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Abstract 

This thesis examines how one New Zealand-based Japanese supplementary school, or 

hoshuko, and its community have grappled with the gradual demographic diversification in its 

population. By utilizing the theoretical framework of imagined communities (Anderson, 1991; 

Norton, 2001; Kanno & Norton, 2003; Kanno, 2008), I examine the future visions (in the form of 

imagined communities) of the hoshuko’s various stakeholders (the school itself, staff, parents, 

and the students) and connect these with 1) parents’ decisions on their children’s Japanese 

learning at the hoshuko, and 2) adaptations made by the hoshuko to its policy and practices in 

response to demographic change.  

To perform this investigation, I use a case study approach ethnographic research 

methods, including qualitative data collection that involved classroom observations, anonymous 

questionnaires, semi-structured interviews, and documentary analysis. The three major 

participant groups that contributed to the data were staff members at the school, including 

teachers and the principal, parents, and the students themselves. 

The findings of this study reveal the texture of diversity at the hoshuko. Even among 

those belonging to seemingly homogenous groups (e.g., parents with children in a course 

designed to prepare students to return for education in Japan), there was a significant amount of 

heterogeneity in the imagined communities, as well as in the decisions and adaptations that these 

imagined communities influenced. With parents, for example, imagined communities seemed to 

affect course choices for their children and commitment levels. Furthermore, while the school 

had adapted to demographic change through various means (e.g., the creation of new courses to 

accommodate a changing student body), it still faced ongoing challenges, especially with funding 

and staffing. Viewed with the lens of the imagined communities held by the hoshuko’s 

stakeholders, this study uncovered potential reasons for the difficulties the school had in solving 

these challenges. 

Finally, this study presents conclusions on applying the imagined communities 

theoretical framework to educational research connecting future visions to present actions, as 

well as those that aim to examine the interplay of the visions of different stakeholders. 
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Chapter 1 - Introduction 

While humans have always been migratory, the number of migrants in the contemporary 

world is higher than ever and people are moving over greater distances and more frequently than 

ever before. Contemporary migration is characterized by not just a change in the number of 

people moving from one country to another, but also by a change in the scale and character of 

mobility. In some places around the world, particularly in large cities like Auckland, migration is 

no longer simply an enduring settlement in a host country. Migration is now much more 

complex, with examples like the layering of different generations of migrants, the different work 

statuses of migrants, or the character of their migration, among a variety of other variables.  The 

interplay of these variables, what Steven Vertovec explains as the “transformative diversification 

of diversity” (Vertovec, 2007, p. 1), is known as superdiversity. Superdiversity is not super- in 

the sense of being positive (or negative), but rather expresses an increase in the texture or 

complexity of diversity. Of course, with such increases in complexity, especially in a relatively 

short time period, there are bound to be adaptation pains. 

In this thesis, I examine how a specific community has grappled with the adaptation pains 

caused by complex diversity by taking a deep look into a migrant community educational 

institution struggling to adapt to changes in the population that it serves. This institution is the 

hoshuko (lit: supplementary school), situated in Mount Lincoln College in Auckland, New 

Zealand. Hoshuko is a school that teaches the Japanese language and part of the Japanese 

compulsory curriculum in the Japanese language. It is partially funded by the Japanese 

government and is meant for Japanese students living in the Auckland area who are the same age 

as students in compulsory education in Japan (Auckland Hoshuko, 2020). While at its founding 

the hoshuko’s mission and target demographic was clear, layered migration and other 

complexities have presented new challenges. That is, while hoshuko was founded in 1971 to help 

children of temporary Japanese sojourners in New Zealand re-enter the Japanese education 

system upon their return to Japan, nowadays the once dominant demographic of children that 

eventually return to Japan has become the minority. Instead, most hoshuko students have no set 

plans to return (though some end up doing so). Similar situations were reported in other hoshuko 

related research in the United States (Doerr & Lee, 2009; Kano, 2013), the U.K. (Danjo & 

Moreh, 2020), and Australia (Mizukami, 2007). Nonetheless, to continue operating, the hoshuko 

has to stick to its original mission of preparing students for a return to Japan. Together, this 
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tension has made hoshuko an institution where practices and rules based on past 

conceptualizations of migration have been forced to clash with a more modern reality. 

Choosing the Research Site 

There are several reasons I chose the Auckland hoshuko as the location for this study. 

The most prominent reasons are my belief in the usefulness of additive bilingual education and a 

desire to support it, and my personal connection with bilingual and bicultural education for 

overseas students. 

Firstly, the hoshuko is an institution where both Japanese heritage language and culture 

are the focal point. When considering the relevance of heritage language and culture in a 

conversation on migration, the hoshuko seems to be an ideal place to look deeply into how 

complex migration patterns may play out. Furthermore, the hoshuko is a place that enables 

additive bilingualism, which has been shown by a wide body of research to be valuable (e.g., 

Collier, 1989; Cummins, 1979, 1991; Hakuta & D’Andrea, 1992; Landry & Allard, 1992). In 

New Zealand, it is generally the responsibility of local communities to promote the maintenance 

and development of their heritage languages (there are exceptions, like te reo Māori, the 

language of the indigenous people of New Zealand and a de jure official language of New 

Zealand). Thus, in serving the Japanese community in Auckland, hoshuko has the potential to 

have a strong positive impact on the lives of the children who attend.  

The second reason I chose the hoshuko for this study is my personal connection to 

heritage language learning. Because of my parents' work, I grew up bilingual, speaking Chinese 

and some Japanese at home, and experienced different educational systems in both Japan and 

China. Because of this formative experience, I later worked as a Japanese, English, and Chinese 

language teacher and pursued higher degrees in education and linguistics. 

Both bilingualism and heritage language development, thus, are deeply connected with 

my identity, language learning, and educational experiences. When I first encountered the 

kikokushijo (returnee) stories in Kanno’s (2003a) “Negotiating Bilingual and Bicultural 

Identities”, I felt a great deal of empathy for the participants’ difficulties living between two 

worlds with multiple identities. Although I was able to find success in school as a language 

minority student, it did not come easily. I faced both a lack of institutional and community 

support for my bilingualism, particularly in regard to heritage-language development and identity 

formation and shift. Life during that time felt like a constant struggle to gain literacy rapidly in 
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Japanese and fit in with the new cultural norms while holding on to my heritage language and 

culture. This experience led me to this research on bilingual development and policies for 

language minority students and kikokushijo with the hope of contributing to the lives of minority 

language students, their families, and communities. 

When it was time to choose my research topic for this doctoral thesis, I initially planned 

to study bilingual schools in Japan. However, I eventually realized that the distance between 

New Zealand and Japan would make it difficult to conduct an in-depth study in any bilingual 

schools in Japan. While working to revise my initial research idea in preparation for this thesis, I 

discovered the hoshuko in Auckland and started volunteering there in 2015. During my volunteer 

experience, I learned about the important function that the school performs for its students and 

the Japanese community in Auckland. I was often touched by the hard work that both the 

teachers and parents undertook in order to help the students maintain and develop their 

knowledge of Japanese language and culture. I also soon found that, despite the historical 

existence and operation of this school and other similar supplementary schools in New Zealand, 

there were no published research papers examining a New Zealand-based supplementary school. 

This lack of published research, however, was not too surprising in the case of hoshuko, as even 

the school itself is little known to local Auckland residents outside of the Japanese community. 

Taking all of this into consideration, I felt that a study at the Auckland hoshuko would 

present an interesting opportunity to fill in a gap of research in an area with which I was 

intimately familiar because of my educational and linguistic background, while contributing to 

the school and the community at-large. For these reasons, I decided to use hoshuko as the site for 

my research, with the formal ethnographic component of the research conducted in 2016-2017. 

Aims and Research Questions 

The guiding aim of this thesis is to provide a clear look into how complex diversity is 

expressed through the beliefs and actions of the hoshuko and its surrounding community. To 

form this guiding question, I adopt ethnographic tools and the imagined communities (Anderson, 

1991; Norton, 2001; Kanno & Norton, 2003; Kanno, 2003b; Kanno, 2008) theoretical 

framework. Specifically, I use imagined communities in the tradition of Norton (2001), who 

argued that individual learners have images of the communities they wish to belong to in the 

future, and that their current language learning is affected by these imagined communities.  
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The term imagined communities was first used by Anderson (1991) as a way to describe 

nationalism and the connections people feel with others that they may have never met and are not 

in the same location as they are (unlike the more standard definition of community). Norton 

(2001) and Kanno and Norton (2003) expanded Anderson’s imagined communities’ concept to 

include imagined ties with the future by combining it with concepts from Lave and Wenger’s 

(1991) and Wenger’s (1998) work on communities of practice, and then applied this expansion to 

education. Specifically, Norton (2001) argued that second-language learners hold visions of 

communities they hope to belong to in the future, and that their learning is impacted by these 

imagined communities. Kanno (2003b; 2008) argued that the impact of imagined communities 

could include parents and schoolteachers, as they affect the students’ imagined communities. 

To provide a guide to better understand how hoshuko has grappled with change using the 

imagined communities’ theoretical framework, I defined the following three research questions 

for this study: 

1. What kinds of imagined communities does the hoshuko envision for its students? What 

kinds of imagined communities do the students’ parents envision for their children? What 

kind of imagined communities do the students envision for themselves? 

2. How do the parents’ visions for imagined communities for their children affect their 

decisions for their children in regard to hoshuko? 

3. How do the imagined communities of the three groups inform the school’s policies and 

practices? 

Significance of the Research 

This research focuses on providing significant contributions in four areas: New Zealand 

supplementary school research, Japanese overseas heritage-language education research, 

educational research that uses imagined communities as a theoretical framework, and the 

operation of the Auckland hoshuko itself.  

Firstly, this study will add value to the supplementary/complementary/heritage language 

school research field in New Zealand. Despite the increased relevance of New Zealand-based 

heritage-language institutions catering to a growing immigrant population, there is very little 

research as of yet analyzing such programs or institutions. Noting this gap in research and its 

potential to form a base for future comparative and evaluative studies in heritage-language 

education in New Zealand, this study aims to provide an in-depth profile of how one Japanese 
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supplementary school in Auckland functions and provides educational opportunities for its 

students. Although a few studies (Nakanishi, 2000; Lauwereyns, 2011; Tabata-Sandom, 2020) 

have investigated parental beliefs on language maintenance and bilingualism toward their 

children’s Japanese-English learning, New Zealand-based heritage-language studies outside of 

the Māori context are rare and this is the first case study to be conducted at a local supplementary 

school in New Zealand.  

Secondly, this research will contribute to the collection of research on Japanese overseas 

heritage-language education outside of the standard geographical scope. The majority of existing 

studies in the field have been focused on sites in North American countries (e.g., Chinen and 

Tucker, 2006; Doerr & Lee, 2009; Doerr & Lee, 2010; Kanno, 2003a; Kano, 2013; Shibata, 

2000). Therefore, by investigating how one Japanese supplementary school in New Zealand 

operates its program, this study will add a unique perspective to the Japanese overseas heritage-

language education research field. 

Thirdly, this research strengthens the body of research on imagined communities in the 

educational context by analyzing the imagined communities of a variety of different 

stakeholders. While there have been studies that look at the imagined communities held by 

students (e.g., Norton, 2001), those that parents hold for their children (e.g., Dagenais, 2003), 

and the effects of institutional imagined communities (e.g., Kanno, 2008), this study aims to 

combine all three. Such scope and analysis will perhaps encourage future researchers to develop 

a deeper understanding of how the students, parents, and institutional figures impact each other. 

Lastly, the case-study nature of this study provides not only the foundation for 

collaborative work with the Auckland hoshuko to continue the improvement of their curricula, 

but also provides an example of how other heritage language researchers and supplementary 

institutes could develop heritage language and cultural programs that are facing demographic 

changes of a similar fashion to the hoshuko. 

Overview of the Thesis 

In this first introductory chapter, I have provided a brief overview of the context for the 

study, explained how I chose the research site, listed the aims of the research, provided a brief 

introduction to the theoretical framework and research questions I utilize to achieve the aims, 

and noted the potential significant contributions that I hope this study will be able to make.  
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Chapter 2 provides a more thorough examination of the diversity among Auckland 

residents of Japanese ancestry and provides a detailed overview of the hoshuko. To more 

accurately describe the contemporary diversity of the city of Auckland, New Zealand, I draw on 

Vertovec’s (2007) concept of superdiversity and contrast this with previous conceptualizations of 

migration. Following this, I provide a brief look at superdiverse Auckland and how Vertovec’s 

more precise definition of diversity allows for a clearer picture of the Japanese community in 

Auckland. I conclude this chapter with a detailed introduction of the hoshuko and how it serves 

the Japanese community in Auckland. 

Chapter 3 reviews key literature in the fields that make up the body of research 

supporting this study: heritage language maintenance and development, supplementary 

schooling, and overseas Japanese education. Each of these topics provides a foundation for the 

next, culminating in a foundation of concepts and literature that is used to support this research.  

Chapter 4 explores the conceptual and theoretical frameworks that this study uses. I begin 

by introducing Benedict Anderson’s imagined communities’ theory and trace how this theory on 

nation-building synthesized with the concept of communities of practice in order to become an 

analytical tool in the education field. After this review, I provide several examples of how 

imagined communities have been applied in education research. I conclude this chapter with an 

overview of how I plan to use the imagined communities’ concept in analyzing the diversity at 

the hoshuko, as well as how the school has grappled with it. 

Chapter 5 focuses on the methodology used in the research. I begin by discussing the 

reasons for choosing ethnography as the research process and briefly describe the core features 

of ethnography. I follow this with my procedure and then a description of the participants. After 

that, I introduce the instruments used for this research, including classroom observations, 

questionnaires, interviews, and documentary analysis. I finish the chapter with an explanation of 

how I analyzed the data that I collected, along with a review of the project’s ethical 

considerations. 

Chapters 6, 7 and 8 report the results of the research and discuss these results based on 

the selected data and analysis. Each chapter builds on the previous one, attempting to focus on 

and answer each of my three research questions. Chapter 6 is an analysis of the imagined 

communities and future visions held by the hoshuko itself including codified principles and staff, 

the parents who send their children to hoshuko, and several students. Chapter 7 continues by 
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connecting the visions and imagined communities uncovered in Chapter 6 with the important 

decision points that parents make while their children attend hoshuko. Finally, Chapter 8 zooms 

out to connect imagined communities with the challenges the school has faced and the 

adaptations that it has made in the face of a changing world.  

Chapter 9 summarizes the findings of this research by synthesizing the discussion in 

Chapters 6, 7 and 8. I conclude the thesis by summarizing the discussion chapters, presenting the 

implications and limitations of the study, and providing a proposal for future research directions.
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Chapter 2 - Background: Superdiversity, New Zealand, and the Auckland Hoshuko 

Introduction 

This chapter examines the increase in diversity among Auckland residents of Japanese 

ancestry and provides an overview of the hoshuko. Some background is necessary to provide a 

proper context, not only for the hoshuko itself, but also to situate it properly in terms of its place 

in Auckland and in New Zealand. I will draw on Vertovec (2007) ’s concept of superdiversity 

and contrast this with previous conceptualizations of migration. Following this, I provide a brief 

look at superdiverse Auckland and how migrants of Japanese ancestry have settled in Auckland 

over the years since the hoshuko was formed. I will conclude with an overview of the hoshuko 

that serves the Japanese community in Auckland, examining its finances, operations, staffing, 

curriculum, and more. I conclude the chapter by describing the fascinating circumstances of the 

hoshuko as a portal to view the changes that globalization is bringing, along with the challenges 

it and the local Japanese community are facing to adapt to it. 

Superdiversity 

By definition, contemporary globalization has changed both the scale and character of 

migration. Blommaert (2010) describes globalization as a useful shorthand for highly complex 

forms of mobility, or in more detail as follows: the intensified flows of capital, goods, people, 

images, and discourses around the globe, driven by technological innovations mainly in the field 

of media and information and communication technology, and resulting in new patterns of global 

activity, community organization and culture (p. 13)  

As to when contemporary begins, Blommaert (2010) looks to both the end of the Cold 

War in 1991 and the propagation of the internet in the early 1990s as the turning forces that 

pushed forward the modern form of globalization and its respective changes in migration 

patterns. Specifically, in New Zealand, immigration policy changes in 1986/87 resulted in a 

move from a “source country preference” policy that preferred British migrants to a points-based 

selection system that was more agnostic about country of origin (this system was further refined 

in the early 2000s). These changes in the system significantly increased the diversity of the New 

Zealand population (Spoonley, 2020). 

Together with the growth in complexity in migration has come a need to revisit our 

previous conceptualizations of what migration is and the language we use to describe it. 
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Previously, migration was conceptualized as the enduring emigration and immigration of groups 

of people, languages, and cultures from a land of origin into a new and accommodating host 

society (Blommaert, 2010). That is, migrants would leave their country of origin and settle in 

another, resulting in an enduring change in the spatial organization of their lives. This 

assumption on the enduring quality of migration, however, is no longer the case. Rather, there 

are a variety of new variables at play in modern migration that add significant complexity to the 

older view of migrant groups through a purely national or ethnic lens. For example, while 

previously the main variables for migrants were place of origin, language, and culture, new 

variables have now been introduced, including immigration status, labor market experience, 

gender and age profile, and the local area response of services and residents (Vertovec, 2007, p. 

1). The interplay of these variables, what Steven Vertovec explains as the “transformative 

diversification of diversity” (Vertovec, 2007, p. 1), is known as superdiversity. 

With the highly mobile populations of the contemporary world and the variety of 

dimensions that differentiate them, the concept of superdiversity provides the ability to look past 

the superficial homogeneity that purely ethnicity-based or nationality-based divisions give us. 

Scholten et al (2019), for example, used superdiversity to examine the city of Rotterdam, arguing 

that diversity in migration is often only perceived as ethnic diversity, whereas superdiversity’s 

multidimensional focus allows other relevant variables to be present in order to explain processes 

of mobility. 

While this can be difficult to reconcile on a larger scale because the homogenous ethnic 

group has been a standard way of thinking for a long time, in complex contexts like the 

Auckland region of New Zealand, superdiversity is a useful approach.  In the context of this 

study, even within the hoshuko, which is said to be limited to Japanese students in Auckland, 

there is a surprisingly large amount of heterogeneity. Scholten et al (2019) argue that 

superdiversity is a useful concept for examining differences within groups, as I plan to do in this 

research. To look at hoshuko and assume cultural homogeneity because of a shared ancestral 

background (which is not even the case for all students) would be a great disservice to a study 

attempting to paint a more accurate picture of what is, in reality, a complex and diverse 

community. 

Change and Transformation in Auckland 
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In recent years, an increase in immigration has turned New Zealand into a culturally and 

linguistically diverse country. While English is the de facto majority language of New Zealand, 

and the Māori language and New Zealand Sign Language are the two de jure official languages, 

the country is now home to around 190 different languages and numerous minority groups 

(Statistics New Zealand, 2019). In the World Migration Report 2015, Auckland city was tied 

with Los Angeles and Sydney as having the 4th largest proportion of foreign-born population in 

major cities, at 39% (International Organization for Migration, 2015).  

Auckland is an important region to New Zealand. As of 2019, Auckland is the most 

populous urban area in New Zealand, making up 33% of New Zealand’s population, with a total 

of approximately 1,642,800 people and, importantly, accounting for 32% of the country’s 

population growth (Statistics New Zealand, 2019). The region is also very large compared to 

other regions in New Zealand, with its urban area being comparable in size to the next twelve 

largest cities in New Zealand combined (Infometrics, 2020). Finally, the region is an economic 

powerhouse, accounting for 38% of the country’s GDP and 36% of the jobs. These numbers are 

trending upwards, as well, with a 4% gain in national GPD representation since 2000 

(Infometrics, 2020). 

Auckland is also a superdiverse region. Like many of the world’s other global cities — 

New York, London, and Hong Kong, for example — Auckland is a coastal city with a high 

degree of maritime trade. Looking simply at ethnic groups, the majority group is European at 

53.5% in 2018, Māori at 11.5%, Pacific peoples at 15% percent, Asian at 28.2%, and Middle 

Eastern / Latin American / African at 2.3%, and other ethnicities at 1.1% (Statistics New 

Zealand, 2019). In terms of growth in population proportion, the Asian demographic is by far the 

largest, having increased by nearly 15% in the period from 2003 to 2018. Also telling is that 

3.2% of the Auckland population lived outside of New Zealand one year prior to the 2018 census 

and 16.2% had arrived in New Zealand in the previous five to nine years (Statistics New 

Zealand, 2019). Finally, slightly over 25% of the Auckland population reported speaking more 

than one language in the 2018 census, with 4.1% reporting that they spoke three or more 

(Statistics New Zealand, 2019). While the individual numbers are not significant on their own, 

the picture that they paint of a diverse, mobile, and growing Auckland is a clear and powerful 

one. 

Japanese Migration in New Zealand 
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There are around 126 million speakers of the Japanese language (Ethnologue, 2020). 

Outside of Japan, there are a variety of different immigrant communities, though the main ones 

are in Brazil and in the US. As for Japanese residents in New Zealand, the 2014 Annual Report 

of Statistics on Japanese Nationals Overseas showed that New Zealand has a large overseas 

Japanese population respectively, being ranked as the 16th largest Japanese population living 

overseas and the 9th largest number of Japanese ethnic permanent residents living in a foreign 

country as of 2014 (Ministry of Foreign Affairs of Japan, 2014). The number of Japanese people 

in New Zealand has also increased consistently over the years, with an increase of 52.6% from 

2006 to 2018 (Statistics New Zealand, 2019).   

The 2017 official demographic statistics show 19,664 Japanese living in New Zealand, 

with approximately half (9,534) living in Auckland (Consulate-General of Japan in Auckland, 

2018). Regionally, 72% live in the North Island and 28% live in the South Island as of 2018 

(Statistics New Zealand, 2019). The most popular region to live in is the Auckland Region, 

followed by the Canterbury Region, and then the Wellington Region. Of the Japanese living in 

New Zealand, more than 69% were born outside of New Zealand (Statistics New Zealand, 2019). 

Strong business and political ties seem to be driving forces behind the Japanese 

population in New Zealand, with the New Zealand and Japanese governments having a 

seemingly strong interest in promoting international business and reciprocal political 

relationships. According to the Annual Report of Statistics on Japanese Nationals Overseas, in 

2014 there were 216 Japanese companies in New Zealand, a 12.5% increase compared to 2013 

(Ministry of Foreign Affairs of Japan, 2014). The Japanese language is also present in the 

educational system with many New Zealand Intermediate (Years 7-8) and High Schools (Years 

9-13) offering the Japanese language as a foreign language. In addition, many cities in New 

Zealand have a partnership with their sister cities in Japan. If these trends of partnership and 

immigration continue, it is likely that the Japanese population in New Zealand will continue to 

increase over time. 

In regard to the Japanese population in Auckland, there are few official statistics outside 

of the aforementioned regional breakdown. Nonetheless, Kominami (2014) remarks on the 

prevalence of social and community groups as well as services specifically targeting the local 

Japanese community in Auckland. A few examples include the annual Japan Day festival, which 

Kominami (2014) cites as the most popular cultural event in New Zealand, NZ Daisuki, a 
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website containing classified ads in the Japanese language, and Gekkan NZ, a media provider for 

local Japanese residents. Finally, there are community organizations like the Japanese Society of 

Auckland and Nisui-kai (Japanese Chamber of Commerce of Auckland Inc), which support 

Japanese residents in Auckland. It is with these organizations that the hoshuko is most closely 

linked.  

Figure 2.1: Japanese ethnic group in New Zealand in 2001, 2003, 2013, and 2018 

censuses 

 
(Statistics New Zealand, 2019) 

Introducing Hoshuko 

The Auckland hoshuko, which serves the heritage language learning needs of the 

Japanese community in Auckland, is located in a rented permanent building at Mount Lincoln 

College and is the only Japanese government-accredited supplementary school in the Auckland 

area. The school’s aim is included in the school brochure as follows: 

[hoshuko]…is aimed at Japanese students living in and around Auckland who are of the 
equivalent age to students in compulsory education in Japan. The curriculum is based on 
Japan’s curriculum guideline and aims to primarily provide education for the Japanese 
language. (Auckland Hoshuko, 2015) 

The hoshuko is also the largest such school in the North Island of New Zealand. It is a 

charitable trust recognized by the New Zealand government that receives funding from the 

Japanese government, as well as from two local Japanese community organizations: the Japanese 
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Society of Auckland and Nisui-kai, or Japanese Chamber of Commerce of Auckland Inc (School 

Brochure, 2015). The school’s board members are most often made up of businesspeople from 

these two communities, along with members of the Consulate-General of Japan in Auckland. 

New board members are nominated by the nominating committee and approved by the board of 

trustees.  

The hoshuko provides both primary (Year 1-6) and middle school (Year 7-9) classes 

(modelled on the Japanese education system) in the evenings from Tuesday to Friday and during 

the day on Saturday. It also offers a kindergarten class on Saturday.  The Auckland hoshuko is 

unusual in that it is one of the few Japanese supplementary schools worldwide to teach classes on 

weekdays in addition to Saturdays. Students attend classes one-to-three times a week after their 

local New Zealand school’s classes end.  

There are currently three courses separated according to the different needs of the 

students: Course A, Course B, and Course S. The course names were modified in 2013 with the 

previous names being hoshubu (supplementary division, now Course A), kokusaibu 

(international division, now Course B), and ss-bu (Saturday school division, now Course S). 

Course A, the original course, was created for children to acquire basic academic skills 

appropriate for their grades so that they can smoothly re-adapt to the Japanese education system 

when returning to Japan. Course B and Course S are for students with diverse needs who want to 

learn the Japanese language and acquire academic abilities according to their individual 

proficiency levels, the difference between the two classes being the weekly total class hours and 

Course B meeting on weekdays while Course S meets on weekends (Auckland Hoshuko, 2015). 

Course placement is primarily done through consultation with the parents, the student, and the 

teachers. 

All three courses follow the Japanese academic calendar and curriculum and use Japanese 

textbooks provided by the Consulate-General of Japan in Auckland. The academic year starts in 

April and ends in March, and there are two terms in an academic year: April to September, and 

October to March. The weekly class hours for Courses A, B, and S are seven hours, four hours, 

and three hours, respectively. Each year, Course A meets for 42 weeks of class while Course B 

and Course S meet for 40 weeks. All three courses teach Japanese and mathematics (as these two 

subjects are required by the Japanese Ministry of Education, Culture, Sports, Science and 

Technology). In addition, Course A teaches science and social studies, but Course B and Course 
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S do not. Besides class hours, the school also holds Japanese school events such as school camp, 

sports day, and entrance and graduation ceremonies. Further details regarding the three courses 

and their curriculum will be discussed at the end of this chapter. 

The school was started in December 1971 at a church and had 12 students in its initial 

year. In November 1972, it was accredited by the Japanese Ministry of Foreign Affairs. The 

kokusaibu, or international division (later changed to Course B), was added in 1993. In 1999, the 

school started to offer classes five days a week. The scale of the school has expanded over time 

and the campus had been relocated twice before settling at Mount Lincoln College in April 2009. 

In the same year, the Saturday school division (now Course S) was added. 

At the current site in Mount Lincoln College, there are seven classrooms, one library, and 

a staff office in the building. In the 2016 academic year, at the time of this research, the school 

had nine teachers, including three full-time teachers and six part-time teachers, one principal, and 

one administrator, as well as 197 students: 155 in primary school, 28 in middle school, and 14 

kindergarten students. In regard to courses, 84 students were in Course A, 42 in Course B, and 

71 in Course S (including 14 kindergarten students). The number of students attending the school 

has increased over time, doubling between 2009 and 2016, likely a result of a combination of the 

addition of weekend classes (via Course S), and the changing of the school’s site to a more 

central location. 

Parental involvement is highly valued by the school and parents are expected to serve as 

a resource and to support their children actively in their school endeavors. Since the class hours 

are limited, parental involvement with homework and language practice is required. In addition 

to home learning assistance, due to financial constraints at the school, parents are also 

responsible for taking turns to clean the school, participate in the PTA, assist with library 

management, and cooperate in the aforementioned school events, as well as community-wide 

events. One of the enrollment conditions is that at least one parent is required to be a member of 

one of the two local Japanese community organizations (the Japanese Society of Auckland or the 

Nisui-kai), and thus the parents are expected to volunteer during the annual Japan Day event, rice 

cake pounding event, and softball game hosted by the local Japanese community. These 

activities are meant to serve as a connection that deepens the bonds between both parents and 

students and between the family, the school, and the wider Japanese community in Auckland. 
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Finances.  Hoshuko is funded by a combination of tuition, enrollment fees, subsidies 

from the Japanese government, and funds from the two local Japanese community organizations, 

the Japanese Society of Auckland and Nisui-kai. According to the school’s principal, two-thirds 

of the school’s income comes from tuition and enrollment fees from parents, and the remaining 

one-third is from the Japanese government and the two local organizations. The principal 

explained how the school finances are structured in relation to the funding it receives:  

I: How is the school funded? How does the Japanese government support it? 

P: There’s income and expenditure, right? In terms of income, in descending order, 
tuition and enrollment fees from parents are about two-thirds, and the remaining one-
third is a subsidy from the Japanese government, and support from the Nisui-kai and the 
Japanese Society. The biggest of those is the subsidy from the Japanese government. 
Roughly speaking, we receive half of the school building rental and half of the teachers’ 
salaries. So we wouldn’t be able to continue on without the subsidy from the Japanese 
government. Otherwise, we’d have to raise the tuition [costs]. 

It’s not necessarily the golden truth that we’ll necessarily get half paid by the Japanese 
government, and, if government policy at the time requires us to lower our costs further, 
that funding could become 30%. There have been such cases in the past. It’s hard. That’s 
why we keep deposits or reserves for that occasion. Without this, if the government 
policy changes suddenly, we can’t just lay off the teachers suddenly, right? So we have to 
put up with it until it goes back. (Principal interview, 05/06/17) 

In regard to expenditure, employees’ salaries are the largest expenditure, making up 

roughly two-thirds of total expenses according to the principal. The remaining one-third of 

expenditure is rent, miscellaneous supplies, and other costs. Although the school is free to 

change their tuition fees, the principal mentioned that this would be unpopular with parents and 

thus has resisted such a move:  

To be clear, the salaries of teachers are cheap. That said, if we raise the teachers’ salary, 
we end up having to raise tuition [costs] to balance it. That’s why parents are also 
opposed. There are no tuition rules. Tuition has been raised everywhere all over the 
world, and you might not believe it, but the tuition here hasn’t changed in the last decade 
or so. Conversely, I feel like it was expensive in the past. So it has to be raised some time 
in the future, but doing so will be a huge rebound, so we are honestly looking at the 
timing. (Principal interview, 05/06/17) 
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Finally, the principal mentioned that, after considering all of the income and expenditure 

at the school, the current finances were roughly at a break-even point. 

External funding.  To be funded by the Japanese government, the school needs to be 

officially recognized by the Japanese Ministry of Education (MEXT).  To achieve this official 

recognition, the school must show that there are real needs from the local area. For the hoshuko, 

the two local Japanese organizations that represent the Japanese community in the Auckland 

area, the Japanese Society and Nisui-kai, help the hoshuko to provide a legitimate demonstration 

of the community’s needs. The principal of the hoshuko explains these requirements and 

community support as follows: 

I: What kind of stipulations are there in receiving government funding from Japan? 

P: Basically the primary and middle school are supported as compulsory education. We 
are told to teach based on textbooks for various programs. And as a prerequisite, I think 
there’s a condition of what kind of hoshuko it is. This is not just about teaching Japanese, 
but there needs to be a sort of consensus [among the people] in the area [around the 
hoshuko]. The people in the area around the school need to request the creation of the 
school. The Japanese Society and Nisui-kai are involved in the consensus. Hoshuko was 
initially created by Nisui-kai for their children. The Japanese Society came in on the way. 
Both Nisui-kai and the Japanese Society are Japanese groups here in Auckland right? 
That’s why hoshuko was admitted, as it was requested by this consensus of the Japanese 
people living in the area. By the way, for example, there is a supplementary classroom in 
Waitakere [West Auckland] now. There is no way that it will become a hoshuko because 
the consensus of the residents is [that it is] not a legitimate organization, so the Japanese 
government does not recognize it. (Principal interview, 05/06/17) 

Because hoshuko was recognized by the Japanese government through the two local 

Japanese organizations, the relationship that the hoshuko has with them is interdependent. 

Specifically, one of the enrollment conditions at hoshuko, as noted above, is that at least one 

parent register as a member of one of the two organizations and pays the annual membership fee. 

These membership fees are then donated to the hoshuko by the two organizations. Since 

approximately 90% of the current Japanese Society members are the parents of children 

attending hoshuko, and they are likely to stop their membership once their children graduate, 

these organizations cannot survive without the hoshuko. 

Operations.  The hoshuko was originally formed under Nisui-kai for the sole purpose of 

preparing students for their return to Japan after their temporary sojourn in New Zealand. This 
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single goal and the smaller scale of the school meant that its operation was initially 

comparatively simple. In fact, the role of principal did not even exist at that time. More recently, 

due to the increase in courses, and the number of students and teachers after moving to the 

current school site in 2009, the school’s operations have become more complicated. Later in the 

same year, the school became a New Zealand government-accredited charitable trust, which is an 

independent private school organization separate from Nisui-kai. From this moment, the school 

started to be operated by a board and school principal. The principal explains the school’s 

history: 

I: How did the operation become today’s form? 

P: I don’t know much about it in the old days, but maybe it was a entrance examination 
preparation school. Although it’s called hoshuko, it didn’t have an organization that ran 
it, and it had been around for 45 years, so it was probably run as a cram school for a bit 
under 40 years. It did change a lot here after moving from Point Dana to the current 
location and starting Course S on Saturday. After that, we had Courses A, B, and S, 
taking place from Tuesday to Saturday. We also started to employ more than 10 teachers. 
With more classes and teachers, it could no longer be run as a cram school where 
everyone worked as they wanted to under one leader. It would run into problems if we 
didn’t run it as an organization. So my predecessor was the president here, and up until 
then there was no principal position at hoshuko, it was more like a cram school principal, 
so they had set it up. Anyway, the operation here has become complicated. (Principal 
interview, 05/06/17) 

At the time of this research, the board of directors and the principal work together to run 

the school. The school’s board of directors consists of businesspeople, three members each from 

the two local community organizations, and a government official from the Consulate-General of 

Japan in Auckland. The principal handles the daily operations of the school and the board makes 

important strategic decisions. The current principal explained that, while this relationship may 

seem balanced, in reality, the principal has a larger workload: 

I: Who runs hoshuko? 

P: The principal runs the day-to-day operation, but the big decisions are made by the 
board. The steering committee informs teachers and PTA officers of what has been 
decided by the management board so that things are not decided here, it’s more about 
staying informed. In effect, the board and the hoshuko principal are running it. 
Nonetheless, the people on the board all have businesses. There are seven directors, three 
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from the Nisui-kai and three from the Japanese Society. There is no payment for 
volunteering for the hoshuko. When there are quite a lot of difficulties, they spend quite a 
lot of time to the degree that I wonder when they work on their main business. 

In terms of workload, the principal has by far the largest. In most cases, the principal will 
come up with a plan and the board approves and confirms it. There isn’t much coming 
from the board side which requests the principal to do something. I guess the principal is 
a motor and the board controls the gasoline. In effect, the principal decides and plans, and 
then gets the approval of the board. Board members don’t know much about the details, 
but they are able to give general advice from their various business experiences. The 
principal is in a whirlpool, so I can’t quite stay calm. Because the board is outside the 
whirlpool, they can make a fairer and more balanced decision. It feels like we are leaning 
together while holding on to each other.  (Principal interview, 05/06/17) 

Though the principal recognizes that he has a larger workload than the board, he sees the 

relationship between the principal and board as complementary and necessary rather than 

combative or wasteful. Like the funding relationship between hoshuko and the two local 

community organizations, the principal and the board are interdependent, with the principal 

relying on the board to help him guide hoshuko decisions from a different vantage point. 

Relationship with other New Zealand hoshuko.  Besides Auckland hoshuko, there are 

two other Japanese government recognized hoshuko in New Zealand, one in Wellington and one 

in Christchurch. Although they are not located in the same area, I wondered if there was 

communication or collaboration between these schools and their teachers. In addition, I was 

curious about how the three schools compared with each other. Based on the principal’s 

explanation, there have been interactions among both the teachers and principals at the Auckland 

and Christchurch hoshuko in the past three years and the connection has become quite close. 

However, up until now, there has been no interaction with the Wellington hoshuko. The principal 

explained the connection between the New Zealand hoshuko as follows: 

There are only three hoshuko in New Zealand. As for the exchanges between hoshuko, in 
Auckland and Christchurch, people are interacting with each other, the principal has been 
visiting in the past three years, so we have been very close.  

Also, we exchange information with each other, so I think it’s okay here. Before, there 
was no interaction. In short, people knew that there is a hoshuko in Christchurch; that was 
about it. About 40 years ago, when the Christchurch hoshuko was formed, I think there 
was some exchange, such as getting materials from the Auckland hoshuko or using our 
hoshuko handbook as a reference, because they are using the same resources. However, 
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there was no exchange after that at all.  

As I said before, the principal of the Christchurch hoshuko was dispatched from Japan, 
and one of the obligations is to visit and give guidance to the Auckland hoshuko and the 
Wellington hoshuko once a year, so he was here for that, and there was some interaction 
there. But it wasn’t that long ago that the principal of Christchurch came [to New 
Zealand], maybe five or six years ago. However, apart from the visit and guidance, about 
three years ago the teachers from the two schools began to interact with each other by 
exchanging two teachers every year. 

On the other hand, as for Wellington hoshuko, they haven’t come here yet. It seems that 
people from Wellington also went to Christchurch when I went to Christchurch last time. 
So we started interacting there a bit and I think our interaction with Wellington is about 
to begin. (Principal interview, 05/06/17) 

In regard to teaching content, all three hoshuko teach based on the Japanese Ministry of 

Education (MEXT) guidelines, using Japanese textbooks. However, the courses and programs 

are developed individually by each hoshuko and there is no collaboration in curriculum 

development among them. In addition, the principal mentioned that due to variation in class 

hours and days of operation, the management style is also different. 

Enrollment requirements.  With the school’s target demographic on the school’s 

website being “Japanese students living in and around Auckland who are of the equivalent age to 

students in compulsory education in Japan”, there is a question as to who exactly qualifies as 

Japanese, and whether this is a strict requirement for enrollment, or rather a suggestion. The 

school website explains this under its “Conditions for admission” section, as follows: 

Students who can enroll in the school are children of members of Nisui-kai (Auckland 
Japan Economy Association) or the Japanese Society of Auckland who live in and around 
Auckland and wish to receive education conducted by the school. The school-age is 
based on compulsory education in Japan and applies to school-age equivalent to primary 
and middle school students. (Auckland Hoshuko, 2020) 

In summary, parents of children at hoshuko need to be a member of one of the two local 

organizations, Nisui-kai or the Japanese Society of Auckland. Thus, the membership 

requirements for these organizations are essentially the basic enrollment requirements for 

hoshuko. Nisui-kai, an economic association, is exclusively made up of Japanese businesses and, 

as far as I could tell, does not offer a way for individuals to join. The Japanese Society of 
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Auckland, on the other hand, does offer individual memberships (as well as corporate 

memberships). In order to join, the member must meet one of the following criteria: 

(1)     Individuals 18 years and over who are resident in Auckland or surrounds, and who 
hold Japanese Citizenship or have held Japanese Citizenship in the past. 

(2)     Individuals 18 years and over who do not hold Japanese Citizenship, but who have 
the Japanese language as their mother tongue and who have spent a fair amount of time 
resident in Japan, and furthermore have received approval from the Committee. 

(3)     If a family joins the society where the family representative meets the criteria in (1) 
or (2) above and all live at the same address and share living costs, they shall be called a 
Family Unit.  

(Auckland Hoshuko, 2020) 

 

The two categories above are children of those who are/were Japanese citizens, and 

children of those who consider Japanese to be their “mother tongue” and who have lived in Japan 

for a “fair amount of time”. While the first group is relatively straightforward, the second 

group’s requirements are much less clear cut. To better understand these requirements, I asked 

the principal of the school. 

In response to my questions about enrollment requirements, the principal told me that 

decisions in cases where neither parent is, nor has been, a Japanese citizen are usually made 

depending on whether the parents have worked in Japan: 

I: Does one parent have to be Japanese to study at hoshuko? 

P: Strictly speaking, one criterion is whether or not you can join the Japanese Society. In 
terms of how it is done at the Japanese Society, first, it’s unconditional if one parent is 
Japanese. And for example, for foreigner citizens or Chinese people, even if their parents 
are Chinese, say if they have lived in Japan for a long time, as a pretext for this, because 
they paid tax in Japan, they should be treated the same as Japanese people, so the 
Japanese Society treats them as a slight exception and accepts them. (Principal interview, 
05/06/17) 

The principal explained that the reason behind using work in Japan as a decision-making 

factor is because the hoshuko is financially supported by the Japanese government, which directs 
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money from taxes paid by workers in Japan. The principal did not explicitly mention the 

“Japanese as a mother tongue” requirement. 

As to whether the hoshuko accepts any exceptions to these requirements, the principal 

explained that though they have requests from families who do not meet the requirements every 

year, such cases are not accepted. However, the principal also explained that the school does 

introduce Japanese tutors to families who wish to join the hoshuko but do not meet the 

requirements. 

Finally, there is the question of any academic requirements the school might have. There 

is a written Japanese language test and a talk with the teacher for Course A in order to gauge 

whether their Japanese reaches the requisite year level. The principal specifically mentioned, 

when asked about this test, that no students had ever been denied entry to Course A because of 

the test and that “People who are not likely to pass don’t aim for A.”  For the remaining courses, 

B and S, the principal said that the language requirement was much less strict, saying that “B and 

S have some flexibility; it’s not always the case that the [student’s Japanese] level is the same as 

their school age.” Thus, as long as the student could speak Japanese with and understand their 

teacher, they would be allowed to attend the school. 

Principal.  In order to become a hoshuko principal, the candidate does not have to have 

any educational experience or a teaching qualification. In fact, the principal during the 2016 

academic year was a retired engineer who had extensive working experience on building projects 

outside of Japan for Japanese companies. The principal explained to me that the idea behind 

getting people from outside of the education field was to help bring in new ideas:  

I: Is business experience important in school management? 

P: Basically, it is. In the case of Japan, everyone is from the educational field; it’s like a 
board of education. Although it has a long history, it can get stuck in a rut. So, the basic 
philosophy is why not include people who have experience in the private sector as a kind 
of stimulus? If you put people with management experience in an organization called a 
school, it might liven things up a bit. (Principal interview, 05/06/17) 

Teachers.  Teachers at the hoshuko are required to have a Japanese teacher’s 

qualification. Primary level (Year 1-6) teachers teach multiple subjects including Japanese and 

mathematics for all three courses. In addition, Course A primary level teachers also teach social 

studies and science as well. In the middle school levels (Year 7-9) and sometimes in Years 5 and 
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6 as well, each subject is taught by a different teacher. Most teachers teach more than one course 

and grade and it is common for the same teacher to teach different courses simultaneously. For 

instance, when the data were being collected, A1 (Course A; Year 1) and B1 (Course B; Year 1) 

were taught by the same teacher as were A2 (Course A; Year 2), B2 (Course B; Year 2), and S2 

(Course S; Year 2). Some teachers taught more hours than others. The teacher who taught the 

most had 19 teaching hours per week (one class hour is 45 minutes). 

For each of the courses, A, B, and S, there is a course director in charge. Together with 

hoshuko teachers, these directors decide what will be covered in classes as well as how to keep 

the curriculum in line with general guidelines from the Japanese Ministry of Education (MEXT). 

The principal explained how the directors are chosen: 

I: How is each course managed? 

P: The directors lead the course and talk with the teachers of the course. I decide the chief 
for each course. Because it’s human resources, the person needs both experience and 
leadership. A leader can’t be someone who is just a veteran, but someone who can think 
properly.  

When it comes to individual class content, it’s up to each teacher. There’s something like 
the basic policy that can be made for A, B, S, and that’s led by the director. (Principal 
interview, 05/06/17) 

Curricular decisions are usually made in course meetings prior to the beginning of the 

academic year. However, because of limited meeting time, there is no focus on course details or 

the prediction of any challenges with the content that teachers may encounter. It is common, 

therefore, for teachers to adjust lessons based on the average Japanese level of a class or its 

students. In practice, this most often translates into Course B and Course S teachers needing to 

slow down the pace of a class or cut content. The teachers’ and parents’ expectations for Course 

B and S are, thus, lower than those from Course A. 

Classroom discipline and the Japanese language play important roles in hoshuko classes, 

especially in primary school years. One prominent focus regarding discipline is teaching and 

enforcing the hoshuko’s Nijiirookashi, an acronym for the seven hoshuko rules which are as 

follows:  

1. Speak in Japanese. 
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2. Be punctual. 

3. Use good language. 

4. Do not run in the hall. 

5. Sit down to eat. 

6. Make eye contact while greeting. 

7. Keep good posture. 

I observed teachers of early years regularly spending a considerable amount of time in 

order to teach and reinforce these goals in class and during regular school gatherings. Besides 

these general rules, some teachers also used specific rules to discipline their students during both 

class time and recess in the hope that these students could acquire good Japanese manners from 

their early years. Examples of specific rules include “listen to your teacher carefully in class”, 

“sit up straight”, “do not speak without raising your hand”, “bow at your own seat”, “clear off 

your desk after class finishes”, among others. Both the teachers and many of the students’ 

parents strongly believe that it is essential to acquire good Japanese manners through hoshuko 

because these manners are an essential part of Japanese education and are missing in New 

Zealand school education. “If you come to hoshuko and take even one step into the classroom, 

you’re now in Japan, in a Japanese school…it would be strange if you treat it the same [as your 

local school]” said one teacher.  

It is up to the teacher to manage their students and some teachers are stricter than others. 

At the time of data collection (2016-2017), there had not been any significant issues with student 

resistance to these rules. The students seemed to have little problem getting used to and 

following them at an early age, even though they are quite different from New Zealand school 

rules. In addition to discipline, teachers also motivated students by giving a lot of compliments 

during class. Finally, teachers encouraged group activities that require students to communicate 

and cooperate with each other in Japanese during class work.  

Through my observations and other data collection, I found that while each teacher had a 

slightly different approach to the classroom, they did share many similarities with each other. For 

example, one common goal they shared was to be a good role model for their students. In 

addition, most classes were teacher-centered and similar to my experience as a student growing 
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up in Japan, where the teacher would write and explain from the whiteboard and students would 

either copy the notes into their notebook or answer questions from the teacher. On special 

occasions, such as group study or debate classes, the class style would change to become more 

student-centered.  

Teachers worked hard on preparation and marking students’ work, both during and 

outside of class. Every week there was a lot of homework on each subject. Course A had more 

homework than Courses B and S. For younger students in the primary school, teachers 

distributed newsletters that included the content covered in class, homework for each subject, 

and messages to parents on how to guide home study every week. For older students, the 

teachers often wrote down the homework on the board and students copied it down into their 

notebook. Teachers at the hoshuko were responsible for each student and they often 

communicated with students’ parents through emails, phone calls, and teacher-parent-meetings 

every semester. For classes that either are above a certain number of students or with students 

that have special needs, it is common to add an assistant teacher to help the homeroom teacher in 

conducting the class: 

I: Is there a number limit for one class? 

P: For one class, up until now we added assistance from 13 people. In terms of the limit, 
it depends on the size of the room. (Principal interview, 05/06/17) 

In the 2016 academic year, there were 10 teachers in total, including three full-time 

teachers and seven part-time teachers. There is not a fixed ratio of full-time and part-time 

teachers. In terms of qualifications, the principal mentioned that “When recruiting, I basically 

select a person who has a Japanese teacher’s qualification and has experience teaching (either in 

Japan or New Zealand, school or cram school).” To hire a teacher, the hoshuko first makes a 

decision on a candidate and then the board approves the decision. The principal reported that this 

process is generally straightforward, as the board tends to approve nearly all hiring decisions the 

school makes. Generally speaking, teachers need to have a visa that allows them to work, but 

occasionally the hoshuko also sponsors visas when there is a need. 

Students.  In the last 45 years, the student demographics at hoshuko have changed 

dramatically. Initially, the school’s students were all planning to re-enter the Japanese 

educational system (as reflected in the school’s mission statement). This homogeneous student 
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profile, however, changed following the Japanese economic recession in the 1990s, which 

resulted in an influx of students who did not have plans to return to Japan. 

