングなどの具体的な事例から、「日本人とは

何か」を考えさせる教材や、映画『パッチギ』10 や小説『ボーダー＆レス』11 などの文芸

作品を題材に、日本人と外国人（この場合は在日コリアン）との関係性を考えさせるなど

の教材などを積み上げて、カリキュラム開発をして行く必要があると考える。

おわりに

多文化共生教育のアポリアを克服するために、日本人生徒を対象の中心に据えること、

「日本人性の脱構築」の視点を取り入れることを提案してきた。この提案を単なる理念に

終わらせないためには、実際に多文化共生教育を学校現場に導入するための具体的な方策

が必要となる。多文化共生社会を構成する市民を育成するためのカリキュラムを構想し、

実践可能な体制づくり（教材づくりや教師の育成）を具現化していくことが今後の課題で

ある。具現化のためにはいくつもの壁があるが、差別抑圧構造の上にあぐらをかいている

自己を問わずして「多文化共生」はありえない。多文化共生社会をめざすには、この道は

避けて通れないと考える。
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Promoting a multicultural perspective in Japanese English language higher education: A 
Native American Story 

 

Floyd H. Graham III 

Kansai Gaidai University 

 

As the Japanese population steadily continues to decrease and age, revolutionary changes are 

occurring throughout the country. Although the political leadership continues to resist calls for relaxing 

its policies on immigration, among business (see Nippon Keidanren, 2008) and other government 

leaders (see Yoshida, 2015), there is an increasing realization that immigrants may play an important 

and necessary role in sustaining Japan into the future. Hidenori Sakanaka, former head of the Justice 

Ministry’s Tokyo Immigration Bureau, is more dire in his prediction, claiming, “only immigrants can 

save Japan” (Repeta and Roberts, 2010). Moreover, Japan’s influential and powerful business lobby, the 

Japan Business Federation (Nippon Keidanren) has acknowledged in several policy papers the necessity 

of bringing skilled professionals from abroad to help maintain Japan’s competitiveness as well as send 

Japanese students overseas to become more globally minded (cited in Takenaka, 2012, p. 38).  In “An 

Economy and Society That Responds to the Challenges of a Declining Population” they also suggested 

that “the role of social integration policies will be important in building an environment where Japanese 

and foreigners can understand each other's cultures and customs, and live without difficulties in local 

communities.”  

As society approaches this cultural crossroads, and Japan attempts to produce a more global 

citizenry, multicultural studies in English education might never have been more essential. What 

follows is the rationale and explication of a module on Native American studies that can be integrated 

into university classrooms focusing on English for Academic Purposes (EAP) in preparation for study 

abroad opportunities and in line with the aims and needs of present day Japan. 
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Internationalizing Japan 

  With an eye on increasing this globalization and internationalization of Japanese society, the 

Japanese Ministry of Education, Culture, Sports, Science and Technology (MEXT) in 2012 reaffirmed a 

need to cultivate a “zest for living” in Japanese youth.  At the turn of the 21st century, the Central 

Council for Education studied numerous educational models for a recommendation on reforms into the 

future.  In 1998, they issued a report “To Cultivate Children’s Sound Minds that Develop a New Era”, 

placing the concept of “rich humanity” as the heart of the “zest for living.”  According to the MEXT 

White Paper (2002), the Central Council listed six attributes of “Rich Humanity”. Among them were:  

a conscientious mind to value justice and fairness; a fundamental sense of ethics to cherish life 
and to respect human rights; willingness to make a social contribution and consideration for 
others; and a tolerance of living together with others and of the heterogeneity.  

 At the same time, MEXT (2015) has enlisted three initiatives to support the internationalization 

of universities: the Project for Promotion of Global Human Resource Development, the Global 30 

Project, and the Re-inventing Japan Project.  The Global 30 and Re-inventing Japan Projects objectives 

are to diversify Japanese institutions of higher learning and the coursework offered, in part by 

increasing the numbers of international students, while also encouraging and funding study abroad 

endeavors. The Project for Promotion of Global Human Resource Development, on the other hand, 

“aims to overcome the Japanese younger generation's ‘inward tendency’ and to foster human resources 

who can positively meet the challenges and succeed in the global field, as the basis for improving 

Japan’s global competitiveness and enhancing the ties between nations.”   

Global Education 

 In the interest of producing “Global Human Resources” in Japan, Yonezawa (2014) illustrates 

how current governmental and business policy is encouraging, among other ideas, the pursuit of study 

and career opportunities abroad for Japanese youth to acquire a globalized “currency”, while also 

highlighting challenges still facing society. Nevertheless, an onward plod towards the internalization of 



 
 

 67 

Japanese society persists. Certainly immersive experiences overseas can bring a plethora of cross-

cultural proficiencies by their very nature. Because much of global competence is dependent on having 

language skills to be able to communicate with people around the world, university English classrooms, 

particularly ones utilizing content based instruction (CBI), provide an ideal setting to encourage this 

“outward” viewpoint. 

 Banks (1992) depicts global education as “help(ing) students develop cross-cultural 

competency in cultures beyond (their) national boundaries and to acquire the insights needed to 

recognize that all peoples living on Earth have highly interconnected fates” (p. 25). A number of 

concepts are said to be central in this pursuit including intercultural competence, global awareness, 

global literacy and world-mindedness. Schuerholz-Lehr (2007) provides good working definitions for 

these terms, but they all revolve around the notions that, along with a certain language aptitude, students 

develop a critical awareness and appreciation of cultural difference, knowledge and understanding of 

issues beyond national borders leading to a recognition of a shared and interrelated humanity, and a 

worldview that uses the global community as a reference point, not one’s own. The most crucial aspect, 

however, seems to be intercultural sensitivity. 