As the number of workers sent abroad by Japanese companies also decreased over the 

last 20 years, the number of permanent residents and international marriages with second-

generation children that attend hoshuko in order to maintain their heritage language also 

increased. These changes were not limited to New Zealand, with similar demographic trends 

identified in the United States by Calder (2008), where more than half of the students attending 

Japanese weekend schools were permanent residents.   

At the Auckland hoshuko, these trends have resulted in curriculum changes with a 

stronger domestic focus. Course B was developed and introduced in 1993, targeting a student 

population with different educational needs. In 2009, Course S was added to accommodate the 

needs of families who were not able to attend the school on weekdays. Over the years, the 

number of students increased dramatically from around 40 in 1990, before Course B was added, 

to around 200 in the 2016 academic year. 

According to the data of students’ parents in all three courses from Year 1 to Year 9 in 

the 2016 academic year, more than 80% of students in Course A had two Japanese parents, 

whereas the same family makeup only represented 30% of Course B and S students. In contrast, 

the most prominent family makeup in Course B and S was non-Japanese father and Japanese 

mother at 66% and 57%, respectively. This family makeup was much less common in Course A, 

at only 14%. Among all three courses, a Japanese father and non-Japanese mother was the least 

common makeup at 2% in Course A, 5% in Course B, and 15% in Course S (Auckland Hoshuko, 

2021).  In terms of the ratio of families of temporary sojourners and permanent residents, the 

principal said that a total of 15 students were temporary sojourners, making permanent residents 

the overwhelmingly dominant group. 

Curriculum.  This section will discuss the issues related to the courses and the 

differences between Courses A, B, and S and the students that are enrolled in each of them. The 

educational objective shared between all three courses is “to develop both physically and 

mentally healthy and harmonious people, building on overseas [non-Japanese] special traits” 

(Auckland Hoshuko, 2015). On top of this, Course A has two more objectives and Course B and 

Course S share one more objective that will be introduced in the next sections. 
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Course A.  The first of the two Course A objectives is “Upon returning to Japan and 

entering schools in Japan, students will acquire basic academic skills appropriate for their grades 

so that they can smoothly adapt to the Japanese education system and lifestyle” (Auckland 

Hoshuko, 2015). Because Course A is the modern version of the original hoshuko curriculum, 

this objective is most closely linked to the school’s founding purpose. The second Course A 

objective is much more general, “To provide a fun place for children to communicate in 

Japanese.”  (Auckland Hoshuko, 2015).  

In Course A, classes meet 42 weeks a year and twice a week for a total of six class hours 

(one class hour is 45 minutes) in the primary division and three times a week for a total of seven 

class hours in the middle school division. Subjects include Japanese, mathematics, science, and 

social studies. Both Course A and Course B share the same textbooks for Japanese and 

mathematics, but Course A has more class hours and students are expected to have a higher level 

of Japanese. Course A also covers a wider variety of content in more depth than Course B and S.  

In the 2016 academic year, approximately 84% of the students in Course A had two 

Japanese parents, 14% had non-Japanese fathers and Japanese mothers, and 2% had non-

Japanese mothers and Japanese fathers (Auckland Hoshuko, 2021). According to a teacher who 

also has children in Course A, although the majority of recent students are permanent residents 

whose families want them to maintain their heritage language, these parents also prefer Course A 

simply because there are more school hours compared to Course B and S. 

In Course A, the average class size at the time of research (2016-2017) was 11 students 

per class across both primary and middle school. Overall, their Japanese tends to be more fluent 

than students in other courses, likely because most of them speak Japanese with their parent(s) at 

home and many of them had experiences of studying at a school in Japan. These students also 

tend to speak to their peers in Japanese without much struggle during and outside of hoshuko 

classes.  

Whenever I observed a Course A class, the students always seemed very happy to attend 

hoshuko classes and I rarely heard Course A students speak to their peers or teacher in English. 

For many of them, hoshuko was the only place that allowed them to speak in Japanese and 

maintain their Japanese identity outside of their home. Unlike some students in Courses B and S, 

Course A students rarely had Japanese language barriers and they were more likely to express 

themselves fluently in Japanese. They seldom had problems understanding subject content in 
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Japanese and, especially with the primary school students, tended to be very talkative and 

energetic during class. For example, when a teacher asked a question in class, students fought to 

raise their hands to answer. Sometimes teachers needed to spend time on class management, but 

a few teachers allowed students to chat in class, believing that it was a good way for them to 

practice Japanese. During an observation at the hoshuko on June 3, 2016, I had the chance to 

have a casual chat with some Course A students while they were on their break.  In regard to my 

question as to whether they like hoshuko or not, most Course A students remarked that they 

enjoyed it. 

Course B.   The objective of Course B (and S) is “To acquire academic ability according 

to individual proficiency level” (Auckland Hoshuko, 2015). As Course B (and S) took shape 

later on in the hoshuko’s history to serve its changing demographics, this objective is likely more 

reflective of the modern makeup of hoshuko. Specifically, it seems to aim to acknowledge 

individual differences among students and lacks any kind of hard rule on what level a student 

should reach. This accommodation of differences contrasts with the Course A objective that 

specifically targets the academic skills necessary to return to school in Japan.  

For Course B, classes meet twice a week for a total of four class hours for 40 weeks a 

year. The subjects are Japanese and mathematics only. Both Japanese and mathematics textbooks 

are the same as the textbooks in Course A, but, in general, the pace is slower and the content is 

easier than Course A. While Course B is less popular among families with two Japanese parents, 

it is more popular with families that have non-Japanese fathers and Japanese mothers. 

Approximately 66% of students in Course B had this family makeup, 29% were families with 

two Japanese parents, and 5% had non-Japanese mothers and Japanese fathers in the 2016 

academic year (Auckland Hoshuko, 2021). One exception to this was a Chinese family that sent 

their two children to hoshuko due to a strong request from their children. Prior to coming to New 

Zealand, this family had lived in Japan for approximately 10 years. 

Course B had the lowest number of enrolled students among all three courses in the 2016 

academic year, with an average class size of five students. The smallest class only had two 

students and, during the classroom observations I conducted for this research, it felt like a private 

tutoring class. Overall, the Japanese language level of Course B students tends to be lower than 

Course A and there is greater variety among students in terms of language ability. Some students 

have Course A equivalent Japanese language ability whereas others have difficulties with basic 
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daily conversation and do not speak Japanese at home. Course B students often speak English to 

their peers during class or during recess when playing on the playground and their teachers often 

remind them to speak in Japanese at the hoshuko. Unlike Course A students, students in Course 

B tend to have trouble understanding difficult terms in Japanese and subject content in class, so 

teachers sometimes use simple Japanese or even English to explain to them. According to 

teachers, some higher year students cannot even write Year 1 level kanji (the Chinese 

logographic characters that form a large part of the Japanese writing system). Due to their lower 

Japanese language competence, students tend to have more difficulties in reading and writing 

characters and solving mathematics problems.  

Moreover, the students I observed, during the formal ethnographic component of the 

research, seemed to lose focus or get distracted easily. During the observations I conducted in 

this course from March 29, 2016 to June 3, 2016, I often saw students that looked either 

absentminded or bored in Japanese class. The general class atmosphere tended to be more 

subdued than Course A and student motivation lower. Since Japanese ability varied among 

students, often-times students helped each other solve a mathematics problem or read characters, 

either during individual work or group work. This kind of peer cooperation was encouraged by 

teachers. As for the potential reasons for lower motivation among the students who attended, 

several Course B students told me that their mothers made them attend hoshuko and that they had 

no choice in the matter. 

Course S.  Course S shares the same objective with Course B, “To acquire academic 

ability according to individual proficiency level” (Auckland Hoshuko, 2015). Different from 

Course B, however, Course S is for students who can only attend hoshuko on Saturdays. Many 

parents and students in Course S dedicate their entire Saturday to attending hoshuko. Some of 

them spend 1-2 hours coming from different areas in Auckland and the parents wait at school 

until classes finish. Classes meet 40 weeks a year and once a week for a total of three class 

hours. Subjects taught include Japanese and mathematics. Course S uses different Japanese 

textbooks than Course A and B because it meets for fewer hours. Like Course B, Course S is 

popular among families with international marriages and has a mix of students with two Japanese 

parents (28%) and students with one Japanese parent: 57% with non-Japanese fathers and 

Japanese mothers, and 15% with non-Japanese mothers and Japanese fathers. 



 
 

29 

The average class size in Course S at the time of the research (2016-17) was seven 

students and, during my observations, the general class atmosphere was similar to that of Course 

B. Students’ Japanese language levels and motivation were quite diverse, varying from student to 

student. Like Course B, some students had difficulties with daily conversation in Japanese 

whereas others were at the same level as Course A students. It was common to hear Course S 

students speaking English during class and recess.
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Chapter 3 - Literature Review 

Introduction 

This study examines the hoshuko’s attempts to grapple with changes over time in the 

student demographic it serves. To do so, I will borrow from literature spanning three different 

but interlinked domains. First is the foundation of what hoshuko does – focusing on the literature 

on heritage language learning in general. Following this, I will review work on what the hoshuko 

is, a supplementary (heritage language) school. Finally, I will perform a review of literature 

surrounding overseas Japanese language education. Combined with the concept of superdiversity 

introduced in the previous chapter and the upcoming theoretical framework of imagined 

communities, this literature review provides a strong foundation from which I can venture into 

the findings of the study. 

Heritage Language Learning 

This first section of this literature review is on heritage language learning and will 

attempt to answer the questions: 1) who are heritage language learners and 2) what are the effects 

of learning a heritage language on the learner? I will begin by analyzing relevant terminology 

and exploring the concepts driving our understanding of heritage language learning in general. 

Following this, I will review research on the linguistic, cognitive, and social effects of heritage 

language learning. The relevance of heritage language learning to this research lies in the 

function of hoshuko as an institute and in a community focused on heritage language 

maintenance and development. 

Who is a heritage language learner?.  It is surprisingly difficult to find a precise 

definition for the term heritage language learner. This difficulty comes from the ambiguity 

embedded in the underlying concepts of several of the terms involved. What exactly is a heritage 

language? Assuming we know what that is with a certain amount of precision, is any person who 

learns a heritage language considered a heritage language learner? Propositions attempting to 

answer both of these questions will be put forth in this section. To begin, however, we will take a 

step back and start with a more fundamental building block of heritage languages, bilingualism. 

Starting here will allow us to define our vocabulary more precisely, whether heritage, heritage 

speakers, or heritage language learners. 
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Bilingualism.  Bilingualism is the use and understanding of two languages. The extent to 

which a person is considered proficient may change depending on the quantity and quality of 

exposure to the two languages. This means that it is possible, in theory, for children who were 

raised in environments with substantial input in two languages to acquire full linguistic 

competence in each of the two languages to which they are exposed. Reality, however, is not so 

straightforward, as there are a number of factors affect the process of acquiring full linguistic 

competence in both languages and can thus affect/change its outcome. The continua of biliteracy 

(Hornberger, 2008), for example, uses twelve intersecting and nested continua (e.g., minority to 

majority, simultaneous exposure to successive exposure, oral to literate) to help demonstrate the 

relevance of the contexts, media, and content in developing biliteracy, as well as the complex, 

intertwining relationships between bilingualism and literacy. In addition, Montrul (2016) cited 

many factors influencing bilingual development that include, amongst others, family-language 

usage and discourse strategies, availability of educational opportunities in the language, the 

extent to which a community that uses the language is available outside of the home, and the 

status of the language in the general community. With such a variety of factors, many of which 

are difficult to directly control, the majority of bilinguals develop unbalanced competence in 

their two languages (Mackey, 1962) and even in each language skill (listening, speaking, 

reading, and writing) within a given language. This imbalance both between languages and 

among skills is important to remember when we move on to heritage language learning. 

Because the variables that affect bilingual competence are also relevant in our discussion 

of heritage language learners, let us dig deeper into these variables and their effects. We will use 

two variables that I find particularly lucid: 1) the three different social contexts through which 

bilingualism occurs, and 2) the different pathways towards bilingualism in relation to age and 

developmental sequence. 

Social contexts and bilingualism.  The idea that bilingualism occurs in particular social 

contexts where input in multiple languages is readily available is uncontroversial. However, the 

specifics of the particular social context can affect the resulting development of the languages. In 

this section, we will explore three important terms related to social contexts: additive 

bilingualism, circumstantial bilinguals, and subtractive bilingualism. 

First is additive bilingualism, which refers to people who learn a second language (L2) at 

no expense to the first (APA Dictionary of Psychology, 2020). A common example of this is 
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students in non-English-speaking countries who learn English as a second/foreign language at 

school. No matter how much English they study, their first language is unlikely to be affected. 

With additive bilingualism, there is often a prestige factor involved in learning the second 

language. It is thought of as a beneficial action. In the aforementioned example, students may 

gain access to special academic or career opportunities because of their newly developed 

bilingual ability.  

Next is the term circumstantial bilinguals, which refers to speakers whose first language 

is not the majority language of the society. Because circumstantial bilinguals are often minority 

language speakers, learning the majority language is often a part of adapting to and integrating 

with mainstream society. This adaptation often comes at the expense of their first language (L1). 

Interestingly, researchers have found that public attitudes towards circumstantial bilinguals’ 

retention of their L1 are sometimes negative despite research on bilingualism showing the 

benefits of such retention (May et al., 2004). May, Hill, and Tiakiwai (2004) highlighted the 

hypocrisy of some “elite” bilingual supporters in criticizing the retention of the L1 in these 

circumstantial bilingualism contexts. They give the example of language minority students often 

being strongly urged by their schoolteachers or parents to learn only the majority language so as 

to succeed academically, because many of them assume that maintaining a minority language 

will delay the acquisition of the majority language.  

For some of these circumstantial bilinguals, the process of acquiring the majority 

language leads them to experience the third context, subtractive bilingualism, where their L2 (the 

society’s majority language) eventually replaces their L1 (the minority language). For example, 

children from immigrant families in New Zealand often have more exposure to English than their 

L1 (minority language), especially those who attend schools where English is the dominant or 

only language spoken. For these children, because acquiring the majority language may slow the 

development of their L1 and eventually replace it, subtractive bilingualism is very likely to occur 

unless their minority language is used as a medium of instruction at school (Baker, 2017).  

The prevalence of subtractive bilingualism is unfortunate as the language ability of the 

bilingual students in these cases is often stigmatized. As a result, these students have been shown 

to do worse academically than their elective bilingual counterparts, both in general academics 

and in majority language literacy, despite the special focus placed on acquiring the majority 

language (May et al., 2004).  
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Having looked at these three terms, it should be clearer how bilingualism is shaped by 

different variables. Specifically, we can see how social contexts, or more specifically language 

communities, access to power, recognition, and opportunity, can have a significant impact on the 

linguistic competence of the speaker.  

Before moving on, it is worth mentioning that such terminology has shifted over time as 

an effect of research recognizing the impact of superdiversity on language learning. May’s 

(2013) multilingual turn notes the shifting of monolingualism to bilingualism and 

multilingualism in applied linguistic research. As part of this turn, researchers have created new 

terminology to describe more complex multilingual usage. García (2009), for example, uses the 

term translanguaging to describe how bilinguals interweave different linguistic features to 

maximize communicative potential. Furthermore, additions to the three terms presented above 

have been proposed, an example of which is Cummins (2017) proposal that the term additive 

bilingualism be replaced with active bilingualism or active multilingualism as the term active 

places greater emphasis on the dynamic heteroglossic nature of bi/multilingualism (for 

consistency, my research will use the term additive bilingualism). Altogether, the multilingual 

turn and the terminology that it adds is a welcome recognition of the complexity inherently 

present but often overlooked in the social contexts surrounding bilingualism. 

Age and sequence in bilingualism.  In addition to variation in social contexts, there are 

also differences in age and sequence that affect bilingualism. With age, we focus specifically on 

the age of acquisition as a crucial component and the key factor in differentiating child and adult 

bilingualism. Put simply, early or child bilingualism refers to children acquiring two languages 

before or around puberty whereas late bilingualism or adult L2 acquisition usually takes place 

after puberty (Pelham and Abrams, 2013). With early bilingualism, sequence also plays an 

important role and is often divided into two separate focuses: simultaneous bilingualism and 

sequential bilingualism (citation). 

Simultaneous bilingualism focuses on children (simultaneous bilinguals) who acquire two 

languages in a similar way to monolingual children through mostly informal exposure to both 

their heritage language and the majority language simultaneously from birth or in early 

childhood (Baker, 2017). For these simultaneous bilingual children, both languages are 

considered to be their first language (L1). An example here would be children from the family of 

an English-speaking mother and a Japanese-speaking father who have been exposed to both 
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English and Japanese from birth. In the context of this research project, the children attending the 

Japanese supplementary school in Auckland who had a Japanese-speaking mother and an 

English-speaking father are likely to be considered simultaneous bilinguals because they have 

been constantly exposed to both English and Japanese from the time they were born, or from an 

early age in their home environment. 

The other type, then, are children who acquire a second language (L2) after having 

developed a foundation in their L1. This usually occurs after early childhood and the children 

typically learn the L2 in formal education settings . These children are considered sequential 

bilinguals. Here, it is common for both parents to speak the minority language and for it to be the 

sole language spoken at home (Baker, 2017). An example of sequential bilinguals would be 

children in immigrant families who were exposed mainly to their L1 (heritage language) up to 

preschool (around age 5), but who subsequently acquired the majority language at primary 

school. Another example could be children who immigrated with their family in mid-childhood 

(around ages 7-9) and then acquired the majority language of their new home at school. 

Sequential bilingualism is also common in this research project as many children who were 

studied have a Japanese father and Japanese mother and either moved to New Zealand together 

with their family or were born after their family moved here. It was common for many of them to 

speak Japanese as their primary language until entering school, where they learned English. 

Looking at both simultaneous and sequential bilinguals, we can see how family structures 

are important in the development of a child’s bilingual abilities. Of course, there is more 

complexity to language acquisition and usage than just the dominant language of the parents. 

Siblings in bilingual families, for example, tend to speak in the majority language with each 

other (Montrul, 2008). In addition, among siblings, the older ones tend to have stronger 

command of the home language than the younger ones, implying the importance of age in both 

incomplete L1 acquisition and L1 attrition (Montrul, 2008). The reason for this age effect was 

reported by Montrul (2008), who explained that the extent of incomplete acquisition for 

simultaneous bilinguals was greater than that of sequential bilinguals who had prolonged 

exposure to the heritage language followed by intense exposure to the majority language. These 

incomplete patterns of acquisition were attributed to a lack of daily exposure to the language in 

limited contexts, mainly at home during the critical period (from birth to puberty) where children 

develop the majority of their linguistic competence.  
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Before moving on, it is worth quickly canvassing the impact of the first language on the 

development of the second as well as exploring slightly more deeply into the issues involved in 

the acquisition of the second language. Cummins (1978) put forward the Developmental 

Interdependence Hypothesis, which suggests that a child’s second language competence is partly 

dependent on their first language competence (Cummins & Swain, 1986). To further analyze 

linguistic competence, Cummins (1984) proposed a distinction be made between basic inter-

personal communicative skills (BICS), the type of language used in conversation with enough 

contextual support, and cognitive/academic language proficiency (CALP), the type of language 

needed in a context-reduced academic situation where higher order thinking skills like analysis, 

synthesis, and evaluation are required. 

Support for the distinction between BICS and CALP in the development of linguistic 

competence was supported by Collier’s (1989) review aimed at finding out how much time was 

needed for foreign students to achieve an average level of performance in their second language 

of English when compared with native English speakers in all academic subjects. Collier found 

that the amount of time it took is dependent on the subject itself, but also the length of schooling 

that a child had in their first language in their home country. For children arriving in English-

speaking countries between the ages of eight and 12 with at least two years of schooling in their 

native language in their home country, it takes between five to seven years to reach the average 

performance level for English reading, social studies, and science, and a minimum of two years 

to reach the average performance level in math and language arts.  

On the other hand, for arrivals with no experience of schooling in their first language, it 

takes seven to ten years to reach average performance in reading and social studies (despite 

competence in BICS developing quickly among younger children), and for adolescent arrivals 

who could not continue their academics in their first language, there is a higher chance that they 

may never reach literate levels in their second language or may even drop out of school. Based 

on this review, Collier (1989) suggests that continued cognitive and academic development in 

the first language is a key factor in academic success in the second language, a suggestion in line 

with the distinction between the development of BICS and CALP as well are the Developmental 

Interdependence Hypothesis proposed by Cummins. 

Defining Heritage Languages, Speakers and Learners.  Having taken a look at the 

terminology and concepts involved in individual bilingualism and the different social, age, and 
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sequence contexts that affect the way in which it develops, we are now ready to examine the 

main topic introduced earlier: the heritage language learner. As the precise definitions of many 

of the concepts underlying this term are still under debate, or change depending on author 

interpretations, we will build our way up to heritage language learner by examining its 

constituent parts: heritage, heritage language, majority language, minority language, and 

heritage speaker. By the end, we hope to have a clear and consistent definition that we can use as 

the basis for this research study. 

Heritage languages.  In her 2016 work, The Acquisition of Heritage Languages, author 

Sylvia Montrul opens the discussion of how to define a heritage language by citing The 

American Heritage College Dictionary’s definition of the word heritage. The cited definition for 

heritage is “something acquired from birth, a property that can be inherited, or something passed 

down from a preceding generation” (Montrul, 2016, p. 13). Going strictly by this definition, the 

term heritage language, then, is problematic because all speakers of a language inherit it from a 

previous generation of speakers. This means that instead of having an absolute definition, the 

term heritage language is applied, depending on the social context of the area in which the holder 

of the heritage language lives. To confuse things further, heritage language has become a stand-

in term for what used to be and is sometimes still called a minority language (Cummins, 2005, p. 

585). Other commonly used terms for heritage languages include “international, community, 

immigrant, ethnic, indigenous, ancestral, third, and non-official” languages (Montrul, 2016, p. 

13).  

There is, thus, the need for clarification as to what the terms mean. For instance, what is a 

heritage language and is it the same as a minority language? In addition, what specifically does 

the term minority language and its complement majority language mean? The answer to this 

second question is that the terms minority and majority language are highly dependent on social 

and political contexts. Majority languages are often the official language of a country and are 

typically used in mainstream media and education. However, these are not strict requirements 

and can vary depending on the context. In New Zealand, for example, English is thought of as 

the majority language with around 96 percent of the population speaking it as of the 2018 census 

and it is also the de facto language of government (Statistics New Zealand, 2019). Te reo Māori, 

on the other hand, while the de jure language of government, is likely not thought to be a 

majority language as only around 21% of those who identify themselves ethnically as Māori are 
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able to speak the language (Statistics New Zealand, 2019). Rather, it would likely be thought of 

as a minority language, defined by Montrul as “the languages of ethnolinguistic minority groups, 

and may or may not have co-official status” (Montrul, 2016, p. 14). In addition to te reo Māori, 

other New Zealand minority languages could include immigrant languages like Japanese, 

Mandarin, or even French. Notably, it is possible for languages to simultaneously be a majority 

and minority language within different contexts, as these three languages are considered minority 

languages within their ethnic community contexts in New Zealand, but would be considered 

majority languages in Japan, China, and France (or even Quebec), respectively. 

Returning to the term heritage, I will propose that through understanding the social and 

political context-dependency of minority and majority languages, we can form a workable 

definition of heritage languages. For this study, I will adopt Montrul’s (2016) definition of 

heritage languages as “minority languages co-existing with majority languages, including 

immigrant languages, national minority languages, and aboriginal languages” (Montrul, 2016, p. 

15). 

Heritage speakers.  With heritage language defined, we can now examine the term 

heritage speakers. In describing heritage speakers, I will use Montrul’s (2008) definition of 

“early bilinguals of a minority language” (p. 161) that have been exposed to both the heritage 

language and the majority language in childhood. This definition is succinct and establishes 

flexible but clear criteria for heritage speakers. Of course, identifying who is and is not a heritage 

speaker is not always a simple matter since, as mentioned above, the classification of a language 

as a heritage language is highly dependent on the sociolinguistic contexts surrounding its usage. 

Many researchers have attempted to solve this problem by giving more specific definitions, but 

these tend to be very context sensitive. Valdés (2000), for example, attempts to solve this 

ambiguity in the United States context by defining a heritage speaker as “a student who is raised 

in a home where a non-English language is spoken, who speaks or merely understands the 

heritage language, and who is to some degree bilingual in English and the heritage language” 

(2000, p. 1).  In examining Valdés’s definition, Montrul (2016) points out that the definition, 

while being unreasonably focused on areas where English is the societal majority language, is 

useful in that it establishes clear criteria for being a heritage speaker in the form of 1) a bilingual 

and bicultural environment and 2) bilingual competence. 
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Looking at Valdés’ definition above, it is of little surprise that the majority of heritage 

speakers are simultaneous bilinguals or early sequential bilinguals. The process of being raised in 

a household where a minority language is spoken is built into the definition, so age and sequence 

are implied. In regard to the balance of their language proficiency, heritage speakers tend to be 

dominant in their majority language and weaker at their heritage language irrespective of 

differences in language, cultural, educational background, and social status. This is likely due to 

the home language being a minority language and the fact that many heritage language children 

do not have access to neither formal nor informal education in their heritage language. That said, 

this pattern of dominance is variable and may change throughout the course of the speaker’s life. 

Polinsky & Kagan (2007) and Rothman (2007) have supported this point in their research, 

pointing out that, as children, these bilingual speakers do not have the opportunity to learn 

literacy skills, including vocabulary and complex structures of their first language through 

formal school education.  

There are exceptions, of course. There are also heritage speakers who are relatively 

balanced bilinguals or who have a very strong grasp of the heritage language as well as heritage 

speakers with very limited receptive abilities that allow them to understand only simple words 

and phrases. Still, it should be emphasized that the extent to which a heritage speaker has 

acquired or can use their heritage language is not a determining factor as to whether they are a 

heritage speaker or not. They are heritage speakers simply because they are exposed to both the 

heritage and majority languages in childhood. 

Kinds of heritage speakers.  When thinking of the environmental contexts that heritage 

speakers live in, perhaps the first that comes to mind is often the immigrant family with children 

that lives in the host country. An example of this that matches this research well would be two 

Japanese parents and their child living in New Zealand after moving here from Japan. This child 

and the family may be part of a larger Japanese ethnic community and the child may have the 

opportunity to learn and interact in Japanese at home.  

The migrant family with both parents from the same country of origin, however, is 

obviously not the only possible environmental context. There are also other environmental and 

personal contexts for heritage speakers. The three alternative cases that I will discuss below are 

1) those in which there is a lack of ethnic community involvement, 2) alternative family 

compositions, and 3) returnees. 
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The first alternative context concerns involvement in the ethnic community. It is relevant 

to point out that involvement in the ethnic community is not a defining feature of heritage 

speakers. Some heritage speakers may have no such involvement whatsoever with an ethnic 

community and yet their language learning experience is still equivalent to other heritage 

speakers. There are bilingual individuals who learned a heritage language (minority language) 

since infancy without any interaction with the community outside of their home. However, given 

that Auckland hoshuko is representative of the Japanese ethnic community in Auckland, and that 

the two are inextricably linked, this alternative language learning context will not play a 

prominent role in this research.  

The second alternative to the main narrative presented above concerns family 

composition. The monocultural immigrant parent makeup I mentioned is not the only possibility. 

There are also several variations on bicultural family structures where children can still be 

considered heritage speakers. Take the example of a New Zealander who is a L1 speaker of 

English marrying a Japanese L1 speaker. Regardless of whether the family lives in Japan or New 

Zealand, the child will have the potential to be a heritage speaker (of either English or Japanese) 

because the language of at least one parent will be a minority language, dependent on the 

context. 

Another example of an alternative family composition could be that of a family where 

neither parent is from the country in which they currently live. Perhaps one parent could be from 

Japan and the other from China. If this family were living in New Zealand, both the Japanese and 

Chinese languages could be considered heritage languages as they would both be minority 

languages in this context. While the term heritage speaker has not traditionally been applied to 

children in contexts like these, in more recent literature it is beginning to be used (Kupisch, 

2013). 

Finally, while there are some immigrant families who stay in the host country 

permanently, there are also those families who sojourn in the host country for a certain period of 

time before returning to their home country. Especially with the fluid mobility patterns that 

define contemporary (superdiverse) migration, this pattern cannot be ignored. The children of 

such families are often termed returnees when they return to one or both of their parents’ home 

country. An example of this context would be a child being born to two Japanese citizens who 

move to New Zealand. The child would receive education in English, the majority language, at 
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school. This child would also speak their heritage language, Japanese, at home while living in 

New Zealand. When the family returns to its home country, Japan, the child may be dominant in 

English as it was the majority language in the previous host country. Consequently, the child 

may be weak(er) in the heritage language, Japanese. However, because of the reversed 

environment and linguistic change, what used to be the heritage language (Japanese) now is the 

societal majority language. The majority language from the previous host country (English) 

could thus now be considered a heritage language, as the child has a connection with the 

language and culture, even though the parents may or may not speak it.  

Of these three alternative cases, children of alternative family compositions and future 

returnees are commonly represented by the participants in this research project. Nonetheless, all 

three contexts are valuable in demonstrating the relevance of the idea that the heritage language 

is primarily defined by the environmental and personal context surrounding the speaker. Any 

language has the potential to be a heritage language, at any given time and place, as it depends 

on the environmental conditions and circumstances of the speaker. 

Heritage language learners.  Now that we have defined all of the other pieces of the 

equation, we can now explore who heritage language learners (HLLs) are and how they are 

different from heritage speakers (HSs). For the purpose of this study, I will use Montrul’s (2016) 

definition of heritage language learners as heritage speakers who try to learn or relearn their 

heritage language in a formal classroom (p. 19). From this definition, it is clear that not all 

heritage speakers are heritage language learners as not all speakers are learning or want to learn 

their heritage language in a classroom setting. This is important as this research study will focus 

specifically on HLLs. 

Before moving on, it should be noted that while this HLL definition is suitable for the 

purposes of this study, as the participants are all covered by it, the definition does not adequately 

address learners who may not be linguistically qualified to be termed a heritage speaker. For 

example, a fourth-generation immigrant may wish to learn the language of his great-grandparents 

in a classroom setting, thus, in the eyes of some, qualifying him to be a heritage language 

learner. However, if this learner has had no exposure to the language prior to the classroom 

experience, the learner is linguistically no different from an L2 learner with no cultural 

connection to the language. In this case, the fourth-generation language learner would be 

considered a heritage language learner but not a heritage speaker. This was the case in Kondo-
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Brown’s (2005) study of Japanese learners at the University of Hawaiʻi at Mānoa. In this study, 

the linguistic profile of Japanese HLLs and Japanese foreign language learners was similar, 

except in those cases where Japanese was used at the student’s home on a daily basis (Kondo-

Brown, 2005). 

In this study, though, there are no such fourth-generation language learners. Every child 

whose parents were included as participants has had at least some exposure to the heritage 

language prior to hoshuko. Thus, we use the term heritage language learner to refer to heritage 

speakers who are currently learning their heritage language in a classroom setting. 

Effects of learning a heritage language.  Having established what a heritage language 

is, and who heritage language learners are, the next question (and perhaps the more important 

one) is why heritage language learning is a subject relevant to the learners themselves, their 

community, and society at-large. Does maintaining and/or developing a heritage language 

present any benefits to the person and those around him/her? And are there any drawbacks? To 

begin exploring this topic, research on bilingualism is a useful place to start. 

Prior to 1960, research saw bilingualism through a “deficit perspective”, the view that 

bilingualism had a negative effect on the speaker (May et al., 2004). In these studies, 

bilingualism was seen to result in low IQ scores or even mental illness with terms like “mental 

confusion” and “language handicap” being used to describe bilingualism (Cummins, 1984). With 

monolinguals being regarded as the norm, bilingual subjects were thought of as deficient and the 

studies they were featured in attempted to explain and “fix” their faults.  

In 1962, however, Peal and Lambert published a landmark study that changed the focus 

of bilingual research. No longer did bilingual research need to focus primarily on the “deficit 

perspective” that had defined it to that point; rather, Peal and Lambert acknowledged the 

positive, or “additive”, attributes of bilingualism, a trend that has continued since. In the 

following years, research involving bilingualism re-focused on identifying and understanding the 

kinds of cognitive benefits (e.g., access to a more diversified set of thinking styles and strategies) 

that bilingualism brought when compared to monolingualism. 

Even nowadays, research on heritage language development continues the post-1960 

tradition of primarily looking at the existence of positive attributes of bilingualism. In the 

contemporary world, more and more researchers and teachers have started to recognize the 

unique challenges and opportunities that heritage language learners bring. This change in 
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attitudes can be seen in the development of the idea that minority languages are worth 

maintaining and developing, as opposed to the previous default behavior pattern of suppressing 

and ignoring them (Montrul, 2010). As of the time of this research, a considerable number of 

studies have identified and examined the linguistic, cognitive, identity-related, and social effects 

of heritage language development on the learners (for a useful overview, see Baker, 2017; May, 

2017). I will explore each of these topics one at a time. 

Much of the relevant research on heritage language learners comes from studies on 

bilingualism. That is, researchers have studied how bilingual children’s language acquisition 

compares with that of monolingual children. In 1949, Leopold took note of the positive 

correlation between bilingualism and metalinguistic awareness (i.e., the ability to view language 

as an objectified system rather than just through the meaning of sentences) with bilingual 

children being able to separate the meaning of the word from its sound earlier than monolingual 

children (Leopold, 1949). Leopold’s findings, which were later combined with the importance 

given by Vygotsky (1962) to such metalinguistic awareness, encouraged future researchers to 

examine this area more carefully, with studies in word awareness (e.g., Feldman & Shen, 1971; 

Ben-Zeev, 1977), syntactic awareness (e.g., Galambos & Hakuta, 1988), and phonological 

awareness (e.g., Bialystok, Majumder & Martin, 2003). Over time, these studies showed the 

advantages bilingual children had over their monolingual counterparts (May et al., 2004). In 

addition, while studies like Bialystok, Luk, Peets, and Yang (2010) have shown that bilingual 

children performed worse than monolingual children on basic receptive vocabulary tests in one 

of their languages, bilingual children have also been shown to perform better in comparison to 

monolingual children in phonological tests (Oller, Pearson & Cobo-Lewis, 2007). A recent meta-

analysis by Hambly, Wren, McLeod and Roulstone (2013) of 66 studies conducted on bilingual 

infants and children in the past 50 years, where one of the languages was English, suggested that 

no significant evidence could be found for bilingual children’s language development being 

different from that of monolinguals. While this finding does not demonstrate an obvious 

linguistic benefit for heritage language learners (other than having two languages instead of one), 

the lack of linguistic drawbacks is a significant finding and still a blow to the pre-1960 “deficit 

perspective” era. 

As with the linguistic effects of children knowing a heritage language, the cognitive 

effects are best explored by looking at research on bilingualism. Unlike the mixture of linguistic 



 
 

43 

effects, however, the cognitive sphere presents a variety of more clear-cut benefits. For example, 

bilingual speakers have been found to have better cognitive development, such as working 

memory, inhibition and other executive tasks at a variety of ages from seven-month-old infants 

(Kovács & Mehler, 2009) to children (Bialystok, 2011a) to 60 year-old adults (Bialystok, Craik, 

Klein & Viswanathan, 2004). In addition, bilinguals have been found to be better at creative 

thinking and multi-tasking skills than monolinguals (May et al., 2004; Bialystok, 2011b). There 

have also been positive research findings on the academic performance of heritage language 

learners (Baker, 2017). Thomas and Collier (2002), for example, showed the positive effects of 

heritage language development on long-term academic achievement through enrichment 

programs in the United States with the duration of education received in their mother tongues 

having a stronger influence on academic success than even socioeconomic status. All in all, it 

seems that bilingualism is a strong positive force for cognitive ability. 

Heritage language knowledge has been long discussed as having an impact on the 

formation of the child’s identity and there is a body of research on the connection between 

heritage languages and identity (e.g., Babaee, 2010; Leeman, 2010; Phinney et al., 2001; Tse, 

1998, 2000). Both Tse (1998) and Leeman (2010), for example, posits that heritage language 

learning helps the learners develop, claim, or reclaim their ethnic identities. The inverse is also 

true, with studies like Babaee (2010) finding that for some individuals, the loss of a heritage 

language is similar to losing an essential part of their identity. For both cases, the state of the 

heritage language seems to be an important factor in the development of the identity of the 

learner.  

In addition to linguistic, cognitive, and identity formation-related development, there are 

also notable social effects for heritage language learners. In a basic sense, children growing up in 

two cultures are likely to benefit from integrating both cultures into a unique bicultural identity 

and being able to actively participate in both societies. The key factor for cultural integration is 

the individual’s language acquisition and maintenance because language is usually seen as the 

core cultural value (Smolicz, 1981). For children from immigrant families, in order to be 

successful in both cultures, it would be essential not only to maintain their heritage language 

while developing the majority language, but also to learn the cultural context behind both 

languages. This has also been found to be true for indigenous/aboriginal families, such as in 
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Hallett, Chandler and Lalonde (2007) where the authors showed that the health and wellbeing of 

aboriginal families could be predicted by indigenous language use.  

On a larger scale, society benefits from a more well-educated population with the job-

ready skill of heritage language proficiency (especially in today’s more multilingual societies). 

Grin (2004), for example, has found positive effects from the direct and non-direct impact of 

languages on both private and social arenas. These have since been corroborated by other 

scholars and include monetary effects like better jobs because of in-demand skills, or reduced 

healthcare costs resulting from a lower prevalence of Alzheimer’s (Bialystok, Craik, & 

Freedman, 2010), as well as non-monetary effects like more harmonious community relations. 

While Chiswick and Millea (2009) reported that bilingual adults in Australia and the United 

States earned less on average than monolinguals even within the same ethnic circles, he admitted 

that no data were collected on proficiency in the bilingual speaker’s first language. In addition, 

he wrote that there was a possibility that the self-reported language ability category of “very 

well” could have been perceived differently by the monolingual and bilingual groups, thus 

actually corresponding to different levels. Finally, Campbell and Rosenthal (2000) reported that 

heritage language learners are seen as valuable national resources because of their potential 

linguistic capabilities.  

Having looked at all the linguistic, cognitive, identity, and social effects of knowing a 

heritage language, research on bilingualism and heritage language learning seems to show that 

heritage language proficiency tends to have a positive cognitive and social effect on the 

individual, especially when the child is able to integrate the culture of the heritage language, and 

at the very least a neutral linguistic effect. 

Forms of heritage language learning.  Given the potential benefits of heritage language 

learning, it seems to be a worthwhile step to look into the different forms that such learning 

takes. This is because access to education in the heritage language plays an essential role in 

developing and maintaining the heritage language. Although many heritage language children 

are not likely to have the opportunity to learn literacy skills in that language outside their home, 

due to it being a minority language, heritage language learning opportunities at schools are 

nonetheless available in various forms. The common division between the forms of heritage 

language learning is formal (full-time mainstream schooling) and informal (part-time 
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supplementary/complementary schools etc.). In this section, I will survey what these divisions 

entail. 

On the one hand, formal heritage language education generally refers to the learning of 

the heritage language in full-time mainstream schools. In some countries and areas, it is possible 

for children who are heritage language speakers to receive mainstream education completely in 

their heritage language. For example, some European countries such as Sweden and Norway 

provide education in the heritage language of some children in their public-school systems 

(Bylund & Díaz, 2012). In addition, some countries have Japanese government-supported public 

schools (nihonjingakko) where the entire Japanese curriculum is taught in Japanese for heritage 

language children to study at during their temporary stay abroad as part of their standard 

Japanese compulsory education. Though it is not explicitly stated, the goal of courses at these 

schools seem to be to provide what Cummins (2001) calls “Cognitive Academic Language 

Proficiency” (CALP), as the curriculum is primarily academic in nature and does not focus on 

what Cummins (2001) calls “Basic Interpersonal Communicative Skills” (BICS).  

Besides the full-time heritage language dominant schools, full-time schools that provide 

partial heritage language instruction are also available for heritage language children. These are 

often called bilingual programs. Based on the specific educational and linguistic aims, these 

bilingual programs can be roughly divided into two distinct categories: transitional models and 

maintenance models (May et al., 2004). In a transitional model, because the aim is to eventually 

replace their minority/heritage language (L1) as early as possible, the L1 is only used in the early 

years of schooling (usually for one to two years) as a transition to the majority language. Until 

relatively recently, the majority of bilingual programs that exist in the United States, such as 

Spanish-English bilingual programs or Chinese-English bilingual programs, adopted this 

transitional model, where the minority language is used as medium of instruction for 

approximately one to two years in elementary schools until the children develop sufficient 

proficiency in English (Montrul, 2016).  

Maintenance models, on the other hand, aim to maintain the L1 of the heritage language 

children and develop their cultural, ethnic, and linguistic identity. In a maintenance bilingual 

program, the minority language is used for at least fifty percent of the time as a medium of 

instruction for a significant amount of the child’s school career (usually for at least four years) so 

that they can achieve academic language proficiency in the minority language. In the past, the 
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maintenance model primarily was found in programs that served a national minority group, such 

as Welsh children in Britain and French-Canadian children in Canada (May et al., 2004). In more 

recent years, however, such programs, which are often called dual language programs, have 

grown in popularity (Wall et al., 2019). For both transitional and maintenance models, the focus 

is seems to be primarily on the attainment of CALP as the curriculum is academic in nature. 

Although formal schooling in the heritage language does exist in certain places, it is 

definitely not the norm. Generally speaking, most heritage language speaking children attend 

schools in the majority language (e.g., English in New Zealand, Japanese in Japan) and some 

supplement the learning of their heritage language with attendance at an informal school. 

Depending on the language, community, size of the immigration population, and the 

socioeconomic and educational status of immigrants, community-based or church-based informal 

schooling such as after-school and weekend language programs in the heritage language are 

sometimes available. Many of these schools have limited resources and are usually developed 

and run by parents to promote the heritage language and culture. These institutions are especially 

common within the East Asian immigrant communities of the United States and Canada, as East 

Asian immigrants tend to come from middle socioeconomic backgrounds and place considerable 

value on education (Montrul, 2016). For other heritage language learner groups, however, similar 

schools are not quite as common. 

Heritage language education in New Zealand.  In order to understand the place of 

community language maintenance such as that of the Japanese language in the hierarchy of 

modern-day New Zealand language policy, it is useful to have a basic grasp of the historical 

connections between English, the main language of New Zealand, te reo Māori, the language of 

the indigenous people of New Zealand, and the other languages spoken in contemporary New 

Zealand. As we will see, the categorization of “other languages” is in reality more complex but 

let us start with English and te reo Māori, the Māori language.  

The relationships between English and te reo Māori in modern New Zealand comes from 

the history of New Zealand as a British colonial territory. In 1840, the Treaty of Waitangi was 

signed by the British Crown and Māori chiefs, establishing the rights and responsibilities of both 

groups and setting up a framework for colonization. Although the treaty itself was seen to be 

progressive and ambitious for its time and Māori were promised possession of “their lands, their 

homes and all their treasured possessions (taonga)”, following its signing the Māori people were 
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nonetheless economically, politically, and culturally marginalized by European settlers (May, 

2005). In regard to language, English became the de facto language of power in New Zealand 

and, for a while, the Māori language maintained itself through home usage, primarily in still 

predominantly rural Māori communities. However, Māori language usage rapidly declined in 

conjunction with the urbanization brought on by the 20th century, particularly post WWII. 

Following this rapid decline, a fear of language death and a political movement by Māori in 

favor of indigenous rights in the 1970s helped move the Māori language into the position to 

become recognized as a “taonga” (treasured possession) in 1985/1986. With this, the Māori 

language was deemed to be guaranteed protection under the Treaty of Waitangi (Waitangi 

Tribunal, 1986).  As a result, in 1987, the Māori Language Act was passed, recognizing Māori as 

an official language of New Zealand.  

Since these changes in the 1980s, the promotion of the Māori language has been directed 

towards all levels of the education system via full-/partial-immersion programs for the purpose 

of maintaining the indigenous language and culture (May, 2005). However, even with significant 

effort being put into the revitalization of te reo Māori, and despite its official status, the 

availability of resources still moves some to worry about the future of the language in New 

Zealand (Waitangi Tribunal, 2012).  

The resurgence of Māori with successful language programs and its unique status as an 

indigenous language in New Zealand has largely been based on a wider argument about 

indigenous rights. Māori is the indigenous language of New Zealand and thus establishes itself at 

the top of the hierarchy of language maintenance rights. That said, these rights do not necessarily 

restrict the ability to endeavor towards first language (L1) maintenance for other minority groups 

and their heritage languages. However, in practice, a consequence of the strong distinction 

between Māori as an indigenous language and the languages of other minority groups has been a 

lack of New Zealand state interest in cultural and linguistic support for other minority groups 

(May, 2005).  

That is not to say, however, that there has been no recognition of the importance of other 

minority languages in New Zealand. In particular, the large population of Pacific language 

speakers has been recognized in reports, language policy documents, and some government 

initiatives. In 1992, the Ministry of Education published Jeffrey Waite’s “Aoteareo” as part of a 

National Languages Policy Task Force. This report presented an argument for a national 
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language policy, part of which included the recognition of important community languages. In 

the report, there was a distinction made between community languages, where a significant 

community of speakers resided in New Zealand, and international languages, where the language 

was of economic importance to New Zealand. In addition, the Waite Aoteareo report suggested 

that the Cook Island Māori, Niuean, and Tokelauan languages deserved special treatment since 

the speakers of these languages have a “special constitutional relationship” with New Zealand 

(Waite, 1992, p. 15). Waite also noted that the majority of speakers of these three community 

languages reside in New Zealand rather than their home countries.  Despite the Waite report 

being published in the early 1990s, action was slow to be taken. In 2009, a booklet by the New 

Zealand Human Rights Commission commented on the inaction of the New Zealand government 

following the Waite report. This booklet further broke down the categories of the Waite report, 

giving Pacific Languages its own category (New Zealand Human Rights Commission, 2009). 

In regard to evidence of government initiatives concerning the maintenance of Pacific 

languages, the Ministry of Education sponsored Te Kete Ipurangi website, which describes itself 

as “New Zealand’s bilingual education portal”, listed 43 schools that teach in the medium of a 

Pacific language (and 277 with students learning in the Māori language medium). Still, a 2013 

Royal Society of New Zealand report highlighted the fact that, in terms of practice, Pasifika 

education plans tend still to be focused around mastery of English rather than the promotion of 

bilingualism and that, even with these programs, there is little evidence for large-scale positive 

change (The Royal Society of New Zealand, 2013). 

Looking at other community languages, like Japanese or even the more common 

Mandarin Chinese, the prevailing attitude towards their maintenance has been to leave it to the 

communities and parents or, in some cases, even to discourage it. A 2014 report from the New 

Zealand Government Internal Affairs entitled “Language and Integration in New Zealand” 

proclaimed a negative correlation between the conditions that favor English language acquisition 

and those that allow for heritage language maintenance (Internal Affairs, 2014). The same report 

also advised parents to “carefully consider their approach to both languages” when deciding how 

to approach their child’s second language education (Internal Affairs, 2014, p. 21). While it is 

not said outright, this could be interpreted as discouraging families from focusing on heritage 

language maintenance.  
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While the original 1992 Waite report took a different approach than the 2014 Internal 

Affairs report in recognizing the importance of community language maintenance for group 

identity, solidarity, and stability, May (2005) noted that these languages, regardless of 

community size, have received only very limited support at the institutional/educational level. 

Effectively, this has meant that, for families who value the maintenance of the heritage language, 

choices include 1) moving back to their home country, 2) sending their children back to live with 

relatives during the children’s formative years, or 3) enrolling children in local 

supplementary/complementary schools that are most often either partially sponsored by the 

governments of the immigrant’s country of origin (e.g., Japanese-government support for 

Japanese) or entirely run on community-based funds. 

To summarize, New Zealand has paid varying degrees of attention to heritage language 

maintenance over its (colonial) history. For languages other than te reo Māori and those 

belonging to the Pacific Islands, communities are left to decide their own policies. While the 

New Zealand government stops short of actively discouraging heritage language maintenance 

and development, it has presented markedly mixed messages over the years. For parents who do 

want to help their children maintain/develop their heritage language, it is likely that their 

solutions will be first found in the home, local informal community, or abroad. 

Research on heritage language maintenance and development in New Zealand.  

Research on heritage language has been conducted for more than three decades in multilingual 

societies such as the United States, Canada, Europe, and Australia in order to investigate the 

challenges in maintaining and developing ethnic identity, bilingualism, and multilingualism 

across generations. In New Zealand, however, heritage language maintenance and development 

has hardly been looked at outside of the Māori-English context. In reviewing the literature, I was 

only able to find a few studies that have focused on the minority languages of early and recent 

immigrants to New Zealand.  

The first set of studies I found were by Crezee (2008), Kroef (1977), and Van Schie 

(1978), all of whom investigated the experience of Dutch attrition among early Dutch 

immigrants to New Zealand from the Netherlands in the 1950s and 1960s. These studies reported 

on the challenges of maintaining Dutch among the early immigrants in an English-language 

dominant context that was not supportive of maintaining bilingualism. The studies found that 

because of negative attitude towards bilingualism in the 1950s and 1960s, the majority of early 
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Dutch immigrants quickly shifted their home language to English in order to assimilate into the 

host society.  

In a similar line of research, Barkhuizen (2006) interviewed 14 Afrikaans parents of 

Afrikaans-English bilingual children in New Zealand on their perception of their children’s 

shifting language practices. The results showed that, despite the strategies employed by the 

parents to decelerate the process of language attrition, such as attempting to maximize heritage 

language exposure and develop a family- and home-language policy, the children still 

experienced significant Afrikaans attrition after shifting to English.  

Chan (2015) researched 10 recent Chinese immigrant mothers’ parental perceptions on 

bilingual development of their early childhood children in Auckland. Both Mandarin and 

Cantonese speakers were included in the study. Chan’s findings showed that, while parents were 

worried about their child losing their ability to communicate in Chinese, this feeling was 

overpowered by their desire to have their children master English as soon as possible (similar to 

the sentiment found in the 2014 Internal Affairs document). This idea that their children needed 

to develop English skills quickly was so strong among the parents in the study that Chan reported 

that the majority viewed bilingual early-childhood-education teachers as providing an 

unnecessary service and perhaps even stunting the development of their child. Chan concluded 

that there are misalignments between bilingual discourse and Chinese immigrant’s parental 

aspirations, and that while pedagogy should be responsive to parents’ preferences, it should also 

be informed by bilingual research, which is more supportive of bi-/multilingual education.  

Finally, Yu (2015) investigated the language performance and the possible correlating 

factors of 52 Korean-English bilingual children living in Auckland through surveying their 

parents. The results showed that age, members of core family, and language exposure were the 

most important factors for the children’s language performance. Yu’s findings suggested that 

despite their limited knowledge about bilingual education, the Korean parents in Auckland that 

he investigated had positive attitudes toward maintaining their children’s heritage language. This 

result stands in contrast to the attitudes reported in Chan’s (2015) aforementioned investigation 

with Chinese immigrant mothers.
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Supplementary Schooling 

Defining Supplementary and Complementary Schools.  Supplementary schools, also 

known as complementary schools, community schools, and Saturday schools, are institutions 

usually set up by specific linguistic, cultural or religious communities to maintain and develop 

the heritage languages and cultures of the communities they exist to serve. According to Lytra 

and Martin (2010), many of these schools originally were built during situations where the 

communities, languages, cultures and religions of children and their families were neglected by 

mainstream society. Another reason cited for their formation is the concern of ethnic minority 

children’s underachievement in the mainstream education system (Li, 2006). In this section, I 

will further define the terms used in the supplementary/complementary school space and provide 

a background overview of their development. 

Terminology.  There is a variety of vocabulary that can be used for these institutions that 

develop the heritage language and culture of a particular community within a wider language 

dominant host society. Such terms include supplementary schools, complementary schools, 

community or heritage language schools, and Saturday schools. The terms themselves have been 

an ongoing center of debate, with some researchers preferring to use “complementary” over 

other terms to emphasize the positive function in the relationship between these schools and 

mainstream (majority language dominant) schools (Creese & Martin, 2006; Lytra & Martin, 

2010). This is also because the term supplementary invokes an image of the school being 

subordinate to mainstream schools. In contrast to “supplementary”, researchers have argued that 

the term “complementary” stresses the comparable importance of these schools and their 

contribution to students’ lives (Creese & Martin, 2006).  

For this literature review I will thus use the term “complementary school” by default. 

However, to avoid confusion, school designations mentioned above will be referred to by 

whatever their original author(s) termed them. Accordingly, while recognizing the potential 

importance of these terminological differences, any references to the hoshuko will use the 

“supplementary school” as it has been used as the English translation for hoshuko (Japanese 

complementary/supplementary school) in previous literature, in the researched school’s official 

English name, and in official government documents. While I personally prefer the 

complementary school terminology, it is not my place to rename the school in this research. 
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Background.  Complementary schools have functioned in different parts of the world for 

over three centuries and have only increased in popularity in recent years. In the U.K., early 

complementary schools were formed in the 19th century with a larger number of them being built 

from the 1960s onwards (Li, 2006). In the United States, German complementary schools were 

established even earlier in the late 18th century (García, Zakharia & Otcu, 2013). Of course, such 

schools are hardly limited to English-speaking countries and are able to be found in many 

different regions across the world. One common theme with such schools, however, is that they 

are often kept alive by the financial support of the communities that they serve. This is the case 

because even with rare official governmental support, whether local or foreign, this is usually not 

enough to cover operating costs. Nonetheless, the resilience of complementary schools over 

several centuries is proof of the value seen by the communities and countries they serve and 

contribute to. Existing research on supplementary/complementary schools has shown that these 

schools are meeting important social and cultural needs (Li, 2006). Lytra and Martin (2010), for 

example, defined complementary schools as “multilingual and multiliterate sites which provide a 

safe space outside mainstream schools for the maintenance and transformation of young people’s 

community language and cultures” (p. xiii). Li (2006) also described complementary schools in a 

strongly positive manner as “a unique context where transformation, negotiation and 

management of linguistic, social and learner identities take place” (p. 80). 

Research on Complementary Schooling.  While research on heritage language 

education has been conducted for centuries, it was not until recently that complementary schools 

started to draw the attention of researchers, teachers, and policy makers on an international  

scale. Fortunately, this increase in research has provided the heritage language education field 

with a variety of studies covering a diverse set of geographic areas and themes.   

Geographically, a large share of research has focused on complementary schools in 

British (e.g., Yamada-Yamamoto & Richards, 1998; Blackledge & Creese, 2010; Li & Zhu, 

2014) and European (e.g., Hancock, 2014; Li & Juffermans, 2014) settings. However, there has 

also been research conducted in other places around the world, including North America (e.g., 

Chinen & Tucker, 2006; Zhang, 2008; Doerr & Lee, 2009; Lü, 2014), Australia (e.g., Mizukami, 

2007; Chen & Zhang, 2014; Mu, 2016), and Asia (e.g., Okubo, 2011; Zhao & Zhang, 2014).   

In their exploration of the pedagogical and research implications in a variety of British 

complementary schools in the U.K., Lytra and Martin (2010) found that research on 
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complementary schools can be broadly divided into three thematic categories: language and 

literacy practices, practice and policy, and identity processes. I will use this categorization as 

well because these three themes provide a useful heuristic in our discussion of complementary 

school research as a whole. Select recent research on each theme will be reviewed below. I will 

conclude with a review of the criticisms placed on complementary school research and the future 

directions that researchers hope to move in. 

Language and literacy practices.  Looking at complementary school research on 

language and literacy practices, a variety of research on such schools has shown that they are 

meeting important social and cultural needs by observing the richness of languages used in the 

classrooms and identifying difference in beliefs and practices of language use among teachers 

and students in a variety of countries (e.g., Blackledge & Creese, 2010; Francis et al., 2010; 

Lytra, Martin, Baraç & Bhatt, 2010).  

One of the most interesting ideas that can be found about the use of language in 

complementary school and heritage language education contexts is how classroom language 

usage can differ from the ideological policies of the place of education on the one hand, and from 

the practical societal multilingual usage on the other. Among literature addressing this topic, 

Valdés, Gonzalez, Garcia, and Marquez (2008) provide a good starting point. They hypothesized 

that because teachers of a heritage language have a strong and sometimes personal relationship 

with the language that they teach, and may not necessarily be experienced with how it functions 

in a practical social bilingual context, they tend to focus on protecting the language from 

“contamination” – aiming to pass it on to the next generation unchanged. Although the setting of 

their study was a Spanish language department in an American university rather than a 

complementary school, the results of this study can be used in examining similar contexts at 

heritage language schools as well.  

Blackledge and Creese (2010) examined the language ideologies at eight Bengali 

complementary schools in the U.K., through classroom observations and interviews with young 

people, students and staff. They found that two completely different language ideologies co-

existed in the teaching and learning contexts of heritage language. On the one hand, 

complementary schools allowed flexibility and creativity in their linguistic practice by both the 

students and teachers. On the other hand, similar to the research conducted by Valdés and 

colleagues’ research (2008), the schools tried to protect the community language by promoting 
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the sole use of community language and its standard version rather than regional, classed, youth, 

and diasporic varieties. It is interesting to observe the dissonance between different values, 

attitudes, and beliefs that exist in the ideology and practice of these complementary schools. 

In addition to the differences in ideology and practice in complementary schools, another 

point worth considering is the multimodal use of language in these contexts. That is, in 

complementary schools, languages and language varieties form a variety of communication by 

not only using words, but also a range of modes including image, writing, moving image, action, 

and artifacts. Lytra, Martin, Baraç, and Bhatt (2010), for example, investigated classroom 

interaction through teacher and student multimodal communication in Turkish and Gujarati 

complementary schools in the U.K. and found that examining such multilingual and multimodal 

communication inside the classroom allowed for a broader view of how practices and resources 

interact outside of it. This type of multimodal communication seems particularly relevant in the 

age of the internet where translocal multimedia is highly accessible, allowing communication 

patterns to easily transcend speech and literature. 

Practice and policy.  In addition to language and literacy practices, exploring issues of 

policy and practice is another important area to look into for complementary schools. Research 

in this area addresses the different aspects of policy and practice, including connections between 

complementary and mainstream schools, pedagogical practice and classroom management 

techniques, as well as professional development and curriculum development.  

In observing pedagogical practices through a critical analysis of a Chinese 

complementary school in Scotland, Hancock (2014) used elements of Hornberger’s (2008) 

Continua of Biliteracy, including context, content, media, and development, to explore different 

elements of the school in his research study. Specifically, he performed observations and 

interviews with teachers and students and was able to detail how the language policies of the 

school were shaping the children’s biliteracy experiences and moving them towards learning 

Mandarin Chinese rather than other varieties (context), how folklore texts were frequently used 

by teachers to help children better understand and appreciate Chinese cultural values (content), 

how teachers use multimedia resources and activities to engage their students and move beyond 

mundane pedagogy (media), and finally how children use biliterate resources to aid their learning 

(development). Hancock’s use of the Continua of Biliteracy to explore these practices is useful in 

that it provides a framework that allows him to focus on exploring specific phenomena at the 
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setting. In terms of his findings, it is likely that a movement towards standard varieties of a 

language, the use of specific texts to form a middle ground for students and teachers to explore, 

attempts to move outside of the traditional method of teaching, and children utilizing bilateral 

resources are all themes that will resurface in a variety of geographical contexts. 

Like Hancock, Lü (2014) examined biliteracy learning based on classroom observations 

at a Chinese heritage language school. Although this classroom was in the United States rather 

than Scotland, Lü similarly found that while there were still traditional text-centered pedagogical 

practices such as teacher-centric questioning and a large amount of corrective feedback on 

learner pronunciation, newer practices such as language games and lessons including various 

forms of media were sometimes incorporated to make learning more interesting for children. 

This similarity is interesting as it can be compared to the aforementioned dissonance with 

language ideology and practice found in the research conducted by Valdés and colleagues (2008) 

and Blackledge and Creese (2010). In addition, Lü highlighted a variety of policy challenges at 

the school, including teacher retention and recruitment, and concluded by giving suggestions to 

the school on solving these challenges, such as developing partnerships with mainstream 

educators and parents in order to further enhance pedagogy. 

Identity processes.  Finally, researchers have identified and focused on the notion of 

complementary schools providing their young learners with a safe place to negotiate and process 

their identities as associated with their heritage language and cultural backgrounds (Li, 2006). 

Studies on identity processes have described the process of developing an identity as a complex 

and ongoing process that is always changing depending on the context. This identity process is 

further complicated by the idea that identities can co-exist, evolve, and even be imposed without 

negotiation. Several studies, like Francis, Archer, and Mau (2010) and Creese & Martin (2006), 

which focus on identity in these complex contexts, look at how individuals construct, perceive 

and view the issue of identity, language attitudes, and ideology, in the process of learning a 

heritage language in complementary schools. 

In attempting to better understand how identities are constructed through language in 

such contexts, both Prokopiou and Cline (2010) and Francis, Archer, and Mau (2010) conducted 

interviews with students who belonged to different cultural groups and who were attending 

complementary schools in the U.K. Prokopiou and Cline (2010) drew on dynamic psychological 

approaches to identity, and then used cultural developmental theory (Valsiner, 2000) and the 
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Dialogical Self Theory (Hermans, 2001), to explore the development of the cultural and 

academic identities of 16 Greek and Greek-Cypriot and Pakistani ethnic minority youths at two 

contrasting communities schools in the U.K. Prokopious and Cline’s (2010) findings not only 

showed that diverse community schools developed in response to and according to the needs of 

each community, but also how schools can endorse a successful academic identity for their 

students, while also helping them to make links across educational contexts.  

Francis, Archer, and Mau (2010) also found evidence for the relevance of complementary 

schools in the development of identities. They took a poststructuralist approach to target the 

social and educational identities of 60 Chinese (Cantonese-speaking) students at a 

complementary school in the U.K. and identified the role of schools in supporting and 

developing the children’s diasporic cultural identities, in this case their “Chineseness”. These 

roles included providing the children with the opportunities to engage in contemporary forms of 

youth cultural expression with their peers, while developing their learner and learning identities. 

The findings are in line with Li Wei and Zhu Hua (2014), who by studying classroom discourses 

highlighted how teachers use the process of language and literacy teaching to pass on cultural 

values to the students, and how the students react/respond to this. 

Furthering the study of identity construction and perception, Francis, Mau, and Archer 

(2014) analyzed how British-Chinese people constructed the relationship between the language 

they speak and their ethnic identity. The researchers compared findings from two studies: the 

study mentioned in the previous paragraph about Chinese students at a complementary school 

and one with young Chinese/mixed heritage people that described themselves as not being able 

to speak Chinese. The authors found that while the complementary school attendees saw their 

fluency in Chinese as fundamental to Chinese identity, for the other group of young people who 

could not speak the Chinese language, lacking fluency in their mother tongue did not prevent 

them from identifying themselves as Chinese. This result is interesting in that it describes how 

multifaceted one’s cultural heritage self-identification can be. There is not one single rule that 

can be depended on in the process of determining to what extent one belongs to, or perceives to 

belong to, a particular culture. 

Overall, by looking at the research on complementary schooling around the world, it is 

clear that complementary schools function as locations that enable the construction and 
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development of diasporic identity. While such identity development is a necessarily multifaceted 

and complex process, complementary schools are uniquely placed to offer help in the process. 

Overseas Japanese Education 

As I discussed earlier, the hoshuko, the institutional focus of research in this project, is a 

supplementary school serving a Japanese community in the Auckland region of New Zealand. To 

better comprehend the functioning of the school beyond this particular context, however, it is 

also useful to have a basic understanding of the target constituents of most Japanese 

supplementary schools, the kikokushijo or returnee, as well as the different types of Japanese 

overseas schools, nihonjingakko and hoshuko. In this section, I will thus cover each of these 

terms and provide a review of research on Japanese heritage language education around the 

world, and specifically in New Zealand. 

Kikokushijo.  The term kikokushijo, which is the Japanese word for returnee children, 

refers to children of Japanese expatriates who left Japan when they were young and who returned 

to Japan after a prolonged period in the host country (Kanno, 2003a; Pang, 2009; Goodman, 

2012). They are relevant to introduce here because they are one of the original target groups that 

the hoshuko exists to serve. Kikokushijo generally move abroad when their parents (in Japan this 

is usually the father) are transferred for work. Following a period of time abroad, the kikokushijo 

typically return to Japan at a later age, either specifically for schooling or simply when their 

parents’ stay comes to an end. Since the 1970s, the development of the Japanese economy has 

led to a large increase in Japanese employees and families living abroad (Kano, 2013). 

According to the statistics on Japanese children overseas and kikokushijo, in 2015 there were 

approximately 78,312 primary and secondary school aged children of Japanese expatriates 

(Ministry of Foreign Affairs of Japan, 2015) and, of these, approximately 10,000 return to Japan 

every year, becoming kikokushijo (Ministry of Education, Culture, Sports, Science and 

Technology 2015). Interestingly, while the Japanese youth population has declined in recent 

years, the number of kikokushijo has remained relatively stable, indicating the increasingly 

common pattern of living abroad at some point.  

Issues regarding kikokushijo’s readjustment and reintegration into the Japanese education 

system and society are well canvassed in the relevant literature (e.g., Goodman 1990; Kanno, 

2003a; Pang, 2009; Goodman, 2012). In the past, kikokushijo have had trouble re-integrating into 

society and have encountered ostracism and bullying (Kanno, 2000). However, coinciding with 
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the large social transformation of the past fifty years in Japan, there has been a dramatic change 

in public opinions about kikokushijo. While they were once viewed as a problem, due to their 

perceived lack of Japanese language skills and difficulties adapting to Japanese cultural norms, 

in the early 1980s they started to be seen as a valuable societal resource because of their 

Japanese and English bilingual language abilities (Kanno, 2003a). This is likely due to the 

increasing internationalization policies that Japan began to adopt from this time. 

Nihonjingakko and hoshuko.  Nihonjingakko (full-time Japanese school) and hoshuko 

(Japanese supplementary school) are two types of government-supported overseas schools that 

kikokushijo can attend to receive education in the Japanese language while living outside of 

Japan. Both nihonjingakko and hoshuko are often sponsored by the Japanese Ministry of 

Education (MEXT) and the Japanese Ministry of Foreign Affairs (MOFA) to allow Japanese 

students living abroad to receive an education that is equivalent to one that they would receive in 

mainstream Japanese schools. This education is provided to Japanese children during their 

temporary stay abroad so as to allow for a smooth readjustment when returning to Japan as a 

kikokushijo.  

Nihonjingakko, which translates literally as Japanese person school, are functional 

equivalents to full-time mainstream schools in Japan in that they strictly follow the calendar and 

curriculum used by all government-funded public schools in Japan. Students attend these schools 

in place of attending a mainstream school. These schools aim to provide a smooth transition for 

students who plan to return to schools in Japan and the degrees they award are accredited by the 

Japanese government. As of 2013, there were approximately 20,000 students enrolled in 88 

nihonjingakko in 50 countries around the world (Ministry of Education, Culture, Sports, Science 

and Technology, 2013). There are no nihonjingakko in New Zealand. 

 Hoshuko, of which the Auckland hoshuko is one, are community-based Japanese 

supplementary schools that most often provide education on weekends or weekday evenings for 

Japanese students enrolled in local majority language dominant schools or international schools. 

While nihonjingakko cover all subjects in Japanese, just like a mainstream school in Japan would 

do, hoshuko usually have to limit their focus to teaching the Japanese language and mathematics, 

though some schools do include other subjects like science and social studies. The focus on 

Japanese language and mathematics as the primary courses across hoshuko is primarily due to 

restrictions in the hours available for teaching (Kano, 2013).  
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Like nihonjingakko, the goal of hoshuko is to provide instruction in subjects taught in 

Japan so that students will have a smooth transition back into the Japanese educational system 

when they return to Japan. For this purpose, Japanese is taught as it would be to native speakers 

in Japan-based schools rather than as a foreign language or heritage language (Chinen & Tucker, 

2006). Also similar to nihonjingakko, all textbooks are approved and chosen by the Ministry of 

Education in Japan. Furthermore, unlike the majority of self-funded community based 

supplementary schools in the U.K. and New Zealand, hoshuko are accredited by the Japanese 

government. However, compared to nihonjingakko, the funding that hoshuko receive from the 

Japanese government is minimal and many teachers are employed domestically. The Japanese 

Ministry of Education does, however, deploy teachers to and subsidizes hoshuko with more than 

100 Japanese students (Kano, 2013). The teachers sent by the government are determined by the 

enrollments at the school. As of 2013, there were approximately 17,000 students enrolled in 202 

hoshuko in 55 countries around the world (Ministry of Education, Culture, Sports, Science and 

Technology, 2013). There is a total of three hoshuko in New Zealand, located in Auckland, 

Christchurch, and Wellington. The Auckland and Christchurch hoshuko served roughly the same 

number of students during the 2016 academic year (197 and 232 students respectively), while the 

Wellington hoshuko was much smaller and has no publicly available statistics (Auckland 

Hoshuko, 2016; Christchurch Hoshuko, 2016).  

Both the institutions of nihonjingakko and hoshuko were initially created and funded in 

the 1960s by groups of expatriate parents, most of whom were elite businessmen and diplomats 

(Kanno, 2003a). Because of the founders’ powerful political clout, the Japanese government 

decided to give financial and administrative support to these overseas educational institutions 

starting in the mid-1970s (Kanno, 2003a). In 1971, the Japan Overseas Educational Service, a 

non-profit organization, was established to promote the education of Japanese children abroad in 

accordance with the government’s policy of overseas education (Kano, 2013). Examples of other 

governmental support include financial aid (low tuition fees) for students, textbooks provisions, 

the sending of teachers from Japan, and training support for staff members. Traditionally, these 

resources have been primarily allocated for primary and middle school age groups at hoshuko 

and nihonjingakko, likely based on the assumption that most kikokushijo will have returned to 

Japan by the time they are of high school age.  
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Legally, both nihonjingakko and hoshuko are supported under Article 26 of the Japanese 

Constitution, which guarantees free compulsory education for all Japanese children between the 

ages of six and 15 years (Ministry of Education, Culture, Sports, Science and Technology, 2013). 

It is, however, necessary to point out that although both nihonjingakko and hoshuko are available 

in many different countries around the world, the kind of schools that exist in a particular place 

often follow predictable patterns. While the overwhelming majority (approximately 90%) of 

nihonjingakko are located in non-English-speaking regions, such as Asia, Central and South 

America, Europe, Middle East, and Africa, more than half of the hoshuko are concentrated in 

English-speaking regions such as North America, the United Kingdom, Australia, and New 

Zealand (Ministry of Education, Culture, Sports, Science and Technology, 2013). This 

phenomenon demonstrates a Japanese government policy encouraging hoshuko in developed 

countries and nihonjingakko in developing countries, perhaps assuming that the educational level 

of developing countries is poorer than Japan and thus in need of more schooling in order to be 

equivalent to Japanese compulsory education by program end (Goodman, 2009). 

Japanese sojourners and heritage language practices.  Despite a considerable amount 

of applied linguistics research on kikokushijo (Japanese returnees) and their heritage language 

learning in the past few decades, the majority of these studies have focused on the kikokushijo as 

individuals (e.g., Goodman, 1990; Yamada-Yamamoto & Richards, 1998; Kanno, 2003a; Pang, 

2009; Sueda, 2014) rather than focusing on the institutions and community that serve them. 

There are, however, some research projects that have conducted in-depth case studies, or 

comparative case studies, involving a mix of different stakeholders at the nihonjingakko (full-

time Japanese schools) and hoshuko (Japanese supplementary schools) that the returnees 

attended. In what follows, I will focus on these studies, in particular, as they are more relevant 

for this research project.  

In the United States, several case studies have been carried out in Japanese 

supplementary schools/programs. Shibata (2000) reported on a case study on how a Japanese 

immigrant family successfully passed on their Japanese language and culture to their son through 

building a Saturday heritage language school in the local area (a small town in the United States) 

where Japanese ethnolinguistic vitality was low. Through giving an overview of the school, 

Shibata stressed that Saturday schools were one of the most effective ways to teach and maintain 

heritage languages, along with parents’ cooperation and community’s support. Shibata noted that 
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“cooperation with other parents who have the same purpose, support, and understanding from the 

ethnic group in the community made it possible” (p. 471). As for the factors that made the 

Saturday schoolwork, Shibata noted the importance of, among others, community support, 

financial support, a physical place for the school to be established, professional resources (which 

happened to be available from a local university), and clear communication with parents as to the 

value of the school.   

In an attempt to show the generalizability of Shibata’s (2000) aforementioned research, 

Siegel (2004) used interviews with two Japanese mothers to investigate how one Japanese 

community in Arizona, United States began an after-school program for Japanese heritage 

language learners. Specifically, Siegel examined what kinds of expectations Japanese parents 

had regarding their children’s Japanese language and cultural education. In regard to these 

expectations, Siegel found that the parents she interviewed stressed both the value of being able 

to interact with other Japanese as heritage language learners and that of learning Japanese 

cultural elements like events, customs, and communication strategies. Interestingly, one parent 

that Siegel interviewed mentioned that, because their family had no intention to return to Japan, 

English was the main focus and that if school took place more than once per week, it would be 

less attractive. Nonetheless, the same parent expressed the feeling that the school was a gateway 

to the development of the Japanese part of her child’s Japanese-American identity. Outside of 

individual parents, the results of Siegel’s (2004) research was in line with Shibata’s (2000) 

findings on the essential factors for the successful operation of a heritage language school, while 

including social networks and administrative policies as two additional essential factors. While 

Siegel’s case study is limited to just two parents, it nonetheless provides a useful point to 

reference in looking at schools in New Zealand.  

Chinen and Tucker (2006) conducted a case study through surveys with 31 students at a 

Japanese supplementary school in California, United States, in order to investigate their ethnic 

identity, participation in the school, and self-assessed Japanese language proficiency. All three 

variables were measured through questionnaires, which used various questions with six-point 

scales. Chinen and Tucker chose to measure ethnic identity through citing Phinney (1992), who 

argued that ethnic identity was a particularly important concept during adolescence. They also 

added two questions regarding how they perceived their own ethnicity and how they wished 

others to perceive their identity. Interestingly, the school would not allow Chinen and Tucker to 
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test the students’ language levels, so they relied on students’ self-perceptions instead. The results 

showed that attending the Japanese supplementary school had a positive influence on developing 

students’ Japanese language proficiency and literacy, as well as in forming a Japanese ethnic 

identity. That is, the three variables were positively correlated with each other. 

It is important though to take note of a common assumption running through these 

studies, as well as many others. This is the assumption that heritage language education is an 

“antihegemonic practice” that empowers these minority Japanese language students of various 

backgrounds through the effective development and maintenance of the Japanese language 

(Doerr, 2011, p. 5). In other words, it is the idea that immigrant minority groups perceive 

heritage language education as a key strategy to keep their “culture” alive and protect the 

traditions of their heritage against the “overwhelming pressure of linguistic, cultural, and identity 

assimilation in their host society” (Suzuki, 2011, p. 63). However, to an extent, this viewpoint 

relies on an assumed homogeneity within a given minority community and also between 

different communities of similar origin. Reality, on the other hand, is far more heterogeneous, 

with heritage connections changing together with changes in political economy, cultural politics, 

and migration patterns. Fortunately, more recent studies (Mizukami, 2007; Doerr & Lee, 2009; 

Doerr & Lee, 2010; Kano, 2013) have acknowledged these changes and challenged such 

assumptions. Next, I will highlight some relevant studies that have recognized the changing 

heritage language education landscape. 

Challenging the homogenous ideal demographic.  In a key article that challenged the 

homogenous ideal demographic that is assumed in Japanese heritage language education, 

Mizukami (2007) reported the major characteristics of various types of Japanese schools in 

Australia, the important roles that the schools serve in maintaining the migrants L1 and in 

providing Japanese education in the host community. Mizukami criticized the fact that many 

Japanese schools still focused primarily on sojourner education despite having students with a 

variety of educational backgrounds and family structures, including Japanese settler families, 

Japanese-Australian families, and sojourning families. He pointed out several issues that the 

supplementary schools confronted. First, as a consequence of a wide range in the students’ 

Japanese language proficiency, it was difficult for students to meet the language standards in 

some classes. Second, since the curriculum and textbooks were designed identically to those 

used in Japan, it was difficult for students living abroad to connect with these educational and 



 
 

63 

cultural experiences. However, many Japanese schools in Australia did not recognize this fact. 

Finally, Mizukami commented about how the different attitudes and views of students’ parents in 

schooling often caused disagreement and conflicts between the sojourners and settlers in the 

wider Japanese supplementary school community. This study in particular echoes the situation at 

the Auckland hoshuko, where the A, B, and S courses have different target demographics (as 

detailed in the Auckland hoshuko introduction in Chapter 2).  

Doerr and Lee (2009) conducted an ethnographic study at a weekend Japanese-language 

school (hoshuko) in the United States. They argued that the curriculum at the hoshuko, as 

prescribed/legitimated by the Japanese government for a century, had never been questioned, 

despite changes in the student demographics. Specifically, the curriculum focused on the 

students with ‘native’ Japanese language proficiency and a planned temporary (sojourner) stay in 

the host country. As a consequence, students with ‘non-native’ Japanese proficiency were “often 

marginalized, and sometimes shied away from using/learning the language around ‘native 

speakers’ of the language” (p. 427). Despite these disadvantages, most parents viewed the 

conventional hoshuko education as the “one and only legitimate way” of delivering the 

‘Japanese’ education they had earlier received themselves (p. 431). To improve the program and 

accommodate more heterogeneous student groups, the school implemented an alternative 

program that taught Japanese as a heritage language (keishogo), in addition to the existing 

national language (kokugo) curriculum. The study examined the students’ and their parents’ 

perceptions on the effectiveness of this new program, finding that such perceptions varied 

markedly based on a variety of factors, including family background and course fit. Doerr and 

Lee concluded that heritage-language education should be approached not only as a way to learn 

one’s heritage or to learn a language, but as a schooling process through which there is a 

contestation of what is considered legitimate knowledge. This finding is important because the 

legitimacy of the knowledge gained in the keishogo program affected enrollment decisions and 

engagement with the course. 

In a follow-up analysis of data collected during the same study, Doerr and Lee (2010), 

focused instead on the untested assumption researchers had made that a student’s connection 

with their “heritage” is stable rather than dynamic. Specifically, they looked at the role that 

schools play in a student’s “inheriting” of the heritage language. Through investigating how 

heritage language schooling in the United States spread the imagined “heritage” Japanese 
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language, Doerr and Lee argued that heritage language schools are not only places where the 

heritage language is passed on to students, but also sites where the meaning of “knowing a 

heritage language” is developed. Through interviews with both the parents and students at the 

hoshuko, Doerr and Lee analyzed how the backgrounds of students, the interactions in the 

classroom, and the interactions they had with other students affected what it meant to “be 

Japanese”. In the school researched by Doerr and Lee (2010), there was both a hoshuko course, 

with its focus on a return to Japan, and a Jackson course, which was focused more broadly on 

heritage language development. In the hoshuko course, each of the three students interviewed 

developed different mechanisms to synthesize what it meant to “be Japanese”. 

While one student felt forced to act with a form of Japanese-ness that was different than 

his previous experience in Japan, another student developed the ability to switch between 

“American student” behavioral patterns and “Japanese student” behavioral patterns. The third 

and final student they interviewed expressed a feeling of alienation from the Japanese students 

who intended to return to Japan, and with this felt a tension and ambiguity in his own Japanese-

ness when compared to the aforementioned Japanese students (only one of his parents was 

Japanese). In the Jackson course, comparisons to demographic differences in students within the 

course were not present as they were in the hoshuko course. Rather, one student considered 

“Japanese-ness” as the key difference linking all those in the school when compared to the 

“American-ness” of those outside the school. The other student that was interviewed in the 

Jackson course, who was previously in the hoshuko course, noted that in entering the Jackson 

course, she no longer considered her Japanese linguistic competence to be below that of her 

peers. Rather, she found it to be a different kind of Japanese. In their research, Doerr and Lee 

(2010) show the heterogeneity of the student population and how students view it. In their 

suggestions for future researchers, Doerr and Lee suggested a continuation of the focus on how 

learners develop their (complex, dynamic) relationship to their heritage, their language, how they 

deal with contradictions in their heritage development, and finally how they develop their feeling 

of belonging when comparing themselves with other students.   

Kano (2013) also reported a case study at a Japanese community school in the United 

States where the school successfully developed a dynamic pedagogical model for both short-term 

and long-term periods abroad in accordance with changes in the learner population. By providing 

multiple programs targeting various student needs, including academic subjects through the 
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Japanese medium, Japanese as a heritage language, and Japanese as a foreign language, the 

school challenged the traditional monolingual model that followed the Japanese national 

curriculum. The school was unique in that it had two divisions, the first of which was a Japanese 

government accredited hoshuko and the second of which was separate and had autonomy from 

Japanese government mandates. Kano reported that the goal of the hoshuko division was, similar 

to the Auckland hoshuko, to prepare students for a return to Japan, whereas the goal of the other 

division was to help students prepare for US-based exams. Kano also reported that the school 

accepted any student who wished to learn Japanese, though even permanent resident Japanese 

families with children who were heritage language learners would be placed outside of the 

hoshuko division as they did not intend to return to Japan. This stands in contrast to the Auckland 

hoshuko, which accepts all students of Japanese origin, regardless of their intention to return, 

with those intending to return making up only a small proportion of the school. Kano did not 

report on what percentage of the students made up the hoshuko division versus the non-hoshuko 

division. However, Kano did mention that over 70% of the teachers were parents of students 

currently attending the school.   

Research conducted by Danjo and Moreh (2020) investigated how the Japanese 

government, hoshuko, and teachers and parents managed the difficulties of diversification in the 

context of the United Kingdom. Specifically, their study examined governmental policy and the 

related institutional policies of nine U.K. hoshuko, as well as the practices at one of the schools, 

by using discourse-analytic conceptual tools and ethnographic methods. Their findings suggested 

that the discursive nominative frame of overseas education policy was not able to capture the 

local contexts linguistically and culturally but that this sort of top-down policy was often 

complemented by bottom-up local practices. Based on this, Danjo and Moreh proposed that a 

more purposeful policy realignment, one that more effectively recognizes local diversity, would 

be beneficial for overseas hoshuko communities. Being the first hoshuko research of its kind in 

the European context, this study added value by pointing out the current challenges that various 

hoshuko face in dealing with an increasingly diverse student population. 

Recognizing hegemony in heritage language contexts.  In addition to the above case 

studies in English-speaking countries that questioned the conventional monolingual practices of 

traditional Japanese supplementary schools – despite wider, changing migration/transmigration 

patterns –  Suzuki (2011) and Yamasaki (2011) not only questioned the assumption of heritage 
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language being an “antihegemonic practice”, but also demonstrated examples of where minority 

language maintenance at hoshuko in different locations replicated a language standardization 

process. The hoshuko performed this language standardization process with the aim of passing 

down a heritage language, with the result being the marginalization of the language spoken by 

the actual language community. 

Suzuki (2011) focused on how heritage language learning could become a process for 

language standardization and even result in a change in the conceptualization of the ancestral 

homeland of Okinawan people living abroad. Suzuki found that a rural agricultural Okinawan 

community in Bolivia called Colonia Okinawa held an upper-class status in their rural area as 

well as the economic, political, and social benefits that coincided with this status because of their 

Japanese (rather than Okinawan) heritage. In order to preserve this status, the community 

created a private Japanese-Bolivial educational institution for elementary and intermediate 

education. Interestingly, through the process of education at the school, Suzuki found that 

students’ heritage language was migrating away from the Okinawan language that the elders in 

the community spoke and more towards standard Japanese, in spite of the efforts of some 

teachers at the school. Much of this movement away from the actual heritage language and 

culture was attributed to the idea that because the Okinawan language and culture was 

marginalized in Japan, it did not carry the same advantages in terms of socioeconomic benefits 

that standard(ized) Japanese did.  

Through his research, Suzuki questioned two assumptions. The first assumption was that 

the heritage language of the community is always the official national language of the country 

that the community originally migrated from (e.g., Japanese as the national language vs 

Okinawan as the community language). The second assumption was that the national language of 

the community’s current residence is the only danger to the heritage language. It is interesting to 

note how even the practice and result of heritage language and cultural preservation itself can 

change depending on the circumstances of the group.  

Yamasaki (2011), while not focused on a marginalized minority group like Suzuki 

(2011), examined what proper Japanese was defined as by looking at Japanese Peruvian students 

who had returned from Japan, along with their teachers at a secondary school in Lima, Peru, 

where Japanese was a subject in the regular curriculum. Through her ethnographic study at the 

school, Yamasaki found that returnee students who had spent some time studying in Japan and 
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then returned to Peru had conflicted attitudes toward learning Japanese as their heritage 

language. In their mandatory Japanese classes, some students felt a gap between their ability and 

what was being taught in the class, while others struggled to be motivated since they had no 

plans to return to Japan, and Japanese would thus not be useful to them in the local labor market. 

On the other hand, students often shared cultural artifacts in the form of Japanese comic books, 

pop songs, and magazines, both inside and outside of class, and used more vernacular forms of 

the language than were taught in class. This showed that the students were attempting to 

negotiate their own relationship to their heritage culture rather than forsake it altogether. Overall, 

the study demonstrated that while formalized heritage language education at school runs the risk 

of moving students to distance themselves from their heritage language, students nonetheless 

continued to maintain and develop connections to a variety of language and cultural practices in 

more informal contexts. 

Overall, the research on Japanese heritage language education shows that while it is 

helpful in maintaining Japanese as a heritage language, there is much more complexity 

underneath the surface. Such complexity comes from the increasing heterogeneity evident within 

groups of Japanese heritage language learners and should be recognized more centrally in 

research going forward. 

Japanese sojourner heritage language maintenance and development in New 

Zealand.  Several studies (Haseyama, 1999; Nakanishi, 2000; Kuragasaki-Laughton, 2007; 

Johnson and Kawai, 2011; Lauwereyns, 2011; Kominami, 2014) have provided insight into 

aspects of Japanese immigrants living in New Zealand. The focus of these studies include the 

motivation of migration of the immigrants, overall characteristics of the Japanese community in 

a particular city (or New Zealand as a whole), and cultural, value, and identity challenges faced 

in transition. Japanese as a heritage language in New Zealand, however, has hardly ever been 

researched. Nakanishi (2000), Lauwereyns (2011), and Tabata-Sandom (2020) appear to be the 

only three studies on language maintenance in this area to date.  

Nakanishi (2000) researched language maintenance and language shift among sojourner 

and immigrant families in the Japanese community of Auckland. By examining social networks, 

domains of language use, parents’ attitudes towards English and Japanese, and various 

demographic and social factors through interviews, the findings revealed differences among 

sojourner and immigrant groups, as well as among non-mixed marriage families and mixed 
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marriage families within the immigrant group. Specifically, in regard to the children’s self-

reported Japanese proficiency based on a six-level scale from “no proficiency” to “native 

proficiency”, the sojourner group was the highest, whereas mixed marriage families were the 

lowest. Due to a lack of interactions and different levels of children’s Japanese proficiency 

among these groups, the results indicated that, despite the perceived homogeneity in the Japanese 

community, sub-group discussions according to the different group needs were necessary. In 

addition, Nakanishi suggested that because of the heterogeneity in Japanese proficiency levels of 

the community, the additional subdivision of Japanese language classes at hoshuko might be 

useful, especially for the students with lower levels of Japanese proficiency. 

Lauwereyns (2011) investigated parental attitudes toward their children’s Japanese-

English bilingual development through questionnaires. By comparing Japanese-speaking 

families and English-Japanese speaking families, the results indicated that parental attitude, 

family structure, and parents’ language proficiency were all vital factors in establishing a 

positive (additive) bilingual environment.  Specifically, Lauwereyns (2011) found that despite 

having very positive attitudes toward raising their children bilingually, both orally and literally, 

only around 50% of the English-Japanese-speaking families were satisfied with their children’s 

bilingual acquisition, whereas 80% of the Japanese-speaking families were satisfied.  

Common reasons for this lack of satisfaction included their children’s low Japanese 

competence, insufficient Japanese input and output opportunities, and an overall lack of 

motivation for learning the language. Moreover, nearly all of the English-Japanese speaking 

families reported facing difficulties when promoting their children’s heritage language learning 

and nearly half of the Japanese-speaking families also reported having similar problems. These 

results suggest that developing Japanese as a heritage language is perceived to be particularly 

challenging for similar families in New Zealand. 

To expand Lauwereyns (2011)’s study, Tabata-Sandom (2020) also examined parental 

beliefs regarding children’s Japanese-English bilingual development through metaphor 

elicitation tasks, along with interviews, class observations, and a survey with 148 parents who 

sent their children to seven different supplementary schools in New Zealand to study Japanese. 

The results suggest that although the parents were dedicated to supporting their children’s 

Japanese learning, they maintain relaxed attitudes overall, despite ongoing challenges. The 

difficult factors reported in the questionnaires included problems with children’s motivation, 
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difficulty in teaching Japanese characters, time shortages, among others. The rewarding factors 

included seeing children’s Japanese improvement, precious time spent with children through 

learning Japanese, and witnessing children’s creative Japanese language use. The research 

recommends using metaphors with positive affect to guide the development of parent’s and 

children’s beliefs regarding bilingualism. 

Chapter Summary 

The present study intends to build upon the important but limited body of research in 

heritage language maintenance and development by presenting a picture of such heritage 

language maintenance and development at the Auckland hoshuko in New Zealand. Research on 

the linguistic, cognitive, and social effects of heritage language development form the foundation 

for understanding the motivations of parents and the school in developing imagined communities 

for the students. Furthermore, in examining the diversity at the Auckland hoshuko, I have taken 

particular inspiration from studies that have previously challenged the homogenous 

demographics at Japanese hoshuko (e.g., Mizukami, 2007; Doerr and Lee, 2010; Kano, 2013; 

Danjo and Moreh, 2020), as well as the studies at other complementary schools that uncover 

unexpectedly complex realities resulting from the interplay between multiple stakeholders (e.g., 

Valdés et al, 2008; Blackledge and Creese, 2010). Similar to these studies, the present study 

focuses on my hypothesis that there is more complexity and diversity than expected at the 

Auckland hoshuko, and that examining the imagined communities of various stakeholders will 

bring this diversity to light. In being one of the few heritage language studies in New Zealand 

outside of the Māori-English context, and focusing a Japanese heritage language study on more 

than the kikokushijo themselves, it is my hope that the present study will fill a valuable gap, 

encouraging the acknowledgement of layered diversity in New Zealand as well as multi-party 

inter-relatedness and complexity among heritage language learning situations.
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Chapter 4 - Theoretical Framework 

Introduction 

The concept of imagined communities (Anderson, 1991), groups of people that we feel 

connected to despite them not being local or immediate, has been used in education research in 

an attempt to better understand learners (Norton, 2001; Kanno & Norton, 2003), parents 

(Dagenais, 2003), and institutions (Kanno, 2003b). With learners, imagined communities can 

help explore areas like identity transformation and motivation. With parents, the concept can 

assist in explaining parental choices regarding the education of their children. Finally, with 

institutions, imagined communities can aid researchers in understanding areas like school policy, 

as well as the actions of staff members.  

In order to better understand how the Auckland hoshuko and its community are reacting 

to changing demographics, I will adopt the imagined communities’ concept and use it to form a 

crucial part of the theoretical framework for this study.  This section will first introduce the 

concept of imagined communities and trace how it moved from initial commentaries on nation 

building to synthesizing the concept of communities of practice in order to become an analytical 

tool in the education field. I will begin with a brief overview of the origins of the imagined 

communities’ concept, as framed by Benedict Anderson (1991). Following this, I will briefly 

introduce Lave and Wenger’s (1991) and Wenger’s (1998) communities of practice and its 

relationship to imagination, as the educational use of imagined communities relies heavily on a 

synthesis with this concept. After this review, I will look directly at several examples of how the 

imagined communities’ concept has been applied in education research. Finally, I will conclude 

this discussion by giving an overview of how the imagined community concept will be used in 

the study at the Auckland hoshuko. 

The Origin of Imagined Communities 

We generally think of communities as groups with whom we are directly connected. For 

example, in our neighborhood, while we may not necessarily know every person in every house 

that lives around us, we expect to know at least some of them directly. This expectation of 

connection is the common thinking around community. However, in addition to tangible groups 

like neighborhoods or clubs, there are also groups that we feel a community-like affiliation with 

but that are not so local, like the connection we feel with our country. Certainly, many people 
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around the world feel affiliated with a country and many, even in the modern world, have given 

their life for a country despite only personally knowing a very small number of its total 

members. This is the original concept of imagined communities: the kinds of groups with people 

that we feel a connection to but are not in immediate or local contact with (Kanno & Norton, 

2003). In other words, with imagined communities we do not directly interact with every 

member, yet we nonetheless feel a connection to them through the power of our imagination.  

The origin of the imagined communities’ concept is Benedict Anderson’s (1991) book, 

Imagined Communities: Reflections on the Origin and Spread of Nationalism. In the book 

Anderson argues that nation-states can be thought of as imagined political communities. He 

describes imagination in these terms: “It is imagined because the members of even the smallest 

nation will never know most of their fellow-members, meet them, or even hear of them, yet in 

the minds of each lives the image of their communion” (p. 6). It is noteworthy to mention that in 

his use of the word imagination, Anderson specifically compares it to the word “creation” as 

opposed to the other possible meaning of “fabrication” (p. 6). This is important as it sets the tone 

for the realness of the connection, and of the community, in the mind of the imaginer. This is not 

imagination in the sense of a withdrawal from reality (e.g., imagining you have wings), but 

rather a concrete vision grounded in reality that expands beyond normal time and space (e.g., 

imagining your future in five years). 

Of course, imagination is only one half of the imagined communities’ concept. In 

addition to defining imagination, Anderson explains that nations are communities because 

“regardless of the actual inequality and exploitation that may prevail in each, the nation is always 

conceived as a deep, horizontal comradeship. Ultimately it is this fraternity that makes it 

possible, over the past two centuries, for so many millions of people, not so much to kill, as 

willingly to die for such limited imaginings.” (p. 7) Putting the ideas of communities together 

with the previous explanation of imagination, Anderson sees nation-states as a story that we tell 

ourselves about horizontal camaraderie between people we have largely not met. It is also 

important to note that Anderson focuses on the principle of a community being horizontal and 

not necessarily as having a hierarchal system.  

Moving out of the original context of nationalism, the imagined communities’ concept 

has since caught on and been used in a variety of research domains, ranging from religion to 

technology. As mentioned in the introductory paragraph, the imagined communities’ concept has 
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also proven to be popular in the field of education and sociolinguistics (e.g., Blackledge, 2003; 

Dagenais, 2003; Kanno, 2003b; Norton, 2001; Pavlenko and Norton, 2007). However, the path 

leading to its use in education research is not just a straightforward adoption, and the effect of 

this is the addition of another theoretical framework that will aid in this current research study as 

well. 

From Communities of Practice to Imagined Communities 

While the concept of imagined communities was first coined in Anderson’s (1991) work 

on nation-states and nationalism, Norton (2001) brought the imagined communities’ concept into 

the sociolinguistic and education fields by relying not on Anderson for inspiration, but rather 

Lave and Wenger’s (1991) social learning theory – especially the concept of communities of 

practice.  The term communities of practice was coined in Jean Lave and Etienne Wenger’s 

(1991) book, Situated Learning: Legitimate Peripheral Participation, which focused on situated 

learning theory, or how learning takes place through social co-participation rather than through a 

single mind absorbing knowledge. In a more recent work, Wenger, Trayner, and de Laat (2011) 

define communities of practice as a “learning partnership among people who find it useful to 

learn from and with each other about a particular domain. They use each other’s experience of 

practice as a learning resource.” (p. 9).  

There are three main characteristics that define a community of practice: domain, 

community, and practice (Snyder and Wenger, 2010). The first dimension, domain, refers to the 

focus of a community of practice and defines its identity. Examples of domains given in Snyder 

and Wenger (2010) include designing car brakes, reducing gun violence, and upgrading urban 

slums. Each of these examples can work as the focus of a community of practice, where the 

effectiveness of the social learning system that is the community of practice is dependent on the 

passion that members feel for the domain or the identification they feel with it. The second 

dimension, community, refers to the relationship that binds members together. Communities 

create social space through which participants can discover and further a learning partnership 

related to a common domain. The feeling of community here is the determiner of the 

community’s effectiveness as a social learning system. Finally, the third dimension, practice, 

refers to the activity that the community develops by “sharing and developing the knowledge of 

practitioners in its domain” (Snyder and Wenger 2010, p.110). The different elements of practice 

include the “tools, frameworks, methods, and stories — as well as activities related to learning 
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and innovation.” Yate, Hayes, & Shea (2017) summarize practice as the “knowledge of and 

engagement with a domain” (p. 221). 