Building on Bennett’s (1993) developmental model of intercultural sensitivity (DMIS), 

Hammer, Bennett and Wiseman (2003) established an Intercultural Development Inventory (IDI) based 

on three orientations towards this so-called ethnorelativism: acceptance, adaptation (requiring 

empathetic consideration) and integration. “By discriminating differences among cultures (including 

one’s own), and by constructing a metalevel consciousness, people with this worldview are able to 

experience others as different from themselves, but equally human” (p. 425).  

While coursework steeped in global issues and cross-cultural understanding is likely an 

effective curriculum strategy, it, however, skips a first more fundamental methodology: lessons in 

multiculturalism. As Diaz (1992) notes, “multicultural literacy is a precursor to global literacy” (p. 9). 
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Multicultural education, with its emphasis on social justice, tolerance and acceptance is a natural 

foundation for any teacher whose goal is cultivating the ideals needed in honest, attentive, and 

respectful global interactions. 

Multicultural Education 

Multicultural education has many derivations, but originates in attempts by teachers and 

administrators in the United States to address rapidly changing demographics, while also providing 

more inclusive instruction attuned to the diversity in the school system and the necessity for a more 

tolerant approach to pluralism in mainstream society. Yet clues from its pedagogy can be used to inform 

English language university teachers in Japan on methods to assist in accomplishing similar goals.  

 The National Association for Multicultural Education describes multicultural education as  “…a 

philosophical concept built on the ideals of freedom, justice, equality, equity, and human 

dignity…(where) students must critically analyze oppression and power relations in their communities, 

society and the world” in order to participate in and affect social change. It seeks respect for cultural 

difference and promotes the value of heterogeneity in wider society in order that all students acquire the 

necessary behaviors and understanding to coexist amongst diversity (Banks, 1991, p. 25). In early 

childhood classrooms, Gomez (1991) cautions, however, against an overemphasis of other cultures as 

being patently different to avoid creating a “we” versus “they” duality. He writes, “Children who are 

not able to identify with another culture because of exotic differences will often feel superior or inferior 

to the culture” (pg. 2). Gomez promotes the uniqueness of one’s own culture as well as others through 

studying about groups of people with distinct existences and perspectives and who have equally 

contributed to humanity in various ways. He enjoins, “In order to change people’s oppressive ways, we 

must learn about oppression” (p. 4). Within models of multicultural education is also one that advocates 

for human rights. This practice “teaches students to respect the rights of individuals so that they can 

better practice their own rights (the first steps toward moral competence and social responsibility). The 
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ethics of human rights attempt to transcend the values and norms of all societies and cultures with the 

intent of allowing people to practice their own cultures without violating the rights of others with whom 

they may or may not share cultures” (Garcia, 1992, p. 166).  

 Although the tenets of multicultural education were cultivated in integration imperatives in the 

United States, recently it has been adapted into other Southeast Asian countries like Malaysia (see 

Ngang, Abdullah & Abdullah, 2010) and Indonesia (see Lubis, Embi, Yunus, Wekke & Nordin, 2009) 

to prepare those students for their globalized roles and responsibilities within them. Over the last nine 

years in my university classes in Japan and in preparation for eventual study abroad, I have been 

incorporating and refining similar lessons on Native Americans to further my students on their journey 

to becoming more globally literate and tolerant of the “other”. What follows are some lesson ideas and 

resources I have found valuable for helping me achieve these objectives.  

Studies in Native American Histories 

 Integrating studies of indigenous cultures into language teaching practice is not new. For 

example, Barfield and Uzarski (2009) give numerous ideas for basic and advanced English classrooms 

based on a variety of peoples and their cultural traditions. With MEXT’s call for increasing 

internationalization of university curricula, there now exists a better opportunity to fuse these types of 

lessons into programs. In my humanities-based, EAP courses, blended learning utilizing movies, 

documentaries and internet sources is employed with mini-research projects, essay and reflection 

writing, and in-class discussions, to not only prepare students for eventual and successful endeavors of 

study abroad, but also the mindset to become more open and tolerant individuals.  

Getting Started 

An explication of culture is usually an important first step in any exposition of peoples, and 

mine begins with discussion about culture, where and how it is learned, why it changes over time and 
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the sub-cultures (or co-cultures) within it. Perhaps first engendering responses to the simple question 

“What makes you Japanese?” can be an initiation into the constructs of culture. Students can recognize 

important aspects of their own culture, glean how it has evolved and identify forces acting upon it to 

yield shifts over time. We then start our exploration of Native Americans with a brainstorm or mind 

map, placing the word Native Americans/Indians in the center. This activates any prior knowledge, but 

usually serves to highlight the stereotypes and limited knowledge the students have about them. One 

student expressed a common opinion, “Before learning about Native Americans, I didn’t know about 

them, and I had an image that they don’t exist now.” The video “How Hollywood stereotyped the 

Native Americans” (framesinmotion2007, 2007) is then shown to reveal how stereotypes were formed 

in society, and to understand how media can be used in ways to influence what we come to consider 

knowledge. As culture is being defined and initiations to the topic are conveyed over several class 

meetings, students are concurrently tasked with a research project culminating in a mini-presentation 

project.  