In connecting communities of practice to imagination, it is useful to note that while Lave 

and Wenger (1991) used local communities like those of midwives and tailors to explore how 

social learning takes place, Wenger (1998) opens the door to non-local communities with his 

discussion of (language) identity and identification. It is here that the concept of imagination is 

introduced alongside the other modes of belonging: alignment, the coordination of energy and 

activities to fit into broader structures and to work toward a common goal, and engagement, the 

active involvement in the practice (Wenger, 1998).  

In communities of practice, ‘imagination’, is the ability to extrapolate experiences both 

spatially and temporally, to create images of the world, and to use our own experience to see 

temporal and spatial connections. Wenger gives the example of two stonecutters who were asked 

about what they were doing. The first one answered, “I am cutting this stone in a perfectly square 

shape,” while the other responded, “I am building a cathedral” (Wenger 1998, p. 176). Their 

answers show two completely different relationships to the practice because of their different 

imaginations. Wenger (1998) is very careful to clarify that imagination does not mean a 

withdrawal from reality, but rather a transcendence of immediate acts of engagement, or in his 

words, “looking at an apple seed and seeing the tree” (p. 176). Wenger (2010), when revisiting 

the concept of imagination, is also careful in grounding his definition in reality, citing 

Anderson’s (1991) idea of describing nations as imagined communities as having similarities 

with the factuality and realness of imagination. 

Norton (2001) draws on Wenger (1998) for inspiration in using the term “imagined 

communities”. Norton connects the more concrete communities of practice with the idea of 

imagination by explaining the concept of envisioned membership to communities of practice as 

part of learners’ future visions for themselves. 

Pavlenko and Norton (2007) also connect Wegner’s (1998) explanation of imagination as 

a form of belonging arising from Markus and Nurius’s (1986) theory of possible selves. The 

theory of possible selves focuses on people’s ideas of what they may become, what they want to 

become, and what they want to avoid becoming. Pavlenko and Norton (2007) note that for both 

Wenger (1998) and for Markus and Nurius (1986), the future self has the power to shape the 

individual. That is, through the process of imagining a future self, an individual can move 
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beyond their immediate social network and environment, expanding their identity and potentially 

reaching into wider worlds (Pavlenko and Norton, 2007). 

The bridge between communities of practice and imagined communities is thus quite 

clear. There are future visions of the self that have the power to shape the individual. 

Imagined Communities in Education 

In this section, I will look at how the concept of imagined communities has been used in 

educational research, particularly within the context of language education. The research 

reviewed in this section provides a foundation for the application of the imagined communities 

framework in the context of the Auckland hoshuko study. 

To begin, Norton (2001) connects communities of practice to imagination by citing 

Wenger’s (1998) modes of belonging (introduced before as identification): engagement, 

imagination, and alignment. Here, Norton sees the second mode of belonging, imagination, as 

the key to understanding behaviors of non-participation in her study of English as a second 

language (ESL) students.  

In this study, Norton (2001) describes two adult language learners living in Canada that 

resisted participation in their ESL classes. The first student, Katarina, who had immigrated to 

Canada from Poland as an adult, was discouraged by her ESL teacher from taking a computer 

course. The teacher said that Katarina’s English was not “good enough” and Katarina was 

insulted by this. After this incident, Katarina did not return to the course. Norton explains 

Katarina’s behavior by closely examining her imagined community and the potential effects it 

had in her response to her teacher. Norton writes that although Katarina was a veteran teacher in 

Poland, she was not able to find employment as a teacher in Canada. Nonetheless, she continued 

to view herself as being a highly skilled professional and was thus invested in her membership in 

an imagined community of like professionals. When her teacher discouraged Katarina from 

taking the computer course, Katarina felt as though she was being prevented access to this 

imagined community and thus quit the ESL course. Similar to Katarina’s story, Norton also 

found the other student’s non-participation in an ESL class to be linked to a difference in the 

imagined community she held and the teacher’s educational vision for the class.  

In giving these examples Norton (2001) argues that the students’ imagined communities 

affected their decisions to leave the classroom. Thus, Norton continues, examining these 

imagined communities can serve researchers in better understanding the students’ behavior(s). 
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Norton explains that when entering the ESL classroom, the students did not just see their 

classroom, classmates, teacher, and immediate surroundings. Rather, they envisioned (imagined) 

a community that extended beyond the classroom, an imagined community. This imagined 

community was not accessible to their teachers, but nonetheless affected the learners’ 

participation level and investment in learning. 

While Norton (2001) introduced the concept of imagined communities to the language 

education research community, a special issue entitled “Imagined communities and educational 

possibilities” in the Journal of Language, Identity, and Education revisited the concept in more 

detail within the context of language learning and identity. In their introduction to this special 

issue, Kanno and Norton (2003) explained the concept in that people can imagine a bond across 

space and time and feel a sense of community with people that they have not met yet, but 

perhaps hope to meet one day. Kanno and Norton demonstrate this idea with the example of a 

young Japanese man studying fashion design in Tokyo who imagines himself as a successful 

fashion designer in New York and a member of an international fashion community. This 

imagined community affects his pursuit of English skills, which are seen as an integral part of 

him becoming a member of this community in the future.  

Kanno and Norton (2003) cite Lave and Wenger (1991) as inspiration for their work but 

note the spatial difference in imagined communities compared to communities of practice. That 

is, while Lave and Wenger’s (1991) communities of practice focus on face-to-face, direct, 

concrete relationships (e.g., midwives, tailors, non-drinking alcoholics, etc.), imagined 

communities extend beyond the immediate reach of the participant. Kanno and Norton (2003) 

suggest that these imagined community affiliations are “no less real than the ones in which 

learners have daily engagement and might even have a stronger impact on their current actions 

and investments” (p. 242). To support this extension, they give the example of learners who held 

visions of imagined communities that profoundly affected their investment in learning. 

In addition to the spatial expansion of Lave and Wenger’s (1991) communities of 

practice concept into the realm of the imagination, both Norton (2001) and Kanno and Norton 

(2003) use a temporal expansion of Anderson’s imagined communities, focusing on the idea of 

future relationships rather than merely present ones. While Anderson refers to nation-states as 

imagined communities and this notion is firmly tied to the present (i.e., the citizens of a country 

are a community now and have been so historically), Norton (2001) argues that individual 
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second language learners have images of the communities they wish to belong to in the future, 

and that their current learning is affected by these prospective imagined communities. Even 

though they do not belong to the communities yet, they hope to be connected to them one day.  

Kanno and Norton (2003) give two examples of imagined communities and their 

relationship with learner identities and language learning. The first is Katarina, the ESL student 

whose imagined communities were explored in Norton (2000, 2001) when she quit her class. The 

second example is Rui from Kanno (2000, 2003a), a Japanese teenager who had spent two thirds 

of his life in English-speaking countries. Rui identified with Japan, but Kanno found that the 

Japan he identified with to be an imagined construct that was very different from the “real” Japan 

he experienced later on. While before going to Japan, Rui’s imagined community gave him a 

sense of direction and purpose, his experience after going there drove him to declare that he did 

not want to be Japanese anymore. In Rui’s case, it is possible to see both the spatial expansion of 

Lave and Wenger’s (1991) communities of practice concept and the temporal expansion of 

Anderson’s (1991) imagined communities concept. To summarize, Kanno and Norton (2003) 

make the point that, in both cases, the investment in the target language can best understood 

through imagined communities rather than just immediate relationships. 

Expanding imagined communities outside the individual learner.  It is relevant to 

note that while the Norton (2001) and Kanno and Norton (2003) focus on the imagined identity 

of individual leaners, Kanno (2003b; 2008) argues that not only the learners themselves, but also 

the people around them, including their parents and schoolteachers, play a role when imagining 

students’ future identities and affiliations. Similarly, the beliefs, practices, and policies of 

institutions are also seen as being influenced by the imagined communities of their stakeholders 

(students and community). Kanno (2003) focuses on linking the visions of the schools for their 

students to its policies and practices, and ultimately to its effects on the identities of students. 

This idea is particularly important as it expands the potential for the effects of imagined 

communities from the individual person and their identity to the organizational and policy level. 

Kanno explains that institutions such as schools likely have collective visions of imagined 

communities for their students, just as the students have visions of future associations for 

themselves.  

The idea that imagined communities affect multiple parties is not hard to find evidence 

for. It can be seen in both Anderson’s (1991) view of present and past imagined communities, as 
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well as Norton’s (2001) expansion to future communities. With past and present communities, 

perhaps a school’s perception of itself, and its students as belonging to a larger group of 

institutions, may affect its policies. Alternatively, parents of students at an overseas heritage 

language institution may make decisions based on their vision of belonging to the imagined 

community that is their home nation-state. Future-focused imagined communities are likewise 

easy to find examples for. A parent may fund a child for study at a foreign university in the hope 

that they will be able to gain membership to a community that they associate with better 

economic opportunities.  Finally, there is the idea that a school may develop its policies based on 

its vision of the communities that the school’s students will belong to after they graduate or later 

on in life. Certainly, it is not too farfetched to think that, especially for heritage language 

learning institutions, the school holds visions of communities that students may belong to in the 

future and that the school can prepare them to join. 

Unequal access to imagined communities.  Pavlenko and Norton (2007) make a 

valuable point in noting the importance that access to imagined communities is unequal and that 

an inability to access some imagined communities, particularly those associated with 

monolingualism and monoculturalism, can have a strong negative impact on language learners. 

Kanno (2003) also notes this idea in her study of four schools in Japan with large numbers of 

bilingual students. Here, Kanno writes that the least privileged bilingual learners in terms of 

symbolic capital (Bourdieu, 1991) are socialized into the least privileged future imagined 

communities. Kanno argues that the recognition of this unequal access is essential for being able 

to change it and provide better futures for underprivileged students. Taking the idea of equity of 

access to the next logical step, uncovering the imagined communities of schools, parents, and 

students allows us to examine how access to such communities can affect school policy, parental 

decisions, and student progress. 

Imagined Communities at the Auckland hoshuko 

I will use the idea of both Anderson’s present and past imagined communities as well as 

Norton’s future imagined communities to better understand the role that such visions and stories 

play at the Auckland hoshuko. This is not an easy task as it can be difficult for people to 

articulate future desires in detail, especially if they are still years away. Nonetheless, by learning 

about the visions that the parents, institution, and staff members have for the hoshuko students, 

as well as those that several students have for themselves, I believe that we can better understand 
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the effects of demographic change on the institution and its policies. In this section, I will 

provide an overview of how I plan to connect imagined communities to the Auckland hoshuko 

context. 

This section will be divided into three parts based on different groups in the Auckland 

hoshuko context. The first is that of individual imagined communities (e.g., Norton, 2001), 

second is the imagined communities that parents have for their children (e.g., Dagenais, 2003) 

and third is the institutional imagined communities (e.g., Kanno, 2003) that include the school as 

a whole, as well as the principal and teachers. At the Auckland hoshuko, all three of these groups 

contribute to the practice that occurs at the school. Thus, in this research, I aim to examine each 

of the groups and their connections with one another. 

Students and imagined communities.  In the case of students and their imagined 

communities, there is a spectrum of different cases that will be interesting to examine. On one 

end of the spectrum, students may imagine their future selves as full members of Japanese 

society, which, for example, may involve either studying at a Japanese university or working at a 

company in Japan. It is possible that there is a correlation between students in this part of the 

spectrum and those that are staying in New Zealand temporarily because of their parent’s work. 

This is not the only possibility, however, as others might have been born in New Zealand but still 

maintain a strong feeling of connection with Japan.  

At the other end of the spectrum are students that may imagine their future selves as 

permanent members of New Zealand society with little connection to Japan as a place to live or 

work. It is possible here that these students were born and grew up in New Zealand and had less 

of an opportunity to visit Japan. Or perhaps some of them have relatives that live in Japan and 

with whom they visit sometimes. Either case is possible. 

Of course, these two extremes may not tell the whole story. Indeed, reality is likely to be 

much more nuanced. Many children at the Auckland hoshuko have grown up in a Japanese-

English bilingual family and perhaps envision a mixed membership in both Japan and New 

Zealand rather than choosing between them. These children might envision themselves as a full 

member of the third country or a mixed member of imagined communities in all of the countries. 

Parents and imagined communities.  As a direct part of the student’s lives, there is also 

value in examining the imagined communities that parents have in mind for their children. 

Parents may have a concrete vision for their children (e.g., to be a standard member of the 
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Japanese workforce) and attending hoshuko is an essential means to achieving this vision. As 

such, their approach towards hoshuko may take a different form than parents with differing 

visions of their child’s future. These differences could come in the form of the extent to which 

hoshuko is seen as compulsory, child involvement in the larger Japanese network outside of 

hoshuko, the language usage at home, and course choice. 

It is also likely that there are parents who see hoshuko as a backup choice in the case that 

their children grow up and want to move to Japan someday. This too could affect parents’ 

involvement in hoshuko as well as their enrollment choices. Language at home would likely take 

on a different form for parents who see hoshuko as a backup choice compared to those for whom 

it is the only choice. In terms of enrollment choices, Course B was built specifically to serve the 

more recent immigrant population growth and was mainly targeted at the children of families 

who have their base in New Zealand. Most of the children in Course B were born into an 

international marriage family with a Japanese parent and are either citizens or permanent 

residents of New Zealand. Because the chance for students in this demographic to move back to 

a school inside of Japan is lower than it is for the Course A students, the curriculum of Course B 

focusses on their Japanese language maintenance and both the class hours and content/subjects 

covered are less challenging than Course A. Just from this alone, it is clear that the imagined 

visions of parents of their children could have a tremendous impact on not only the educational 

outcomes for the child, but their general relationships with Japan, hoshuko, and the Japanese 

language. 

Of course, parental visions are not always one-way. Another possibility to consider is that 

parents may choose to stay as independent as possible and respect their children’s vision. Similar 

to the students, there is likely a spectrum of visions, both in terms of clarity and substance. 

However, it is important to note that parental imagined communities might be different from 

their child’s imagined communities, and that the closeness of parent-child views may shift over 

time. It is possible that while students are younger, they tend to follow their parent’s instruction 

to attend hoshuko in line with the parent’s vision for their future. However, as the students grow, 

some of them may develop different visions for themselves and sometimes they are different 

from their parents. In addition, parental imagined communities can sometimes differ greatly from 

the school, which is an interesting area to examine. Some parents expect their children to acquire 
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high level Japanese through attending the hoshuko once or twice a week without speaking 

Japanese at home, whereas the school is aiming to provide a basic level of Japanese education. 

The Institution and Imagined Communities.  With the school, it will be useful to 

examine first how the Japanese government interacts with the school and how this interaction has 

an impact on the school’s vision for its students. Of course, there are a variety of ways to break 

down the school into separate entities. For example, there are teachers and the principal. There is 

also the school’s stated vision as an institution in its marketing materials. Among both these 

groups and individuals, there is likely to be a variety of different visions for the school and their 

students. 

In the case of teachers and the principal, one variation may be in the closeness that the 

curriculum should follow the standard Japanese equivalent. Some teachers, likely those who see 

the hoshuko as primarily serving as a bridge back into the Japanese classroom, may feel that the 

school should strictly follow the teaching guidelines set out by textbooks and documents. On the 

other hand, there may be those who envision the school as more of a place that teaches Japanese 

culture and identity for a mixed range of students, including Japanese heritage students. 

However, all of these visions are shaped to an extent by the Japanese government’s vision for the 

hoshuko. That is, the primary stated mission of the school is still to help Japanese sojourners 

transition smoothly into the education system when moving back to Japan. To achieve this goal, 

teachers are required to follow the Japanese government (Ministry of Education, Culture, Sports, 

Science and Technology) educational guidelines and interact with their students and their parents 

the same way as teachers do in Japan. Because the school is the only formal educational 

organization that the students can access in Auckland, teachers are often viewed as important 

role models for the students to learn from.  

For the school as a whole, it is also interesting to look at the materials that the school 

develops, including the school homepage, monthly letters, and articles in the local magazines. 

According to the school’s vision as written on their website, all three courses (A, B, and S) aim 

to raise children with Japanese values, which include Japanese identity and pride. The three ways 

to achieve this goal are developing learning motivation towards Japanese language, developing 

good relationships among friends and teachers, and improving understanding towards Japanese 

culture. Examining in further detail what this demonstrates about the future visions of the school 
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for its students and how these compare with other groups will likely prove insightful, especially 

when considering the variance among the three courses. 

Overall, examining the connections between the institution and the members and groups 

it is made up of, parents and family units, and the students themselves, provides a deep look into 

how the school and its surrounding community work. There is very likely a complex interplay of 

imagined communities that, when compared, will be valuable in better understanding how the 

school is adapting to New Zealand’s demographic changes, as outlined in the introduction.
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Chapter 5 - Research Methods 

In this chapter, I will explain the methodology used for this research. I will begin by 

discussing the reasons for choosing ethnography as the research process and briefly describe the 

core features of ethnography. I will follow this with my research procedures and then a 

description of the participants. After that, I will introduce the instruments used for this research 

including classroom observations, questionnaires, interviews, and documentary analysis. This 

will be followed by an explanation of how I analyzed the data that I collected.  Finally, I will 

review the trustworthiness and ethical considerations concerning the project. 

Research Design 

In designing this research project, the most prominent questions in my mind were 1) how 

to best understand the workings of the Auckland hoshuko and its community, and 2) how to 

produce a piece of research that would be useful, not only to future researchers, but also to the 

school itself. In my efforts to find a research method that would allow me to accomplish both of 

these goals, I wrote up several requirements and narrowed them down to two. The first was that I 

wanted to be able to provide an accurately complex description of the school and its community. 

It was important to me that there would not be a false simplification of the context, as it would 

make the results significantly less meaningful for the school. The second requirement was that 

the research method would allow me to revise my thoughts while doing the project. I knew that 

throughout the research, I would need to revisit my data and improve my understanding of the 

hoshuko, thereby deepening my understanding of the school itself and its community. 

Qualitative Methods.  My investigation into the Auckland hoshuko began with a strong 

desire to understand how it worked and the people who were part of it. Of course, I naturally 

compared my own experiences as a heritage language learner to those at the hoshuko, and as I 

moved through the literature, felt that the imagined communities theoretical framework would 

provide a lens through which I could examine the school and its community more deeply. As I 

looked through different ways to perform this research, I found that qualitative research methods 

would be appropriate as they aim to make sense of a social phenomenon in natural settings like 

the hoshuko (Flick, 2004; Creswell, 2012). I decided to employ several qualitative research 

methods including semi-structured interviews, classroom observations, and open-ended written 

questions to help understand the social phenomenon in the bounded context of the hoshuko. 

Furthermore, unlike quantitative methods, which tend to be linear, qualitative research methods 
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are cyclical and amenable to change over time (Nunan, 1992), which was important to me as I 

wanted to be able to adapt to whatever paths my research would lead me on. 

Case Study.  In deciding how to approach this research, I found the case study method 

defined by Yin (2014) to be particularly fitting as it would allow for an in-depth understanding of 

the site. Case studies investigate “a contemporary phenomenon (the “case”) in depth and within 

its real-world context, especially when the boundaries between phenomenon and context may not 

be clearly evident” (Yin, 2014, p. 16) and are particularly well-suited to provide a deep 

exploration of the features of a bounded system based on extensive data collection (Creswell, 

2012). In addition to my own research aims, my choice to use a case study was also influenced 

by the literature I reviewed on imagined communities (e.g., Kanno, 2008) and the tradition of 

using case study as a method in applied linguistic research (Duff, 2008). Furthermore, case 

studies have made both theoretical contributions to theories of language development and learner 

identity as well as practical contributions to educational policy (Duff, 2008). 

As the bounded nature of the context is a primary condition for definition as a case study, 

it is important to clarify what the bounded system that makes up the case itself is (Creswell, 

2012). In my case, this is the Auckland hoshuko and its community during the period of research. 

As to which type of the various case studies this might belong to (Yin, 2014), I felt that as the 

largest Japanese heritage language institution in New Zealand and for being situated in a 

superdiverse city, Auckland hoshuko was worthy of an intrinsic case study (Stake, 2000) since, 

as mentioned in the literature review, heritage language research in New Zealand outside of the 

Māori-English context are uncommon. In regard to the design of the case study, I chose to use a 

single-case embedded design (Yin, 2014) because I felt it would allow me to bring attention to 

both the course divisions of the hoshuko (A,B,S) and the different stakeholders (institution, 

principal, teachers, parents, and students). By separating these units of analysis, I felt I would 

better able to understand both the similarities and differences in the imagined communities at the 

hoshuko held by these different sub-units. 

Ethnographic Methods.  Together with the case study approach, I also found that 

ethnographic methods would also lend itself well to my aim to dig deep into the Auckland 

hoshuko and its community. The process focus of ethnographic methods would also allow me to 

update my knowledge throughout the project and have this process become an important part of 
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the research itself. In this section, will explain how I applied ethnographic and case study 

approaches to this research.  

Because my goal with this study was to understand the workings of the Auckland 

hoshuko and its community and, if possible, to improve the outcomes of the hoshuko, I felt that it 

would be most effective for me to be a part of the research site so as to get the best perspective 

possible. To that end, I found ethnographic research methods to be extremely useful. 

Ethnography, which has its origins in anthropology, is both a qualitative research process and the 

product of the process. The aim of an ethnography is cultural interpretation (Hoey, 2014). While 

I experienced a similar difficulty to Hammersley (2017) in defining the main features of an 

ethnography, for the purpose of this project I will explain what I have understood to be the 

representative characteristics of an ethnography and why they are a fit for this particular research 

project. 

Firstly, the nature of ethnographic methods are that they are inductive rather than 

deductive. That is, theory can be demonstrated through the analysis and subsequent application 

of a case (Blommaert & Jie, 2010). In combining ethnographic methods with the case study 

approach, I would be able to take the specific case of the Auckland hoshuko and use an imagined 

communities theoretical framework to generalize the theory that there is underlying diversity in a 

seemingly homogenous situations for heritage language learners in contexts where superdiversity 

is present.  

Secondly, of all the features of an ethnography, I found the role of the researcher as a 

“participant-observer” and the generation of understanding from an “insider’s point of view” to 

be fundamental. Hoey (2014) noted that this perspective allows for meaning to emerge from the 

research rather than be imposed by existing models. In being able to move beyond the role of a 

passive observer to assume a role within my casework situation, I would be able to perceive 

reality from the inside of the hoshuko over a long period of time rather than merely coming to 

observe as an outsider. In regard to the potential biases of participant-observers recognized by 

Becker (1958), I indeed found challenges in becoming a supporter of the group being studied and 

balancing my role as a participant and my role as an observer. Nonetheless, these weaknesses 

seemed to be necessary limitations in being able to dive deep into the complexity of the 

Auckland hoshuko site.  
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Next is the focus on describing and explaining complexity rather than 

reducing/simplifying it. This focus has several consequences. One is the idea of the process as a 

product, where the fieldwork results in an archive of knowledge as the researcher gathers data 

and constructs knowledge. Even the researcher’s role in the ethnography is not overlooked. 

Another consequence is an emphasis on dynamic, historicized, multilayered, unstable contexts. 

The ethnographic principle of situatedness, where every act of language and the interpretation of 

these acts needs to be situated in wider patterns of human behavior, is an example of this. 

Last is the critical potential for ethnography. Blommaert (2013) goes back to 

ethnographers’ anthropological roots to highlight the humanist idea of language as a resource 

that is socially important for humans. Being a resource, then, language is never deployed in a 

completely neutral way, and every act of language use is embedded in the social dynamics and 

cultural context of the users. Thus, each act is “assessed, weighted, measured socially, in terms 

of contrasts between this act and others” (Blommaert & Jie, 2010, p. 8). The second impact is 

that there is no “context-less” use of language, in that language itself is context and part of the 

social structure and social relations in which it is used. Looking at the research process through 

this kind of lens makes it possible for the research to be anti-hegemonic in that it can observe 

how social structure is used in language. 

Each of these elements is relevant to researching at the Auckland hoshuko. Because the 

central aim of the study is to investigate how the school and its community have grappled with 

demographic changes brought on by globalization, an analysis of the social behavior and ideas of 

the subjects, or their culture, is appropriate. Such research also needs to be responsive to the 

complexity of the situation and the dynamic context of the school. Both the aim and this 

necessity make the use of ethnography suitable. In terms of practicality, I was able to place 

myself in the position of being able to act as a participant-observer because of my background. I 

had lived in Japan and abroad, as well as having worked as a teacher. The school was also 

willing to engage with the research topic. In summary, the ethnographic process allows me to 

achieve the goal of my research and is a practical possibility, given the time frame and my own 

personal and professional background. 

Procedures 

In 2015, while I was starting my PhD program in Auckland, New Zealand, I discovered 

the Auckland hoshuko and worked there as a volunteer/assistant teacher. In addition, because of 
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my current research at the University of Auckland, as well as my past experiences growing up 

with two languages and teaching at a university in Japan, teachers and parents often asked for my 

guidance on bilingual education, either at the school or at home. I was always happy to help and 

tried my best to respond to any questions they had. Outside of individual guidance, the school 

also invited me to conduct several seminars as a guest speaker at their regular-teacher training 

workshops.  

As I learned more about the school and its surrounding community through volunteering 

in classes, participating in school events, and consulting with teachers and parents, I started to 

realize how important the school was for all its students and for the Japanese community in 

Auckland. This realization, in turn, awakened a desire in me to learn even more about this 

school, its students, and the community that supported it. Specifically, I became particularly 

interested in what the school thought of as its mission for its students and how this mission 

interacted with parents’ visions for their children’s futures. I decided then to take this general 

interest and expand it into the topic of my PhD thesis. 

In October 2015, I sought permission to research at the school from the principal. He 

invited me to a monthly teacher’s meeting at the school to introduce and discuss my research 

project. After the meeting, I obtained a letter of support from the principal. Following this, I 

submitted an ethics application to the University of Auckland Human Participants Ethics 

Committee in November 2015 and this was approved on April 29, 2016.  

The main core of my fieldwork took place from April 2016 to March 2018. During the 

entirety of the fieldwork, I jotted down notes on my computer after observations, interviews, and 

any other time I found relevant. I first conducted classroom observations three days a week from 

March 29 to June 3, 2016. Following the classroom observations, parent and teacher 

questionnaires were created and distributed through the school mailing lists to parents and 

teachers between July 30 and August 21, 2016. After choosing potential interview participants, 

interviews with students, parents, teachers, and the principal were conducted between November 

17, 2016 and May 6, 2017. Relevant documents including school brochures, the school website, 

lists of teachers, timetables, school calendars, school newsletters, recruitment announcements, 

and class handouts were collected constantly during the fieldwork. The time following this, from 

May 2017 to December 2020, was spent analyzing the data and writing up this thesis. During this 

time, I continued to keep my relationship with the school and collected some additional data 
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based on discoveries I had made analyzing the previously collected data as well as ongoing 

developments and related changes at the hoshuko. 

Participants 

As this study is focused on the school and its surrounding community, there are three 

main groups that contributed to the data: staff members of the school, including the teachers and 

the principal, parents, and the students. The type and extent of the data I collected from each 

group are different and the reasons for this will be explained in detail below. 

When preparing to make initial contact with the parents, I found that parental 

involvement at hoshuko can vary to a large degree, depending on a variety of factors, including 

parent language ability and availability. This seemed to be particularly evident in families with at 

least one non-Japanese parent because many of these parents were not able to communicate in 

the Japanese language. In these families, the Japanese parent was most often in charge of their 

child(ren)’s Japanese study at home, driving the child(ren) to hoshuko and picking them up, and 

participating in all of the regular school events. In some rare cases, the other parent chose not to 

participate in hoshuko school events in any form and did not show any interest in the child(ren)’s 

Japanese study at hoshuko. Because of this variability among parents, for each family I invited 

the parent who was the most involved in the child(ren)’s hoshuko study to participate in the 

questionnaire and interviews. For families where both parents were equally involved in the 

child(ren)’s hoshuko study, I invited the more available parent. 

After deciding on the participants, questionnaires were distributed to a total of nine full-

time and part-time teachers and approximately 100 parents of year 1-9 students. Teachers that 

had their children studying at hoshuko were invited to complete both the teacher and parent 

questionnaires. The response rate was extremely high with a total of nine teacher-questionnaire 

responses (100%) and 85 parent-questionnaire responses (approximately 85%). 

Following the questionnaires, interview participants were chosen based on a variety of 

factors including role, involvement, gender, age, enrollment status, availability, and 

recommendation by teacher. I aimed to cover the widest variety of participants possible. In the 

case of the families of the students, this variety was slightly more challenging as I was heavily 

reliant on teacher introductions to families and on family-member availability. In the end, the 

participants were the principal, nine teachers who were currently employed at the school, ten 
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parents, and two students. Of the nine teachers, three of them also participated in the parent 

interviews because their children were either current students or former students of hoshuko. 

The specific parents within each course offered at the hoshuko (A, B, and S) were 

selected through an analysis of initial data gathered through classroom observations and 

recommendations from teachers regarding one to two potential parent interview candidates from 

their past and current classes. To gather a range of the families currently attending the school, I 

selected parent interview participants from all three different courses and age groups at the 

school. Among the ten families selected, three were from Course A, three from Course B, and 

four from Course S. Regarding their family structures, four families were made up of a Japanese 

father and Japanese mother, three of a Japanese mother and non-Japanese father, and three of a 

Japanese father and non-Japanese mother. Overall, interviews were conducted with seven 

Japanese mothers, and three Japanese fathers. In terms of the course and family structure of the 

three teachers who were also parents, all three were from Course A. One family had a Japanese 

father and Japanese mother, and two had Japanese mother and non-Japanese father. 

My original plan was to keep a balanced number of father-and-mother interview 

participants. However, when taking actual enrollment figures into consideration, I found that the 

majority of families that included one Japanese and one non-Japanese parent were in the form of 

a Japanese mother and non-Japanese father. This made it very difficult to keep the number of 

father and mother candidates equal, as the mothers were often more involved with hoshuko. Of 

all the international marriages I could gather information about, only three were Japanese fathers 

and non-Japanese mothers (the rest being the opposite). Thus, I interviewed all three of these 

fathers. 

The students at hoshuko range in age from preschool (Year 0) to intermediate school 

(Year 9). When I designed the research, my original plan was to interview young children apart 

from their parents either before or after their hoshuko classes. In the end, I was able to do 

observations on children’s classes, ask parents to report on their children in the parent 

questionnaire, and perform two interviews with older students at the site. 

When I did classroom observation, I witnessed the busy schedule of the families 

attending two schools weekly and taking other lessons on the other days of the week. Due to the 

hoshuko starting time being immediately after local school on the weekdays, parents were 

usually rushed to pick their children up from their local school and drive them to hoshuko. 
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Families who lived far away would often be late to come in and did not even have time to eat 

their meals before hoshuko started. In addition, families with more than one child attending 

hoshuko seemed to be even busier because they had to pick up their children from different 

schools and drive them to hoshuko on different days of the week. I also found out that as soon as 

hoshuko would finish, parents would rush to drive their children home to prepare for dinner or 

aid in their children's home study (although oftentimes, children would want to stay and hang out 

with their peers). Because of this busy schedule, I felt that it would be challenging for me to 

interview young children on a one-to-one basis after their class. 

In addition to the family's busy schedules, many the teachers mentioned that with the 

Japanese families at hoshuko, younger children tend to follow their parents' decision regarding 

attending hoshuko. Only the older ones (usually middle-school-age children) would sometimes 

form an opinion of their own. To find out how prevalent this was, I asked the parents, with many 

of them agreeing that it was their idea to have their children attend hoshuko because the children 

were too young to make the decision on their own. Because of these two reasons, I changed my 

mind regarding interviewing young children and decided that rather than interviewing the young 

children one-on-one, I would just have some casual conversations either individually or as a 

group during their recess for 5 to 10 minutes. This turned out to be an experience that matched 

the parent and teacher sentiment as many students I interacted with could tell me whether they 

liked hoshuko or not, but few could tell me much more on their reasons for their answer. 

Somewhat humorously, the most common reason I heard was that their mother made them attend 

the school even though they did not want to. Not being able to interview young children easily, 

my next attempt was to interview some middle-school-age students. Again, this was challenging 

primarily because the middle school class did not start until late in the evening and most of the 

students were busy already with their own school work/activities, so sometimes they had to skip 

hoshuko classes. In order to schedule an interview time with the student, I had to approach their 

homeroom teacher first and ask the teacher to contact the parents of the students to get 

permission. Luckily, after contacting a few parents from different courses, I could confirm two 

students from Course B that would be willing to do an interview with me, one male student and 

one female student.   
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Table 5.1 presents the summary of teacher-interview participants and Table 5.2 presents 

the summary of parent-interview participants. 

Table 5.1: Teacher interview participants (names are pseudonyms) 

 
Teacher 
Name 

Gender Current Teaching 
Course/Year 

Position Years Taught 
at Hoshuko 

Years Taught 
in Japan 

Child(ren) 
attending(ed) 
Hoshuko 

Yajima M A4, A9, B3/4, S8/9 Full-
time 

10 8 Yes: Course A 

Nagai F A2, A7, B2, S2 Full-
time 

5 3.5 No 

Miura F A3, A8, B6, S3 Full-
time 

6 0 No 

Saito M A5, S4, B8 Part-
time 

2 34 No 

Haseyama M A1, A6, A7, A8, A9, B1, 
B9, Basic Japanese 

Part-
time 

1 8 No 

Ueno F A6, S6 Part-
time 

3 1 Yes: Course A 

Yate F B7, B8/9 Part-
time 

7 6 Yes: Course A 

Miller F B5 Part-
time 

0 0 Not yet, will enter 
Course A when old 
enough 

Grant F S1 Part-
time 

0 3 No 

 

Table 5.2: Parent and student interview participants (names are pseudonyms) 
 

Name 
 

Course year 
(years at 
hoshuko) 

Birth 
country 
(children) 

Years in 
NZ 
(children) 

Residency status 
(children) 

Family makeup 

Aoki 
(mother) 

A7 (1) 
A5 (1) 

Japan 1 Temporary 
sojourners 
(Father’s job) 

Father: Japanese 
 
Mother: Japanese 

Maekawa  
(mother) 

A9 (6) 
A5 (5) 

Japan 6 International 
students 

Father: Japanese 
 
Mother: Japanese, attended 
hoshuko during middle 
school while living in 
Auckland 
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Ochiai 
(mother) 

A6 (1) 
A5 (1) 
A2 (1) 

Japan 1 Long-term 
resident 

Father: Japanese, moved to 
NZ with family during high 
school 
 
Mother: Japanese 

Patterson 
(mother) 

B5 (2) 
B3 (2) 
B1 (2) 

Australia 5.5 Temporary 
sojourners 
(Father’s job) 

Father: Australian 
 
Mother: Japanese 

Hayashi 
(mother) 

B7 (6) 
B4 (2) 
Former B 
student (6) 

New 
Zealand 

Since 
birth 

Long-term 
resident 

Father:  
New Zealander 
 
Mother: Japanese 

King  
(mother) 

B9 (8) 
 

New 
Zealand 

Since 
birth 

Long-term 
resident 

Father:  
New Zealander 
 
Mother: Japanese 

Shibata 
(mother) 

S9 (5) 
Two former 
student (2) 

Japan 6 Long-term 
resident 

Father: Japanese 
 
Mother: Japanese 

Narita 
(father) 

S5 (5) 
S1 (2) 

New 
Zealand 

Since 
birth 

Long-term 
resident 

Father: Japanese  
 
Mother: Australian 
(Japanese speaker) 

Isono  
(father) 

S4 (4) 
S0 (0) 

New 
Zealand 
Japan 
 

Since 
birth 

Long-term 
resident 

Father: Japanese 
 
Mother: New Zealander 

Ozaki  
(father) 

S6 (6) 
S2 (2) 

New 
Zealand 

Since 
birth 

Long-term 
resident 

Father: Japanese, moved to 
NZ with family during middle 
school at age 14 
 
Mother: Chinese Malaysian 

Yajima (father / 
teacher) 

A3 (3) 
A1 (2) 

New 
Zealand 

Since 
birth 

Long-term 
residents 

Father: Japanese 
Mother: Japanese 

Ueno 
(mother/teacher) 

A3 (3) New 
Zealand 

Since 
birth 

Long-term 
resident 

Father: New Zealander 
Mother: Japanese 

Yate 
(mother/teacher) 

Former A 
student (2) 

New 
Zealand 

Since 
birth 

Long-term 
resident 

Father: New Zealander 
Mother: Japanese 

Shawn 
(student) 

B9 (9) New 
Zealand 

Since 
birth 

Long-term 
resident 

Father: New Zealander 
Mother: Japanese 

Hana 
(student) 

B9 (8) New 
Zealand 

Since 
birth 

Long-term 
resident 

Father: New Zealander 
Mother: Japanese 

Instruments 
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This research is an ethnographic case study of an individual Japanese supplementary 

school. The data were collected through classroom observations, anonymous questionnaires, 

semi-structured interviews, and documentary analysis. The variety of data collection methods 

were chosen to allow for a more accurate representation of the complexity of the context and 

triangulate the data. The initial data gathered through classroom observations and questionnaires 

helped me to better understand the school and other related elements surrounding the research. 

These data also aided my selection of appropriate participants for more in-depth qualitative 

research through interviews. In addition, I used documentary analysis as a supplementary 

method. Each method will be explained in detail below. 

Classroom observations.  In order to understand the nature and character of the school, 

including its current policies, pedagogies and practices, and student diversity, Japanese and 

mathematics classroom observations were conducted three times a week from March 29 to June 

3, 2016 across all three courses (Courses A, B, and S) in both primary (years 1-6) and middle 

school (years 7-9) classes. The observed classes were taught by a total of nine different teachers. 

Science and social studies classes were not observed because these subjects were only taught in 

Course A, thus making any comparisons with the other courses impossible. 

Regarding the teachers of the observed courses, all were supportive of my research and 

open to talk with when I had questions about their classes. All nine teachers received their 

education in Japan and most of them had experience teaching at a primary, middle, or high 

school in Japan before moving to Auckland. Some teachers only had experience teaching a 

single subject in Japan, whereas others had taught multiple subjects. Due to the limited number 

of teachers the school could access, however, some teachers needed to teach subjects they had 

never taught before. One male teacher who had retired from a primary school in Japan, for 

example, mentioned that he was teaching middle school mathematics at hoshuko though he had 

never taught it previously. Another male teacher who had previously taught in a primary school 

in Japan explained that, even though he had taught in Japan for many years, teaching at an 

overseas hoshuko was a completely different experience. 

While conducting these observations, I positioned my role as an active member-

researcher (e.g. Adler & Adler, 1994) who not only participates in activities and is committed to 

the members’ values and goals, but also takes on fully the responsibilities of being a researcher. 

This is in line with Hammersley and Atkinson’s (1983) argument that all social research uses 
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participant observation because it is impossible to study the social world without being involved 

in it. During each observation, I sat at the back of the classroom and took field notes on a laptop. 

The main classroom activities were video recorded with the participants’ permission from the 

back corner of the classroom so as to avoid, as much as possible, disrupting the class. Before 

class started, I would either introduce myself to the students or the teacher would introduce me. 

Some students were excited to have a visitor and were curious about my research. Overall, the 

students I observed were very friendly to me and would often chat with me before or after their 

classes as well as during recess. During group-based activities, I would walk around the room, 

either interacting with students or assisting them with their work. After each observation, I 

expressed my appreciation to the teacher and often asked a few follow-up questions about the 

class. Immediately after the observation, I would then organize my notes and write a reflection 

including any further questions I had. 

In addition to classroom observations, I also observed the occasional cultural/school 

event (e.g. entrance/graduation ceremony, school festivals, sports day, etc.). These events 

provided good opportunities to speak informally with teachers, parents, and students and gain a 

better understanding of the research context. 

Questionnaires.  Questionnaires (included in the appendices) were used to investigate 1) 

the general attitudes toward the educational opportunities that the school provides and 2) the 

future visions of the parents and teachers. Two questionnaires were created using the Qualtrics 

web application, one for parents and one for teachers. The teacher questionnaires were in 

Japanese and parent questionnaires were available in both Japanese and English.  

Questions were developed based on data collected during classroom observations at 

hoshuko and a review of relevant research including Baker (2017) and Nakanishi (2000). While 

both questionnaires originally had Japanese and English versions, the English version for 

teachers was not used. Each questionnaire contained various question types including multiple 

choice, Likert scale, unstructured comments, and free comment boxes. The parent questionnaire 

had a total of 84 questions and the teacher questionnaire 91 questions. 

After the draft questionnaires were developed, I sought and received feedback from my 

two academic supervisors, three Japanese instructors teaching in the Japanese department at the 

University of Auckland, and a few parents and teachers from hoshuko. After receiving their 

feedback and revising accordingly, the links for both questionnaires were sent out through 
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hoshuko mailing lists to parents and teachers. The response period was between July 30 and 

August 21, 2016. Three emails were sent during this period, including the initial email and two 

follow-up emails. 

The questionnaires were conducted anonymously online through the Qualtrics web 

application. Participants had the choice to answer the questionnaire on several kinds of digital 

devices, including a computer or smartphone. Each questionnaire took from 20 to 50 minutes to 

complete, depending on the individual. The data for the questionnaires were recorded by 

Qualtrics. 

Parent questionnaire.  The parent questionnaire targeted families that have at least one 

child currently attending hoshuko years 1-9. To reduce the overall questionnaire time for families 

with multiple children, they were asked to report on their oldest child attending hoshuko, as 

opposed to answering a questionnaire for each child. The parent that was most involved in the 

child(ren)’s hoshuko study was asked to respond to the questionnaire. Teachers with their 

children attending hoshuko were invited to fill out both the parent and teacher questionnaires. 

The parent questionnaire contains five sections: 

1. Parent’s background information (15 questions) 

2. Children’s background information (19 questions) 

3. Views on hoshuko education (12 questions) 

4. Views on Japanese/English bilingual education (1 question) 

5. Visions for the future (3 questions) 

Section 1 addresses the background of the parents (both father and mother respectively) 

and collected information on family makeup, number of children, nationality and birthplace, 

length of stay in New Zealand/Auckland/Japan, residency status, self-assessed Japanese and 

English proficiency (choosing from five levels: None, Beginner, Intermediate, Advanced, 

Master), additional foreign language and the competence, language used most often when talking 

to different people, language used with children when talking about different situations 

(family/local school/hoshuko/leisure matters), overall frequency of Japanese speaking, and 

employment status. 

Section 2 focuses on the background information of the child including gender, age, 

current course and year, birthplace, age when they first came to New Zealand, length of stay in 

New Zealand/Auckland/Japan, residency status, nationality, self-assessed Japanese and English 
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proficiency (as chosen from five levels: None, Beginner, Intermediate, Advanced, Master), 

additional foreign language and their respective proficiency levels, language used most often 

with different people, language used with father, mother, and siblings respectively when talking 

about different situations (family/local school/hoshuko/leisure matters), overall frequency of 

Japanese speaking, language contact outside of hoshuko, length of studying at hoshuko, Japanese 

learning experience at other institutions, frequency and purpose of visiting Japan, and plans of 

attending schools in Japan. 

Section 3 inquires about the parent’s views on their child(ren)’s education at hoshuko. 

Questions ask about the reasons for attending hoshuko, awareness of three different courses, how 

parents chose the current course for their child, selected Japanese skills they want to be 

improved, parent responsibility for hoshuko home study, weekly home-study hours and parents’ 

views on them, future hoshuko study plans, main difficulties and good points in attending 

hoshuko, and expectations for hoshuko. 

Section 4 is about the parent’s views on Japanese/English bilingual education. 14 

statements (items) were given in regard to Japanese/English bilingual education. The parents 

were expected to indicate the extent to which they agreed or disagreed with each item based on a 

four-point Likert scale (strongly disagree/disagree/agree/strongly agree). 

Section 5 focuses on the parent’s visions for the child(ren)’s future. The first question 

asked the parents to indicate their opinion on their child’s Japanese language ability in the future. 

11 statements (items) were given based on a four-point Likert scale (strongly 

disagree/disagree/agree/strongly agree). The second question asked the parents to provide 

additional answers besides the items above. The last question inquired about the parent’s hopes 

for their child(ren) in attending hoshuko. 

Teacher questionnaire.  The teacher questionnaire was distributed to both full-time and 

part-time teachers who were teaching at least one subject in years 1-9. The teacher questionnaire 

contains four sections: 

1. Teacher’s background information (63 questions) 

2. Views on hoshuko education (20 questions) 

3. Views on Japanese/English bilingual education (2 questions) 

4. Visions for the future (4 questions) 
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Section 1 addresses the background of the teachers and collected information on gender, 

age, length of teaching at current hoshuko, current courses, years, and subjects, past taught 

courses, years, and subjects, teaching qualification in Japan, teaching experiences (period and 

subjects taught) both inside and outside of Japan and New Zealand, compulsory education and 

study-abroad experiences, length of stay in New Zealand/Auckland/Japan, residency status, 

birthplace, first language, self-assessed English proficiency (choosing from five levels: None, 

Beginner, Intermediate, Advanced, Master), additional foreign languages and their proficiency 

levels, language used most often according to different people, and child(ren)’s learning 

experience at hoshuko and their reasons for attending hoshuko. 

Section 2 focuses on the teachers’ views on hoshuko consisting of awareness and 

approaches used when teaching the three different hoshuko courses, differences between courses 

in terms of student Japanese ability and learning motivation, content covered in different courses, 

ways parents choose courses for their child, the Japanese skills focused on in each course, 

additional Japanese skills, allocated weekly homework load and their views on it, ways to handle 

English conversation during or outside of class, expectations for parents, the main difficulties 

and good points in teaching at hoshuko, and views on students’ Japanese ability according to 

each course. 

Section 3 surveys the teachers’ views on Japanese/English bilingual education. Like the 

parent questionnaire, 14 statements (items) were given in regard to Japanese/English bilingual 

education. Teachers were expected to indicate the extent to which they agree or disagree for each 

item based on a four-point Likert scale (strongly disagree/disagree/agree/strongly agree). 

Section 4 asks about teacher views on their visions for their students’ futures. The same 

as the parent questionnaire, the first question asked teachers to indicate their opinion on their 

students’ Japanese language ability in the future. 11 statements (items) were given based on a 

four-point Likert scale (strongly disagree/disagree/agree/strongly agree). The second question 

asked them to provide additional answers besides the given items. The last question inquired 

about teachers’ hopes for their students in attending hoshuko. 

Interviews.  Following the questionnaires, I conducted interviews to gain a more in-

depth, immersive understanding of the school. In addition to helping me develop this 

understanding, interviews also gave individual participants an opportunity to share their unique 

experiences and play an active part in this research. 
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Especially with interviews, rapport and trust between interviewers and participants are 

crucial as they can affect the data that the interviewer receives and ultimately the research 

results. Knowing this, I endeavored to establish an equal relationship with the interviewees rather 

than becoming a dominant interviewer. This means that I made a strong effort to give 

participants sufficient time to answer questions or raise any related concerns, and to make the 

interview feel more like a conversation than a question-and-answer session. I used a semi-

structured interview format to follow-up on the participants’ thoughts and help the interview 

flow naturally while still covering the appropriate topics. Although an interview protocol was 

prepared, interviews did not necessarily follow the order of questions, but rather changed based 

on the responses of the participants. 

Four interview protocols were developed based on the data collected during classroom 

observations and questionnaires, one for teachers, one for parents, one for students, and one for 

the principal. Each protocol targeted a different group of interviewees and inquired about 

specific themes that emerged during questionnaire data analysis. These themes included issues 

related to the curriculum, policy and practice at hoshuko, language practice at home and other 

domains, and the vision of teachers and parents for the students attending hoshuko. Some of the 

themes were only used in one protocol, while others were in all three of them. Each main 

interview question was followed by several sub-questions. Nineteen main interview questions 

were created for the parents and the principal, 15 were created for the teachers, and 24 were 

created for the students. Additional questions were also created for the teachers who had children 

attending hoshuko. All questions were developed in both Japanese and English. 

After the draft interview questions were developed, I obtained feedback from my two 

academic supervisors and two Japanese instructors teaching in the Japanese department at the 

University of Auckland. After revising the questions, I sought permission and support from the 

principal at hoshuko. He invited me to a monthly teacher meeting at the school to give a short 

presentation regarding the interview procedure with the teachers and parents. With the 

principal’s and teachers’ assistance, I could make contact with the parents for potential 

interviews. All parents I approached agreed to my interview request. Student interviews were 

conducted after obtaining permission from their parents. Interviews were conducted between 

November 17, 2016 and May 6, 2017. 
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The interviews took place at a location chosen by the participant. Most participants chose 

hoshuko for the interview because it was the most convenient location for them. The school 

provided spare space for interviews. Interviews were often conducted during hoshuko class time 

which allowed the parents to talk to me alone. A few parents, however, attended their interview 

with a young child. Although it was sometimes difficult, these parents tried their best to 

participate in the interview. I often brought some small snacks for their children to keep them 

calm and draw their attention away from the interview. Outside of hoshuko, one teacher 

interview was conducted in a quiet room at the University of Auckland and one student interview 

was conducted at the student’s home. Finally, one parent interview was conducted online 

through Skype video call. 

When deciding which parent to interview within a family, I invited the parent that was 

most involved in the child(ren)’s hoshuko study. In cases of Japanese/non-Japanese marriages, 

this choice resulted in only the Japanese parent participating in the interview as they were always 

the parent more involved with hoshuko.  

In regard to the language of the interviews, I conducted them in the dominant language of 

the participants. In all cases, this was the Japanese language. Some bilingual parents and students 

sometimes used English mixed with Japanese. I did not need a translator as I am comfortable in 

both languages. 

To help the participants relax and to express my gratitude for their participation, I often 

prepared some Japanese tea to offer before the interview and a small package of cookies for the 

child(ren) as a thank-you gift. Before the interview, I explained the research purpose in simple 

words and asked the participants to complete the consent (assent) form. I began each interview 

with a few warm-up questions about the family’s sojourn time in New Zealand and child(ren)’s 

schooling history. 

Each interview took approximately one to two hours depending on the individual and the 

family situation. Although I planned the interview for approximately one hour, some were 

extended to 1.5 or two hours as the conversations developed and participants made further 

comments about their unique experiences. All interviews were audio recorded with the 

participants’ permission. 

Documentary analysis.  Documentary analysis was used to support other methods in this 

study. The documents include school brochures, school website, school newsletters, recruitment 
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announcements, class handouts and other documents that the school produces. These resources 

are valuable data because they reveal a great deal about the school’s perceived roles and views as 

a supplementary school offering educational opportunities in Japanese to its students. Such 

analysis also allows a deeper understanding of the school, including its history, daily routines, 

popular cultural events, and the values that underlie its curricula. 
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Data Analysis 

During the research, I performed data collection and data analysis in parallel. This was in 

part driven by Duff’s (2008) observation that “qualitative case studies are increasingly associated 

with iterative, cyclical, or inductive data analysis” (p. 159). While creating new data collection 

materials like the questionnaires or the structure for my semi-structured interviews, I would 

regularly type up field notes and listen to my observation recordings. As I went through the 

process of my research, I also spent time putting together short summaries of my field notes for 

later reference as I expected that this would be useful when the time came to reference them for 

my analysis.  

For the questionnaire results, I used the Qualtrics web application reporting function to 

export results. The statistics for parent and teacher questionnaires were reported separately. I did 

perform a small amount of quantitative data analysis from the questionnaire that I used for 

developing a better understanding of the site (much of which is reported in Chapter 2) and the 

development of future data collection methods like the semi-structured interview questions. For 

each quantitative question in the questionnaires, which were made up of multiple choice and 

Likert-scale questions, bar graphs for the responses were displayed in addition to percentage 

scores and choice counts.  

Because of the inductive approach I took to my study, I hypothesized that qualitative data 

analysis would be more valuable for insight into the imagined communities of the various 

stakeholders. To that end, qualitative data collected through open-ended questions and free 

comment boxes were reported for each question. The qualitative data in the questionnaires was 

coded and analyzed along with the interview data, observation notes, and documents. At the 

time, I was not yet familiar with coding software and did this in Microsoft Word by looking for 

different themes that were  “salient themes, recurring ideas or language, and patterns of belief” 

(Marshall & Rossman, 2016, p. 158) and then coding the data based on these themes. Because I 

was using the imagined communities theoretical framework, I focused the search for salient 

themes on such that would begin to unravel the answers to my research questions. After this, I 

added the excerpts from the questionnaire data into different sections in a Microsoft Word file.  

Upon collecting the interview data, I transcribed and translated it into English. Following 

the transcription, I asked the participants to review and edit the transcript of their interview 

where necessary. Similar to the questionnaires, I searched for salient themes that might give me 
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insight into the imagined communities of the different stakeholders, or help me more accurately 

describe the site for the context chapter. This time around, I used the computer software NVivo 

to make the process more efficient in comparing findings and systematizing results. Going 

through the transcripts, I worked to develop an understanding of what the imagined communities 

of the school and parents were, and how they were projected onto the students.  

In analyzing individual transcripts in detail, I looked for similarities and differences in 

themes as recommended by Cresswell (2008) and visions across the subunits of the principal, 

teachers, parents, and students. One interesting moment came as I was performing the 

documentary analysis and noticed that the hoshuko itself as portrayed through its materials but 

separated from its staff could also be considered a subunit, so I coded and analyzed the themes of 

the documents as well using NVivo.  

In the end, I found myself with far more themes than I expected to, but was able to 

synthesize these into higher-level themes that could be used for the discussion chapters. Example 

themes are very close to the subheadings of future chapters like “flexible visions”, “increasing 

future opportunity”, and “returning to Japan.” Looking at these themes again through the lens of 

imagined communities, I was able to piece together an understanding of how the imagined 

communities of the various stakeholders worked at the hoshuko and ultimately develop a much 

deeper understanding of the complexity underlying the school. 

Research Trustworthiness 

To evaluate the validity of my research, I used Lincoln and Guba’s (1985) work on 

trustworthiness. Lincoln and Guba set out four criteria for creating trustworthiness: credibility, or 

the confidence in the truth of the findings, transferability, or the applicability of the findings in 

other contexts, dependability, or the consistent and repeatable nature of the findings, and 

confirmability, which is the degree of neutrality in the data.  

Throughout the study, I worked to establish trustworthiness through a prolonged 

engagement with the hoshuko, the triangulation of my data through multiple collection methods 

(observations, questionnaires, interviews, documents), discussing my data with peers, and 

member checking. For transferability, I have certainly attempted to gain a “thick description” 

(Geertz, 1973) through prolonged engagement and these multiple sources as well. Finally, I 

believe the dependability is enhanced by the triangulation of methods and that the confirmability 
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will be aided by my detailing of the methods in this chapter. Altogether, I feel that these 

elements support the credibility of the data and trustworthiness of this study. 

Ethical Considerations 

In exploring the ethical considerations of this study, it is necessary to once again consider 

my own place in this study as the researcher. I have volunteered at the Auckland hoshuko in the 

past, and therefore had already met the principal as well as some of the teachers and parents. In 

the context of this school, i.e. a Japanese institution, it is an advantage that I have already 

established strong relationships with staff members and parents. Although I was a 

volunteer/assistant teacher prior to the research project, I have never been involved in instruction 

or the grading of student work. During this study, I did not undertake any teaching activities to 

ensure there are no ethical conflicts involved in relation to my interactions with students. In 

addition, my two academic supervisors from the University of Auckland assisted with ethical 

considerations.  

As mentioned previously, in October 2015, prior to the ethics application, I sought and 

received permission to perform the research from the hoshuko principal. This project’s ethics 

application was submitted to the University of Auckland Human Participants Ethics Committee 

in November 2015 and was approved on April 29th, 2016 (approval no. 016464). Data collection 

was conducted after the ethics approval was granted. 

In order to show proper respect for human freedom and their individual rights, the two 

necessary conditions that “subjects must agree voluntarily to participate” and “their agreement 

must be based on full and open information” are commonly followed in social science research 

(Christians, 2000, p. 138). To abide by these conditions, I developed participant information 

sheets (PIS) and the consent forms (CF) in English and later translated them into Japanese. 

Before the interview, I explained the research aims and methods in simple language while 

referring to the PIS. I also asked the participants to complete the CF (assent form in the case of 

students). 

Participation in the study was completely voluntary and the participants had the right to 

withdraw themselves or any data within three weeks of the data being collected. After the 

interview data was transcribed, participants were given the opportunity to review and edit 

transcripts of their interview before the beginning of the analysis stage. 
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Every attempt was made to keep all information collected in this study strictly 

confidential. All the raw data was stored safely and was not made accessible to anyone other 

than me, the researcher, and the academic supervisors.  

Pseudonyms were used when referring to the school, people, and places to maintain 

confidentiality. I tried my best to anonymize any information that might lead to identification of 

the participants. However, it is important to acknowledge that because of the uniqueness and size 

of the school, it is almost impossible to guarantee complete anonymity. This was made clear to 

participants via the PIS and CF. The findings from this study were reported to the school.
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Chapter 6 - Multiple Visions for the Future 

Carefully hung above the main entrance at hoshuko is a piece of Japanese calligraphy 

with the phrase “Nihon no kokoro wo tsutaeru”, or “To pass on the heart of Japan.” Being in 

such a conspicuous place, it is unsurprising that the phrase is, in fact, the school’s original 

educational philosophy. That fact was not, however, what I was thinking about the first time I 

saw the sign. Instead, I could not help but wonder about the phrase “the heart of Japan”.  

I’ve always found the Japanese language naturally imbued with ambiguity, and this 

expression was no exception. Having spent so much time living, studying, and working both 

inside and outside of Japan, I was aware that such an expression might have drastically different 

meanings to different groups of people. This, of course, is not the case just for Japan but perhaps 

for the heart of any country. Nonetheless, to see such a phrase brought about a swell of thoughts. 

Was the heart of Japan in its cultural traditions, or perhaps something else? Is it something 

restricted to those who grow up in Japan or is a heart something that can, in fact, be passed down 

through multiple generations? On top of all that, was knowledge of the Japanese language part of 

this?   

As I learned more about the hoshuko community and the variety of students who attend 

the school, new questions came to mind. Have the staff and community paid attention to this 

philosophy? Is it a part of how they teach or run the school? How would teachers, parents, and 

students be similar and different in their interpretations of the heart of Japan? One step further, 

would individuals differ even within these particular groups?  

From there, I started to tie these questions back to the literature I was reading. Was the 

“heart of Japan” something that an imagined community of hoshuko students would inherit? 

What other imagined communities might exist in the minds of the faculty, parents, and students? 

I was, in summary, intrigued by this piece of calligraphy and saw it as a potential avenue 

to begin exploring the hoshuko. In this chapter, I will look at the imagined communities for all of 

the main pillars of the hoshuko community: the principal, teachers, parents, and students. In a 

similar vein to the beginning of my journey at hoshuko, however, I will begin this chapter by 

exploring “passing on the heart of Japan” in the eyes of the institution that decided on the phrase. 

Hoshuko’s Principles 

It turned out that “passing on the heart of Japan” was actually the main principle of the 

school, as written on the educational philosophy page of the hoshuko’s website. This website, 
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which codifies the hoshuko’s educational philosophy in a single web page, is a good place to 

begin a greater discussion of the hoshuko’s vision for its students and the imagined communities 

that may be associated with it.  

The website itself is simple and is written entirely in Japanese. In addition to information 

about the school’s history, admission, faculty members, and other common school topics, there is 

a page called “Educational Principles - Vision for the Student’s Future”. I found the phrase 

“vision for the student’s future” to be a hint that the page might possibly contain valuable 

insights into the imagined communities held by the school.  

At the top of this Educational Principles page is the text “’To pass on the heart of Japan’ 

is held as the educational goal of the Auckland hoshuko.” The heart of Japan phrase is 

highlighted very clearly in bright green and in a larger font than the rest of the main body text of 

the page (see Figure 6.1).  

 
Figure 6.1: The Auckland hoshuko educational principles web page 

 

While the piece of calligraphy hanging above the entrance of the school stands on its 

own, on the website there is more context as to what exactly “the heart of Japan” refers. The text 

following the green highlighted header adds that this phrase means to nurture a sense of self-



 
 

106 

awareness and pride as a Japanese person. As to how this can be done, the philosophy lays out 

three points:  

1. Developing learning motivation towards Japanese language  

2. Developing friendliness towards teachers and friends 

3. Developing an understanding of Japanese culture (Auckland Hoshuko, 2020) 

The section following Figure 6.1 above details the vision for the students’ future and 

emphasizes them on the web page in the same way as the “heart of Japan” (i.e. large font with 

green highlighting). These are the “vision for the students’ future” and they form a set of 

objectives or goals that the hoshuko can use to judge its success. The first of these, “children that 

can listen”, is expanded on the website to mean that the vision is for hoshuko children to “like [as 

opposed to dislike] Japan”, “think of themselves as Japanese”, and “be willing to learn about 

Japan”.  

The second of the future visions is “children that can express themselves in a Japanese 

way”. It advocates for children to develop a Japanese identity through participating in Japanese 

cultural events and acquiring Japanese manners and customs. The website explains that “in order 

to develop children and students who have the advantages of both countries, it is necessary to 

develop an awareness of being a ‘Japanese person growing up in New Zealand’”. It is also 

important here for children to be able to express themselves both verbally and nonverbally in a 

Japanese way and be aware that they are Japanese people growing up in New Zealand (Auckland 

Hoshuko, 2020).  

During my interview with the principal, I found out that due to the educational goal “to 

pass on the Japanese heart” being, in his opinion, too vague and similar to other hoshuko’s 

around the world, a more detailed school vision called “student future vision” was created in 

2016 by a team of three teachers to work as a supplement. This supplementary vision was 

decided by distributing a questionnaire to parents of hoshuko students from each course and 

analyzing the results.  Following the analysis of the questionnaire results, the team of teachers 

decided on the visions of “children that listen” and “children that can express themselves in a 

Japanese way”.  

In summary, the hoshuko’s principles set out a course through which it can provide the 

means for its students to continue their membership in a community of Japanese people in New 

Zealand. When seeing these principles for the first time, I was struck by how closely tied these 
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visions were with the passing on of Japanese culture and identity. It made sense, I noted to 

myself at the time, that this was the case because the hoshuko existed in a context where the 

passing of Japanese culture and identity, as well as a fondness for Japan, could not be taken for 

granted. Interestingly, however, this stands in contrast to the hoshuko’s existential mission of 

preparing students for re-entry into Japanese schools following their return to Japan. It seems 

that, even in the creation of educational principles, there is at least an implicit understanding of 

the desire to pass culture and identity on to the next generation. 

The principal’s vision.  Being the primary leader of the school, a principal’s vision for 

students has the potential to play a large role in shaping the ideas of teachers and the experience 

of students. Indeed, I touched on a case of this earlier where the principal of hoshuko asked for a 

supplementary student vision to accompany what he deemed to be a vague primary educational 

principle. Thus, my interview with the principal was a particularly important one in 

understanding not only the wider vision for the school, but how it interacted with specific 

practical concerns that teachers and parents may not have to think about directly.  

To that end, I felt it was useful to better understand first how the principal understood the 

school’s educational principles and their relationship with each other. The principal was able to 

provide further context on how the heart-of-Japan educational principle and the vision for the 

students’ future fit together: 

I: What kind of future visions does hoshuko have for its students? 

P: The immediate goal for hoshuko as a whole is to make it easy for students to adapt to 
Japan’s compulsory education when they return to Japan. I think everyone thinks the 
same in that, because they are bilingual, no matter if they return to Japan or go abroad, 
we want them to do their best internationally. We want to raise such children, and I 
especially think so. 

I: Do you communicate the [school’s] future vision directly to the parents? 

P: Yes, we communicate it. In the form of the “vision for the students’ futures”. “Vision 
for the students’ future” is a more detailed version of the message, right? It’s the “how”. 
“To pass on the heart of Japan” is a general direction that’s on the top. “Vision for the 
students’ futures” is the specific form of it. (Principal Interview, 05/06/17) 

The “heart of Japan” is thus interpreted as an overarching guide for the school while the 

“vision for the students’ future” comprises more tactical principles which are focused on 
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implementation. The latter principles are also based on parents’ input, which the school’s 

principal recognizes as helping to align the goals of the hoshuko and the parents. 

Given the divergence of the school’s principles to its existential purpose of preparing 

students for re-entry into the Japanese educational system, I suspected that there was likely some 

contention in the creation of the “vision for the students’ future”. Any kind of vision for the 

future will inherently rely on judgements of what is important and relevant to the students and, in 

the case of this discussion, the imagined communities that the involved parties see for the 

students. The hoshuko’s principal did remark on this point, speaking at length on this contrast 

and the exploration of teachers into the idea of developing students’ bilingual abilities: 

The argument that particularly came out was “to raise international citizens that are 
bilingual.” Because this is a Japanese hoshuko, there were a lot of opinions from teachers 
that were against focusing on the bilingual aspect because they felt that the students will 
be bilingual naturally. The rationale behind this is that if the students learn Japanese here 
and English on their own, they will be bilingual as a result, right? However, as for me, I 
think it would be cooler to use the expression of ‘nurturing international citizens that are 
bilingual’. But I couldn’t get much support on that. Still, we are just using different 
expressions for the same thing. (Principal Interview, 05/06/17) 

The principal, thus, seems to be proposing ideas for goals that are regarded as relatively 

radical compared to those of some of the teachers that pushed back against his ideas. 

Nonetheless, it should be recognized that this debate of ideas is a demonstration of the hoshuko 

grappling with superdiversity that is now a part of the community. Rather than simply focusing 

on preparing students for re-entering the Japanese school system, the principal is entertaining the 

idea of how to best serve the interests of his students, many of whom are bilingual. For him, the 

focus is on students being able to apply their bilingual experiences in an imagined community of 

actors on a world stage rather than specifically in Japan. While we will see in the next section 

where the pushback from some teachers is coming from, we will also see that the principal’s 

ideas of hoshuko students joining an international imagined community are not limited to him. 

Bottom-up: how teachers see the school’s principles.  While top-down goals and 

visions are common among many organizations, it can be argued that how these visions are 

actually interpreted and carried out by the rest of the organization is more important. In the case 

of hoshuko, it is the teachers who naturally spend the most contact hours with the students 
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attending the school and thus play the largest role in shaping their experiences. It is also the 

teachers who head/front the “vision for the students’ future” implementation project.  

Thus, rather than solely focusing on what imagined communities the teachers had for the 

students (this is coming up later in this chapter), I also asked the teachers in interviews the 

question “What is the hoshuko’s future vision for its students?” While the English translation for 

this question is similar, I did not use the same Japanese wording as the “vision for the students’ 

future” as written on the website or discussed by the principal. This means that the teachers were 

not being asked specifically to recite the school’s policy (although they could choose to do so), 

but rather they were being asked to talk about what they saw as the school’s broader vision for its 

students. 

Passing on the heart of Japan.  Unsurprisingly, the school’s main principle came up in 

several conversations with teachers about the school’s vision. Interestingly, however, it was the 

three teachers that formed the group tasked with the implementation of the heart-of-Japan 

principle who referred me directly to this idea in our interview. For example, Ms. Ueno (teacher) 

observed of the school’s vision:  

 

It was decided just recently. To pass on the heart of Japan. To raise their pride as a 
Japanese person. The vision is for hoshuko as a whole. Regardless of what course they’re 
in. There are specific differences for each course, but that’s based more on the academic 
aspects. (Ueno Interview, 11/17/16) 

Ms. Ueno connects the ideas of passing on the heart of Japan and raising pride as a 

Japanese person in her answer. In fact, the latter seems to be a paraphrasing of the former. It is 

likely, then, that Ms. Ueno sees the hoshuko as working towards the development of an overseas 

Japanese community that maintains a Japanese identity. The homogeneity among courses 

expressed in her answer is also worth noting.  Ms. Ueno sees any course differences as mostly 

academic differences rather than changes in the imagined community the student will belong to 

in the future. 

This imagined community of overseas people with a Japanese identity is what I have 

come to see as the result of the school’s vision to “pass on the heart of Japan”.  Mr. Haseyama, 

another teacher involved in the implementation project, paraphrased the hoshuko’s goal as to 

“raise children that are interested in Japan. Children who can behave according to Japanese 

culture and values.” This answer adds a bit more detail to Ms. Ueno’s “maintaining a Japanese 
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identity” as Mr. Haseyama specifically ties in behavior according to Japanese culture and 

Japanese values. For Mr. Haseyama, it is likely that this behavior is what he sees as being the 

“heart of Japan” and the legacy that the imagined community of hoshuko graduates will inherit.  

There is a thread of identification with Japan that runs through these answers. As both 

Ms. Ueno and Mr. Haseyama were part of the team involved with the explicit definition of the 

school’s vision, it is not surprising that their answers do not stray too far away from the 

institution’s written vision. However, as I will show with the remaining teachers I interviewed, 

this imagined community that is linked with its identification with Japan, Japanese culture, and 

pride as a Japanese person, are far from the only interpretation of the school’s vision for its 

students. 

International citizens.  The imagined community of people who have inherited the heart 

of Japan from hoshuko focuses primarily on their Japanese identity but does not include aspects 

outside the individual’s knowledge and identity. In addition, the principal had clearly received a 

lot of push-back from teachers when trying to include ideas on bilingualism, biculturalism, or 

international activity. Despite this pushback, however, there were a number of teachers that cited 

ideas in this vein as the goal or vision of the hoshuko. These ideas imply not just an imagined 

community of people with a Japanese identity in New Zealand, but more an imagined 

community of people with the potential to be more internationally active.   

There are two memorable phrases that came out in relation to this idea of being 

internationally active: 1) kokusaijin, which translates roughly to “international citizen” and 

implies someone who able to travel and work in more than one country, and 2) “a bridge to the 

world”. Both of these imply a variety of overseas activities outside of just Japan or New Zealand. 

The first phrase, international citizen, was used directly by Ms. Miura (teacher):  

To put it simply, it’s about becoming an international citizen. But as to what an 
international citizen is, it’s not just about simply being able to use English and Japanese. 
It’s having the background and understanding that I think is really important. (Miura 
Interview, 11/18/16) 

Here, the idea of being in an imagined community of international citizens transcends 

linguistic ability as well as a singular focus on Japanese identity. This response then stands in 

clear contrast to the previous group of teachers who spoke about the institution’s vision of 
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passing on Japanese culture and developing pride as a Japanese person. Rather than focusing just 

on Japanese identity, this teacher’s response is focused on potential future opportunities. 

The second phrase, becoming a bridge to the world, was used by Ms. Yate (teacher and 

mother) and Mr. Yajima (teacher and father) in describing the hoshuko’s vision. On the one 

hand, Ms. Yate was not too sure about the vision, and guessed that it was “…the ability to use 

Japanese to become a bridge to the world.” On the other hand, Mr. Yajima answered more 

confidently that the vision was “to become a bridge between New Zealand and Japan, isn’t it? At 

the end of the day, I think that means to be able to understand a variety of different cultures”. 

The metaphor of a bridge here is interesting in that it implies being a member of both sides of the 

bridge, New Zealand and Japan. Finally, while he did not use either of the phrases directly, Mr. 

Saito, another teacher, also addressed the idea of students having the potential to work in 

different places around the world, responding “I think it’s to be able to work in a variety of 

places around the world. That’s the hope. Not only to be in Japan, but to be able to move freely 

around the world as they get older.”  

Overall, these responses to the question of the school’s vision seem to be clearly different 

from the group that saw the hoshuko as aiming to pass on Japanese culture and develop a sense 

of Japanese identity in the students. This group of answers focused on an imagined community 

of people with an international mindset, and particularly one that formed a connection between 

Japan and either New Zealand or the world at large. 

Preparing students for a return to Japan.  Given that the school’s original purpose was 

to prepare students for their return to schooling in Japan, I found it curious that none of the 

teachers mentioned this when articulating the school’s vision for its students. I see this omission 

as a telling understanding that the current demographics of the school are significantly different 

than what they were when the school was founded. At the very least, it seems that the teachers 

have an implicit understanding that the school’s vision is focused on developing its students’ 

cultural and linguistic abilities for the purpose of developing a connection with Japan without 

necessarily returning there for education. 

Teachers' visions.  Because of the way I asked the previous question about the school’s 

vision for its students, many teachers responded not with their own visions for the students, but 

with what they interpreted the school was doing. This was my intention. However, some teachers 

also explored their own personal visions for the students. It is, thus, worth examining their 
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answers and discussing what, if any, imagined communities they see the students belonging to in 

the future. 

Developing a Japanese identity.  With “the heart of Japan” being the main educational 

principle of the school, it is of little surprise that the idea of developing an identity as a Japanese 

person and membership in an imagined community of Japanese people (whether in New Zealand 

or elsewhere) was a common answer. 

In practice, most teachers I observed placed a great deal of importance on Japanese 

manners and etiquette, especially with younger students. I saw this as a way to instill a certain 

Japanese identity in the students (in addition to any behavioral benefits it might have). As a 

whole, seeing the lessons on etiquette reminded me of my time at school in Japan as the 

vocabulary and atmosphere felt uncannily familiar. For instance, in the Course A Year 1 class I 

observed, the teacher, Mr. Haseyama, walked over to a student to correct their seated posture, 

starting his kind correction with “At Japanese schools…” before explaining how to sit up with 

their back straight. It seemed as though part of the spirit of having a Japanese education was 

helping students master the manners expected of schoolchildren of their age in Japan. This was 

the case with the aforementioned seated position, but also with other things like the way to hold a 

pencil, where to place your hands when the teacher was talking (on your knees), and the setting 

of expectations for what should happen before and during class. In these moments, expectation-

setting became a moment where the connection to Japan could be reinforced and the students 

could start to participate in class “in a Japanese way”, which was one of the goals set by the 

school.  

This focus on manners was not just part of the Course A classes I attended. In fact, all of 

the teachers at the younger grade levels put a strong emphasis on teaching Japanese manners. 

Looking through the lens of imagined communities, I could see how this focus on Japanese 

manners was an early and fairly straightforward way to both prepare students to participate in 

Japanese society as well as to connect a set of concrete actions with Japanese culture. In being 

able to progress towards both of these visions, the consistency across the three courses made 

sense. 

This is not to say the manners were exactly the same as Japan, however. Several teachers 

I spoke with during my observation told me about the differences in expectations and 

enforcement they had when it came to the manners of the students at hoshuko, noting that they 
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had to make adaptations to their teaching methods to allow for the differences in classroom 

etiquette. One class I observed, for example, asked the students to stand up and come to the 

board during their Japanese writing practice. The teacher told me later that this was because 

unlike Japan, the students would not be able to manage sitting still for the entire class unless 

there was some kind of outlet for their energy. This difference seemed to be not completely lost 

on the students, with Hana humorously mentioning to me that the difference between hoshuko 

and school in Japan was that at hoshuko “everyone is loud and the teachers don’t get angry” 

(Hana Interview, 3/25/17).  

Looking more deeply at the expressions of the teachers themselves, in their initial 

questionnaires about their future vision for the students, some teachers remarked about the 

students growing into someone who has Japanese identity, pride, or the like. While one teacher 

wrote simply “inheriting Japanese culture”, another expressed the following: 

It’s their choice to use it [Japanese] or not in the future, but it’s absolutely necessary for 
the development of each individual’s identity as a Japanese person, and to know and 
understand Japan. I think that if they don’t run into any doubts/confusion about who they 
are, they should be able to develop a proper self and be able to successfully participate in 
society. (Teacher Questionnaire, 8/21/16) 

This answer is, perhaps, the most direct version of the “identity” thread, where the 

teachers see the students’ imagined community as one with other Japanese people and their 

identification as a Japanese person a point of importance. The words “proper self” and its 

association with “being able to participate in society” drive home the opinion of this teacher that 

identity as a Japanese person is necessary for the student to live a good life.  

This point connects well to Mr. Yajima’s answer in our interview together about the 

hoshuko students being able to pass on Japanese to the generation after them:  

For the students I teach, when they become parents, I think there will be ones who will 
pass Japanese to their own children and ones who don’t. If possible, I want them to do the 
same as their parents did for them and I’m working towards it. In order to reach this goal, 
I think they need to increase their own Japanese level. Because I often teach at the middle 
school level, when I tell them that they need to do the same as what their parents do, I 
think they have a new level of realization. (Yajima Interview, 11/19/16) 

Not only does Mr. Yajima feel that the students need to learn Japanese, but he also uses 

the idea that they should be able to pass it on to the generation following them. It is possible that 
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he sees the duty of the hoshuko as one of passing down the Japanese culture through the 

Japanese language. It is likely that Mr. Yajima expects the majority of the students to not return 

to live the rest of their lives in Japan, and thus sees them as joining an imagined community of 

Japanese people living abroad for whom Japanese language proficiency is a gateway to 

membership. 

Helping Japan.   Unsurprisingly, the dichotomy between deepening Japanese identity 

and developing international citizens explored in the previous section about the school’s vision is 

also present in the teachers’ visions. There are teachers who see a person with Japanese qualities 

and a Japanese identity as the future for the students they teach. On the other hand, there are 

teachers who see international actors that can, as one teacher remarked in their questionnaire, 

“play an active part in Japan and other countries”. This idea of being a valuable national resource 

because of linguistic ability is in with line Campbell and Rosenthal’s (2000) findings.   

One particularly interesting variant of students developing into international actors was 

the hope that students will grow to become a person who can contribute to Japan through the use 

of their unique skills and experiences. One questionnaire answer, for example, was that “We 

hope to raise the kind of people that can suggest solutions based on new perspectives for the 

variety of issues that Japan currently has.” In our interview together, Mr. Haseyama made a 

similar remark: 

Compared to the Japanese children, these children can speak both Japanese and English. I 
think this will be beneficial to them to get a lot of information in the information society 
in the future. If these children return to Japan in the future, they will have a lot of 
information and will be able to view Japan objectively from the outside world. I hope one 
day these children return to Japan and make Japan a better place. (Haseyama Interview, 
11/19/16) 

Here, Mr. Haseyama is expressing his wishes for the students of the hoshuko to be able to 

use their outside perspective to have a more “objective” view of Japan and, through this, a better 

chance at solving the problems endemic to the country. There is certainly an imagined 

community worth identifying here of people with this additive bilingual and bicultural 

perspective who go back to Japan to help address these issues. 

Career advantages.  While none of the teachers mentioned this explicitly in their 

interviews, the final imagined community that was clear from the teacher questionnaire data was 

a group of people who are able to use Japanese to enhance their career for similar benefits to the 
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monetary and non-monetary private and social effects found by Grin (2004). Several teachers 

mentioned a variation of “doing business with Japan”, “future career choices” or “using Japanese 

in their job” as a future vision they had for the students. Perhaps the questionnaire answer that 

going to hoshuko will increase the students’ “breadth of choices” is the most useful frame for this 

particular imagined community. 

Parents' Visions 

Given the young age of the students attending hoshuko, the influence that the parents 

have on their potential paths should not be understated. Thus, it was with great interest that I 

dived into the surveying and interviewing of parents in search of the future visions and imagined 

communities that they had for their children. The questions I asked during interviews took a 

variety of forms, as can be the case in a semi-structured interview. However, it became apparent 

that, like the heterogeneous nature of students at the school, the future visions of the parents were 

also quite varied. 

Flexible visions.  Perhaps it was my keen interest in digging into what I had thought 

would be detailed visions for their children’s futures that made a large section of the results 

surprising. That is, now unsurprising to me, not all parents have crystal clear visions of what 

their child’s future will be. Going one step further, there are parents who want their children to 

be the determiners of their own future. While in my research I was certainly on the hunt for 

imagined communities, this category of responses was so prevalent that I feel it would be a 

mistake not to address it directly. Of course, there is often more than meets the eye, and in 

digging deeper into their answers I discovered potential imagined communities that the parents 

were entertaining for their children despite their hands-off or flexible approach to parenting.  

In my interviews with parents, a fair number fell into this general category of leaving the 

child’s future vision up to the child. Although they were similar in this respect, there were quite a 

few different variations, and even some future visions and imagined communities embedded in 

their answers. 

Because hoshuko parents are internationally oriented by the very nature of their child 

being able to attend hoshuko, their answers often include a discussion of what country the child 

will live or work in when they are older. For example, Ms. Ochiai, one mother, responded to my 

question about future visions by saying, “They can do anything. They don’t need to be around 

me as long as they’re working hard in some other country.” Ms. Ochiai, despite not having a set 
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vision for her child, saw a potential future where her child is working in another country. In 

continuing the conversation, Ms. Ochiai answered the following regarding any future plans to 

visit Japan: 

It’s up to them. They can go if they want to. If they want to go for high school and can 
meet the academic requirements, they can stay in a dorm. I hope they move away from us 
and gain their independence soon. (Ochiai Mother Interview, 12/08/16) 

There were other parents who expressed similar sentiments in letting their child choose 

what country to live and work in after they grow up. Ms. Patterson, for example, responded to 

my question with “I don’t have any hopes for my children such as getting a job that uses 

Japanese or living in Japan in the future” and Ms. Hayashi stated that it was up to her children to 

decide whether they wanted to go to Japan for high school or university. 

For both of these parents, though they had not specifically determined a future for their 

child, they considered that their child might get a job in Japan or study there at some point, at 

least. This suggests imagined communities of students at a Japanese high school or university as 

well as Japanese workplaces. It also suggests the alternative of the child staying in New Zealand.  

For some parents, the matter of having a vision for their child’s future did not revolve 

around work or country, but rather was linked only with their child’s happiness. In my interview 

with Ms. King, she foresaw her daughter working in general, but valued happiness over any 

particular connection with the Japanese language or Japan. Similar to the other parents here, Ms. 

King seemed relatively hands-off in letting her children decide their own futures. 

She will definitely be working, so I hope she’s happy with her work and it suits her and 
her values. I hope she can be happy. Even if the job has nothing to do with Japan it’s 
okay. And if she chooses something that’s related to Japanese or Japan, it will be her own 
happiness. Even if she thinks that Japanese is her childhood language and doesn’t want it 
anymore, it’s still her choice. (King Mother Interview, 03/25/17) 

Ms. King has three children and expressed the different potential paths that each of them 

could take. In doing so, she echoed the previous parents in giving options of joining imagined 

communities of Japanese workers and students as well as local workers and students:  

All my three children have completely different personalities. Even if they grow up in the 
same process, the things that they are interested in and the things they want to try are 
different. If they would like to go to Japan, of course, I’ll support them. I think it has to 
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be completely of their own initiative, not just because I want them to go. If she [Hana] 
wants to study in Japan, of course, her grandparents would be happy and I think there will 
be a lot of good things. But if that’s not what she’s interested in, I don’t want to make it 
that way. (King Mother Interview, 03/25/17) 

Ms. King is focused on her daughter’s preference more than anything else, including the 

preferences of grandparents. She also commented that despite Hana attending hoshuko for so 

many years, it would be her choice as to whether she wanted to keep her Japanese or not.  

This same pattern continues among other parents who interpreted this question similarly. 

Mr. Isono expressed his hands-off approach as a reaction to how his parents brought him up. In 

it, the potential for the child to join both local New Zealand and Japan-based imagined 

communities is present:  

I: What future vision do you have for your child? 

IF: Nothing in particular. But my wife and I had certain expectations from our parents. 
Typical Japanese families tend to have expectations like “you have to become a 
government employee” or “you definitely have to become a lawyer or a doctor”. Because 
I grew up in a family like that, it was, on the contrary, painful. So we want to let our 
children choose. Whether they want to become a carpenter or go to a university and do a 
certain type of work, or if they want to go back to Japan to work, it’s all okay. That’s our 
position. No expectations at all. However, we’d like to provide a good (Japanese) 
foundation for them. (Isono Father Interview, 02/11/17) 

Like the other parents, Mr. Isono thinks of future visions in terms of work and country 

and has no particular expectations for his children. He sees learning Japanese as a foundation for 

them but not necessarily something that they will have to use when they get older. In addition, 

Mr. Isono expressed that he does not have a preference for his child’s connection with Japan in 

the future, noting that outside of the hoshuko, he doesn’t even have much of a connection 

himself: 

I: Do you want your child to have a connection with Japan? 

IF: Not really. My own job doesn’t have anything to do with Japan. Living in New 
Zealand, the only connection is this hoshuko, but it’s not necessary. I’ve been working in 
New Zealand for about 10 years now and there was only one time I happened by chance 
to work with a Japanese person at my company. I’m not hoping for it either. (Isono 
Father Interview, 02/11/17) 
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It seems that Mr. Isono does not see himself as being much of a member of a Japanese 

imagined community as his connection with Japan seems not worth keeping past his connection 

with hoshuko. Compared to the other parents I interviewed, his desire for such a connection 

seemed much more restricted.  

Among these parents, all of them expressed flexible future visions for their children to 

varying degrees, and some even noted that the connection their child may have with Japan in the 

future was completely up to the child. I think it is more useful to think of these parents not as 

disregarding their child’s future, but rather as seeing a future of choice, whether in terms of 

country, work, connection with Japan, or otherwise. Through this reformulation, I can see not the 

lack of any vision or imagined communities, but rather the imagining of several different 

imagined communities and no strong stance as to which one the child should pursue membership 

in. 

Connecting with Japan.  While some parents expressed an open attitude towards their 

child’s future connection with Japan, there were other parents who expressed an explicit desire 

for such a connection. These parents hope for a future where their child belongs to an imagined 

community of Japanese people, although where they live and what they do for work depends on 

the parent. In my interviews, the most common domains through which parents hoped their 

children would develop a connection with Japan were family and language. I will go through 

both of these domains and examine the parents’ visions and the imagined communities they 

imply. In looking at the parents who desire a connection with Japan, a range of imagined 

communities become visible. Adding this to the variety of imagined communities of the hands-

off parents, the heterogeneous picture reflecting the hoshuko’s demographics begins to take 

shape. 

Family communication.  Being able to maintain a connection with family members that 

only speak Japanese was a commonly cited reason for parents having their children attend 

hoshuko. For some parents, it was the ability to communicate with their own children that was 

the main factor. For others, it was maintaining relationships with extended family members, 

primarily grandparents. 

While family is a more direct relationship than an imagined community, which extends 

beyond spatial boundaries, it is worth noting the desire for family connections may result in 

second-order consequences that develop into a vision for membership in a future imagined 
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community. For example, being able to communicate with family members may require children 

to have a certain level of Japanese language ability. With this language skill, the number of 

potential imagined communities they can join in the future expands. 

In my interviews with parents, there were several who told me they felt that the only way 

they could truly communicate with their children was through Japanese. Thus, by having their 

children learn and maintain Japanese, they could ensure that they would maintain their 

relationship with their children. Mr. Narita, for example, expressed his worry about his children 

only being able to speak English:  

Rather than trying to raise bilinguals, it’s because I wouldn’t understand them otherwise. 
Because I probably can’t express my feelings well in English. So if they become 
monolingual in English and can’t understand my Japanese, I feel like they are not my 
children anymore. That’s no good. I thought I have to prevent it from happening, so 
they’ve studied things they should. (Narita Father Interview, 12/06/16) 

Mr. Narita sees himself speaking to his children in Japanese in the future, and has a hard 

time imagining a future where he is not able to do so. In fact, he feels this so strongly that his 

connection with his children is based on their ability to speak in Japanese with him. This concern 

and anxiety about children not having the ability to speak with their Japanese-speaking parents 

was expressed in other conversations as well. Ms. Ochiai, for example, told me she was worried 

about being left alone in the future if her children were not able to communicate with her in 

Japanese: 

I: What was the impetus for having your children attend hoshuko? 

OM: For children, English gradually comes in, right? I can’t speak English, so when they 
grow up if we can’t communicate in Japanese, I think I’ll be left alone. Thus Japanese is 
absolutely essential.  

I: To what degree do you want your children to be bilingual and bicultural?  

OM: As long as they can communicate with me, their Japanese is fine. Especially if they 
can express fine nuances. Otherwise, if it’s in English, I don’t understand. Also, if they 
don’t understand what I’m saying it can be a problem.(Ochiai Mother Interview, 
12/08/16) 

While Ms. Ochiai was focused primarily on Japanese being a link between herself and 

her children, other parents mentioned their hope of creating stronger relationships with other 
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family members in Japan. For Mr. Isono, for example, being able to communicate with 

grandparents was one of the main factors in choosing to enroll his children in hoshuko: 

I: What was the impetus for having your children attend hoshuko?  

IF: For my children to be able to go back to Japan when they want to in the future. Their 
grandparents strongly requested maintaining the Japanese skills of their grandchildren in 
order to communicate in Japanese. (Isono Father Interview, 02/11/17) 

In the case of Mr. Isono, the children keeping their Japanese was a direct request from the 

children’s grandparents. Other parents like Ms. Hayashi did not mention receiving specific 

requests from family in Japan, but nonetheless talked about the children being able to “talk to me 

and my parents when my children go back to Japan” (Hayashi Mother Interview, 12/08/16) as 

one of the reasons she had her children attend hoshuko. 

Whether in regard to maintaining relationships with family members or parents desire to 

be able to communicate with their children as they get older, the utility of Japanese as a heritage 

language for being able to maintain relationships with family members was certainly a prominent 

vision for parents. As to what kinds of imagined communities this might entail, I feel the most 

straightforward one is continued membership in an imagined community of Japanese speakers 

even in adulthood. Especially for parents who do not speak English to the extent they would be 

comfortable communicating with their children in it, the alternative future where their children 

are not able to be a part of this imagined community is worrying to them. 

Language and identity.  Developing Japanese language ability is perhaps the core value 

of the hoshuko in the eyes of parents. During my interviews, I found that many of the hopes and 

dreams of parents for their children are related to learning Japanese and/or developing bilingual 

skills in English and Japanese. Because the children going to hoshuko are growing up in a 

country outside of Japan, being able to develop their identity as a Japanese person through the 

development of their Japanese language ability is a central focus point and in line with the idea 

of language being seen as a core cultural value (Smolicz, 1981).  For instance, Ms. Ochiai told 

me how, because her children are Japanese, being able to speak the language was incredibly 

important: 

…after all they are Japanese and I want them to maintain Japanese, so first is Japanese…I 
thought that when they came to New Zealand, they would definitely be able to speak 
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English, so we focused only on how to not forget Japanese.(Ochiai Mother Interview, 
12/08/16) 

Ms. Ochiai’s children had previously attended a full-time Japanese school in China 

before moving to New Zealand and the comment about Japanese being first was made in regard 

to her mindset while in China. While planning her move from China to New Zealand, Ms. Ochiai 

likely saw her children as integrating into an imagined community of New Zealand English 

speakers without much trouble. However, she expressed concern that their Japanese language 

ability would be at risk. 

Through my interviews, I discovered that while some parents have clear views on how 

they want their children to use their language abilities in the future, this was not true for all 

parents. Ms. Hayashi, for instance, had multiple possibilities for using language abilities on her 

mind when considering her vision for her child in the future: 

I: What future vision do you have for your children?  

H: I do hope my children can use the Japanese language in some way, but I don’t know in 
what ways yet. But I don’t want them to become English-only and their Japanese to 
deteriorate. Whether they go to Japan or use Japanese for work, I hope they keep it in 
some form. (Hayashi Mother Interview, 12/08/16) 

Here, Ms. Hayashi is focused specifically on the children being able to maintain their 

Japanese language abilities going forward. It is likely that Ms. Hayashi sees their language 

ability as an important connection with her and her children. When talking about her child’s 

desire to work as a translator for foreigners mainly in English, Ms. Hayashi expressed a 

dissonance between her child’s idea and her own vision:  

I: Does your child want to go to Japan?  

H: I think the middle child wants to go, but not to a school. She wants to work as an 
interpreter for the Olympics. But the main language will be English. I think the purpose is 
a bit different if she goes to Japan and translates for foreigners, rather than going there as 
a Japanese person. But she’s still a child, so I don’t know to what extent she’s been 
thinking. (Hayashi Mother Interview, 12/08/16) 

It is interesting that Ms. Hayashi considers there to be a difference between her child 

going back to Japan not “as a Japanese person” but rather as someone who will translate for 

foreigners. These do not seem to be mutually exclusive to me, but for Hayashi’s mother, working 
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in Japan as an interpreter and going there as a Japanese person seem to occupy different 

categories. In linking this with her previous comment on being satisfied with her future adult 

children’s language abilities, it seems that Ms. Hayashi envisions her children as belonging to an 

imagined community of people that participate in activities that a Japanese person would do, 

such as going to school in Japan. Thus, in her mind, working as an interpreter mainly in English 

for foreigners seems “a bit different” from the imagined community she envisioned for her child.  

While Ms. Hayashi seems to have a set of personal criteria for her child’s Japanese 

language development that are related to how well the child can use the language, this was not 

the only way of viewing Japanese that I encountered. In the case of Ms. King, Japanese served as 

a means through which her daughter, Hana, could develop her identity as a Japanese person and 

her connection with Japan. Ms. King explained how she approached this development in our 

interview: 

When they were young, although they looked half-Japanese, if we didn’t try hard to teach 
them Japanese and Japanese culture, they would just have become like normal Kiwis, 
right? Although they have a little Japanese blood in them, I was afraid they would 
become normal Kiwis, so things were really tough. And I would think “Kiwis are so nice 
because they just have one language” (laughs). (King Mother Interview, 03/25/17) 

Hana’s father is not Japanese, so her mother is particularly aware of the difficulties of 

maintaining a connection with Japan. Ms. King mentioned during our interview that she saw 

identity as a primary incentive for learning Japanese, even more so than practical skills. In 

addition, she sees the potential of her children having difficulty in understanding their bicultural 

identity and aims to make it possible to integrate their identity rather than being “half” of either: 

I: To what degree do you want your child to be bilingual and bicultural?  

KM: The foundation is identity. Things like working hard to be able to read the 
newspaper are extra things that they can add by themselves, but I hope they can accept 
their identity inside properly. As long as they have a happy identity, I think it’s possible 
to add things by themselves later. 

Liking Japan is more important than literacy skills. If she likes Japan, she also likes a part 
of herself, right? The inside part of her is important. Not because of her mother’s country, 
but because that’s inside her and a part of her, it’s most important to affirm it completely 
and like it, rather than having some kind of complex and thinking “why am I not full 
Kiwi or full Japanese?” She should not view Japan as a Kiwi but as a Japanese person. 
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(King Mother Interview, 03/25/17) 

While Ms. King acknowledged the difficulty of maintaining the two languages, for her it 

was a worthwhile struggle. Ms. King spoke in detail about this struggle and how she needed to 

use a variety of carrots and sticks in order to ensure that Japanese language ability was 

developed:  

I was strict about it. I was angry every day when they were young. I thought it was really 
difficult to balance. In New Zealand, when children turn five years old, it becomes a 
completely English environment from Monday to Friday, nine to three. Because 
everything happens in English, children want to speak in English. It’s difficult to switch 
to Japanese, right? Although I knew that it was natural to want to say what you saw and 
heard in English, because the vocabulary and everything happens in English, I said, “say 
it in Japanese”.  

Every day they spoke English and when I said, “Say what you just said again in 
Japanese,’’ They replied, “Let me see” and tried hard when they were young. But later 
on, they said, “That’s okay” or “Forget about it.” So I often said, “Come here.” I said, “If 
you keep talking in English like this and forget Japanese, you’ll be foreigners when you 
go to Japan.” and “Even if you go meet grandpa and grandma, Japanese won’t come out. 
Is that okay? Don’t you want to go to Japan?” They replied, “I want to go. “Don’t you 
want to talk to grandpa and grandma?” “I want to.” “Then when would you speak 
Japanese? If you don’t speak with mama, when would you speak?” So I said this quite 
consistently and got angry about it. (King Mother Interview, 03/25/17) 

Ms. King was acutely aware of her children going into a completely English environment 

from a young age and wanted to make sure that they developed their Japanese. She talked with 

her children about being foreigners in Japan if they could not speak the language and not being 

able to connect with family members. This comment shows how strongly Ms. King connects 

Japanese language ability with identity as a Japanese person and membership to an imagined 

community of Japanese people. 

This approach with her children seemed to find success as the children got older. Despite 

Ms. King often describing herself as being angry and strict in regard to her children using 

Japanese, her oldest child eventually got to a point where she expressed satisfaction with being 

able to speak Japanese: 

However, it was about when my oldest daughter started intermediate school, she said 
“Mama, it’s cool to speak Japanese. Thank you.” At intermediate, students learn other 
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languages like Chinese and Māori, so it was cool to her that she could speak Japanese this 
way. And gradually my son also felt the same way. So from intermediate, they went the 
opposite way and intentionally tried to switch to Japanese. All three were the same way. 
At primary school, they were busy learning new words in English, so I thought I 
shouldn’t be too harsh, so I said, “Just speak Japanese to mama, okay?” 

When other languages were introduced in intermediate school, Ms. King’s children 

started to appreciate their Japanese ability and switch to Japanese. It is at this point that the 

children seem to begin to see their membership in an exclusive imagined community of Japanese 

speakers.  