The natural place for a module on Native Americans to begin is in difference. According to the 

National Congress of American Indians (n.d.), there are presently 562 federally recognized tribes in the 

United States. Students are provided a brief list of suggestions, but also websites (see Mitten, 2008 or 

Strom, 2015) to explore different cultures and asked to sign-up for a topic within a few days. Several 

students may choose the same one, but this number should be limited to the eventual number of groups 

that are planned for presentation day. Students are asked to find information on their tribe pertaining to 

traditional clothing, types of shelters, gender roles, language, artistry, and any other information they 

can find to “identify” a member of that tribe. They are also required to include the present population, 

along with their pre-contact population and homelands, a brief history of important tribal events, and 

any “famous” tribe members. Students are provided maps of the United States to help them identify 

geographical regions of the country. On the day of presentations, students are placed in groups with 

other students whose tribes come from disparate regions of America, (these areas include the Great 
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Plains, eastern woodlands, the southeast, the southwest, and western coastal areas among others) to help 

them understand the diversity of the peoples who originally inhabited the United States. As one student 

commented “Before I study about Native Americans in the class, I did not know about them at all. At 

first, I thought Native Americans is one group, so I was surprised that there are many different tribes in 

Native Americans.”1 The importance of beginning here is also reflected in another student’s statement 

“At first I had stereotypical image that they paint on the face and wear fethers, and I didn’t know 

anything about them.” 

In class, students are broken up into prearranged groups of about five people and given 

approximately five minutes each to explain their tribe to the other members. They are encouraged to use 

their iPhones, tablets or any other means that can provide audio or visual assistance. Finally, I collect a 

short summary of their work, with a required list of citations. Ultimately, these mini-presentations serve 

as an occasion to carry out research, explorations of plagiarism and the importance of citations, 

commence their understanding of finding reliable and relevant resources (and how perspective 

influences the information contained within them), and to give casual, informational presentations, in 

addition to providing them insight into the varieties of the American Indian tribes.  

A Text and Movie 

 With this unit, I continue on a pattern set out by Summerfield and Lee (2006): learn the 

background information of a movie which helps to illuminate the perspective informing the picture, 

watch the movie, and finally discuss the history of the people. My student’s paper-based TOEFL scores 

range from 485-540, and, while I use and highly recommend this text, one should be warned that it is 

not geared towards English language learners and requires ample scaffolding. I do this in the form of 

comprehension and discussion questions with students cooperating on discovering the answers together. 

                                                
1 All student comments are included as they were received. The slight grammatical mistakes in this one 
and those that follow have not been corrected. 
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Although the section on Native Americans (pp.1-26) is concise and instructive, there is a plethora of 

information readily available and easily discernable on the Internet that could be used in its stead. What 

follows are suggestions for a number of historical events in ensuing lectures or class explorations. But 

first, the movie.  

 Summerfield and Lee (2006) utilize Smoke Signals (Rosenfelt, Estes & Eyre, 1998), a film 

written, coproduced, directed, and with major roles acted by Native Americans. The significance of this 

movie is, obviously, the perspective from which it is told, which yields an exposé that breaks from 

typical Hollywood stereotype and portrays Native Americans in ways that they are rarely seen on the 

big screen. As one student noted, “When I saw the movie, Smoke Signals, my thoughts about Native 

Americans was largely changed.”  

History Calls, History’s Call 

 Certainly the long history of Native Americans in the continent makes any selection of key 

events a somewhat random one. This section, influenced by Summerfield and Lee’s keen 

recommendations, provides a basic idea of ones I have arrived at after modifications made over the last 

nine years. History is broken into two segments, the first generating both an awareness into and 

empathy with their struggles from first contact through the periods of removal and reservations, and the 

second focusing on the end of armed conflict, moving into assimilation and eventually in self-

government and current issues.  

Early History and Segregation 

In the first part, students are again assigned “quick” research projects on a number of topics and 

are required to bring a brief summary and citations of their work to class with the teacher acting merely 

as participant, guide, and moderator. Topics range from the Pueblo Revolt—giving a sense of early 

Spanish missions and struggle—Manifest Destiny, the Indian Removal (or Dawes) Act of 1830, the 
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Trail of Tears, the California Gold Rush from 1848-1855, which transformed the west coast, the 

General Allotment Act which further robbed Indians of almost 2/3 of their reservation lands, and finally 

the Wounded Knee Massacre—also known as the final “battle” of the Indian wars. In particular, and at 

a time when the wording in Japanese text books (Yoshifumi, 2014) is being “revised” by government 

commissions, a comparison of the Native American’s representation of it as a “massacre” compared 

with how it was commonly portrayed in history as a “battle” presents an excellent opportunity to show 

how terms can be used to shape and influence our perceptions of history. In class, students are placed 

into groups with others who share their topics and compare, contrast, and discuss them. This initial 

collaboration allows them to see what others have focused on in these particular events, but also to add 

anything they may have missed; they decide together which information is most important. They are 

also assigned a different number while in these first groups and, once they have checked their 

information with each other, move to the next numbered group to confidently teach their classmates 

about the events they researched. Using the 8-part DVD series 500 Nations (Grossman, Sonne & 

Leustig, 1995), the teacher finally brings these events “to life” by playing the concordant short vignettes 

from this comprehensive documentary. 