Whether it was the case of Ms. King hoping her children would find their place in an 

imagined community of Japanese people as they grew up, Ms. Hayashi’s desire to have her child 

know Japanese well enough to participate in an imagined community of Japanese workers, or 

Ms. Ochiai’s conviction that the Japanese language is essential because of her children’s 

heritage, I thus found a clear desire among parents for developing a connection with Japan 

through the development of the Japanese language. 

Increasing opportunity.  Similar to the career advantages that teachers spoke of, many 

parents also mentioned some form of increasing the opportunities available to their children as a 

goal of having them attend hoshuko and developing their language skills. Ms. Shibata, for 

example, discussed how taking Japanese literature classes at hoshuko might allow her daughter 

to attend university in Japan in the future. In addition, Mr. Narita told me that he saw increased 

opportunities in the future as one of the two most prominent benefits to his children becoming 

bilingual, right next to being able to communicate with them:  

I: To what degree do you want your children to be bilingual and bicultural?  

NF: The kind of bilinguals I’m thinking about is, of course, one reason is that I want to 
communicate with my children. The other reason is the future opportunities you get for 
knowing two languages are completely different. For this reason, I think as a parent, it’s 
the best thing that you can pass on to your children. (Narita Father Interview, 12/06/16) 

Although Mr. Narita, did not specify exactly what kinds of opportunities bilingualism 

would afford his child, other parents spoke about these increased opportunities in more specific 

forms, from a utility in future jobs to the ability to move to different countries. When discussing 

her thoughts on her child’s bilingualism, for instance, Ms. Hayashi told me how knowing 
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multiple languages would result in more choices, both in terms of places to live and job 

opportunities. 

I: To what degree do you want your children to be bilingual and bicultural?  

HM: It’s up to my children. If they learn Japanese as an option, it’s possible to work in 
Japan, right? Although I think they have to study quite hard for it. But if they have an 
interest, they might pick Japanese up later, right? However, if they only speak English, 
their choices decrease in many ways, not just for jobs, but also for things like if they want 
to live in Japan. It’s easy to give up, but if possible I want them to work hard and not 
waste the chance. (Hayashi Mother Interview, 12/08/16) 

Here, Ms. Hayashi expressed a strong desire for her children to be bilingual and 

bicultural rather than specifically focusing on a particular language (whether English or 

Japanese). She sees opportunity in the ability to speak multiple languages and the flexibility that 

it brings her children in terms of work options and places to live. It is clear that Ms. Hayashi sees 

her children potentially belonging to an imagined community of workers in Japan, as well as 

people who are bilingual and can live in multiple countries. While Ms. Hayashi seems flexible in 

her thinking regarding her children’s bilingualism, she is able to hold these imagined 

communities as possibilities for her children because she sees her children as having a chance to 

learn Japanese.  

Parents’ vision for their children to have the ability to choose from multiple countries to 

live in was repeated in several interviews. I initially thought that the advantage of being able to 

work in multiple countries might be related to finding a place where more job opportunities 

existed. However, through my interviews I discovered that, for some parents, being able to 

choose between multiple countries was conditional on personal preference for living in one 

country over another rather than job opportunity. For example, Ms. Aoki remarked about her 

child being able to choose countries as follows:  

Because he has been able to have a different experience from other children (in Japan), I 
think going abroad is a perfectly fine option. It’s his choice to not be limited to Japan. He 
can go to an English-speaking country if he can speak English. Or if he prefers a non-
English speaking country, that’s also okay. (Aoki Mother Interview, 11/24/16) 

Ms. Aoki spoke about the ability to go to other countries as relying on the preferences of 

her son rather than some outside factor. It is also worth noting that Ms. Aoki sees language 
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ability as a condition for being able to live in a particular country. Ms. Maekawa, whose children 

were studying abroad in New Zealand temporarily, seconded this idea that language is a path to 

international opportunities, saying that “being able to speak English will be one of her [child’s] 

strengths, so the possibilities expand beyond just being in Japan.” This goal of parents is in line 

with Grin’s (2004) findings of the positive impact of heritage language ability on private social 

monetary effects. For both of these parents, having their child develop their language abilities is 

part of their plan to increase their child’s future opportunities. With this, they seem able to 

simultaneously hold multiple potential imagined communities for their children, though 

membership of these communities is contingent on the children developing their ability in the 

language of the country they choose to live in. 

Returning for education in Japan.  For some parents at hoshuko, preparing for a return 

to school in Japan in the future was one of the primary driving forces for having their children 

attend the school. Among these parents, the two main categories I observed were those who 

actually planned to return to Japan and those who saw it as a contingency plan. 

The first category were parents who had explicit plans to return to Japan in the future. 

While not all of them had exact dates for their return, their future plans were nonetheless shaped 

by knowing that they would go back at some point. These families needed to have their children 

prepared for re-entry into the Japanese educational system. For example, Ms. Miller (teacher) 

planned to have her child attend hoshuko because she was not planning to live in New Zealand 

permanently.  

I: Do you plan to have your child attend hoshuko? 

MM: I think I will put him in. I don’t know when I might go back to Japan so I don’t plan 
to live in New Zealand permanently. When we go back, if my child can’t speak Japanese 
to a decent extent, he’ll struggle. (Miller Interview, 11/21/16) 

In Ms. Miller’s case, returning to Japan is something that is on the eventual horizon and 

attending hoshuko is a way to prepare her child for the Japanese educational system when they 

finally decide to return. While Ms. Miller mentioned that Japanese was important for her child’s 

return to Japan, she did not touch on the role of English. Ms. Aoki, on the other hand, explained 

that, because she is planning a return to Japan, she does not expect much from her child in regard 

to English language development:  
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Because they are going back to Japan, we don’t require too much for English. For my 
son, it would be nice if he can speak English. There is homework to submit and the 
grades are related, I’m having him do English so that it won’t cause him trouble. On the 
side, they still have to do Japanese study with the learning materials [shinken zemi] 
shipped from Japan. (Aoki Mother Interview, 11/24/16) 

Ms. Aoki specifically has materials shipped from Japan for her son to study with but does 

not worry too much about his English mastery beyond a certain point. She seems to not view her 

son as belonging to an imagined community of Japanese/English bilingual speakers or 

international workers in the future. Rather, she seems to see him belonging to an imagined 

community of Japanese students and workers who speak the Japanese language proficiently but 

are not necessarily bilingual. 

A third parent with concrete plans to return to Japan, Ms. Maekawa also mentioned that 

she does not see her children’s main language being English. However, different from Ms. Aoki, 

Ms. Maekawa hopes that her child will be proficient enough in English to use later in life.  

I: To what degree do you want your children to be bilingual and bicultural?  

MM: I don’t think English would be the main language. Although Japanese is the main 
language, I hope they have enough English proficiency to go out into society, and I think 
they are already at this level. However, as to whether academically it will work in Japan 
and whether they can get good scores on tests, I think the answer is no. So I think from 
now on, my older daughter has to understand those aspects by experiencing them herself. 
(Maekawa Mother Interview, 03/18/17) 

It is worth noting that Ms. Maekawa is in New Zealand for her children’s study abroad, 

which contrasts with Ms. Aoki, who is here because of her husband’s work. This may play a part 

in how Ms. Maekawa sees the value in English, whereas Ms. Aoki sees it as an optional bonus. 

Ms. Maekawa draws a distinction between the English needed to “go out into society” and the 

English needed to score well on tests of English in Japan. While she sees her children as 

potentially already having the former, the latter seems to be out of grasp and not a priority. In 

continuing our interview, I was able to dig deeper into Ms. Maekawa’s reasons for prioritizing 

Japanese beyond succeeding academically: 

I: Do you have the same Japanese expectations for the younger daughter? 

MM: Not really. She hasn’t even reached the basic line yet, but I want to have a high 
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goal. After all, she’s going back to Japan because New Zealand is not a permanent place. 
As a Japanese person, I don’t want her to be thought of as “Ah, it makes sense that she 
can’t speak Japanese, because that person is a returnee.” I want her to be a returnee with 
proper Japanese skills. (Maekawa Mother Interview, 03/18/17) 

Here, Ms. Maekawa states that she has a high goal for her youngest daughter’s Japanese 

level because the family will return to Japan. She adds, however, that this reason is so that her 

daughter’s Japanese level will be respected as “proper Japanese skills.” Looking at this 

statement, Ms. Maekawa seems to see her child as belonging to an imagined community of 

returnees and an imagined community of Japanese people. Ms. Maekawa is concerned about a 

poor reputation for language skills that she sees returnees having, and thus wants her child to be 

able to belong to that imagined community but not have the stigma of lacking Japanese language 

ability. 

For all three of these parents, there is an explicit expectation of returning to Japan and 

their children becoming a member of an imagined (as well as a local) community of Japanese 

students. The clearest differences in imagined communities appear between Ms. Aoki and Ms. 

Maekawa as to whether they see their children potentially belonging to an imagined community 

of bilingual people (as in the case of Ms. Maekawa) or not (Ms. Aoki). 

Back-up plans.  The second group of families preparing a return to Japan were families 

who saw developing Japanese language skills as a contingency for an unexpected trip back. Not 

knowing exactly what the future would bring, they wanted their children to be able to speak the 

language, just in case they had to go back to Japan. Ms. Yate (teacher) explained that although 

the children are “mostly permanent residents and have no plans to go back to Japan to 

study...nobody knows what will happen, so their parents want to leave it as an option.”   

Mr. Yajima (teacher and father), who plans to stay in New Zealand but is preparing in 

case of a return to Japan, told me an anecdote about an acquaintance having to suddenly go back 

to Japan with his children, but who eventually returned to New Zealand because the child could 

not get used to the Japanese school system: 

I think the time to return to Japan will come someday. Even for permanent residents that 
are attending hoshuko, they have no idea about when and how they’ll go back to Japan.  

One of my acquaintances whose parent was sick had to go back to Japan. His child was in 
Year 6 when they first moved back and then entered middle school. But he couldn’t get 
used to the school and a year later they had to move back to New Zealand.  
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In the end, his child and family were not able to adapt to Japan. Because his child didn’t 
attend hoshuko, he could not survive in the Japanese school culture. Thinking about cases 
like this, we don’t know when the situation might come. For this purpose, I think we 
should mainly use Japanese textbooks so the children can get used to the school culture to 
some extent. If we do it in this way, I think it will be beneficial for the children 
eventually. After all, we don’t know what will happen and when we’ll go back to Japan. 
(Yajima Teacher and Father Interview, 11/19/16) 

This story seemed to have a lasting effect on Mr. Yajima, who wanted to ensure that his 

own family did not have a similar problem. Thus, Mr. Yajima saw hoshuko as a way to prepare 

his children for a sudden return to Japan:  

Even I don’t know what will happen in the future and someday I might have to return to 
Japan. To prepare, I hope my children can acquire solid Japanese skills through attending 
hoshuko. Now I think that I’ll be a permanent resident, but I really don’t know what will 
happen to my parents’ health. Thinking about things like this, if my children return to 
Japan in an unexpected situation without Japanese skills, they can’t live in Japan. After 
hearing about this friend’s case, I think the children need to have enough skills to adapt 
rather than the basic skills. That’s why I put them in A. Although I thought B might be 
alright too. (Yajima Teacher and Father Interview, 11/19/16) 

Whether as preparation for an actual return to Japan or a contingency for a potential 

return due to an unexpected event, parents did see the Japanese language as a necessary ability 

for their children. While this certainly was not the only or even main benefit of Japanese 

knowledge cited by most parents, it implies a strong vision by at least some parents of their 

children being a member of Japanese society. With that comes the imagined communities of 

Japanese nationals and people who work in Japan. 

Differences between parents’ visions and the hoshuko’s.  There is also the question of 

whether there are gaps between the visions of the hoshuko and the parents, as perceived by the 

parents themselves, the principal and the teachers at hoshuko. One parent, Ms. Aoki, was very 

clear in expressing the differences she saw at hoshuko: 

I: Do you find any gaps between visions between parents and hoshuko? 

AM: I wonder if what we aim for is the same as what the hoshuko aims for, which is 
“treat Japanese importantly”, but I don’t feel like it’s focusing on high school exams for 
temporary sojourns. It has never been mentioned by the principal either. Nothing like 
“I’m studying so I won’t have problems when I return to Japan.” So I guess the goal of 
hoshuko is a bit different now. (Aoki Mother Interview, 11/24/16) 
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As a parent who is planning to have her children study in Japan in the future, Ms. Aoki 

notes that the focus of the hoshuko seems to be on something other than her needs. This is in 

spite of the hoshuko’s main purpose being in line with her children’s need to prepare for re-entry 

back into Japan. It is clear from her comment that, at least in the eyes of some parents, the 

hoshuko has evolved to serve a very different population than the one it started with.  

In the case of the principal, his answer as to whether there are differences between 

parents and the hoshuko contains several different points. While at first he says there is no 

difference, he comments next that parents consider learning the Japanese language to be the most 

important part: 

I: Do you find any gaps between visions between parents and hoshuko?  

P: They’re basically the same. Parents might get angry if I say this, but the parents don’t 
think about it too much. It’s a bit extreme, but although the hoshuko is passing on Japan’s 
heart, parents tend to think that as long as we teach Japanese it’s okay. (Principal 
Interview, 05/06/17) 

However, the principal follows this by explaining the differences in parental opinions as 

to what the hoshuko should be. Some even have a vision that is so different to what the hoshuko 

sees itself as, that the parents leave the school. The principal thus concludes that there is, in fact, 

quite a gap between the school’s ethos and (some) parents’ expectations.  

We do ask the parents individually, but if we ask 10 people, they all have different 
images and it’s difficult to integrate them. It would be nice if the basic vision is the same 
and is partially different. Some of the extreme comments were like “just teach Japanese”, 
“in short, it’s just a cram school, right?”, “it’s just a language school right?”, “it has 
nothing to do with the Japanese culture”. So there are parents that treat hoshuko as private 
lessons or cram school. Although we teach Japanese, that’s not the only thing. We also 
want the children to acquire Japanese culture and tradition. Thus there’s a gap between 
the parents and hoshuko. So the parents who want the hoshuko to be a cram school give 
up and leave and there’s not much we can do about that. (Principal Interview, 05/06/17) 

Mr. Saito (teacher) also sees a gap between the vision of parents and the hoshuko. This is 

because, depending on the goals of the parent, their alignment with the hoshuko’s goals will 

differ.  

I: Do you find any gaps between visions between parents and hoshuko?  
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S: I think there is. Although hoshuko as a whole teaches Japanese and helps people grow 
in the world, parents don’t think the same way. There are parents who will definitely go 
back to Japan in the future. So the children have to go to a Japanese university. Also, 
there are some parents who hate dealing with the Japanese entrance exams. For parents, 
their first priority is their own child. This kind of thinking that their own child comes first 
more or less conflicts with the integrative school vision. Parents are full of ego. (Saito 
Interview, 11/19/16) 

In his final comment about parents being full of ego, I believe Mr. Saito is commenting 

on their focus on their own child’s needs above all others. If the students at hoshuko were 

homogenous in their needs, situations where parents have conflicting desires might not be so 

common. However, given the diversity in school demographics, combined with parents focusing 

on the needs of their own child, such differences seem to be inevitable. 

Students' Visions 

The students at hoshuko range in age from preschool (Year 0) to intermediate school 

(Year 9). Because of this, the influence that parents have on many of the children’s future visions 

is substantial. That is, the present imagined communities that students are a part of at a young 

age are very much due to the environment selected by the parents. For this reason, my data from 

the Auckland hoshuko focuses primarily on parents and teachers reporting about the students’ 

future visions. I was, however, also able to observe classes and make inferences as well as 

interview several older students about their own future visions and the connections between them 

and their experience at hoshuko. 

Influenceable visions .  When I interviewed teachers about what their students were 

envisioning for their future, several brought up the idea that younger students entertain multiple 

visions simultaneously or that the visions are constantly changing. For example, when talking 

about student motivation, Mr. Saito (teacher) mentioned that his students often had multiple 

visions whenever asked until around Year 5, when this started to change: 

It [motivation] is easy for children who have a concrete idea of exactly what they want to 
be in the future. However, until around Year 5, children are still dreaming a variety of 
different things. I want to do this; I want to do that. They usually have multiple things in 
mind when I ask them to write about it. (Saito Interview, 11/19/16) 

It is hardly a contentious idea that children entertain various dreams for their future. In 

contrast, however, was the opinion that the students did not have much of a vision at all. Ms. 
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Miura (teacher), for instance, was even more direct in her opinion that the children at hoshuko do 

not have a clear vision of where they are going, saying “I don’t think children know what to do 

about their future. I think they are doing it (studying Japanese) because their parents bring them 

here to hoshuko.” Ms. Miura, thus, is arguing that the students do not necessarily see themselves 

as motivated to become members of a Japanese-speaking imagined community in the way that 

the adults do. It is the parents who hold this vision for their children. Though this was not the 

case for the older students I interviewed, more than a few of the young students I met during my 

observations responded with something like “I dunno” or “because it has snack time!” to my 

inquiries about why they liked hoshuko. 

The idea that children are heavily influenced by their parents was not just held by Ms. Miura but 
was echoed by other teachers as well. Ms. Yate (teacher), for example, expressed her belief that 
there was not much of a gap between the parents and their children because of the influence 
parents have on their children’s mind.  

I: Do you find any gaps between visions between parents and the students?  

S: I don’t think so. Because I think the same idea has also been imprinted in the 
children’s mind. It’s a typical Japanese way. After all that’s what it is. Although the 
children are not clear yet about what they want to become in the future. (Yate Interview, 
11/26/16) 

Diverging visions.  Especially as children become older, there are inevitably differences 

in what the child wants for their future and what the parent envisions for the child. The teachers I 

interviewed offered a useful perspective here, having seen many parents and children go through 

the system. One of the largest gaps comes from parents’ desire to keep their child in hoshuko 

until Year 9, despite the child’s plans (or lack of plans) to work in Japan or attend university in 

Japan. Ms. Nagai (teacher) talked about this: 

I: Do you see any gaps between visions between parents and the students?  

N: Yes, especially with the middle school students. For families with both Japanese 
parents, it’s their wish to have the children attend until Year 9. However, it seems like the 
children just plan to go to a university in New Zealand and don’t think they want to work 
in Japan either. Despite this, the parents still make them come. They still somehow come, 
but I hear them speak in English during recess. Because it’s the family’s policy 
(decision), I can’t really comment much about it. (Nagai Interview, 11/19/16) 
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The gap between student and parent visions in Ms. Nagai’s view comes from the 

children’s viewpoint that they are planning to remain in New Zealand for both work and study, 

and thus do not see the usefulness of Japanese for their future. Mr. Saito (teacher) also 

commented on differences in the parents’ thinking when it came to their children going to Japan 

for university: 

Students might not realize it while they are young. When they become middle-school 
age, the parents seem to want their children to go to Japan for university. But if the 
children just want to stay in New Zealand, their thinking doesn’t match. That’s basically 
a talk between parents and their children, so it has to be decided by the family. (Saito 
Interview, 11/19/16) 

Again, age comes into play as a strong factor in Mr. Saito’s comments on the difference 

between the visions of the parents and what the children want. When they are younger, the 

children tend to be strongly influenced by the parents’ decisions, but they become more 

independently minded as they grow older. As to what age this change takes place at, Mr. 

Haseyama (teacher) argued that it happens at around nine years of age, although the gap between 

the students’ vision and the parents’ seemed to grow with age. 

The higher the grade, the bigger the gap. When children make friends at hoshuko, they 
tend to come much more often, so I’m always telling them about the importance of 
friendship. For children, they can’t see what will happen a few decades from now like 
what we teachers can see. So it’s better to have a purpose they can relate with like 
wanting to meet a particular friend. 

At the recent parents’ meeting, I talked about the nine-year-old-wall. Before nine, the 
decisions of parents and children are in agreement. But when a child turns nine, although 
the parents are saying this, the child might not choose the same thing. This period will 
definitely come. So it’s important to make a fun Japanese environment with friends up 
until then and make them feel like they want to go to Japanese school even after nine. By 
the time they turn nine, their decisions will be affected by how strong the resistance is. If 
we aim at a little bit of resistance, but not too much, in any case, let them have fun and be 
motivated during the period of Year 1 and 2, the wall can become even a little bit easier 
to overcome. (Haseyama Interview, 11/19/16) 

This nine-year-old-wall that Mr. Haseyama highlights seems to be the point where 

students start to develop a concrete vision of their own that may differ from that of their parents. 

During my classroom observations I would often ask the students how they felt about attending 



 
 

134 

hoshuko. The students in Years 1, 2, and 3 (across all courses) told me that they enjoyed it. From 

Year 4, however, I started to get a mix of responses from “I hate it” to “I’m just coming because 

my mom bothers me about it”. Though I did not recognize it as such at the time, this divergence 

in visions did seem to take place around the time when children turned nine or so (Year 4 

students are generally around nine years old). Furthermore, Mr. Haseyama was not alone in 

highlighting this particular age as the time when students’ visions begin to change. Mr. Yajima 

(teacher and father) also reflected in a similar way: 

While students are in the lower grades, they follow their parents reluctantly. But when 
they are above Year 4, the situation changes gradually. So I do think, after all, that it’s 
necessary for the child to have a successful experience using the Japanese language. 
(Yajima Interview, 11/19/16) 

Looking at the comments of Mr. Yajima as well as Mr. Haseyama, it seems clear that 

there is a period where student visions are strongly influenced by parents, followed by a period 

of divergence in visions. For some students, this divergence may mark the end of their 

relationship with the hoshuko if they decide to quit at that point. 

Shawn and Hana .  While there are certainly numerous limitations in examining the 

visions of children, such as the lack of available students to interview and the inability of the 

students themselves to affect school policy when compared to their parents, there are also 

tremendous benefits to doing so. In this section, I have included data from my interviews with 

two older students that attended the hoshuko.   

Shawn and Hana were the two students that finished Year 9 at hoshuko that I was able to 

interview. Though they attended the hoshuko for different reasons, they both talked about their 

experiences as well as the future plans they had for further study and work. Both students were 

born and raised in New Zealand with Japanese mothers and New Zealander fathers. Shawn was 

enrolled in Course B from Year 1 to Year 9 while Hana started from Year 2 in Course S and 

switched to Course B in Year 5, where she remained until she finished Year 9. The first student, 

Shawn, volunteered at the hoshuko as a way to maintain his Japanese after graduating. 

In regard to their relationship to learning Japanese, Shawn and Hana had slightly different 

motivations. For Shawn, being able to talk to his mother and grandparents in Japanese were the 

first reasons that came to mind when he was asked about why he attended hoshuko.  
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I: Is Japanese important to you? Why or why not?  

S: I think it’s important. Because I talk to my mom in Japanese. It might be quite tough to 
talk to my mom in English. Although she can speak English, she isn’t good at it. So 
Japanese is quite important. 

I: What was the impetus for you to attend hoshuko?  

S: My mother is Japanese and I went to Japan quite a bit. I want to be able to talk to my 
grandparents in Japanese. 

I: Do you talk to your grandmother only in Japanese? 

S: Yes, because she doesn’t understand English. It’s fine in simple Japanese. We don’t 
talk about difficult things. We are quite close. She plays games on DS and likes Dragon 
Quest, and she’s quite good at games. (Shawn Interview, 04/08/17) 

For Shawn, communication with family members came to mind when speaking about the 

role of Japanese and hoshuko. In the case of Hana, however, her identity as a Japanese person 

was a core part of her relationship to the Japanese language:  

I: Is Japanese important to you? Why or why not?  

H: It’s important. Because I’m Japanese and because I like going to Japan. If I didn’t 
know Japanese, I wouldn’t enjoy it. (Hana Interview, 3/25/17) 

Specifically, Hana made note of both her feeling that Japanese was important because she 

was Japanese and that it had a particular usefulness. Looking back at Ms. King’s (Hana’s 

mother) strategy and concern in motivating her children to learn Japanese by connecting it to 

their identity, Hana’s answer is not surprising. Rather, it seems that Hana shared Ms. King’s 

belief that Japanese language was a core component of being a Japanese person. 

In addition to language, both Shawn and Hana spoke to me about their plans for their 

future. Being enrolled at local New Zealand high schools when I interviewed them, topics like 

university and work were on their mind and we were able to have a good discussion about what 

they were thinking of doing and how their relationship with the hoshuko, Japan, and the Japanese 

language might impact their future.  

On the topic of future study, both students mentioned university as a potential future path. 

In addition, they both foresaw a relationship with Japan after finishing high school, but to 
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different extents. Through these two potential future visions, it is easy to see the connections 

with the teacher and parent visions mentioned previously.  

In Shawn’s case, there was an interesting mismatch between studying abroad in Japan 

and using Japanese. While he mentioned that it would be helpful to know it for work, he 

acknowledged that he probably would not use the language. He also expressed the difficulty he 

had with not being used to Japan’s crowds and the language barrier there. Nonetheless, Shawn 

showed an interest in studying abroad at a Japanese university. 

I: Do you want to study in Japan in the future? Why?  

S: If I go to the University of Auckland, I can go study at a university in Japan for free. 
Exchange to a Japanese university sounds good. 

I: Are you planning to study Japanese after you graduate from high school and enter 
university? How? 

S: (Shaking his head) I probably won’t use Japanese. I want to live in New Zealand 
because I’m more used to it. Although Japan is fun, I’m not used to it at all. Like it’s 
quite crowded, all the signs have kanji on them, things are quite different. Kanji is 
troublesome. I can’t do it. New Zealand is easy to live in and it’s green. (Shawn 
Interview, 04/08/17) 

As with Shawn, Hana was considering university and saw studying abroad in Japan as a 

more realistic alternative to Japanese university for four years, due to the level of Japanese 

language required being too difficult in Japan. 

I: Do you want to study at a university in Japan? 

H: Studying at a university in Japanese is too difficult, I want to study in English, but I 
might study abroad in Japan during university. (Hana Interview, 3/25/17) 

In addition to their study plans, I also was able to ask the students about any potential 

plans for work they had, and whether these plans had any relationship to their experience at 

hoshuko. In Shawn’s case, though the initial purpose of his volunteering at hoshuko was to 

maintain his Japanese, he discovered a potential future career path while participating in 

experiments in the class he was volunteering at.  

I: What kind of future goals (job) do you have for the future? 

S: I want to be an engineer that fixes airplanes and other things. 
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I: When did you decide that and why? 

S: This year. It’s because I can earn quite a bit of money. And I think it’s cool. Coming 
here and making stuff, like with wires, was pretty interesting.  (Shawn Interview, 
04/08/17) 

In connecting his experience at hoshuko with this potential goal, Shawn mentioned the 

possibility of working in Japan and the potential utility of his skill in Japanese as being able to do 

so. However, he qualified this by adding that he “should be alright anywhere” by being an 

engineer. Still, he sees this job path as a source of extrinsic motivation for learning Japanese, 

which has led him to continue his learning process even after graduating from hoshuko.  

I: Do you want to work as an engineer in Japan in the future? 

S: Technology is advanced in Japan, so I think being able to work there might be good. 
That’s one reason why I’m learning Japanese. If I become an engineer, I’ll probably be 
alright anywhere. 

I: Do you think having attended hoshuko will be helpful for your future goal?  

S: I think so. Because if I can speak Japanese, there might be opportunities for me in 
Japan. 

I: Have you improved Japanese through volunteering? 

S: Yes, I have. Because I don’t know how to say the things I want to in Japanese, it’s 
helpful. (Shawn Interview, 04/08/17) 

In the end, Shawn recognizes the language abilities he developed at hoshuko as a means 

through which to improve his future job opportunities. However, the idea of working in Japan is 

something he has thought about because of the technological appeal of the country and his 

interest in engineering. Shawn seems to be on the path of becoming the kind of bilingual 

international citizen that some teachers and the principal had in mind when entertaining the 

hoshuko’s vision for its students. Hana, by contrast, is much less clear about what she wants to 

do in the future but has a better idea of how she might include Japan in her plans. She also 

expressed her desire to try to work in Japan for two months and see if she wants to come back to 

New Zealand or not. This mirrors what her older brother did after high school.  

I: What kind of future goals (job) do you have for the future?  
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H: I’m thinking about becoming a vet, but I haven’t decided yet. 

I: Do you want to work/live in Japan in the future? Why? 

H: Yes, I want to try for two months first, and if it’s fun, I might go study at a university 
there. My older sister said that she doesn’t want to work in Japan because the work 
culture is very different. It looks like in Japan, a boss is a boss, and the employees seem 
to be on the bottom, whereas in New Zealand everyone is more laid back. So if I don’t 
like the Japanese work culture, I might come back after two months. But even if I work in 
New Zealand, I want to go visit Japan every year, because I like Japan. Because my older 
brother went to work in Japan for two months after college, I also want to try to work in 
Japan after college. (Hana Interview, 3/25/17) 

Even though Hana mentioned previously that she preferred to study in English rather than 

Japanese, she expressed the possibility of studying there in the future. Although her brother had 

experience working in Japan, Hana has not yet tried it and thus she is eager to experience living 

and working in Japan after high school. Nevertheless, she expressed her fondness for Japan in 

saying “But even if I work in New Zealand, I want to go visit Japan every year, because I like 

Japan.” Finally, as to hoshuko’s role in helping her reach this future goal, Hana replied that “I 

think attending hoshuko will probably be good for me in the future, but so far, I haven’t found 

anything in particular yet. But still I think attending hoshuko is good.” 

By looking at the students’ visions for their relatively near future, their present and future 

imagined communities become visible. In the case of Shawn, it seems that he does not see 

himself as belonging to an imagined community of people with a strong connection to Japan. He 

talks about a short study abroad in Japan and expressed a desire to visit but does not have any 

concrete plans to work there or use Japanese. He does, however, recognize himself as part of an 

imagined community of Japanese speakers and is aware of the potential economic benefits that 

membership in the community provides.  Hana, on the other hand, has a stronger sense of 

belonging to a Japanese imagined community. She sees herself potentially working and studying 

in Japan in the future. 

Chapter Summary 

This chapter attempts to answer the question of what imagined communities were held 

for the students by various members of the hoshuko community: the school and its faculty 

members, parents, and the children themselves. By doing so, it makes it clear that the diversity of 

imagined communities, even among a single group, is a reflection of the hoshuko’s 
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superdiversity. This diversity of imagined communities at the Auckland hoshuko echoes 

Mizukami’s (2007) findings on the demographic diversity at Japanese schools in Australia. 

In looking at the faculty’s visions, the first salient point is an imagined community of 

adults who have inherited the “heart of Japan” and developed a sense of pride as a Japanese 

person. I believe that this imagined community assumes a strong likelihood of the children 

remaining abroad and focuses on actions needed to be taken in order to combat the linguistic and 

cultural attrition that is likely to happen. Through going to hoshuko, students develop their 

understanding of Japanese culture and skill in the Japanese language. This is the goal as 

published by the school. However, not all teachers cite the “heart of Japan” principle as their 

interpretation of the school’s goal. Instead, they express a vision of people who can act as 

bridges between countries or as international citizens.  

The elephant in the room is still the imagined community of children returning at some 

point to finish their education in Japan. This is the community that hoshuko worldwide are tasked 

with helping their students enter smoothly. This group was not mentioned by most of the 

teachers, although it was touched on by the principal. I believe this is because the current 

demographics are skewed towards a focus on students who will likely not re-enter the Japanese 

school system.  

In regard to teachers’ personal visions for their students, there was also the imagined 

community of bicultural adults that could help Japan because of the knowledge they could only 

gain as outsiders. There is certainly an attitude of additive bilingualism and biculturalism here. 

The experience of living outside of Japan gives the students a unique perspective that they may 

be able to bring back to Japan to help solve issues that insiders would not normally be able to. 

On the whole, the imagined communities of teachers tended to be simultaneously more seriously 

thought out and more abstract than those of the parents.  

For parents, the first primary group were those who professed to have no particular 

vision, and through this lens no particular imagined community for their children. Still, in 

digging deeper it seems that the parents in this flexible group are generating several possibilities 

of imagined communities for their children but not necessarily forcing them into one. On the one 

hand, their children could grow up to be a member of Japanese society through living and 

working there. On the other hand, they may choose to live either in New Zealand or another 

country outside of Japan.  
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There are also parents who see their child belonging to an imagined community of those 

connected to Japan. The extent of this connection depends on the particular parent, but it does 

stand in contrast to other parents who leave no connection with Japan as an option for their 

children. For some, the connection comes in the form of a relationship with family members 

(both parent and extended family) that serves as a strong motivator to develop Japanese ability. 

For others, it is the relationship between learning Japanese and the development of an identity as 

a Japanese person that serves as the primary motivator. 

Further parent visions for their children are those related to increased future 

opportunities. Even among parents who have visions regarding where their children would live 

or work, there was considerable diversity in imagined communities. Much of this diversity 

comes out of the perceived importance of Japanese, English, and bilingual abilities.   

In contrast to the teachers, some parents did directly address plans to return to Japan or 

back-up plans in case of a return. For those who had concrete plans to return, Japanese ability 

was a paramount motivator to attend hoshuko. Interestingly, even among these parents the 

desired extent of English ability in the future of the child differed, ranging from an optional 

bonus to a hope that it would be strong enough to be useful for work. 

This heterogeneity in visions and imagined communities even among parents who had 

concrete plans to return to Japan is likely one of the reasons for differences in parent and the 

hoshuko’s visions. As Mr. Saito (teacher) mentioned, while parents are focused on the needs of 

their particular child and their own visions, these needs and visions are often different and it can 

be difficult to accommodate them all.  

As for the students, there is a lot of variety depending on their age. Teachers and parents 

served as a good proxy for younger students whose visions may not be developed outside of 

following their parents. With the younger students, teachers mentioned that many of them follow 

their parents in attending hoshuko. They are unlikely to have static imagined communities, and 

future visions are often in flux or several exist simultaneously. Teachers also commented on how 

as the students grew older, the conflicts between students and their parents regarding attending 

hoshuko tended to increase. 

The two older students I was able to interview, Shawn and Hana, painted a picture of 

their future-selves as being able to communicate with family members and interact with Japan, 

but not necessarily as an inside member. Yet, as Shawn and Hana mentioned in their comments 
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and future plans, there is still a sense of belonging to some form of a Japanese imagined 

community that the hoshuko has helped to imbue into its graduates. 

To summarize the major findings in this chapter, there are a variety of contrasting 

imagined communities in the hoshuko community. Nonetheless, they share a thread of a 

connection to Japan or a lack thereof. The variety of imagined communities and differences in 

the level of this connection to Japan stands in contrast to the original purpose of Japanese 

supplementary schools, which is simply to prepare students for re-entry into Japanese education.
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Chapter 7 - Decision Points and Imagined Communities 

Having uncovered a variety of imagined communities and visions for the future held by 

the school, teachers, parents, and students, we can now attempt to understand more about the 

impact they have on the students and school. For example, in Kanno and Norton (2003), 

imagined communities were cited as the reason that one individual declared that he did not want 

to be Japanese anymore. If imagined communities can have this level of impact on the decisions 

that an individual makes, the imagined communities that parents hold for their children’s future 

must surely have some impact on the decisions that they make for them. This chapter will 

examine what the impact is by focusing on important decisions made by parents during their 

time at hoshuko. There are two major decisions that parents need to make for their children: 1) 

which of the three courses their children will enroll in, and 2) when their children will finish 

hoshuko. In this chapter, I will look at how imagined communities and other visions that parents 

have for their children’s futures inform their decisions. 

Choosing a Course 

The first major decision point for parents enrolling their child in hoshuko is the course 

they choose for their child. This section will focus on the reasons parents chose a particular 

course for their child. Specifically, I will compare and contrast the decisions parents made with 

the future visions and imagined communities uncovered in the previous chapter.  

To review, there are three courses at hoshuko: Course A, Course B, and Course S. Course 

A is the continuation of the original mission of the hoshuko from when it was founded. Course A 

meets twice a week for three class hours (one class hour is 45 minutes) each time in the primary 

division and meets three times a week for a total of seven class hours in the middle school 

division. Course A’s primary goal is to prepare students for re-entry into the Japanese education 

system. Course B meets twice a week for two class hours each time and was created to 

accommodate the change in demographics following a decrease in temporary sojourners and an 

increase in permanent residents in New Zealand. Finally, Course S meets for three class hours on 

Saturdays and was created last to accommodate those who could not attend Course A or Course 

B on weekdays, but still wanted their children to experience education at hoshuko. Next, I will 

go through each of the three courses and the reasons parents had for choosing them for their 

children. 
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Course A.  Course A is the most academically demanding of the three courses and meets 

the most often among the courses. It is the course that is the continuation of the hoshuko’s 

original curriculum for preparing students for re-entry into the Japanese education system. When 

starting my research, I assumed that this clear-cut curricular goal would be the main reason 

parents chose this course for their children. I also hypothesized that this course would be the 

closest equivalent to a tight community of practice that the hoshuko had because the preparation 

to return to school in Japan seemed to create a clear sense of alignment between the parents. 

While some of these assumptions were correct, reality ended up being more complex than I 

initially assumed.  

Among the Course A parents I interviewed, there were both temporary sojourners with 

definite plans to return to Japan and permanent residents in New Zealand. The approach to the 

class and level of alignment seemed to correlate well with the future plans of the parents. 

For the temporary sojourners, Ms. Aoki and Ms. Maekawa, Course A was seen to be a 

natural choice as it was designed specifically to prepare them for re-entry into the Japanese 

education system. For example, during my interview with Ms. Aoki, she spoke about her plans to 

have her child take the Japanese high school entrance examination and explained that Course A 

was appealing because it was “mainly the Japanese curriculum and it teaches social studies and 

science.” Among the parents I interviewed, Ms. Aoki was perhaps the most intensely focused on 

her child being able to improve their Japanese, mentioning that she only needed her child to learn 

enough English as to not have problems in New Zealand. Her entire reason for having her child 

attend hoshuko, in fact, was to be able to learn Japanese at a place outside of the home and to 

study properly for Japan: 

I: What does it mean for your child to attend hoshuko? 

A: My children live in an English environment at the local school, but when they go to 
hoshuko they can learn Japanese by using Japanese with people other than family, and 
also study properly for Japan. Although it’s not the same as in Japan, going two or three 
times a week can get them a good foundation. (Aoki Mother Interview, 11/24/16)  

For Ms. Aoki, the most immediate imagined community she appeared to hold for her 

child is being a member of Japanese high school students studying in Japan. In regard to plans 

beyond that, in chapter 6 I noted that she was open to the option of her child living in a country 

other than Japan. However, in our interview this seemed to be a much smaller part of her future 
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vision than the next step of having her child study at a high school in Japan. Ms. Aoki’s 

emphasis on this near-term goal plays a large part in her choice to downplay the usefulness of 

learning English and focus on her child building strong fundamentals in Japanese and studying 

other subjects in Japanese curriculum, both strong features of Course A.  

For Ms. Maekawa, who had decided on Auckland as the destination for her children’s 

study abroad specifically because they would be able to attend Auckland hoshuko, the thought of 

putting her children in another course was unthinkable because she saw them as easier and less 

effective than Course A:  

There’s no way I’d consider other courses. Personally, I don’t think the current number of 
classes at hoshuko is enough to maintain Japanese. So the younger child’s vocabulary is 
decreasing because it’s overwhelmingly different in regard to the amount of contact [with 
the language]. When we return to Japan temporarily, the language exposure will be 
different, right? It’s the same in English, of course, but even in that [the English 
environment] it’s not enough, so I thought there’s no way to go to the easiest class at 
hoshuko. Also, I went to hoshuko myself, so I don’t have any doubts. (Maekawa Mother 
Interview, 03/18/17) 

 Ms. Maekawa brought up increased exposure to Japanese that her children would get in 

Course A as a primary reason for choosing it over other courses. In examining her imagined 

communities in the previous chapter, I hypothesized that Ms. Maekawa may hold a vision of her 

child belonging to an imagined community of Japanese speakers in Japan. The goal she had set 

for her children’s Japanese levels and her focus on her child developing “proper Japanese skills” 

was that the child would be able to join this imagined community of Japanese speakers and not 

be discriminated against as a returnee to Japan. 

It is worth noting that despite a great deal of alignment in their goals to have their 

children to prepare for a return to education in Japan, Ms. Aoki and Ms. Maekawa had different 

focuses in regard to why they wanted their children to improve their Japanese language skills. 

That is, Ms. Aoki seemed to be much more academically-oriented while Ms. Maekawa was 

focused on helping her child fit more naturally back into Japanese society and not be seen as an 

outsider, as Kanno (2000) recognized was historically prominent for kikokushijo.   

Although in the past, temporary sojourners made up the majority of hoshuko, even in 

Course A the majority of parents at the time of research were long-term residents of New 

Zealand with no concrete plans to go back. Similar to the temporary sojourners, these parents 
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seemed to be focused on the difference in rigor and exposure to Japanese language in Course A 

when compared to the other courses.  

Perhaps the most similar to the temporary sojourners in mindset, Mr. Yajima (teacher and 

father), while not having concrete plans to return to Japan, was entertaining the very real 

possibility that his children might need to return to Japan and should be prepared with strong 

Japanese language skills that allow the ability to adapt if they actually had to go back. 

Nonetheless, even with Mr. Yajima, there was a difference in the options that could be 

considered. That is, Mr. Yajima expressed that Course B might be a suitable alternative for his 

children if they did not want to continue in Course A. Neither Ms. Aoki nor Ms. Maekawa 

expressed any sort of consideration of this possibility. It is possible that in being a teacher, Mr. 

Yajima’s familiarity with the content of Course B as opposed to its outside reputation was the 

reason for seeing Course B as a potential alternative. On the other hand, it could also be that 

because Mr. Yajima did not have concrete plans to return, the hoshuko-specific imagined 

communities he saw his children belonging to in the future were less clear than Ms. Aoki’s and 

Ms. Maekawa’s. Whatever the reason, Mr. Yajima’s choice was to enroll his children in Course 

A because of its ability to provide his children with “solid Japanese skills”.  

Of course, there were also parents who did not have any plan to return to Japan, but 

nonetheless had their children enrolled in Course A. Among these parents, the primary 

motivation for enrolling in Course A can be summarized as an increased exposure to the 

Japanese language. One of the two parents in this circumstance that I interviewed, Ms. Ochiai, 

mentioned that Course A’s usefulness could be described as providing an environment where 

exposure to English would be minimized:  

I: Why did you choose Course A? 

OM: It has to be A, right? I suppose it’s better to have more time to study than to make it 
easier. I heard that there was a lot of speaking in English during recess in B, so I thought 
A would be a good choice.  (Ochiai Mother Interview, 12/08/16) 

In the previous chapter, Ms. Ochiai expressed her vision of having her children growing 

up to be Japanese speakers who could keep their connection with her through speaking to her in 

Japanese. Interestingly, Ms. Ochiai seemed less committed to the idea of her children remaining 

in the course when compared to Ms. Maekawa and Ms. Aoki, even more so than Mr. Yajima:  
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If they become busy in high school, or if the time overlaps with their soccer time, 
considering they have been doing sports all the time, I think it’s better to change to 
Course B. I don’t know what is good, but if it doesn’t make sense to study social studies 
and science, because it’s not like they are going to a high school in Japan, perhaps they 
can go to Course B and get a tutor for high school. I don’t think the top two children will 
forget Japanese, so it’s just the bottom one.  (Ochiai Mother Interview, 12/08/16) 

This difference in alignment can perhaps be explained by the difference in the imagined 

communities that Ms. Ochiai held for her child. Specifically, I hypothesized that although she 

had entertained the idea of her child belonging to an imagined community of people working 

abroad and even belonging to an imagined community of high school students in Japan, these 

visions were flexible as she mentioned that her children “can do anything…as long as they’re 

working hard.” Thus, both staying in Course A and moving to Course B were possibilities 

because either choice would satisfy the future visions she held for her child. 

All in all, parents who chose Course A seemed to be focused primarily on a mix of three 

main factors: 1) preparing for re-entry into the Japanese educational system, 2) the perceived 

rigor of the course and its effectiveness in teaching Japanese language skills, and 3) maximizing 

Japanese language exposure and minimizing exposure to English. Among parents who did not 

have concrete plans to return to Japan, commitment levels were lower and changing courses was 

an option if Course A study either conflicted with other activities or the child could no longer 

keep up. 

Course B.  Course B was started in response to the change in student and parent needs 

where there were fewer temporary sojourners planning a return to study in Japan, and more 

permanent residents wanting their children to learn Japanese as a heritage language. During my 

interviews with Course B parents, I noticed that unlike the parents with children in Course A, 

who focused the discussion of their course choice on the academic or language learning benefits 

the course could provide, parents who chose Course B (and Course S) spoke much more 

frequently about how the course and hoshuko time investment fit into the rest of their lives. 

While this difference in concerns is certainly interesting and demonstrates how different parents 

at hoshuko are, I was surprised to see that there are further differences even among the parents in 

Course B and Course S.   

The first scheduling concern was the number of times per week that the course took 

place. In the case of Ms. Hayashi, enrolling her children in Course B was a balance between 



 
 

147 

helping her children develop Japanese and the practical concerns about the number of times she 

would be able to bring her children to hoshuko each week: 

I: Why did you choose Course B? 

HM: Course A becomes three days a week when the grade is higher, so all my children 
would be in different grades on different days. When I talked to another mother, she said, 
“I come every day.” It’s impossible for us. When each of my children wants to take other 
lessons or do other things, if you have three children, someone will always have to 
sacrifice something. It would be okay in the case of an only child.  

I: Did you ever consider Course S? 

HM: Now, they come twice a week. I’m scared of that being once a week for Course S. 
Course S didn’t start when my older child was attending hoshuko. It started when my 
middle child entered. I heard that the progress is completely different if class is just once 
a week. The level also goes down. If you have come twice a week until now, when it 
becomes once a week, you will forget quickly and it will be difficult to get much input. 
Thinking about all this, Course B is good while we can come here. (Hayashi Mother 
Interview, 12/08/16) 

For Ms. Hayashi, the frequency of Course B seemed to be a fit, whereas Course A was 

too frequent and Course S would be insufficient. Looking back to Ms. Hayashi’s vision for her 

children, she mentioned that it was up to her children as to whether they would live in Japan in 

the future, but nonetheless expressed hope that they would be able to use Japanese to 

communicate with her and with their grandparents later in life. Taking these visions into account 

for Ms. Hayashi’s course choice, it seems that she valued her children learning and remembering 

Japanese enough to enroll her children in hoshuko and be concerned that Course S will not 

provide the necessary language skills but did not see Japanese language skills as so important to 

commit to the increased demands of Course A and sacrifice everything else that her family does. 

In addition to frequency of class, the day of the week that classes took place was also a 

constraint. Course A and Course B take place on weekdays whereas Course S runs only on 

Saturdays. For Ms. Patterson, who had three children in Course B, this was the deciding factor 

between courses:  

I: Why did you choose B? 

PM: It’s a bit silly, but the year we joined hoshuko, Years 5 and 6 for Course S were in 
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the afternoon and Years 1 to 4 was in the morning, but then three of my children would 
be divided into morning and afternoon, and Saturday would disappear. I didn’t want it to 
be that hard, so I chose [Course B on] Tuesday and Thursday. When I asked the 
principal, he said “We’ll change the schedule for Course S from next year, so why don’t 
you join S?” But my children said, “We already made friends, so we are fine with 
Tuesday and Thursday.” (Patterson Mother Interview, 11/29/16) 

Wiping out an entire Saturday would reduce family time for Ms. Patterson since her 

children could not attend class at the same time of day, so she chose Course B as to keep 

Saturday free for her and her family. Interestingly, Ms. Patterson declined an opportunity to 

change to Course S even after her children had the opportunity to take Course S classes at the 

same time because they had already made friends in Course B. This comment helps clarify the 

relative priority Ms. Patterson placed on the various factors that go into deciding a course, from 

academic value to ease of schedule to maintaining friendships. Course A also takes place solely 

on weekdays, so I asked Ms. Patterson why she decided not to enroll her children in Course A: 

I: Why didn’t you choose Course A? 

PM: Because we have no plans to live in Japan. We want our children to play. It would 
be best if they could speak Japanese without attending hoshuko, but that’s absolutely 
impossible, so I cut down on other lessons and made sure that they could always play 
with friends two days a week. After all, children shouldn’t study too much. To be honest, 
Course S once a week would be best, because I wanted them to learn Japanese with the 
fewest class hours. (Patterson Mother Interview, 11/29/16) 

Looking at her visions for her children’s futures, Ms. Patterson was among the parents 

who had flexible visions for their children’s future, saying that, while she did want her children 

to have Japanese usage as part of their life and get to the point where they could study Japanese 

on their own, she did not have any “hope” for her children to live in Japan or use Japanese for 

work. Still, she chose to enroll her children in hoshuko because she felt it was their best chance 

to learn to speak Japanese and she did place some value on it. Although the increased frequency 

of Course B was a drawback rather than a benefit, Ms. Patterson was primarily focused on 

convenience and secondly on the ability of her children to maintain friendships. 