 Changing Course into the 1900s 

Students also commence their 20th century explorations of assimilation, sovereignty and other 

current issues with a similar research project. Their topics are the Urban Relocation Program initiated in 

1952, the Occupation of Alcatraz from 1969, Trail of Broken Treaties Caravan in 1972, Indian Self-

Determination and Education Act of 1975, Indian Child Welfare Act and American Indian Religious 

Freedom Acts of 1978, and finally the Gaming Regulatory Act of 1988. The same student arrangement 

occurs in the classroom and is supplemented by the teacher with selected DVD footage from the two-

program series Indian Country Diaries (Blythe & Cornsilk, 2006), and the companion website of the 

same name which highlights the complexity of the resulting Pan-Indian identity, casinos and the fight 
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for self-determination. The Occupation of Alcatraz and Trail of Broken Treaties Caravan underline the 

importance of activism and how it brings awareness, while discussion of laws can reveal why they were 

necessary (for example, explaining about Indian Boarding Schools) and how change in American 

society gradually starts to occur.  

Wrapping Up 

 There are a number of ways to finish this journey into Native American affairs. Teachers would 

probably be remiss if they did not mention continued controversies over racist nicknames (e.g. the 

National Football League’s Washington Redskins) and mascots and geographical place names. I also 

like to assign a final essay asking students to compare and contrast the present-day situations of the 

Lakota people on the Pine Ridge Reservation as portrayed in Aaron Huey’s TED talk (2010) 

“America’s native prisoners of war,” and Diane Sawyer’s contentious investigative report for ABC 

News “A Hidden America: Children of the Plains” (CanupawakpaDakota, 2011). Not only can students 

further scrutinize perspective here, but this essay also encourages recognition that the Native American 

story and struggles endure and persist.   

 In our last class on the topic I like to revisit culture and review what we have learned. Cloze 

exercises using the scripts and audio from Native American stories on the Public Broadcasting System 

(PBS) website Circle of Stories (2002-2004) can be used for this purpose; I especially like “Rabbit’s 

Wish for Snow”. While one can focus on language with this exercise, it is also a good opportunity to 

explain the importance of oral traditions and endangered languages. Finally, students are asked to write 

personal reflections on this module while Native American music is played in the background. They 

share these with other members in the class and are encouraged to voice any comments and/or lingering 

questions. Upon completion of this unit of study, students have consistently shown that they have 

gained valuable study skills along with a body of knowledge helping them to come to question power 

relationships and to recognize our common humanity.  
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Conclusion 

According to the Institute of International Education’s (2015) Project Atlas, of the 69,869 

Japanese students studying abroad from 2013-2014, 60.3% were engaged in a humanities related field. 

Coupled with MEXT’s attempts at internationalizing higher education in Japan, it is evident that EAP 

university coursework would benefit from a focus turned towards indigenous issues. With numbers of 

foreign visitors at all-time highs and importing labor looming on the horizon, the advantages for society 

of an infusion of multicultural education is also just as palpable. After nine years of refining the above 

component of my classes based on the feedback of my students, I would like to let them have the final 

words: 

“Through topic of Native American, I knew that I have been living without notice. My idea 
against the world that we’re living was changed completely. Before I learned this topic, I 
though I have nothing to do with Native Americans…Why can’t people get along with or 
respect each other?” 

“The fact shamed myself because I did not know at all. Before our study, I thought it’s history 
and now, people are living peacefully…Thus, this topic made me think deeply about the fact in 
the past and present, human rights and studying history.” 

 “As I get information about them, I got ashame of not knowing about them so far…Throughout 
learning this topic, I noticed that there are mount of things I don’t know and also I can’t care. 
It’s a waste of my life.” 

“It is likely to be impossible to share the same thinking and a sence of value by all human 
beings because we all have different perspectives. However, I think that if people are easily 
influenced, it also means that it is possible to influence them away from actions based in 
unfairness.” 

“…at first I was not interested in others’ history… (but) knowing nothing is like a crime.” 

“Before learning Native Americans, actually I do not understand why we have to learn it and I 
was not interested in it, especially history of someone…Why do they have to be discriminated 
against although they are the same human beings…this problem should be discussed around the 
world.” 

“We have to change our world by ourselves.” 

“I think children need to learn about them deeper at school, and governments should be harder 
to save them. The bottom of those tragic facts is lack of knowledge about Native Indians. If 
people had knowledge or they tried to know them, they may didn’t have prejudice for Native 
Indians and they could avoid to happen tragic history and war.” 
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“I suppose that to learn about ‘native people’ in each countries can help us to understand the 
fundamental spirit…also, coincidentally, it can teach us our history and how our descendants 
lived, which might be clue for us to know about what to keep and what to change.” 

“Before I learned about Native Americans, I did not really care or know about them…(the) 
world is unfair. However, if we care and know about others, we can change the world better.” 

“I didn’t know anything about Native American, so I just judged them by my point of view. 
After I learned their histories, lifestyles, and cultures I really thought I was foolish that I had 
prejudiced against them…If people all over the world acquire knowledge of Native Americans, 
I think many people will begin to put ideas into action in order to change their life. I will begin 
with telling the history of them to my family.” 
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Introduction 

Academic approaches to learners' errors have changed over the years. According to behaviouristic 

views of language learning, language learning errors are caused by inference from a learner's first 

language (L1). Therefore, within a behaviourism framework, contrastive analysis (CA) was 

developed as a method to identify learners' errors. Furthermore, learners' errors were thought to be 

predictable, so pedagogy in second or foreign language classrooms was drawn from data examined 

via CA. However, it turned out that not all the learner' errors were caused by L1 transfer. 

Consequently, CA lost ground to error analysis (EA). In EA, learners' errors are viewed from two 

perspectives. First, like the behaviouristic perspective, errors are the result of L1 interference. 

Second, errors are caused during learners' language development. Thus, analysing learners' errors is 

a useful resource for measuring learners' language proficiency and drawing pedagogical conclusions 

in language classrooms. 

The aim of this essay is to analyse a Japanese learner of English to measure the learners' 

language proficiency and draw future pedagogical conclusions. In this study, the EA method will be 

applied to analyse the learner's language abilities. The first section provides a broad theoretical 

framework for interpreting the learner's language in this study. The next section presents the details 

of the study: the data and discussions of the data. Within discussions of the data, the subject's 

language errors will be presented in linguistic categories. Finally, suggestions will be provided 

concerning the subject's future development in the target language. 

  

The Contrastive Approach and EA 

Analysing a learner's language is crucial in measuring the development of the learner's second or 

foreign language acquisition. One notable theory for examining learners' languages is a mentalist 

account of EA, which was largely supported in the sixties and seventies. Even though this method 

was strongly criticised because of "its total reliance on errors" (Gass and Selinler, 2008, p.104), it is 

still recognised as a useful method for measuring the accuracy of a learner's target language (Ellis, 

2008). 

Before the emergence of EA, behaviourists' accounts of CA had been supported up until the 
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sixties, although CA has also been criticised during these period had been criticised in the field of 

second language acquisition. This form of analysis still provides a useful resource for researchers 

and teachers for predicting learners' errors and determining what should be covered in classroom 

activities. In this essay, CA will be applied as a methodological approach; therefore, it is worth 

looking at the concepts and problems related to this analysis. 

According to behaviourists' views of language learning, older learning habits impacted learning 

new habits (Johnson, 2008). Prior knowledge of learning was thought to interfere with learning new 

habits (Ellis, 2008). In the case of second language learning, it was assumed that the linguistic 

system of a learner's native language affected the learner's ability to acquire the target language. 

These effects are known by the psychological term "transfer". There are two types of transfer: 

positive and negative transfer. Positive transfer (also known as facilitation) occurs when identical 

linguistic systems exist between the learner's native tongue and the target language, while negative 

transfer (also known as interference) occurs when there are differences between the learner's native 

language and the target language (Ellis, 2008). Therefore, CA was developed based on the notion of 

transfer to identify similarities and differences in linguistic patterns between a learner's first 

language (L1) and second language (L2) or target language (TL). Lado (1957) states that "those 

elements that are similar to the [learner's] native language will be simple for him, and those areas 

that are different will be difficult" (p.2). Furthermore, Lado suggested the CA hypothesis to explain 

the causes of learners' errors, assuming that learners' errors occur as a result of negative transfer. In 

other words, it was believed that "errors were largely the product of negative transfer brought about 

by linguistic differences between the [mother tongue] and the [target language]" (Ellis, 2008, p.52). 

The primary purposes of CA are 1) to provide information about the causes behind learners' errors 

and 2) to provide teachers with information about which areas of the target language are necessary 

to teach to learners (Ellis, 2008). Learners' errors, therefore, were considered predictable. According 

to CA, if an English learner of Japanese makes an error when using an article, it is assumed that this 

error was caused by negative transfer from their L1. As the Japanese language does not have an 

article system, CA suggests that this learner should be taught the English article system (Gass and 

Selinker, 2008). However, CA was replaced by EA in the sixties on the empirical grounds that 

"many of the errors predicted to occur by a CA did not in fact occur"; moreover, "some errors that 

were not predicted to occur did occur" (Ellis, 2008, p.52). Richards's (1971) study introduced four 

types of errors that were not influenced by a language learner's L1: "over-generalisation", 

"ignorance of rule restrictions", "incomplete application of rules", and "false concepts 

hypothesized" (p.206). In his essay, Richards called his method of analysing the study data a 

non-contrastive approach. As shown in Richards's study, errors had two main causes: errors 
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influenced by a learner's L1 and errors caused in the process of L2 or target language learning. As a 

result, EA supplanted CA in the field of applied linguistics in the 1970s. Although the major 

problem with CA was attributing learners' errors to the negative transfer of L1, the idea that errors 

were caused by L1 transfer was inherited by EA.  

After the criticism of behaviourists' views of errors, a mentalist view of errors was formulated 

to identify, describe, and explain learners' errors; this view was later developed to investigate how 

languages are learned (Ellis, 2008). The approach was called EA, and its initial purpose was "to 

discover and describe different kinds of errors in an effort to understand how learners process 

second language data" (Lightbown and Spada, 2013, p.43). Unlike behaviourists' accounts of errors 

whereby errors were perceived as bad behaviour, mentalists perceived errors as traces of the 

learning process. Corder (1967) claims that learners' errors are significant in three ways: 1) For 

teachers, learners' errors can be used to measure learners' progress in learning their target language 

and to determine what aspects of the target language should remain to be learnt; 2) For researchers, 

these errors provide useful resources concerning how second or foreign languages are learnt; 3) For 

learners, these errors provide opportunities to discover the mechanisms of their target language. By 

knowing the mechanisms, learners can use their errors to develop their language abilities. In short, 

EA is a beneficial approach that seeks to improve learners' learning of target languages. In addition, 

as Gass and Selinker (2008) acknowledge, the "goal was clearly one of pedagogical remediation" 

(p.103). The procedure for EA, according to Corder (1974), involves five steps: 

1 Collection of a sample of the learner's language 

2 Identification of errors 

3 Description of errors 

4 Explanation of errors 

5 Evaluation of errors (cited in Ellis, 2008, p.46).  

The processed involved in each of these five steps will be explained in detail in the next section and 

will be supported with relevant references. 