Play and friendship were two key areas of value to Ms. Patterson for her children and, 

when compared to mastery of Japanese, seemed to be prioritized much differently to the parents 

with children in Course A. The importance of friendship, and in particular keeping friends 
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together in the same course, was also brought up by Ms. King, who initially enrolled her 

daughter because other parents in her daughter’s play group encouraged her to do so. In Ms. 

King’s future visions for her child, she mentioned prioritizing her daughter finding happiness and 

following her own preferences rather than having some kind of set vision. She also stressed the 

usefulness of Japanese language learning as something that could aid in the development of her 

daughter’s identity as opposed to a practical tool for use in work or the like. Ms. King’s focus, 

thus, seems to be on flexibility and her daughter finding a sense of connection: 

I: How did you choose the course? 

KM: When they entered the local primary school, there was no more Japanese gathering, 
so I worked hard on the play group, but it didn’t go well, so I was invited to hoshuko. 
Hoshuko became closer [when the school changed locations] and I could drop her off if it 
was only on Saturdays. 

Hana was invited by her friends. It was the playgroup friends that grew up together from 
infant-hood until age four. Even though they went to different primary schools after that, 
with childhood friends, you just don’t forget them. So the mothers at the time were also 
connected. Because I work full-time, I told them it [hoshuko] was impossible, but they 
said, “We’ll support you, so let Hana attend hoshuko as well.” So we started on 
Saturdays. Then my friend told me “We are transferring to Course B.” I said, “It’s 
impossible.” But they said, “We’ll support you.” So I asked them to change their pick-up 
and drop-off duty according to my work. So when I was there I would do a lot, but when 
I wasn’t, I would ask them to do it. (King Mother Interview, 03/25/17) 

Though all of the children in the play group initially enrolled in Course S, they eventually 

changed to Course B and Ms. King did the same. For Ms. King, enrolling in Course S and then 

Course B was purely to keep her daughter together with her childhood playgroup. This makes 

sense in the context of Ms. King seeing her daughter joining an imagined community of Japanese 

people through the development of a positive Japanese identity. While her schedule (she was a 

full-time flight attendant) had a strong influence on what she ended up choosing, it was Ms. 

King’s desire to keep her daughter together with her childhood friends that was the determining 

factor. 

All in all, when compared with parents who enrolled their children in Course A, Course 

B parents seemed significantly less oriented towards the practical value provided by learning the 

Japanese language and other curricular goals at hoshuko than parents in Course A. Rather, 

Course B was chosen for a variety of other reasons from scheduling to keeping close to friends. 
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Reflecting on parents’ decisions in Course B, while some form of scheduling was an important 

factor, the details and emphasis points among the three parents differed but seemed correlated 

with their children’s futures. 

Course S.  Course S was originally started for families whose schedules made Course B 

difficult to attend. Because Course S is only once per week on Saturdays, rather than two or three 

times like Course B or Course A, it was appealing to parents who either were busy during the 

week or who did not prioritize hoshuko as highly as other activities. As with Course B, the 

parents I spoke with whose children were enrolled in Course S reported making their decisions 

based on things like the scheduling of the course or the lack of suitability of other courses.  

Like Course B, the day of the week that courses took place on was an influential point for 

parents who chose to enroll their children Course S. For Mr. Ozaki, for example, Chinese 

language lessons for his children on weekdays took priority alongside the difficulty of two 

working parents making the trip to hoshuko. Although the proximate cause for Mr. Ozaki to 

choose Course S is the scheduling of the course, the root cause is perhaps how he prioritizes 

hoshuko. In terms of goals for his children, Mr. Ozaki’s primary focus was in developing his 

child’s Mandarin Chinese ability and Japanese ability to the extent that they could engage in 

daily conversation, basic literacy skills, and the option to learn Japanese more easily in the future 

if they ever choose to dedicate more time to it. Mr. Ozaki also mentioned that of the two, he 

considered Mandarin Chinese (his wife’s first language) to be the more useful language for 

living in today’s world and thus prioritized it above learning Japanese. Considering these goals 

and values, it seems that Mr. Ozaki saw his children as belonging to an imagined community of 

multilingual speakers but has not attached any concrete benefits to the Japanese part of this, other 

than a feeling that “the future is better if you can speak even a little Japanese.” With this sort of 

imagined community, his children being able to develop basic skills in multiple languages rather 

than just maximizing Japanese ability served as a good reason for Mr. Ozaki to choose Course S 

as it allows Mandarin classes on the days when Course A and Course B are held. 

Choosing a course based on the priority of hoshuko over other activities was also brought 

up by Mr. Narita, who chose Course S over Course A because he valued other activities 

including sports and family time more than hoshuko:  

I: Why did you choose Course S? 
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NF: Actually Course A would also be fine, but since my children have swimming, they 
can’t make it. Also, late nights are a problem. In the evening, it’s time for the family to 
reunite; we get together and have dinner, so it’s not okay if someone is studying alone.  
(Narita Father Interview, 12/06/16) 

While Mr. Narita mentioned his hope for his children to develop bilingual skills as a 

means to provide future opportunities, he also firmly stated his goal was for his children to be 

able to communicate with him and relatives in Japan using Japanese and how sad it would be if 

his children lost their Japanese. Alone, this goal would seem like improving Japanese language 

ability is a strong motivator and reason to choose Course A. However, when viewed in the 

context of Mr. Narita’s hope that his children will be able to connect with family even as they 

grow older, the de-prioritization of hoshuko time when compared to family time makes sense. 

Mr. Narita wanted his children to learn Japanese, but this is a means to communicate with 

family, so sacrificing family time in evenings to do so in Course A was not as good of a solution 

as Course S on Saturdays.  

With Course S being the course held for the fewest number of hours per week, 

prioritization of time spent on hoshuko-related activities was a point brought up by other parents 

as well. Mr. Isono was direct in that he chose Course S because he did not want his children 

spending more time at hoshuko than needed:  

I: Why did you choose Course S? 

IF: I don’t intend to go back to Japan, so it’s a big question whether going to A or B is 
worth the effort. It’s impossible to bring them here on weekdays, because we are both 
working. On top of it being difficult, I don’t feel the value of it. (Isono Father Interview, 
02/11/17) 

Mr. Isono’s child goes back to Japan every year and attends school there for a few weeks. 

Mr. Isono mentioned that, in terms of language goals, he hoped his child would develop a basic 

foundation in Japanese language that might be useful later on and would allow him to keep up at 

school during these trips back to Japan. Outside of this groundwork, however, Mr. Isono said 

that he did not have any particular vision for his child’s future, preferring to leave it completely 

up to his child (“no expectations at all”). It is worth mentioning that, unlike other parents I talked 

with, Mr. Isono himself did not feel a strong sense of membership to an imagined community of 

Japanese people, stating that he has no particular desire to maintain connections with other 

Japanese people. Thus, for Mr. Isono, Course S was perhaps the choice that required the least 
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amount of commitment and time spent on hoshuko while still providing the “groundwork” in 

Japanese that would let his child keep up with the class during their annual trips to Japan and be 

useful later in life.  

The smaller investment required of Course S compared to other courses was also brought 

up by Ms. Shibata, who, like Mr. Isono, had little desire to keep a connection with Japan after 

moving to New Zealand. In our interview, I discovered that it was not, in fact, Ms. Shibata’s 

decision to enroll her child in hoshuko, but rather one of her children that requested it: 

I: What was the impetus for having your child attend hoshuko? 

SM: My oldest daughter going to hoshuko was the reason. She was the child who always 
wanted to return to Japan, so she couldn’t help but go to a place where Japanese people 
were and couldn’t help but go to hoshuko. She loves Japan. My middle child was 
ambivalent. 

I wasn’t good at driving, so I had been avoiding it for about a year. But I realized that 
Japanese is important and made an effort to come by car. (Shibata Mother Interview, 
11/26/16) 

Ms. Shibata’s reluctance to have her child attend hoshuko was originally because of her 

distaste for driving. Nonetheless, Ms. Shibata told me that she felt the Japanese language lessons 

at hoshuko would be valuable for her children and might have an impact on their future, 

especially for the second of her three children as the child wanted to go to school in Japan. It 

seems that, for Ms. Shibata, Course S was a compromise between her children’s desire to attend 

hoshuko, her own acknowledgement of the usefulness of her children studying Japanese, and her 

reluctance to drive to hoshuko. 

Overall, for the parents in Course S, the biggest benefit of the course seems to be the 

ability for their children to learn Japanese while minimizing the sacrifice needed to attend. While 

the parents varied in their imagined communities, as a whole they trended towards being flexible 

and open with the future visions for their children and attempted to reconcile this attitude with 

their desire to have their children learn Japanese. Looking at the three courses side-by-side and 

the decisions that went into them confirms the extent to which parents at hoshuko are 

heterogenous in their approach to hoshuko and perhaps demonstrates the success of the hoshuko 

in reaching different groups of the Japanese community in Auckland. 

Completing Hoshuko 
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At some point, every child at hoshuko finishes their journey. Some families choose to 

continue all the way until graduation at the end of the hoshuko’s program in Year 9, while other 

families decide to finish at the end of primary school (Year 6) or choose to leave somewhere 

along the way. In any case, choosing when to leave hoshuko is an important decision point for 

families and is likely affected by the imagined communities that parents hold for their children. 

Year 9.  First, there were parents who either decided to have their children complete 

Year 9 or whose children made the decision to do so. This is the final year of Japanese 

compulsory education that is offered by hoshuko and thus was a target for some parents who 

wanted their children to take advantage of the hoshuko as long as possible. Of the parents I 

interviewed, Ms. King, Ms. Maekawa, Ms. Shibata, Mr. Yajima, Mr. Isono, and Mr. Narita all 

either had children at hoshuko who had completed Year 9 or had plans to have their children 

attend until Year 9.  

The parents whose children had already reached Year 9 or finished it were Ms. King, Ms. 

Maekawa, and Ms. Shibata. Ms. Maekawa’s child, who came with her to New Zealand to study 

abroad, was already in Year 9 at the time of the interview and would be finishing at the end of 

that academic year. This decision seems to have been determined more by the year Ms. 

Maekawa had chosen to have her daughter study abroad than anything else. Ms. Shibata’s case, 

on the other hand, was completely different as her daughter enjoyed hoshuko so much that she 

attended Year 9 twice as a way to extend her time at hoshuko. 

Among the parents who planned to have their children attend hoshuko through Year 9, 

the levels of commitment to this decision were different. For Mr. Yajima (teacher and father), on 

the one hand, completing Year 9 was an absolute requirement with his children, and he would 

not allow them to quit: 

I tell them it’s compulsory education until Year 9 and there’s no way to quit before 
graduation. They haven’t been opposed to it yet, because I told them that’s the way it is 
and they love hoshuko because, after all, it’s fun. 

However, having seen various children so far, I think one big difference is whether they 
could continue until graduation eventually. Whether they ended up quitting on the way or 
whether they could finally manage to graduate after persevering could possibly influence 
their Japanese learning afterwards. Therefore I think it’s their duty to continue until 
graduation, no matter what the outcome is. (Yajima Interview, 11/19/16) 
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Looking at Mr. Yajima’s comments, it is clear that he saw making it through Year 9 as 

important for his children’s overall Japanese learning and the development of their perseverance. 

Of course, Mr. Yajima did mention that one reason he had his child in Course A was to develop 

their Japanese to the extent that they could enter school in Japan if they needed to move back in 

case of an emergency. In the previous chapter, I hypothesized that because Mr. Yajima expected 

the majority of the students at hoshuko to live abroad rather than in Japan, he saw them as 

joining an imagined community of Japanese people living abroad for whom Japanese language 

proficiency is a gateway to membership. Noting this vision, as well as his preference to have his 

child learn Japanese just in case they needed to enter Japanese society, he seemed to make 

decisions that will maximize his children’s exposure to Japanese language and culture, of which 

finishing Year 9 is one such example (and enrolling his children in Course A another).  

While Mr. Yajima had a strong preference for his children to finish Year 9, on the other 

hand there were parents who wanted their children to reach the same goal but were less adamant 

about it. Mr. Narita, for example, gave much more flexibility to his children: 

Until the end of middle school. If they say they don’t want to attend, they can quit. But I 
plan to let them attend hoshuko as long as they want to. (Narita Father Interview, 
12/06/16) 

Being a monolingual Japanese speaker, Mr. Narita was focused on his children being able 

to speak Japanese well enough to communicate with him as he grew older, and that this ability 

was essential to maintaining a feeling of being of the same family. In addition, Mr. Narita saw 

bilingualism as a strongly positive process that might result in increased opportunities for his 

children as they grow older. Still, this seemed to be a secondary reason compared to being able 

to communicate with family, a value that was also expressed in Mr. Narita’s selection of Course 

S over Course A because it would allow for more family time. Considering his prioritization of 

family time over hoshuko and his views on the value of Japanese for family and future 

opportunity, Mr. Narita likely developed his decision to encourage his children to continue 

through Year 9 but finish early if they wanted to. 

In terms of commitment to making it through Year 9, Mr. Isono was similar to Mr. Narita 

in that he wanted his children to continue as long as they wanted to, but perhaps was even less 

attached to forcing his children to persevere: 
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I: Do you plan to have your child continue hoshuko through Year 9? 

IF: If possible. Although he wants to continue, as for my wife and me, our passion has 
been decreasing and we think it’s enough. I think other parents might be the same. In 
Year 1 and Year 2 of Course S, one class had nearly 10 children, but there are four in the 
current class. In the end, I feel like it’s extremely difficult to continue. Also, it depends 
on the motivation of the child. In our situation, the children happen to be able to attend 
school in Japan every year and they have been enjoying it quite a bit, so we are using it as 
bait to have them continue hoshuko. Otherwise it would have been difficult.  

I think because there’s no opportunity to use Japanese, you don’t really know what 
you’re studying it for, and this is probably the real question. (Isono Father Interview, 
02/11/17) 

Mr. Isono explained that while he and his wife were tired of hoshuko, it was useful for 

their child to go to hoshuko to develop their Japanese to the extent that they could attend class in 

Japan for their yearly trip. Mr. Isono’s final comment about the lack of opportunity to use 

Japanese in New Zealand seems to clarify his mindset. While he thought that using Japanese in 

New Zealand is limited and he and his wife’s motivation for hoshuko is limited, the trips they 

took back to Japan made continuing hoshuko as long as possible worthwhile. Mr. Isono 

described his child’s motivation for hoshuko as heavily reliant on those trips back to Japan: 

I think he doesn’t have much motivation. Not to the degree that he doesn’t want to come. 
But it seems like he really enjoys going back to Japan for a couple of weeks, so in order 
to do that he has to come and study a bit every week. Because he wants to go to Japan, he 
has to keep coming. (Isono Father Interview, 02/11/17) 

In terms of imagined communities held for his child, Mr. Isono could see his child 

joining a community of workers in Japan, in New Zealand, or perhaps wherever else the child 

desired. As a reaction to his own upbringing, Mr. Isono had a rather hands-off approach, 

expressing his desire to let his children choose whatever they want to do while at the same time 

providing a good Japanese foundation for them. All in all, Mr. Isono’s choice to have his child 

continue through Year 9 unless his child wanted to quit seemed to be a combination of his desire 

to have his child learn Japanese, the multiple imagined communities he had entertained for his 

child in working in different countries including Japan, and his preference for a hands-off 

approach towards his child’s future. 
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Among the parents who planned to have their children finish Year 9, perhaps the most 

salient pattern is the spectrum in how determined they are to make it to Year 9. The extent of this 

determination seems to be correlated with the visions they have and imagined communities they 

see in their children’s futures. 

Year 6.  The second common time for families to finish hoshuko is at the end of Year 6, 

which corresponds with the end of the primary school in New Zealand. Of the families I 

interviewed, Ms. Hayashi, Mr. Ozaki, and Ms. Patterson were the parents that planned to have 

their children finish at the end of Year 6.  

In the case of Ms. Hayashi, the decision to have her children finish at Year 6 was based 

on scheduling difficulties and her children’s preferences. She mentioned first that she had her 

older child quit hoshuko after finishing Year 6 because the schedule for Year 7-9 would be 

different to that of her other two children who were still in Years 1-6. She quickly added, 

however, that “he didn’t want to go anyway.” Ms. Hayashi also mentioned that she was planning 

to watch and see what her second child wanted to do as she finished Year 6, noting that she 

disliked hoshuko and that perhaps homework was the main reason for her wanting to quit. As 

mentioned in the Course B section, Ms. Hayashi seemed to see her children belonging to an 

imagined community of Japanese language speakers as they get older, but the more specific 

focus of this is in the ability to speak with herself and other family members. Just as Ms. Hayashi 

felt that Course A was too frequent while Course S was perhaps not frequent enough for her 

language learning goals, perhaps she felt that finishing after Year 6 rather than Year 9 was a 

worthwhile compromise.   

Choosing to finish after Year 6 as response to a lack of motivation from the child was 

also the case for Mr. Ozaki, in addition to his worry about the increased difficulty of Year 7 and 

beyond: 

OF: My older child is already at S6, so he will graduate this year and stop there. It will be 
the same for my younger child.  

I: Why don’t you plan to have your child attend hoshuko middle school? 

OF: Because my child doesn’t want to attend and middle school [at hoshuko] is too 
difficult. I think the level is too high. Actually he wanted to quit at Year 3 or 4, but I told 
him he must continue until Year 6. And he’s already Year 6 now, so the choice is up to 
him now.  (Ozaki Father Interview, 10/12/16) 
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Mr. Ozaki mentioned that the choice to finish was now up to his child since he had 

completed Year 6. Combining 1) my hypothesis that Mr. Ozaki sees his child belonging to an 

imagined community of multilingual speakers (though literacy is not required), 2) the fact there 

are no courses that would be easier than Course S (which his child is currently enrolled in), and 

3) the knowledge that his child had already wanted to quit for several years, perhaps Mr. Ozaki 

likely felt that the curriculum through Year 6 had already fulfilled his target. While his child may 

not develop the “solid Japanese foundation” that other parents like Mr. Yajima are aiming for, 

the child would likely finish hoshuko with the daily conversational ability that Mr. Ozaki was 

aiming for.  

The final parent that had set Year 6 as a target, Ms. Patterson, had quite a different reason 

from the other parents for choosing Year 6 as the target year for her children to finish. Firstly, 

Ms. Patterson had promised her children that they could stop after reaching Year 6, which 

suggests that they might not be highly motivated to continue hoshuko (unlike Ms. Shibata’s 

daughter, for example). As to the specific reason Ms. Patterson aimed for Year 6, she told me it 

was because she had been studying about bilingual development and hoped to avoid having her 

children lose their Japanese later on: 

When I first looked up bilingualism, it said that you only get the foundation if you 
continue until you’re 13 years old and I think it’s true looking at people around me. For 
example, even a child who used to be able to speak amazing Japanese would only speak 
in English and wouldn’t speak in Japanese just a year after moving overseas.  

I’ve seen many of these cases and so I thought “I have to prevent this from happening by 
continuing [my children’s] Japanese [study]. Just because they can speak Japanese 
fluently at the age of eight doesn’t mean that they’ll be able to do so when they grow up. 
I told my children that they will definitely continue Japanese until Year 6 and there’s no 
way that they will quit. (Patterson Mother Interview, 11/29/16) 

In following up, Ms. Patterson reiterated that she had no particular hopes for her children 

learning Japanese well enough to live in Japan or work in Japan in the future. However, because 

it was easier for them to acquire it when they were young, she wanted her children to continue. 

After that, she said it would be “up to them”. 

…if you learned a language when you were young, you don’t forget it, right? Because it’s 
deep in your brain, so if you use it a bit, it comes out immediately, right? But if you 
started learning as an adult, it wouldn’t stay if you didn’t use it. Because I know this 
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already, I feel like I should get Japanese in now.  

However, I don’t have any hopes for my children such as them getting a job that uses 
Japanese or living in Japan in the future. It’s just that they can’t acquire it later and I’d 
like to put it in them in this environment because I can. However, I think it would be a 
pity to not be able to do things like their other friends, so I decided to invite their friends 
over two days a week. After all, I have to watch out to make sure that they are also doing 
other things besides studying Japanese. (Patterson Mother Interview, 11/29/16) 

Of the parents I spoke with, Ms. Patterson was the only parent who brought up having 

researched bilingual development and used the research to make conclusions on when to set a 

minimum target for her child finishing hoshuko. This suggests that she saw her child as having 

the potential to join an imagined community of Japanese-English bilingual speakers as they got 

older and wanted to make sure that this was possible. Given that Ms. Patterson seemed so 

focused on reducing the potential attrition of the Japanese language ability of her children makes 

it curious that she would not have her children continue through Year 9 like other parents who 

had strong goals for their children’s Japanese foundation. However, looking at this decision in 

the context of Ms. Patterson’s attention to her children’s time with friends, her decision can be 

viewed as an effective means to help her children speak Japanese and get to the age necessary, 

according to her research, without committing the extra time and effort that would be required if 

her children continued beyond Year 6. 

Together, the parents who chose to have their children continue through Year 6 seemed 

to all have a theme of compromise, whether between their own goals and their children’s, 

between the multiple visions that they had for their children’s future, or between the values that 

they placed on their child’s learning of Japanese as a heritage language and the sacrifice required 

in terms of time and effort that would be needed to continue beyond Year 6. 

Other plans for finishing.  Of course, not all parents have their children finish at Year 6 

or Year 9, the most obvious of these cases being the parents that have concrete plans to return to 

Japan and will finish hoshuko before they move back. For instance, Ms. Aoki was planning on 

staying in New Zealand for a maximum of three years and her child would leave the hoshuko to 

move back to Japan when the family decided to. Finally, while there were undoubtedly parents 

who planned to finish hoshuko outside of Year 6 and Year 9 and did not have plans to return to 

Japan, this was not the case for the families that I interviewed. While it is merely a guess, I 

believe that both Year 6 and Year 9 stand as tangible checkpoints for families that attend 
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hoshuko. Because of this, they are useful targets, and occurrences of children finishing hoshuko 

outside of these years is less planned. 

Chapter Summary 

This chapter examined the question of how the imagined communities and future visions 

held by parents for their children affect their decisions they make in regard to their children’s 

journey at hoshuko. To do so, I examined the choices of parents during two main decision points: 

choosing a particular hoshuko course for their children and when to have their children finish 

hoshuko. To conduct this examination, I linked the imagined communities and future visions 

uncovered in the previous discussion chapter with the reasons that parents reported to me for 

their decisions during my interviews with them. Among all of the decision points and 

perceptions, I believe that the overarching theme is the diversity in parent’s reasoning for their 

decisions. That is, although there was a finite set of choices for parents (so parents shared similar 

decisions), the reasoning behind the choices that the parents seem to be just as diverse as the 

imagined communities and future visions discussed in the last chapter.  

In regard to course enrollment decisions, parents chose to place their children in either 

Course A, Course B, or Course S. Course A parents chose the course to prepare for re-entry into 

the Japanese education system, because Course A appeared to be more rigorous than other 

courses, and/or because Course A appeared to maximize their children’s exposure to Japanese 

language and minimize English exposure. Parents who chose Course B for their children, on the 

other hand, seemed to be less focused on the Japanese language learning practical value of 

hoshuko than other factors like friendships for their children and scheduling concerns. This was 

intriguing because it shed light on how parents prioritized Japanese language learning for their 

children over other activities or concerns. It is here that another recurring theme, compromise, 

first becomes salient. This theme continued with Course S parents, who were more similar to 

Course B parents but different in that they seemed to have an even greater focus on either 

scheduling (since Course S was only once a week) or minimizing the time needed to attend 

hoshuko every week while still being focused on gaining the benefits of Japanese-as-a-heritage-

language learning that the hoshuko could provide. Looking closer at the imagined communities 

held by the parents in each course, several parents in Course A seemed to hold a real possibility 

that their children would join an imagined community of Japanese speakers in Japan, whereas 

this was not necessarily the case for the majority of parents in Course B and Course S. 
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For the second of the two major decision points, the timing at which the parents planned 

for their children to finish hoshuko, the dominant patterns among parents that I spoke with were 

those who planned to finish in Year 9, the final possible year at hoshuko, and those who planned 

to finish in Year 6, the end of primary school. In addition, there were parents who did not have 

either goal, like those returning to Japan at their time of choice.  

Parents had a variety of plans for completing hoshuko and even those with similar plans 

had different motivations for that particular plan, many of which could be better understood by 

connecting them with the imagined communities and visions that the parents held for their 

children’s future. On the one hand, there were parents who expected their children to attend until 

Year 9 without exception because they either had concrete plans to return to Japan or held a 

strong vision of their children belonging to an imagined community of adult Japanese speakers 

who possibly living in Japan (Mr. Yajima). Then there were those who hoped their children 

would attend until Year 9 but left it up to their children to continue (Mr. Isono and Mr. Narita). 

In this case, the imagined communities of the parents were not of Japanese speakers living in 

Japan, but rather visions of adult Japanese speakers could maintain a connection with their 

family through speaking Japanese with them. For parents planning to continue through Year 6, 

there was the case of Ms. Patterson, who had researched bilingual development and read that it 

was wise to continue through Year 6 to minimize language attrition, and Mr. Ozaki, who valued 

his child’s multilingual development and was pushing him to finish Year 6 even though the child 

already wanted to quit. Looking at the parents and their decisions in more detail, it is clear that 

there is a large range of reasons for choosing a time to end the hoshuko journey. Matching this 

variety of targets with the imagined communities discovered in the previous chapter brings 

clarity to the reasoning behind these differences. 

This chapter set out to answer the second research question proposed for this study: 

“How do the parents’ visions for their children affect their decisions for their children in regard 

to their attendance at the Auckland hoshuko?” Because this question is not something that can be 

answered merely by directly asking parents, I attempted to close in on an answer by matching the 

decisions that parents make for their children with the imagined communities uncovered in the 

previous chapter. To summarize the major findings, the visions that parents had for their 

children’s futures, including the imagined communities they envision their children belonging to, 

correlate with the decisions being made. For example, parents who had stable, clear visions of 
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their children belonging to an imagined community of Japanese speakers in Japan seemed to 

make decisions that would bring this vision closer to reality, while parents with less clear visions 

or who deferred choices to their children tended to prioritize hoshuko less.
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Chapter 8 - Hoshuko’s Challenges and Adaptation 

As the largest institution supporting the heritage language learning endeavors of a 

constantly evolving Japanese community in Auckland, perhaps it is unsurprising that the 

hoshuko has had to adapt its policies and practices over time in response to both changes and 

challenges. Institutional change, however, is rarely easy or straightforward. In this chapter, I will 

explore how the hoshuko has grappled with adapting to the demographic changes in the Japanese 

community in Auckland and examine its present constraints and challenges in further detail. In 

doing so, I will attempt to answer my third and final research question: how have the imagined 

communities of the parents, teachers, and students impacted the hoshuko’s policies and 

practices? By concluding the discussion of this study with this chapter, I hope to have presented 

a clear picture of the effects of the demographic shift that the hoshuko has faced. 

Adapting to Demographic Changes 

While sitting in on classes and interviewing staff members, parents, and students, I 

observed an institution full of staff working hard despite having their attention pulled in a variety 

of directions by the different needs of the community they serve. However, these different needs 

seem to have not always been present to the same extent they are today. The modern curricula 

tailored towards different student backgrounds was not present when the hoshuko was started in 

1971 with a mere 12 or so students. Rather, there was just one curriculum aimed at preparing 

temporary sojourners to re-enter the Japanese education system. As I have shown through the 

diversity in the imagined communities of the parents, teachers, and students, this homogenous 

student demographic is not the case now. In this section, I will discuss how the hoshuko has 

changed, giving several concrete examples from curricula, classroom practices, enrollment 

conditions, and schoolwide events. 

Adding new courses.  Perhaps the most visible change made by the hoshuko in adapting 

to demographic changes is the creation of new courses. While I mentioned Course A, B, and S 

and referenced their creation several times, I have not yet traced their creation in detail. The four 

best sources I was able to find regarding the founding of these courses were my interviews with 

the principal and three parents, who each offered a slightly different perspective or story. I will 

begin with the principal. 
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When I asked the principal about changes in the hoshuko’s goals, he hypothesized that 

they changed in line with changes in the Japanese population in Auckland, which in turn was an 

effect of shifts in the Japanese economy: 

I: Has the hoshuko’s goal changed alongside other changes at hoshuko? 

P: Yes, it has. There are times when the Japanese economy is growing and times when 
it’s cooling down, and when it’s cooling down, the number of temporary sojourns is 
smaller. That’s why the number for Course A has decreased. (Principal Interview, 
05/06/17) 

Following on from this, the principal told me about the differences in the needs of the 

more recent student demographic and how the school developed both Course B and Course S for 

them. 

…However, the children studying on the premise of returning to Japan and the children 
living here permanently have different needs. That is to say, these children [who will 
return to Japan] are studying because they have to return to Japan, while for the children 
currently in Course B, who just hope to talk with grandpa and grandma on their 
occasional trip to Japan or write a letter to them, their motivation is a bit less. So they 
can’t be put [in class] together. So, hoshuko managed to start the kokusaibu [international 
department] about 20 years ago. At the time, in 1993, there were two departments: 
hoshubu [supplementary department] and kokusaibu [international department]. That 
lasted about 15 years. 

However, about seven years ago, there were parents who wanted their children to go to 
hoshuko but couldn’t do pickups and drop-offs on weekdays, but could do Saturdays, so 
Course S accommodated those needs. Quite a lot of students came, about 150 total. When 
there was only Course A, that number was about 40 to 50. It became about 90 when we 
added Course B, and 150 after adding Course S. And now it’s about 200. (Principal 
Interview, 05/06/17) 

From the principal’s perspective, it seems that both Course B and Course S were created 

to accommodate a changing student demographic. Matching the principal’s comments to the 

reasons that parents enrolled their child in a particular course (as discussed in the previous 

chapter) and the multitude of future visions explored earlier on, it seems that the newly 

introduced courses successfully served the needs of these different student groups. 

While the principal was able to give an overview of the school’s history, I was also able 

to hear about the past and present from Ms. Maekawa, who attended hoshuko herself and had 



 
 

164 

first-hand experience of the school in the days when almost all students returned to Japan (which 

according to the principal remained largely unchanged until the late 1980s), and as a mother with 

children at hoshuko today, where most students have no plans to return permanently. Ms. 

Maekawa’s description matches the principal’s well and adds color to the demographic changes: 

I: When you were going to hoshuko, were there a lot of expatriates? 

MM: Most were expatriates. There were a few exceptions including a Chinese child and a 
son of a professor from the university who was a permanent resident, but basically 
expatriates. So people came from Japan and went back to Japan again. That’s why not 
many children spoke Japanese awkwardly.  

I: When was that?  

MM: The 80s. 1982.  

I: Were there multiple courses then?  

MM: No, the number of people was very small. There were only two teachers and six 
students in one class at most. There was only one course. It was a two-part system, with 
the lower grades right after the local school finished at 3:30pm and the higher grades 
after that, and it worked well. (Maekawa mother interview, 03/18/17) 

Ms. Maekawa’s personal experience of small class sizes and the dominant group being 

temporary sojourners that would return to Japan contrasts significantly with the diverse and 

much larger student population today. Following up about other differences during her time 

attending hoshuko, Ms. Maekawa continued: 

MM: There wasn’t a principal, so I wondered why there was a principal now. There were 
only young teachers back then. The operation was run by Nisui-kai. Now it’s more 
diverse. There are people who are permanent residents and there are a lot of different 
people. But at the time, it was a facility for the temporary sojourners to prevent any 
trouble for when they returned to Japan, so the focus was on how to keep up with Japan, 
and to supplement that. It was presumed that they would return to Japan, more than now. 
If someone spoke English, people would say “Why are you speaking English?!” It was 
rather embarrassing to speak English at hoshuko. So [when I see] the current course S and 
B, I feel like “What is this?” [laughs] (Maekawa Mother Interview, 03/18/17) 

When speaking about hoshuko in the past, Ms. Maekawa paints a picture of a hoshuko 

very different from the one I observed and that her children attend. In several of the Course B 

and S classes that I observed, English was used among students and, in a class from a later year, 
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by a teacher in their attempt to translate vocabulary they perceived to be above the level of the 

students. Nonetheless, my experience observing the Course A students matches her description 

quite well in some ways as, even now, students in Course A sometimes correct other students 

when they speak English and the focus of the teachers is still on students being able to return to 

the Japanese education system.  

To learn more about the period when Ms. Maekawa attended hoshuko, I next asked her 

about the goals (and by extension, vision) that that parents had for their children at the time, Ms. 

Maekawa mentioned that parents used to be solely focused on preparing for the move back to 

Japan:  

In the past, parents’ goals used to be based on the assumption that they would return to 
Japan, so there were no doubts, there was no need to think about what to do. No matter 
what children couldn’t do, there was a goal there, so each person had to do it. But that’s 
not the situation right now, right? There are permanent residents who want to maintain 
their Japanese as much as possible and there are the people who will return to Japan. But 
the latter is fewer, right? That’s why it’s difficult. (Maekawa Mother Interview, 03/18/17) 

Ms. Maekawa’s comments contrast the singular focus of the goals in the past with the 

multiple goals that parents have for their children in the present. Even though Ms. Maekawa’s 

child is in Course A, she still recognized the comparative diversity nowadays, even within that 

particular course. As to what effects this diversity has had, Ms. Maekawa believes that it has 

made difficulties for the hoshuko and has lowered the school’s overall Japanese level: 

If I said that there was no gap between the school now [in Course A] and the one that I 
had imagined, I would be lying. I honestly was surprised that their Japanese was just at 
this level. (Maekawa Mother Interview, 03/18/17) 

Ms. Maekawa’s mentioning of the weaker Japanese level in Course A is not particularly 

surprising, since she is one of the parents who has concrete plans to return to Japan (alongside 

Ms. Aoki, who regularly requested more homework for her child). Still, it is an interesting 

contrast to other parents in Course A who have no plans to return to Japan and are unsure if their 

children will be able to keep up with the curriculum.  

Having looked at the high-level picture from the principal and Ms. Maekawa’s 

contrasting snapshots of the present and past hoshuko, another valuable perspective was Ms. 
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Ochiai’s (mother with children in Course A), whose husband’s parents were part of the group 

that started Course B at hoshuko: 

My husband’s parents went through the same experience as me. My husband was 15 
[years old], his younger sister was ten, and the youngest one was seven [when they 
moved to New Zealand] and the bottom two were just the same age as my children, and 
they forgot Japanese instantly. So they were told that attending hoshuko until Year 9 was 
required. My husband was already in Year 9 so he didn’t go to hoshuko. At the time, 
there was no kokusaibu [international division] or Course B. I heard that his parents 
asked everyone for help and started Course B. The bottom two [children] attended 
hoshuko all the way to the end. And it seemed like my husband was helping teach. My 
husband and his siblings came [to hoshuko] as permanent residents when there was only 
Course A and were asked by the temporary sojourners “Why are you here?” So my 
husband’s parents said, “Then let’s make Course B.” and they made it. (Ochiai Mother 
Interview, 12/08/16) 

Ms. Ochiai’s story matches how the principal explained that it was the desire of parents 

to create a course catering to the permanent residents that resulted in the creation of Course B. 

The extra color that Ms. Ochiai provides for the discussion is twofold. First, Course B did indeed 

come from requests from the community requests rather than from some kind of school 

initiative. Second, the reason it became a community initiative in the first place was because the 

permanent residents who wanted to attend hoshuko felt that they did not fit in with the dominant 

group of temporary sojourners.  

The final perspective I was able to obtain regarding the hoshuko’s change over time 

comes from Ms. King, who commented about the transition of hoshuko’s direction after its 

relocation to a more central location, which made it possible for her youngest child to attend 

hoshuko on Saturdays (Course S). When the previous school site was in East Auckland and the 

school tended to focus more on the temporary sojourners, Ms. King never considered enrolling 

her two older children. However, when the hoshuko changed its location and started offering 

courses catering to permanent residents like her children, she reconsidered: 

Before hoshuko moved here, it was further away, in Point Dana. In the past, when the 
Japanese economy was better, there were a lot of Japanese expatriates living in East 
Auckland, so hoshuko seemed to be focused on allowing the children of the expatriates to 
come and go back to Japan at any time, so it was on that side of Auckland.  

My oldest child had dance lessons and my middle child had soccer, and both of them had 
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a different Japanese class once a week, so I never considered hoshuko because I didn’t 
think it was possible [for my youngest child to attend]. However, as hoshuko moved to 
central Auckland, the needs have changed. The number of temporary sojourners 
decreased, and at the same time, the number of people in mixed marriages and people 
who live permanently instead of being here temporarily increased.  

Alongside that, the need to teach Japanese to their children who lived in New Zealand has 
been increasing, and hoshuko responded to it and changed focus by responding to the 
study method of half-Japanese children and non-temporary families. After being invited 
by my friends, I decided to try it on Saturdays from S2 [year 2 of Course S], because I 
thought weekdays were impossible. (King Mother Interview, 03/25/17) 

Of Ms. King’s three children, only her youngest, Hana, was able to attend hoshuko. So 

rather than seeing hoshuko before and after like Ms. Maekawa or being a part of the change like 

Ms. Ochiai’s husband’s parents, Ms. King watched hoshuko from the outside before enrolling 

her child there in Course S.  

Looking at the first and second-hand stories from these three parents as well as the 

principal’s perspective, there are a few salient points that can be drawn as to how the hoshuko 

added new courses in response to the changing demographics. First is that the demographic 

change in the Auckland Japanese community was seen (or heard about in the case of Ms. King) 

by all of the interviewees. The principal gave an overview of this change and all three parents 

supported his conclusions from their individual perspectives. Ms. Maekawa recognized that the 

present-day hoshuko has significantly more permanent residents than temporary sojourners and, 

even in Course A, the Japanese level is lower than before. Ms. Ochiai’s husband’s parents were 

part of the group who created Course B, which they did in response to their desire to have their 

children attend despite them being permanent residents in New Zealand. Finally, Ms. King 

responded to the changes the school was making by enrolling her youngest child in hoshuko, an 

opportunity that she did not see as being available to her two older children. 

The second salient point is that the changes the hoshuko made were organic and 

community-driven rather than being extensively planned by the hoshuko and its supporting 

organizations. This is interesting in that it is directly linked to the research question that this 

chapter is aiming to answer. That is, how did the imagined communities of the parents affect the 

hoshuko’s policy and curricular decisions? One example of an extremely direct effect comes in 

the form of Ms. Ochiai’s parents-in-law starting Course B because they wanted their children to 

attend and learn Japanese. While I can only infer as to what imagined communities Ms. Ochiai’s 
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parents-in-law had at the time, I would suspect that they imagined their children joining an 

imagined community of Japanese speakers that lived internationally rather than in Japan. 

Teaching methods in different courses.  Actually stepping into the Course A, B, and S 

classrooms, it did not take long to notice the changes teachers make to their content and teaching 

style from course to course. Given the differences in demographics that these courses were 

created to serve, these adjustments can viewed together as an impact of the imagined 

communities of the parents, teachers, and students themselves.  

In terms of difficulty, though a few Course B and S classes were close to the level of the 

Course A classes I observed, the expectations of parents that the content of Course B and S 

would be easier than Course A matched my observations. For instance, while the Course A and 

Course B classes I observed used the same textbook for Japanese language class, the teachers 

ended up either teaching parts of the reading or replacing the reading text with a simpler one on 

the same topic. Several teachers mentioned that this practice of replacing texts with easier ones 

that had the same topic was a commonly used tactic to help students stay engaged, especially 

after Year 4 when the readings started to become more abstract. Such differences in the way 

classes were taught went beyond adapting reading texts. Regarding these differences, Mr. Saito 

mentioned the his approach to teaching the different courses:  

The way of teaching is different. For Course S, I start with the content that I absolutely 
can’t overlook. There’s less time for practice though. But, I definitely teach the required 
content. For Course B, it’s similar but with a bit more time for practice. As far as 
understanding goes, I try to get to a point where they can mostly understand. But with 
Course A, I make absolutely sure they understand. I teach Course A as if I were teaching 
children in Japan. (Saito Interview, 11/19/16) 

For the study of kanji (Chinese characters), I noticed and later confirmed with the teacher 

that while Course A and B students shared the same workbook, Course B students were not 

expected to be able to write the required kanji as long as they could recognize and read them. 

This was not the case with Course A, where students would regularly get called up to the 

blackboard in the front of the class to practice writing the kanji. Reflecting on this afterwards, it 

seems that such differences in actives can be seen as effects of the differences in the imagined 

communities of the parents and teachers between courses. Being able to read and write kanji is 

expected of all schoolchildren in Japan, so the visions of Course A parents that their children 
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might eventually return to school in Japan likely shaped the methods and expectations that the 

teachers had in the classroom. 

Adjusting enrollment conditions.  In addition to adding new courses, the hoshuko also 

updated its enrollment conditions over time. Over time as the imagined communities of the 

stakeholders shifted, the boundary separating what constitutes a hoshuko student has been re-

negotiated by the community at-large and several exceptions have since been made.  

In an attempt to revisit these changes with a view to better understanding the current 

conditions, the hoshuko has revised its enrollment conditions to accommodate students who do 

not have the intention to return to Japan for education. Specifically, the “Conditions for 

admission” on the school homepage in 2020 differed from the school brochure published in 

2016, in that it removed the condition that students must have “the intention of receiving 

education in Japan in the future” (Auckland Hoshuko, 2020). Looking at the relative rarity of 

hoshuko parents that actually return to Japan for their children’s education, this change seems to 

provide evidence that the school is continuing to evolve and adapt to better suit the new 

demographic reality where there now is a relatively low number of parents who see their children 

returning to Japan for education. As these imagined communities changed, the school’s policies 

eventually changed accordingly. Because the dominant group at the time of this research is 

permanent residents who mainly see hoshuko as a resource to develop heritage language skills 

and cultural knowledge, a clause that requires an intention to receive education in Japan in the 

future is clearly no longer as relevant as it once was. 

The spirit of Japan at school events.  The hoshuko also added annual school events, the 

two major events being the sports day and the school camp. During my time observing hoshuko, 

I was able to visit one of the Sports Day events. It was based on how the events are run in 

schools in Japan and seemed very popular with the students and parents. Students (as well as 

some parents and teachers) took part in a variety of games that reminded me of my time as a 

student in Japan. The atmosphere around the event was festive, the students donned white and 

red hats that signified which team they were on, and looking around the field, it seemed as 

though the parents of nearly every child were in attendance.  

The event was obviously popular among both parents and students, but I wondered how it 

had come to be in the first place. In talking with the principal later on during our interview, I 

learned that both events were started as a way to improve the educational outcomes at the school: 
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They said there wasn’t a sports day in the past. About seven years ago, Mr. Yajima 
started to take the lead. I guess the children and parents must think that it has been going 
on for a long time, but I heard it was relatively recent. I suppose camping hasn’t been 
going for a long time either. I think the teachers set it up. Parents, teachers, and children 
may be positive about it even though it’s a lot of work. It’s not just for fun, there are 
various kinds of opportunities and such in it, I think it’s done from an educational point 
of view. At Christchurch hoshuko, there is no sports day. They have something like a 
hoshuko festival, when everyone comes, but no sports day. I heard that they want to do it 
too. (Principal Interview, 05/06/17) 

During my interview with the parents, many of them expressed their appreciation for 

sports day and other school events. This praise was particularly prominent among parents who 

were permanent residents with children who would not be able to experience these events in 

Japan. For example, Mr. Ozaki, a father of two children in Course S, said “I’m grateful not only 

for the class but also for the events. How could they learn Japanese without hoshuko?” In 

addition, Ms. Shibata, a mother of three children in Course S, mentioned how hoshuko had 

changed her views towards Japanese school and cultural events: 

I: What do you think about the events at hoshuko? 

SM: I hated them in Japan, like the graduation ceremony. But I can appreciate the 
ceremony here at hoshuko, because I can feel the atmosphere of Japanese society. 
(Shibata Mother Interview, 11/26/16) 

Although Ms. Shibata’s family had moved to New Zealand to provide different education 

than the one her children could get in Japan, due to her daughter’s request and a realization that 

she wanted her children to maintain their Japanese, she let her children attend hoshuko. Though 

her own experiences in the Japanese educational system led her to dislike such events, she 

admitted growing a fondness for them at hoshuko because she could feel the atmosphere of the 

Japanese society. This matched my own experience observing the event. 

In looking at the development of events at hoshuko, I believe that the main force was the 

desire of particular teachers to help the children attending hoshuko to join an imagined 

community of Japanese people worldwide who have had the experiences similar to those of 

children in Japan. As a way to “pass on the heart of Japan”, events that are commonplace in 

Japan like Sports Day help to make this vision a reality. 

Present Constraints and Challenges 
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The hoshuko has made many changes, both small and substantial, in an attempt to stay 

relevant and continue to attract students. Even with these adaptations, however, it still has to 

work around strict constraints and faces many challenges. Over this next section, I will discuss 

these constraints and challenges, which can be roughly divided into three categories: 

governmental constraints, financial constraints, and teaching challenges. I will begin with the 

broad effects of constraints placed on the hoshuko by the Japanese government. Second, I will 

look at issues related to school finances including difficulties securing teachers and 

administrators as well as frustration regarding school tuition. Finally, I will discuss the 

challenges that teachers face in helping the hoshuko students to learn Japanese. While I separate 

these, many are interweaved as governmental constraints can affect finance and so on. 

Governmental constraints.  To receive the funding from the Japanese government that 

is necessary for it to remain open, the hoshuko must follow certain requirements. From time to 

time, these requirements have placed constraints on the hoshuko’s ability to adapt as it would 

like to. Two salient examples are the shelving of an idea to expand the usage of the school 

facilities to students with no Japanese background and to the changing of the name of the courses 

run at hoshuko. Both of these examples stem from the constraint that the hoshuko should only be 

used to serve students of Japanese descent. 

The first example of the effect of constraints placed on the hoshuko by the Japanese 

government is in regard to an attempt by the principal to make better use of the hoshuko’s vacant 

facilities, because the hoshuko pays to rent its classrooms from a high school in central 

Auckland. When talking about the future plans and improvements, the principal mentioned that it 

would be nice if the classrooms could be used more often rather than being left empty during 

certain parts of the week: 

I: What future improvements can be made? 

P: In regard to business, people might be able to come on Saturday afternoon. Our rooms 
are almost vacant on Saturday afternoon right? Because the rent we pay for Mount 
Lincoln is paid no matter whether the rooms are used or not, we should use them [the 
rooms] effectively. (Principal Interview, 05/06/17) 

In the chapter 2, I cited the principal mentioning that after considering all of the income 

and expenses at the school, the current finances were roughly at a break-even point. One of his 

ideas to improve the school’s finances was to use the hoshuko facilities as a community center 
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where local students, who would not be able to enroll in hoshuko as normal students, would join 

on Saturdays to learn. The principal was not able to implement this because of the conditions 

placed on the school by the Japanese government’s financial support: 

Straying from the topic, originally I felt like hoshuko was a community center. 
Regardless of whether the students were hoshuko students or not, they could just come to 
hang out on Saturday afternoon, for example. However, the policy of the Japanese 
government is that the hoshuko is not allowed to be used for other purposes. So, for 
example, in regard to teaching Japanese to Kiwi students, I thought it would be nice to do 
it because it builds international goodwill. We also have people who are qualified to 
teach them, either voluntarily or paid, and I think there is a need. But that’s not allowed 
because the hoshuko uses Japanese tax money. I wonder if they would turn a blind eye to 
it, but not for now. 

It’s the same thing, for example, when talking about letting others use the rooms because 
they are vacant. As long as hoshuko is subsidized by the Japanese government, it’s a no-
go on that end. Of course it’s not going to happen, although it would be more productive. 
From the government officials’ point of view, because hoshuko is using Japanese taxes, 
they don’t want things to be done without permission. It’s a difficult area. (Principal 
Interview, 05/06/17) 

From the principal’s description, it seems that the Japanese government’s financial 

support ties the school’s hands in terms of what it can do. Teaching students who are not 

acknowledged to be part of the Japanese community seems to be a particularly sensitive area. 

Interestingly, this creates a condition for who can and cannot be a part of the hoshuko 

community, thereby restricting the variety of imagined communities that it will naturally have. 

Of course, there are some exceptions to the Japanese ancestry rule, but its basic function as an 

enrollment condition is upheld.  