 

Five Procedures for EA 

1 Collection of a sample of the learner's language performance 

There are three broad factors should be considered when collecting data: the sample size, the 

language sample, and the learner's background. The size of the sample may be divided into three 

categories: a massive sample, a specific sample, and an incidental sample. As Ellis (2008) claims, 

the benefit of an incidental sample is that "it is possible to compare and aggregate the results of 

relatively small-scale studies in order to construct a general picture" (p. 71). In this study, data were 
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collected using incidental sampling. In the language sample, "medium" (i.e. oral or written), "genre" 

(e.g. in the forms of conversations and essays), and "content" (i.e. the material the learner used to 

collect the data) are all elements that should be considered. Regarding the learner's background, the 

learner's language level (e.g. elementary or intermediate), environment (i.e. in what environment 

data are collected) (Ellis, 2008, p.47).  

 

2 Identification of errors 

To identify errors, it is important to define "error" and to develop a procedure for identifying errors. 

Errors are identified through comparison with norms. As such, the difficulty arises when 

establishing norms. To determine what constitutes an error in oral production, Corder (1967) chose 

to define the concept of an error by clarifying the notion of mistakes and errors. Mistakes are "errors 

of performance"(p.167), whereas errors occur because of a lack of linguistic knowledge. To identify 

errors, utterances of a learner are compared with utterances of a native speaker (Ellis, 2008). 

 

3  Description of errors 

According to Ellis (2008), a "description of learner errors involves specifying how the forms 

produced by the learner differ from those produced by the learner's native-speaker counterparts. It 

focuses on the surface properties of learner utterances" (p.60). 

 

4  Explanation of errors 

This step is the most crucial part of EA: "Explaining errors involves determining their sources in 

order to account for why they were made" (Barkhuizen & Ellis, 2005, p. 62). At this stage, sources 

from psycholinguistics, sociolinguistics, and epistemics or discourse structure should be used 

(Barkhuzien & Ellis, 2005). Barkhuizen and Ellis (2005) explain each of these sources below. 

Psycholinguistic sources concern the nature of the L2 knowledge system and learners' 

difficulties using it in production. Sociolinguistic sources involve matters like the learner's ability to 

adjust their language in accordance with social contexts. Epistemic sources concern the learner's 

lack of world knowledge, while discourse sources involve problems in the learner's ability to 

organise their information into a coherent text (Barkhuizen & Ellis, 2005). 

Richards (1971) identified three types of errors: interference errors, intralingual errors, and 

developmental errors. Interference errors refer to errors caused by differences between L1 and L2. 

Intralingual errors refer to errors that occur within the target language itself. Developmental errors 

refer to errors where learners hypothesise the rules of L2 using their limited knowledge of L2.  
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5  Evaluation of errors 

"Error evaluation involves determining the gravity of different errors with a view to deciding which 

ones should receive instruction" (Barkhuizen & Ellis, 2005, p.67). There are four aspects to 

consider at this stage: selecting errors, deciding on the criterion, preparing for error evaluation, and 

choosing judgments. 

 

The Study 

The purpose of this study is to analyse the learning development of a Japanese learner of English 

who joined a study abroad programme. The research deals with errors interfered from the subject's 

L1 and errors caused in their development of L2. The errors were analysed using the EA approach 

and were presented within linguistic categories: phonological and grammatical errors. Following the 

implementation of EA, information about the subject is presented, data collection is discussed, and 

data are analysed and discussed. 

 

The Subject 

The subject of this study was a 19-year-old undergraduate Japanese student who was studying 

English literature and joined a one-year study abroad programme in the United Kingdom (UK). She 

had previously studied English for 11 years in Japan. To familiarise herself with the academic 

environment prior to the commencement of the academic year, she completed a six-week 

pre-sessional course in a language school attached to the university. Five months prior to arriving in 

the UK, she achieved International English Language Testing System (IELTS) band 5.5, which was 

the exact score that she needed to enrol in the SA programme. She had various opportunities to use 

English in classroom contexts in Japan; however, she was not accustomed to communicating in 

English—specifically listening and speaking—outside a classroom.  

At the time I interviewed the subject, she had already been in the UK for four months. She had 

lived with four Japanese students and one Chinese student for six weeks during her pre-sessional 

course and had lived with one Japanese undergraduate student and three Chinese undergraduate 

students during the academic year. At university, she took some classes from the gender studies 

programme and one English language class that was designed to help international students to 

develop their English competence. Besides academic activities, the subject joined a university club 

called the 'Japanese society' where native and non-native speakers of Japanese gathered. Although 

she had opportunities to communicate with non-native speakers of Japanese, she often spoke with 

her Japanese friends and non-native Japanese speakers who wished to practice their Japanese. Her 

only experience in a completely English-speaking environment was during her stay with her British 
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host family over Christmas break. 

 

Data Collection 

Data were collected using an audiotaped interview that lasted one and a half hours. I asked the 

subject to perform three narrative tasks; the difficulty of the tasks gradually increased. Task one 

consisted of an oral presentation where the subject was asked to give information about her reason 

for coming to the UK and her experiences in the UK. Task two consisted of a different oral 

presentation where the subject was asked to retell a story of a TV programme that she had watched 

shortly prior to the interview. Task three consisted of a third oral presentation where the subject was 

asked to discuss an issue that she had heard from the news. In each case, no advanced planning time 

was given.  

 

Data Analysis and Discussion 

The data will be presented using two linguistic categories: phonology and grammar. To measure the 

subject's language competence, data will be compared to a standard British English, which is known 

as Received Pronunciation. Concerning phonology, I will compare Japanese and English sound 

systems in the text below to identify the subject's phonological performance errors. Phonetic signs 

are presented using the International Phonetic Alphabet, and phonetic sounds are presented using 

the Oxford Advanced Learner's Dictionary. 

 

Phonology 

The phonological errors made by the subject during the interview were mainly attributed to L1 

transfer. She had difficulties pronouncing certain vowels and consonants that do not exist in the 

Japanese sound system. There are only five basic phonemes—/a/, /e/, /i/, /o/, and /u/—and no 

diphthongs in the Japanese vowel system (Okada, 1991). Conversely, in the English vowel system, 

there are seven short and five long vowels (i.e. Received Pronunciation) (Roach, 2004). Figure 1 

shows vowels of standard Japanese, and Figure 2 shows vowels of English (i.e. Received 

Pronunciation). 

 

 

 

 

 

 

 

Figure 1. Standard Japanese Vowels (Okada, 

1991, p.94)  
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Figure 2. Received Pronounciation (RP) Pure 

Vowels (Roach, 2004, p. 242) 

As Nishikori (2007) points out, some Japanese speakers of English who cannot discriminate 

between or produce certain English vowels resort to using their own L1 vowels instead of L2 

vowels (p.4). Figure 3 presents the range of Japanese vowels (i.e., /a/, /i/, /u/, /e/, /o/) that have been 

substituted for English vowels. 

 

 

 

 

 

 

 

 

 

 

Figure 3. English Vowels with Japanese Vowel Range (Nishikori, 2007, p.5) 

 

The subject in my study used the Japanese vowel system to pronounce English words, as shown in 

Figure 3. For example, the word 'stuff' was pronounced /staf/ rather than /stΛf/, 'ride' was 

pronounced /laid/ rather than /rʌɪd/, and 'study' was pronounced /stady/ rather than /stΛdi/. 

Similarly, 'Birmingham' was pronounced /bamiŋam/ rather than /bə:miŋəm/ and 'Japan' was 

pronounced /dʒapan/ rather than /dʒəˈpan/. In addition, 'recommend' was pronounced /rekoˈmend/ 

rather than /rɛkəˈmɛnd. The Japanese vowel sound of /a/ was adopted to pronounce the English 

vowels /Λ/ and /ə:/, and /o/ was adopted to pronounce /ə/. As the subject did not correct her 

pronunciation when producing utterances, it can be concluded that she could not distinguish the 

Japanese vowel system from the English vowel sound system. In this sense, she was influenced by 

her mother tongue. One noticeable example of L1 transfer occurred when she pronounced the word 

'Asian'. Instead of pronouncing it as /eiʒən/, she pronounced it as /aʒan/, which is the same as the 

Japanese pronunciation. 
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The influence of L1 was also traceable in the subject when she produced certain English 

consonants that do not exist in the Japanese sound system. When she pronounced words that contain 

an /r/ sound, such as 'really' and 'ride', she adopted /l/ instead of /r/. Table 1 provides a list of words 

that contain /r/ sounds but are pronounced as /l/ sounds as produced by the subject during the 

interview. 

 

Words Correct pronunciation Incorrect pronunciation 

Really /ˈrɪəli/ /ˈleali/ 

Ride /rʌɪd/ /laɪd/ 

Release /rɪˈliːs/ /lɪˈlis/ 

Realise /ˈrɪəlʌɪz/ /ˈlɪalaɪz/ 

Brand /brand/ /bland/ 

Table 1. List of Word Pronunciation where /r/is pronounced /l/ 

 

This type of error is commonly produced among Japanese speakers of English (Aoyama et al., 

2004; Goto, 1971). Likewise, the subject showed difficulty pronouncing the /Ө/ sound. Although 

she intended to use the word 'think' /Өiŋk/, she pronounced the word sink /siŋk/ instead. 

The subject's mispronunciations of English words can lead to confusion in meaning. The 

following two transcriptions are an example of the kind of errors collected from the interview. A is 

the English pronunciation in broad phonetic script, and B is the subject's performance in broad 

phonetic script: 

1. I rode a horse.  

  A: ʌɪ rəʊd ə hɔːs ||   

      B: ʌɪ led a ho:s || 

As shown in B, the subject mispronounced the words 'ride' and 'horse'. Given that Japanese speakers 

of English may be influenced by their L1, /led/ can be interpreted as the past form of the word 'read'. 

Given the Japanese vowel ranges, /ho:s/ can be interpreted as 'hose'. Her utterances can be 

interpreted as 'I read a hose'. The following is another example: 

2. All the stuff is discounted. 

  A: ɔːl ðə stʌf ɪz dɪsˈkaʊnted || 

      B: o:l ða stɑːf ɪz dɪsˈkaʊnted || 

Instead of pronouncing /stʌf/ as in A, the subject pronounced /stɑːf/ as in B. Focusing on only 

phonology here, her utterances can be interpreted as 'all the staff is discounted'. It is not easy to 
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understand what the subject really meant to say without inferring meaning from a situational 

context. Such mispronunciations are therefore likely to lead to misunderstandings.  

 

Grammar 

The subject's major grammatical errors related to the misuse of articles, nouns, and verbs. 

Regarding articles, omissions and misuses of 'the' and 'a' commonly occurred during the interview. 

According to Richards (1971), these features are common errors in non-native speakers of English 

and may be considered developmental errors. First, the misuse of articles is a common type of error 

made by English learners. This type of error is subdivided into five categories: omission of 'the', 

usage of 'the' instead of zero article, usage of 'a' instead of 'the', usage of 'a' instead of zero article, 

and omission of 'a' (Richards, 1971). The subject frequently made four types of errors according to 

Richard's classification. Table 2 below shows the subject's errors in her article usage. 

 

1. Omission of 'the' (a) Before a country with a 

plural name  

– In UK students start to discuss each 

other ... 

2. Use of 'a' instead 

of Ø 

(a) Before abstract nouns 

(b) Before adjectives 

– I need a knowledge ...  

– Their relationship became a very good 

3. Use of 'a' instead 

of 'the' 

(a) Before 'same' – They have a same aim. 

4. Use of 'the' instead 

of 'a' 

(a) Using the + noun for a 

general concept 

– * I rode on the horse.  

(*Not a specific horse but horses in 

general) 

Table 2. The Subject's Errors in her Use of Articles 

 

The Japanese language does not have a system for distinguishing 'a' and 'the'. Consequently, 

Japanese learners of English tend to have difficulties in distinguishing between them. It was 

challenging for the subject to distinguish between the use of 'the', 'a', and 'zero articles'. For example, 

the subject omitted the use of 'the' before a country with a plural name during her interview; she 

made this type of error one out of five times. In addition, when she correctly used the word 'the' 

before the words 'United Kingdom', she slightly decreased the speed of her speech. This suggests 

that she was still learning to use 'the' before the plural name of a country. 

The data reveal another grammatical error: the misuse of singular and plural nouns. The subject 

used a mixed form of singular and plural nouns. For example, she said "I travelled a lot of place in 

the UK". To use the noun in a grammatically correct way in English, after the unit 'a lot of' is used, 
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a plural noun must be used. In addition, when she referred to seminars that she completed at 

university, she used both the singular form 'seminar' and the plural form 'seminars' after the word 

'many'. The subject likely knows the rule concerning plural forms of nouns; however, she must be 

conscious of distinguishing between these two forms. Consequently, her English usage of plural 

forms of nouns remains at the developmental level.  

 

1. Singular and plural nouns – After 'a lot of' 

– After 'many' 

– A lot of place 

– Many seminar 

2. Countable and uncountable 

nouns 

– 'A' + abstract noun 

– 'More' + countable nouns 

– A knowledge 

– *More lectures 

(*The subject meant to refer to a 

number of lectures) 

Table 3. Misuse of Noun Forms 

 

As Kamermans (2010) explains, "Japanese has no explicit plurals" meaning that native speakers of 

Japanese flexibly use noun forms in their utterance (p.302). Thus, interference from L1 could be the 

cause of errors in the subject's use of plural forms of nouns. 

In the case of verb forms, disagreements between subjects and verbs, misuses of present and 

past verb forms, and misuses of the 'verb + ing form' were observed. Table 4 shows the misuses of 

verb forms. 

 

1. Present and past 

tenses 

– The misuse of past tenses – I go back ... 

(*This should be "I went back ..." )  

2. Singular and plural 

verbs 

– Disagreement between 

subject and verb forms  

– I studies … 

3. Verb + ing form – Misuse of verb 

transformations after a verb 

– I enjoyed travelled ... 

Table 4. Misuses of Verbs 

 

Implications for Future Pedagogy 

The subject showed good uses of direct speech in the interview, especially concerning grammatical 

regulations. Using direct speech among learners with lower levels of English proficiency often 

involves a mixture of incoherent tenses and disagreements in the subject and verb form, as it is a 
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relatively difficult and complex skill. Therefore, the subject's performance indicated that she 

understands the grammatical rules of direct speech and also possesses the ability to use that 

knowledge in accurate ways. 

The subject often used self-correction by correcting the wrong use of tenses and words during 

the interview. She clearly made an effort to talk accurately throughout the interview; this implies 

that she was self-monitoring her efforts to speak accurately. It could be said that she clearly desired 

to be understood by her audience. However, as Ellis (2005) points out, a learner's involvement in 

self-correction does not necessarily mean that the learner can accurately speak the second language: 

"The number of self-corrections does not provide a measure of how accurately a learner uses the L2 

but rather indicates the extent to which the learner is oriented towards accuracy" (pp.149-150).  

In addition, the subject's utterances were not fluent because of excessive self-correction and 

occasional pauses. To improve her spoken English skills, the learner must become less involved in 

self-correction and be encouraged to speak more fluently.  
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