The second example of how Japanese government constraints have affected the hoshuko 

is in relation to how the hoshuko had to change the naming of its courses. Specifically, the 

original name of Course B was kokusaibu, which translates to international division. The 

principal told me the story of how this name created some confusion among Japanese 

government officials and how the hoshuko was forced to change it: 

Not long ago, the courses used to be called hoshubu [supplementary division] and 
kokusaibu [international division], instead of Course A and Course B. Kokusaibu was for 
children with parents in international marriages. However, at the time we were using that 
course name, the Japanese government regularly came to audit us. There is an audit 
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organization called an audit committee, and the consulate comes to audit places that are 
subsidized about once every four or five years. At that time, the name kokusaibu became 
a problem. “These are not Japanese people; you are teaching Kiwi people in this class, 
right?” Because the course name was “international”, it was really hard to explain. From 
that point, [the name] kokusaibu was dropped and changed to Course B. But actually it’s 
kokusaibu. It’s okay if you know the substance. However, just looking at the name, 
people who don’t know the content may think there are a lot of Kiwi people in the 
kokusaibu. It went like “It’s not okay, we can’t fund you.”, “No, actually it’s like this.”, 
“But it’s confusing.” That’s why the name was changed. Basically, the Japanese 
government thinks that international goodwill is important, but that [using Japanese 
government money for non-Japanese people via hoshuko] is not allowed. (Principal 
Interview, 05/06/17) 

It is worth highlighting that previously, Course A was known as the hoshubu, or 

supplementary division. This name has the same root hoshu as hoshuko (supplementary school). 

This course naming seems to suggest that the other divisions are not connected to the 

supplementary school mission, which probably confused the auditors. To me, this naming is 

intriguing because it indeed suggests that courses other than hoshubu were thought to be a 

departure from the original supplementary mission of the school. Of course, with the obfuscation 

of the names by changing them to Courses A, B, and S, this became less clear but perhaps more 

inclusive. Nonetheless, there was at one time a clear named distinction between the students who 

were part of the school’s original mission and those who were not. Though it is no longer 

included in the name, this distinction seems to be present in the stark differences in the imagined 

communities that the parents in Course A have for their children when compared to those in 

Courses B or S. 

Financial constraints.  In addition to challenges stemming from the government’s 

support of the hoshuko and the restrictions that come with it, there are a number of challenges 

that the school faces because of financial constraints, the primary one being the inability to 

attract more staff members and the labor shortage that this has created.  

As to why the hoshuko could not simply increase its tuition fees to solve this problem, it 

seems as though the school and the parents see the current tuition fees as not being able to go 

much higher without consequence. The principal, for example, mentioned that the school’s 

tuition fees have remained the same for many years, so the parents might resist an increase:  

P: To be clear, teacher’s salaries are cheap. That said, if we raise their salaries, we end up 
having to raise tuition fees to balance it. That’s what parents would be opposed to.  



 
 

174 

I: Are there any specific rules regarding tuition fees? 

P: There are no rules concerning tuition fees. Tuition fees have been raised everywhere 
all over the world, and you might not believe it, but the fees here haven’t changed in the 
last decade or so. Conversely, I feel like it was expensive in the past. So they will have to 
be raised sometime in the future, but doing so will have repercussions, so we are looking 
carefully at the timing. (Principal interview, 05/06/17) 

The principal seems to feel stuck in knowing that he needs to raise fees to pay more for 

teacher’s salaries but feels that there will be negative effects from it. It is worth taking a look at 

his assumptions from the parents’ perspective, however. In my interview with Ms. Aoki, who 

moved to Auckland from Japan because of her husband’s work, she mentioned that although the 

tuition fees were paid by her husband’s company, she felt it was expensive when compared to 

public school in Japan. She also pointed out that, in addition to paying for both local school and 

hoshuko, hoshuko also requires families to volunteer quite often: 

There are many people who pay expensive tuition fees, right? Hoshuko is expensive so 
it’s different from Japan. In Japan it costs 5000 yen a month; that’s all a public school 
costs. But we pay a lot of money for hoshuko. Since we are temporary sojourners, the 
company is paying for it, and of course we can attend hoshuko. But other people are 
paying on their own. They are also paying for the local school and hoshuko, but they are 
also volunteering at hoshuko? And PTA? Also cleaning? (Aoki mother interview, 
11/24/16) 

It seems that Ms. Aoki sees the hoshuko as an institution similar to a Japanese public 

school and perhaps her assumption is that it receives a similar level of financial support. Whether 

this is true or not, Ms. Aoki clearly feels that the tuition is already expensive and that a hoshuko 

attempt to ask parents to contribute would be unreasonable considering the current price. While 

the issue of tuition prices was not brought up by many parents, based on my interviews with the 

principal and parents, I speculate that parents see hoshuko as not only expensive, but also an 

optional luxury. Ms. King, for example, commented that her children may want to do other 

extracurricular activities like play sports rather than attending hoshuko, and that this was an 

option. In addition, there were many parents who had very flexible visions for their children’s 

futures. If hoshuko were more expensive, they may opt out altogether since their commitment to 

hoshuko is not fundamentally tied to their vision for their child’s future (i.e. their imagined 

communities). Overall, perhaps because hoshuko is not seen to be a necessity for many parents 
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since their children will not return to the Japanese educational system, the ability of the hoshuko 

to raise tuition fees may be limited. 

Being unable to fix its financial difficulties, unfortunately, limits the school’s ability to 

hire more teachers, which in turn means a heavy workload for current staff. During my research 

at hoshuko, I observed the principal’s long hours. He always seemed to be moving from place to 

place. Besides managing the school, he also cleaned the school facilities, fixed broken things, 

and actively helped with whatever he could. When I asked the principal his opinion about the 

current operations at the school, he admitted that the actual workload for his role was heavy and 

having an assistant might be helpful. However, he also mentioned that this would be difficult due 

to the costs: 

I: Is the organization going well? Is there anything to improve? 

P: As an organization, it’s very simple, so I feel that this is fine. To be honest, it’s hard 
for the hoshuko principal. I get approval because I’m in a different position, but I mostly 
judge things, troubleshoot, and plan by myself. It would be nice if there was an assistant 
to the principal, but that would become a cost issue. We’re discussing it right now at 
hoshuko. 

For private companies, there is the company side and the employee side. For example, 
the human resources department is on the company side. Hoshuko also needs to have a 
management side for the school and the actual employee side. We really want two or 
three people in management, but we can’t afford it because of the cost, so in the end, the 
principal is doing it alone. Then we can think that teachers should help with this, but the 
information that management deals with is quite personal information so there are 
privacy issues, and also issues with money so the teachers won’t be able to help there. It 
would be nice if there was a principal’s assistant on the hoshuko management side that 
had nothing to do with teaching classes, but there’s no one and the principal[’s role] is 
full. Of course there are some things that teachers can help with, but they can’t with the 
important things. (Principal interview, 05/06/17) 

According to the principal, due to the relatively low salaries at the school, securing 

teachers was one of the major challenges despite the school trying to recruit teachers constantly: 

It’s related to finances, but securing teachers is actually a big issue. Because the salary is 
low, some people will not be able to live on it. People might want to get a better job if 
they think about the future, and they need to return to Japan suddenly due to various 
family circumstances. When it comes to securing teachers, in Japan, there are boards of 
education and pools of many teachers. But if you have limited resources like here, it will 
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feel like you are in trouble if anyone leaves. Such personnel issues and recruitment issues 
are a major concern. (Principal interview, 05/06/17) 

The financial constraints of hoshuko are resulting in an inability to pay teachers more, 

which in turn makes it harder to hire and keep teachers. When I asked the principal for more 

detail about the difficulties in hiring teachers, he told me that it was indeed a combination of 

salaries being so low that the full-time salary of a teacher at hoshuko would make it hard to 

support a family living in Auckland and that getting more staff dispatched from Japan being a 

challenge: 

I: Is the full-time salary enough to live on in Auckland? 

P: That’s a tricky question. Because it varies depending on how many families you have 
and whether you work as a couple. It would be difficult for a family just relying on the 
husband’s full-time salary working here. I think that both husband and wife need to be 
working, similar to the younger generation of Kiwis.  

I: Why doesn’t Auckland hoshuko have someone dispatched from Japan? 

P: I don’t think it’s impossible to send a principal or teachers here in a similar way [as 
Christchurch]. But what happens is, for example, if a principal or teacher comes in, it’s a 
Japanese base salary right? For other teachers, isn’t the salary based on the norm here 
[Auckland]? If we do that, it would be a big difference, so it seems at first glance it helps, 
but there will be such a problem. So at Auckland hoshuko every time such discussions 
occur, we all agree that it’s better not to request a dispatch. That’s why all staff are hired 
locally. (Principal interview, 05/06/17) 

Because the principal at the Christchurch hoshuko in Christchurch was dispatched from 

Japan, the principal mentioned that it was possible for the school to have a principal or teachers 

dispatched in a similar way. However, there would be a difference in salary for the teachers that 

were dispatched from Japan and those that were hired locally. This might create some inequality 

in workload expected of the dispatched teachers. As a result, all the teachers agreed to not 

consider this option. Unfortunately, not being able to hire and pay for staff means that the 

teachers at hoshuko often have a heavy workload. Although the principal recognized this, he did 

not have any solutions given the current financial circumstances: 

I: What kind of responsibility do the teachers have? 

P: School-duty is just one word, but actually there are many things to do, such as 
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preparing for the sports day or camp, or putting together a hoshuko newsletter or a 
website. Teachers share such work outside of class. They do get paid. To be honest, it’s 
certain that there’s a shortage, but if we increase the number of people by trying to make 
it a bit easier for everyone, it will increase labor costs and we will have to raise the tuition 
fees. (Principal interview, 05/06/17) 

The principal was, of course, not the only person aware of the strenuous working 

conditions and low wages. The teachers I interviewed also told a similar story of being strained 

with a low salary despite the high expectations placed on them by the school and the community.  

Ms. Yate, one of the part-time teachers, used to be a schoolteacher in Japan. She told me that it 

was normal to work long hours because schoolteachers are civil servants in Japan, and this 

carries a certain expectation of long hours in exchange for a livable wage and job security. At 

hoshuko however, there was a lot of unpaid overtime work in addition to teaching. Furthermore, 

event participation was officially optional but compulsory in practice, because parents expected 

the teachers to behave like teachers in the Japanese school system. Ms. Yate commented that it 

was strange to have this kind of expectation with such limited pay: 

Salary is also difficult. It’s less than half [of Japan]. Previously I was a civil servant, so I 
knew that working after school was normal. I would come in on the weekend if there was 
a request. When children had problems outside of school, their homeroom teachers went 
out, because there was a sense that teachers were in the community.  

If you’re a civil servant, there is a perception that extra work is obvious. However, if you 
think about the current situation here, there is so much overtime work. Marking, 
newspaper [preparation], and planning are not counted at all. It’s an hourly wage. 
Transportation expenses are of course not paid for in New Zealand, and we are involved 
in the events where participation in the event is basically compulsory.  

If you say, “I can’t participate”, people will think you are a bit strange. From the 
mothers’ perspectives, we are probably [just like] Japanese teachers. “That person hasn’t 
come, why isn’t she here?” They have the image of a Japanese civil servant, and I guess 
it’s like “That teacher doesn’t cooperate, why? Even we are cooperating”. So all those 
thoughts are brought from Japan. I questioned from the beginning why so much is 
expected with this amount of pay. But I think that money is limited at hoshuko, and 
there’s no room in the budget. So I can’t expect that much, right? No matter how much I 
complain, it would just be “Well, then quit. We’ll look for someone else.” (Yate 
interview, 11/26/16) 



 
 

178 

While Ms. Yate compared the expectations for her as a teacher at hoshuko being similar 

to those of a civil servant in Japan despite receiving half the pay, another teacher, Mr. Haseyama 

said that his current workload was even more demanding than when he was teaching in Japan:  

If I told my Japanese colleagues what I’m doing now, they’d probably say it was really 
tough...With the limited hours, I have to teach this and that. In Japan it’s six hours of 
textbook study, but here we have to shorten it and do it in 1-2 hours. It’s completely 
different from Japan. The children are completely different, the number of hours given is 
different, and especially with regard to Course A, it’s completely different from Japan.  
(Haseyama interview, 11/19/16) 

Mr. Haseyama found major differences in the expectations of parents between courses. 

The pressure from parents of children in Course A, especially from those who have plans to 

return to Japan, weighed on him though he said Course B parents did not have the same level of 

expectations. Mr. Haseyama also mentioned that the major difference was in the education 

system itself. While schools in Japan are compulsory, study at hoshuko is not.  

The parents of Course B are not as demanding, and the level they seek is not as high 
because they are permanent residents, so I don’t have to do everything quite as carefully. 
However, if you study at hoshuko for the purpose of returning to Japan, the expectations 
and the level required are higher, but the number of hours is not so large. If it’s a full-
time Japanese school, it’s okay to ask for that level, but I think it’s quite impossible for 
Course A to take the same level as Japan in this short amount of time. (Haseyama 
interview, 11/19/16) 

Teachers were also stretched in that they took on multiple courses. Mr. Yajima, who had 

been teaching at hoshuko the longest (10 years), told me that, previously, teachers taught either 

Course A only or Course B only. However, they started to teach interchangeably when Course S 

was created due to a shortage of teachers: 

Y: Originally it was the hoshubu [supplementary division, Course A now] and kokusaibu 
[international division, Course B now], and the teachers were divided into Course A 
teachers and Course B teachers. When Course S was introduced, it was taught by both 
Course A and B teachers, so part way through Course A teachers taught Course B and 
Course B teachers also taught Course A. That’s how it became the current system.  

I: What was the reason for this change? 

Y: I think that there are so many people, and if we didn’t do that we wouldn’t be able to 
handle it. Course B teachers that only taught Course B were good at teaching children 
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who were not very good at Japanese. And if this was the case, they could also teach the 
lower level of Course A where the number of children was increasing at the time. The 
main reason was the shortage of teachers. (Yajima interview, 11/19/16) 

All in all, the financial constraints of the hoshuko have resulted in a teacher shortage 

where the school cannot afford to hire new teachers and pays current ones a wage that even the 

principal feels is not enough to support a family with while asking these teachers to juggle 

multiple courses. As to why this is difficult to fix by simply raising fees, the perception seems to 

be that the hoshuko, while certainly valued, is not so fundamental to parents’ visions for their 

children that the parents would continue to enroll their children regardless of even moderate 

increases in tuition fees. 

Challenges for teachers.  It would be remiss to leave out the challenges faced by 

teachers at hoshuko outside of the workload itself. From student motivation to attempting to 

maintain a curriculum relevant to a changing student body, hoshuko teachers faced challenges 

that may not have around when there was less differences in the student demographic. 

The first main challenge that was brought to my attention was in motivating students to 

continue. Attending hoshuko is optional, even for families who have plans to return to Japan. 

However, because the school needs student tuition to operate, teachers often find they need to 

put extra effort into keeping their students motivated to continue attending hoshuko. For two 

teachers, Mr. Haseyama and Ms. Yate, having to maintain student (and parent) motivation in 

addition to achieving curricular goals created an added pressure. Mr. Haseyama explained the 

challenge while contrasting it to education in Japan: 

In Japanese primary schools, we do this in the form of compulsory education, so there is 
no such problem as students having to keep attending. But in the case of hoshuko, it’s a 
big problem. So the pressure on the teachers is to keep the students coming here. The 
teachers have quite a bit of responsibility. (Haseyama Interview, 11/19/16) 

Considering the difficulties that teachers have in being overworked and underpaid, the 

extra pressure here was a noticeable addition in responsibility. Indeed, smaller class sizes for 

older students (Year 7 and up) were the norm across all three courses during my observations, 

with some classes only having one student in attendance and acting more as a one-on-one 

tutoring session than a typical classroom setting with multiple students and a teacher. At the time 

I observed these classes, I wondered if the lack of student numbers in these classes were related 
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to parents having pulled their students from hoshuko because they had already achieved their 

goals, or whether it was for some other reason. Looking at the analysis of student and parent 

imagined communities in the previous chapter, I can see how retention could be challenging 

when the most dedicated Course A parents might have already returned to Japan for further 

education and those with imagined communities of their children being able to develop their 

Japanese identity or language may have gotten to the point where such benefits were less 

important than other parts of their life. 

While not in response to the same question, Ms. Yate brought up the differences in 

motivation levels between parents in different courses. Specifically, Ms. Yate mentioned that 

parents in Course A and B had different levels of resilience: 

I: What do you think about dividing courses based on the Japanese level? 

Y: It’s easy to teach by language ability. However, because Japanese people have a 
problem with pride, I wonder if a 9th grader would want to study with 7th graders. It 
should be fine if we change the name, otherwise it would be like “a 9th grader is studying 
with 7th graders?” Subjects like math are absolutely necessary, right? But when it comes 
to Japanese for Course B, mothers tend to give up if the children can’t do it. For example, 
if the children went up to the upper class, the mother would pay and let them do it, 
thinking that they can do it, but if they are performing below their grade… I think it’s a 
matter of the mothers’ awareness. Japanese [i.e. academic Japanese language classes] 
won’t necessarily be useful for a job, right?  

So if the mothers have to pay for their children who are behind their grade and arrange 
pickup and drop-offs a couple days a week, they will quit. If they are ahead for their 
grade, mothers will want them to work hard, but if they’re not at least on pace for their 
grade, the motivation of the mothers will not continue. Even if they learn, they’ll be weak 
at Japanese, right? Then why don’t I stop paying for Japanese and let them play soccer? I 
think Course B parents think like that. With Course A, they have plans to return to Japan 
in the future, so they have a strong understanding that they absolutely have to learn 
[Japanese]. I think the parents would force the children to learn no matter how weak they 
were, but not with Course B. Although I do think it’s better to teach according to their 
ability. It’s actually a problem. (Yate Interview, 11/26/16) 

Ms. Yate felt it was especially common among Course B parents who would only 

continue investing into their child’s Japanese learning at hoshuko if the child was keeping up 

with their classmates. If this ceased to be the case, they would stop paying for hoshuko. Ms. Yate 

pointed out that the relative lack of commitment of Course B parents was due to them not 
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thinking Japanese would lead their child to a job in the future and thus was not a necessary skill. 

For these families, the imagined communities for their children are either New Zealand or 

somewhere outside of Japan where Japanese language is not spoken. Thus these parents see 

Japanese as a learning activity which is similar to a hobby such as playing soccer. Some parents 

expressed their opinion on this point. In my interview with Ms. Ochiai from Course A and Ms. 

Hayashi from Course B who were both permanent residents, both mothers mentioned that they 

would probably prioritize soccer practice over hoshuko for their child when there was a time 

conflict. Based on this kind of parents’ awareness of hoshuko studying, it would probably be 

difficult for hoshuko to raise their tuition fees. On the other hand, for those families from Course 

A that had a plan to return to schools in Japan whose imagined community is Japan, Japanese is 

an absolutely necessary skill. However, in looking at Ms. Aoki’s comments earlier, it does not 

seem these parents were willing to invest more money into their child’s hoshuko study either, 

perhaps because they feel that hoshuko should be run similarly to schools in Japan. 

Another challenge expressed by teachers was making the material they taught relevant to 

their students. Because the current curriculum has diverged from the hoshuko’s original and even 

the current prescribed curriculum from the Japanese government, teachers were on their own in 

keeping the curriculum practical. This was particularly true given the large amount of permanent 

residents at the school and the fragile motivation of some students and parents. Stressing the 

practicality of learning Japanese was not a sure-fire motivator. Ms. Grant, a teacher who was 

relatively new, told me that she found it challenging to explain to her first year students why 

Japanese would be useful in New Zealand: 

I: Do you find it challenging to teach bilingual students? Do you notice any differences in 
monolingual and bilingual students when giving instructions? How do you deal with the 
problems? 

G: I think it’s really difficult to explain the need for Japanese. If the children can speak 
English, they can survive in this country [New Zealand], so Japanese is not absolutely 
necessary. I thought about the same thing when I taught English in Japan, when I was 
told by my students that “we are not gonna use it [English] anyway.” and there were 
times when I thought that might actually be true. So it’s really difficult to have the 
children understand how to make it practical like “ah, this is how you use it.” or “this is 
how it can be fun.” I think if they could understand that, children would be engaged no 
matter how we teach them. So the key is how to bring out their motivation. 
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There are still some children who don’t speak Japanese [in my class]. Perhaps they 
understand it, but don’t know how to reply, so they reply to everything in English. I try to 
translate the child’s English into Japanese and I guess I just have to keep doing the same 
thing repeatedly without failing. 

The input is overwhelmingly low, and they don’t have much experience with speaking to 
someone officially, so they don’t know how to speak. They talk to friends and listen to 
their mothers talking to them. (Grant Interview, 11/26/16) 

Ms. Grant mentioned children who reply to everything in English and have 

overwhelmingly low Japanese input. It seems that Ms. Grant is expressing teachers’ and perhaps 

the school’s struggle to reconcile its curriculum with the change in demographics and in some 

cases, the change in the imagined communities of parents. Certainly, with the present student 

demographic, the practical utility of Japanese in the workplace is, at best, not obvious. Perhaps it 

is for this reason that the school has worked to re-define its own future vision for the students 

and stresses “passing on the heart of Japan” and the cultural lessons that come with it. With 

many parents seeing their children growing up to join imagined communities of Japanese people 

living abroad, the utility of bilingualism changes from something purely economic to having 

more social and personal value (e.g. Hana developing her identity).  

As Ms. Grant mentioned, not all students can speak or possibly understand Japanese. 

While there is an entry test for Course A students, I mentioned before that everyone is accepted 

into hoshuko. The converse of students not being able to speak Japanese is that some teachers are 

not able to communicate well in English, which can also be a challenge for the operation of the 

hoshuko. Not every parent is a Japanese speaker and in some cases, the parent who takes 

responsibility for hoshuko cannot communicate with the teacher. Ms. Nagai (teacher) told me 

about her struggles teaching a student who had weak Japanese language skills and whose parent 

could not speak Japanese: 

Now I can explain [in English], but I couldn’t speak much English when I first moved 
here [NZ]. I thought explaining things in English would be better if it works, because 
even if I spend time explaining things in Japanese, children of courses B and S would just 
be extra confused. I wonder if they understand my words when they don’t show any 
reaction. 

One of the students I’m teaching now doesn’t speak much [Japanese], so I don’t know 
whether she’s improving her Japanese by attending hoshuko because I can’t communicate 
with her mother [in either Japanese or English], explain to her mother about homework, 
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or have her mother watch her study. Even in English. I feel sorry for the student. I have 
no clue as to what extent she can reply in English or Japanese. I make sure to call her to 
answer questions whenever she raises her hand in math class. She joins us when we play 
hide-and-seek in class, but she doesn’t understand the rules. Because there is a gap 
between her academic ability and language ability, I wonder where we should apply the 
standard. Honestly I wonder if having a one-on-one tutor would be better for her, in that 
way she would be able to speak more Japanese. (Nagai Interview, 11/19/16) 

Ms. Nagai is addressing the tension that she feels between wanting to help teach and 

include all the students she has, the Japanese language standards she feels that the hoshuko 

should have, and her own inability to speak in English. This brings up questions of what the 

standards for the school should be as well as whether it should be expected that teachers are able 

to communicate with parents in English or not. 

The policy of the school, however, is to create a Japan-like environment, which includes 

the exclusive use of the Japanese language. Not all teachers agree that this is the most effective 

way to develop students’ bilingual abilities. Mr. Haseyama, for example, found it challenging to 

balance restricting students to Japanese with his desire to help students develop good 

relationships with friends and teachers. The school’s policy is for students to only speak in 

Japanese, but Mr. Haseyama is uncertain whether this is the best policy for the students. In doing 

his own research, he found different models that might be effective: 

I: Do you find it challenging to teach bilingual students? Do you notice any differences in 
monolingual and bilingual students when giving instructions? 

H: When the children speak English, you can see that they talk so lively, but when it 
becomes Japanese, they stutter when they speak. Still we have to tell them that “You 
should speak Japanese here at hoshuko.” However, by restricting it to Japanese, I think it 
will be difficult for them to make good relationships with friends and teachers, and 
hoshuko might be boring for them. So I wonder whether we should restrict English or 
not, and to what degree we should restrict it for each child.  

I: Is there any school policy regarding that? 

H: There is. Basically everyone should speak in Japanese. “Let’s speak in Japanese” of 
“Nijiiro Okashi” [school objectives for the current academic year]. When I was reading a 
book, I found something interesting. According to immersion education, which raises 
children in both English and French in France, it’s okay to speak in English for the first 
year only. But the teacher keeps speaking in French. From the second year, students were 
obliged to speak in French. I thought it was really good. (Haseyama Interview, 11/19/16) 
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Mr. Haseyama’s comments remind me of the principal’s attempt to have the development 

of bilingual speakers written in as part of the school’s mission. The principal was not successful 

in this attempt, nor has Mr. Haseyama been in convincing other teachers to try his approach. 

During my time researching at hoshuko, there were sometimes debates on the relative benefits of 

allowing teachers or students to use English in certain circumstances, but the continuation of the 

current policy was determined to be the winning path.  

In the classroom, this debate also played out in interesting ways. In one classroom 

observation I did, the Year 2 Course A teacher allowed her students to chit-chat with each other 

in Japanese without correcting them because she had decided that chatting was also speaking 

Japanese and was valuable in itself. Other Course A teachers I observed were no so lenient, but 

nonetheless Japanese was the main language in their classrooms.  

In Course B and S, however, it was much more common to hear English, especially from 

one student to another but also sometimes from the teachers. In the Course B Year 7 class that I 

observed, the teacher translated some Japanese vocabulary to English to aid student 

comprehension and the students attending the class often spoke English when solving problems, 

which the teacher chose to overlook. Other teachers in Course B and S differed in their 

approaches, with some teachers strongly warning students who spoke English during class. The 

official policy for using Japanese only, thus, was challenged in practice in the classrooms, 

especially in Course B and S. 

Overall, there were a lot of challenges I observed and talked about with teachers, parents, 

and the principal that seemed to be a mix of a divergence between prescription and practical 

necessity, a lack of commitment from parents, transfer of cultural norms without matching 

conditions (e.g. long working hours without the matching job security and salary), and a 

grappling with changing demographics. 

Chapter Summary 

In this chapter, I looked into how demographic change in the Auckland hoshuko has 

shaped the hoshuko by examining its historical and current practices in the context of the 

imagined communities held by its community members. Through this, I have attempted to 

present a clearer picture of different forces shaping the hoshuko and influencing the decisions it 

makes. 
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Hoshuko today is quite different than what it used to be. Its mission has broadened over 

time in an attempt to serve the greater variety of students who are part of the Japanese 

community in Auckland. While this transition has created some difficulties for the hoshuko, both 

past and present, it is nonetheless working to adapt itself to the modern reality.  

Looking at the hoshuko’s history, we can see its progression from the sole mission of 

serving students planning to return to Japan, to a multi-dimensional institution that retains that 

original purpose but has added new layers in the form of Courses B and S. These new courses 

serve the changed demographic and have allowed the hoshuko to grow its student numbers and 

stay relevant despite a decline in the number of students on temporary sojourns in New Zealand. 

The school has also made other changes including the adding of Japanese cultural events like 

Sports Day and camp, which, though not providing lessons directly applicable for returning to 

Japan for school, nonetheless work towards achieving the institution’s goal of “passing on the 

heart of Japan”. In tying this history together with the visions expressed by the school 

employees, parents, and students in the previous chapters, we are able to more clearly view a 

school shaped by multiple forces. 

Focusing then on the present day running of the hoshuko, two primary constraints come 

to mind: those related to government and those related to finances. Despite the hoshuko’s 

attempts to serve the different demographics of students in the Auckland Japanese community, 

its ability to carry out its vision is limited by the constraints placed on it by the Japanese 

government as well as by the current willingness to pay of the parents whose children attend the 

school. In the case of Japanese government funding, hoshuko is not able to extend its services 

beyond the local Japanese community to, for example, non-Japanese children, because doing so 

would be beyond the usages designated for the particular government-funded money that 

originally comes from taxpayers in Japan. This creates a clear boundary separating who can and 

cannot attend hoshuko. Nonetheless, the previous chapters have shown that even within the 

hoshuko community, there is a large amount of variation in regard to parent’s visions for their 

children’s future, and, with that, their commitment levels.  

In regard to parents’ financial situations, the hoshuko is unable to raise its tuition fees 

because it foresees strong pushback from parents who have their children attend the school. The 

school’s fees have not been raised for many years because of this, which I believe is a factor of 

the “optional” nature of attending hoshuko for many parents compared to the past, in particular 



 
 

186 

the permanent-resident group which makes up the current majority of students. Because of both 

of these issues, both teachers and the principal feel that they are not as financially sound as they 

would like to be, and that their workload is heavy. 

Finally, the teachers run into difficulties in teaching students who are unlikely to return to 

Japan for education. While some parents want their children to learn Japanese to be able to 

converse with their extended families or have the option to work internationally in the future, 

these motivations may not transfer to children who are surrounded by English but are learning 

from a curriculum meant to prepare them for school in Japan. In addition, parents play a defining 

part in their children attending hoshuko and, in some cases, need to see their children keep pace 

with their peers to feel that hoshuko is valuable. Overall, it seems that the teachers and staff put 

in a heroic effort to serve the students and their community but sometimes have to do so with one 

hand tied behind their back by various constraints and expectations. 

In concluding this chapter, through the lens of imagined communities that the parents 

hold for their children, and the principal and teachers hold for the students, I have shown how the 

diversity in the hoshuko demographic has affected the hoshuko in a variety of ways from its 

curriculum development to the challenges that it faces.
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Chapter 9 - Conclusion 

In this concluding chapter, I will first summarize the key ideas and findings presented in 

the discussion chapters (Chapters 6-8). Following this, I will present the implications of my 

findings, acknowledge the limitations of the study, and propose research directions for the future. 

Summary of the Study 

The overarching aim of this study was to better understand the impact of a gradual 

demographic diversification at the Auckland hoshuko. To perform this investigation, I used 

ethnographic research methods, collecting data through classroom observations, anonymous 

questionnaires, semi-structured interviews, and documentary analysis. The three major 

participant groups that contributed to the data were staff members of the school, including the 

teachers and the principal, parents, and the students themselves. I also analyzed the school’s 

materials, some of which were created by current staff members but others which were inherited 

and thus provided historical context. 

To focus this research, I adopted the lens of imagined communities (Anderson, 1991; 

Norton, 2001; Kanno and Norton, 2003; Kanno, 2003b; Kanno, 2008) as a theoretical 

framework. I drew particular inspiration from Pavlenko and Norton (2007), who wrote about the 

ability of the future self to shape the individual’s present decisions through connecting Wegner’s 

(1998) theory of imagination as a form of belonging arising from Markus and Nurius’s (1986) 

theory of possible selves. In expanding the present-day effect of imagined futures beyond the 

individual student, I looked to understand not just how the individual students’ future selves may 

shape their future, but also how the visions of others around them (e.g., their school and parents) 

may do so as well. 

To further focus the scope of this investigation and provide increased clarity, I developed 

the following three research questions:  

1. What kinds of imagined communities does the Japanese supplementary school envision 

for its students? What kinds of imagined communities do the students’ parents envision 

for their children? What kind of imagined communities do the students envision for 

themselves? 

2. How do the parents’ visions for imagined communities for their children affect their 

decisions for their children in regard to their attendance at the hoshuko? 
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3. How do the imagined communities of the three groups inform the school’s policies and 

practices? 

The first research question focused on discovering what imagined communities were 

present among the various stakeholders at hoshuko (the school, staff, parents, and the students). 

Although I had expected that there would be a diverse set of answers, I was surprised by the 

texture I was able to uncover for each group. While the imagined communities of some subjects 

were related to returning to Japan for education, this was often not the case.  

For the imagined communities of the hoshuko and its staff, for instance, I found that 

some teachers saw their students joining an imagined community of adults living abroad who 

had inherited the “heart of Japan” (the school’s official goal) and developed a sense of pride as a 

Japanese person. Other teachers, however, expressed a vision of students developing into people 

who could act as bridges between countries.  

Among parents, there were those who had flexible visions, which included several 

possibilities of imagined communities for their children, rather than having a particular one. 

Some parents expected their children to become members of Japanese society by living and 

working there, while others foresaw them living in New Zealand or another country outside of 

Japan. Another subset of parents saw their children growing up to belong to an imagined 

community of those connected to Japan through relationships with family members or because 

they had learned the Japanese language and identified as a Japanese person. This stood in 

contrast to other parents who told me that it was possible for their children to have no connection 

with Japan. Further parent visions for their children are those related to increased future 

opportunities.  

The imagined communities of the students were more difficult to investigate but I did 

uncover some interesting data through casual conversations with students during my 

observations and through interviews with two older students. With younger students (the 

beginning years of primary school), teachers mentioned that their parents are the strongest 

influence by far and that their ideas for the future change frequently. Teachers also told me that 

as the students grew older, conflicts with their parents around attending hoshuko tended to grow. 

This may show a change in (or perhaps even creation of) the students’ imagined communities. 

The two older students I was able to interview saw themselves as belonging to an imagined 

community of Japanese people but not necessarily as part of a group that lived in Japan. 
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The second research question focused on applying the imagined communities uncovered 

to how parents made their decisions in regard to hoshuko. To this end, I focused on looking at 1) 

how parents chose one of three courses available (Courses A, B, and S) and 2) how parents chose 

the timing for their children to leave the hoshuko. Here, I found that the aforementioned variety 

in imagined communities was expressed in the decisions that the parents made. On the one hand, 

there were parents who saw their children belonging to a group of fluent Japanese speakers who 

would work and live in Japan. These parents often chose Course A, as its goals most directly 

corresponded with their own. On the other hand, there were those who wanted to allow their 

children to choose their own future and were less attached to a particular (prescribed) imagined 

community. For these parents, it was sometimes the case that other factors such as 

extracurricular activities and scheduling concerns were more determinant of course selection. 

Similar connections were drawn between parents’ decisions in when to complete hoshuko and 

their imagined communities.  

The final research question aimed to analyze how imagined communities affected the 

decisions of the school. I found that the school had made several significant changes to how it 

operates in reaction to its changing demographics, including adding new courses that better 

accommodated the educational needs of students who were permanent residents of New Zealand, 

adapting teaching methods and course content, adjusting enrollment conditions, adding school 

events that imbue cultural elements into the school experience, and more. Many of these changes 

could be connected to the imagined communities discovered in Chapter 6. For example, just as 

there were parents who saw their children belonging to an imagined community of Japanese 

people living abroad, there were curricula and events created by the school that attempted to 

support this vision. Similarly, challenges faced by the school could also be connected to various 

imagined communities. For example, the lack of a strong imagined community among parents 

might translate into a lack of commitment to their child attending the school, which would make 

it hard for the school to raise tuition fees. Connecting the hoshuko’s adaptations and challenges 

to the imagined communities of the various stakeholders provides a richer picture of how the 

school is grappling with its demographic change. 

Implications 

The first implication of this study is that heterogeneity is to be expected in supplementary 

school contexts where migration patterns have changed, even if the context appears 



 
 

190 

homogeneous at a glance or was more so in the past. This seems obvious, but in practice can be 

difficult to recognize at a cursory look. Even among single groups like the parents of children in 

Course A, the imagined communities that parents held for their children differed substantially. 

Further differences could be seen in their engagement levels, curricular preferences, willingness 

to endure hardship (e.g., tuition fees, scheduling, children’s preferences, etc.) to keep their 

children at hoshuko, and so on. Making this hidden diversity visible at supplementary schools 

can allow the school and parents to more effectively facilitate the linguistic, cognitive, identity-

formation related, and social benefits that heritage language education for minority bilingual 

children affords. From the school’s end, it becomes easier to clarify values and curriculum, to 

make policy changes, to set correct expectations with parents, and to equip teachers with what 

they need to deliver the best possible education that they can. Likewise, parents will be able to 

understand whether the hoshuko’s goals align with their own and make choices accordingly. The 

school may also be able to more easily overcome current challenges and continue to make 

adaptations to better suit the demographics it wishes to and is able to serve. Of course, this sort 

of demographic diversification is not limited to Auckland hoshuko. Migration patterns in other 

large urban areas with Japanese supplementary schools and other heritage language institutions 

may see similar patterns where the demographic for which the school was founded is no longer 

representative, similar to other research on hoshuko worldwide (Danjo & Moreh, 2020; Doerr & 

Lee, 2009; Kano, 2013; Mizukami, 2007). In these situations, it is similarly useful to 

acknowledge the diversity that is present and work towards developing a service that best meets 

their needs. 

More generally, this implication can also be generalized for other complementary schools 

around the world that support heritage language maintenance and development. It is quite 

possible that the demographic conditions under which many schools were founded is no longer 

representative of current demographics and may be even less so in the future. Schools created to 

support heritage language learning and maintenance should carefully look at demographic trends 

and be proactive at acknowledging and working on changes so as to maximally contribute to the 

heritage language development of the children actually attending the schools. In the classroom, 

this might take the form of adapting materials or creating new courses, as has been done in the 

hoshuko. While the speed of change and increasing diversity in the present world may seem 

overwhelming, heritage language learning is nonetheless incredibly valuable for the learners. To 
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that end, it is my hope that this study’s findings will provide an impetus to action for such 

heritage language institutions. 

Secondly, the imagined communities theoretical framework is a valuable tool in 

connecting future visions to present decisions. Although I was initially unsure to what extent the 

imagined communities I uncovered would connect to the choices the parents made or how the 

hoshuko adapted to challenges, I was reassured as I saw, again and again, how imagined 

communities and the qualities around them had an impact on present decisions and actions. For 

example, a parent whose future vision for their child is not strongly connected to the hoshuko’s 

services may impact the school’s ability to raise its tuition fees. This can be uncovered by 

examining the imagined communities of the parent. While I focused this study on connecting the 

imagined communities I uncovered to the decisions that parents made and the hoshuko’s 

challenges and adaptations, there were many other potential areas of action that would have been 

equally interesting to connect imagined communities to. I hope that use of the imagined 

communities theoretical framework pioneered in the education field by Norton (2001) will 

continue to generate insight for researchers of heritage language education, as I believe it has 

great potential to do so. 

Finally, being able to compare and contrast the imagined communities of various parties 

in a single context provides a valuable theoretical tool with which to examine the parties’ 

alignment with one another. This study expands upon research that recognizes the complex 

interplay of multiple stakeholders (e.g., Valdés et al, 2008; Blackledge and Creese, 2010) with 

imagined communities research that has focus on different stakeholders including the students 

themselves (Norton, 2001), parents (Dadenais, 2003), and the institution (Kanno, 2003). 

Furthermore, this study breaks the category of the institution from a monolithic unit into 

different sub-units including the codified materials and interpretations of the imagined 

communities of the hoshuko as an institution as well as the teachers’ own imagined communities 

for the students and the principal’s imagined communities. I believe this separation of the 

hoshuko as an institution into separate sub-units increases the fidelity with which we can 

examine the imagined communities that make of the hoshuko and its community.  

While examining the imagined communities of different stakeholders on their own can 

generate some insight, by comparing and contrasting these imagined communities, we are able to 

better understand where differences in opinion and practice originate from. For example, the 
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hoshuko’s focus on “passing on the heart of Japan”, rather than simply preparing students for 

passing tests may come into conflict with a parent who sees their child joining an imagined 

community of elite Japanese high school students. Similarly, when the imagined communities of 

the parents, their children, and the school begin to diverge, complications arise in relation to 

continuing at the school. By better understanding the differences in imagined communities and 

where this divergence takes place, the parties involved may be able to come up with better 

solutions for the future. For complementary schools in general, the implications of this are that 

only through the acknowledgement of the interdependencies of different stakeholders can we 

truly develop a deep understanding of how to best support heritage language development and 

maintenance. 

Limitations and Future Research 

As this study focused on the school as well as its surrounding community, I intended to 

provide an accurately complex description of the school and its community and cover the widest 

variety of participants possible. With these aims in mind, this study was able to describe in more 

detail and depth the different imagined communities existing at the school. Having presented the 

implications of this study, I would like to acknowledge the study’s limitations and to identify 

directions for future research.  

I would like to highlight two primary limitations: 1) the participants and 2) the specific 

context in which the study was undertaken. In regard to participants, interview data was collected 

from the three groups including ten staff members of the school (the principal and all of the 

teachers), ten parents (excluding the three teachers who were also interviewed as parents), and 

two current students. The parents were selected to represent a sample of parents with children 

enrolled across the range of courses offered (A, B, and S) and age groups at the school. Because 

of the timeline of the study and the qualitative nature of data collection, the sample size was 

relatively small. This was especially true in the case of the older students, whose availability was 

limited. Moreover, I decided not to interview younger students directly for this study because of 

the difficulty of conducting formal interviews with them and the perception among teachers and 

parents that their position in attending hoshuko was based almost entirely on parental influence. 

Although I did attempt to give the students a voice through reporting some of my observational 

notes, in retrospect, I would like to have dug deeper into this limitation to give the students more 

prominence and I believe this would be a fruitful area for future studies. Finally, the Japanese 
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migrant population in Auckland that did not attend hoshuko but could have is outside of the 

scope of this study, but would nonetheless be an interesting group to examine and compare the 

imagined communities from.  

In regard to limitations around the context, this case study was conducted over a specific 

time period at one Japanese supplementary school in Auckland, New Zealand. Findings from this 

study are generalizable in some ways but future researchers should be careful in assuming that 

other hoshuko throughout the world will be the same, especially in areas where migration 

patterns may not have changed as dramatically or may have changed in a different way. 

The implications and limitations of the study suggest several areas for future research. 

First, in the context of Japanese overseas education in New Zealand, more research should be 

done in the future to study different Japanese families who study at hoshuko in different areas of 

New Zealand. This will allow for a clearer picture of the Japanese learning experience in the 

country and may generate insight into similar challenges and adaptations. Second, a longitudinal 

study with a greater focus on hoshuko students as they move beyond hoshuko and make various 

decisions in their early adulthood may provide insight into how the future visions and imagined 

communities of students, parents, and the hoshuko itself play out in reality. For example, future 

research could potentially investigate how the students’ imagined communities change over time 

and to what extent the students end up realizing the visions of their parents and the school. A 

final thread for future research comes from the fact that few previous studies have included the 

perspective of all three parties (teachers, parents, and students) when examining the imagined 

communities of an educational institution. The interaction between the imagined communities of 

these three parties over time may be valuable for deepening our understanding of how the 

imagined communities of various parties affect institutional policy as well as student and 

parental decisions. 

Final Words 

Just as migration has changed dramatically in character in the last few generations, so too 

has the Auckland hoshuko, which is still grappling with the effects of such changes. The 

demographics at hoshuko are certainly more complex than they were when the school was 

founded. Although the school has thus far made a strong effort to grapple with its increasingly 

diverse student demographic, how the school continues to grapple with this increasing diversity 

will define their role in the upcoming years. 
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Having personally experienced the challenges of learning and maintaining my heritage 

languages while studying abroad, I hope that the hoshuko will continue to be able to offer its 

valuable service to the Auckland community. I admire the school for its ability to adapt, 

especially in considering the constraints placed on it by its funding bodies. The invention of new 

courses to serve the needs of New Zealand permanent residents of Japanese ancestry made it 

possible for the school to stay relevant as times changed. While these courses complicate the 

offerings of the school, they offer an invaluable opportunity to learn Japanese as a heritage 

language and cultural elements of Japan.  

In examining the imagined communities of the parents and teachers, the students, the 

principal, and the school itself, I realized that the hoshuko is a place where joining these 

imagined communities has the potential to become real. Hoshuko students can return to the 

education system in Japan and, in the future, join an imagined community of Japanese speakers 

who work in Japan. Likewise, it is also possible for hoshuko students to join a group of people 

with Japanese ancestry who live abroad and are able to communicate with their family members, 

or to join a group of people who serve as a “bridge between countries”, in addition to the many 

other imagined communities uncovered in this study. This would not have been possible were it 

not for the pioneering actions of previous generations of parents and staff at the hoshuko and a 

continual attempt to innovate at the school. In the future, I hope the hoshuko is able to resolve its 

financial challenges and those originating from the stringent requirements placed on it by its 

funding bodies. While the historical precedents and preferences of the hoshuko’s funding bodies 

may be difficult to overcome in the short term, it is my hope that this study will provide insight 

into both the value of the institution and a place for the Japanese government to begin valuable 

reform.  

Looking forward, I envision policy changes that will allow such supplementary schools 

to better serve their communities without heavy-handed constraints set in a different age. While I 

am certain that hoshuko will continue to face its share of challenges, I know that I witnessed a 

group of dedicated, hardworking staff aiming to pass on “the heart of Japan” and equip their 

students with the means to have a bright future. It was a pleasure and an honor to conduct 

research at this site and I wish it continued success. 
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Appendix A: Parent Questionnaire 
 
 
Start of Block: Default Question Block 
 
Q3  JAPANESE LANGUAGE LEARNING QUESTIONNAIRE (Parents) 
 
Q3  日本語学習状況調査（保護者の方へ） 
 
 
 
Q4 This survey is for parents who have child(ren) currently attending hoshuko Year 1-9.   Note: 
If you have more than one child, please answer for the oldest one attending hoshuko.  
 
Q4 このアンケートは、現在補習校（１～９年生）に通学中のお子さんがいる保護者の
方を対象にしています。  注：複数のお子さんをお持ちの場合は、現在通学中の一番年
長のお子さんの状況について答えてください。 
 
 
 
Q5 How many children do you have that are attending hoshuko? 
▼ 1 (1) ... 7 (7) 
 
Q5 現在補習校に通っている子供の数： 
▼ 1 (1) ... 7 (7) 
 
 
 
Q6 Who is filling out this survey? 
• Father  (1)  
• Mother  (2)  
• Other:  (3) ________________________________________________ 
 
Q6 このアンケートの回答者は子供の： 
• 父親  (1)  
• 母親  (2)  
• その他：  (3) ________________________________________________ 
 
End of Block: Default Question Block 
 
Start of Block: Section 1: Parent's Background Information 
 
Q2 SECTION I: PARENT'S BACKGROUND INFORMATION 
 
Q2 SECTION I: 保護者の基本情報 
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Q7 Which of the following best describes your family structure? 
• Father, mother, and child(ren)  (1)  
• Mother and child(ren)  (2)  
• Father and child(ren)  (3)  
• Other:  (4) ________________________________________________ 
 
Q7 家族構成： 
• 父親、母親、子供  (1)  
• 母親と子供  (2)  
• 父親と子供  (3)  
• その他：  (4) ________________________________________________ 
 
 
 
Q8 How many children do you have that live with you? 
▼ 1 (1) ... 7 (7) 
 
Q8 現在同居している子供の数： 
▼ 1 (1) ... 7 (7) 
 
 
 
Q9 Which of the following best describes your family (your child's parents)? 
• Both father and mother are Japanese  (1)  
• Mother is Japanese, father is:  (2) ________________________________________________ 
• Father is Japanese, mother is:  (3) ________________________________________________ 
• Neither father nor mother is Japanese. They are:  (4) 

________________________________________________ 
 
Q9 保護者は： 
• どちらも日本人  (1)  
• 母親が日本人、父親が（国名）：  (2) 

________________________________________________ 
• 父親が日本人、母親が（国名）：  (3) 

________________________________________________ 
• どちらも日本人ではない、どちらも（国名）：  (4) 

________________________________________________ 
 
 
 
Q10 Which of the following best describes the parents' birthplaces? 
• Both father and mother were born in Japan  (1)  
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• Mother was born in Japan, father was born in:  (2) 
________________________________________________ 

• Father was born in Japan, mother was born in:  (3) 
________________________________________________ 

• Neither father nor mother were born in Japan. They were born in:  (4) 
________________________________________________ 

 
Q10 保護者の出生国： 
• どちらも日本で生まれた  (1)  
• 母親が日本生まれ、父親が生まれたのは（国名）：  (2) 

________________________________________________ 
• 父親が日本生まれ、母親が生まれたのは（国名）：  (3) 

________________________________________________ 
• どちらも日本生まれではない。生まれたのは（国名）：  (4) 

________________________________________________ 
 
 
 
Q11 In years, approximately how long has... 
  
the father stayed in NZ (1)  ▼ 0 (33) ... 30+ (32) 
the mother stayed in NZ (2)  ▼ 0 (33) ... 30+ (32) 
the father stayed in Auckland? (3)  ▼ 0 (33) ... 30+ (32) 
the mother stayed in Auckland? (4)  ▼ 0 (33) ... 30+ (32) 
the father stayed in Japan? (5)  ▼ 0 (33) ... 30+ (32) 
the mother stayed in Japan? (6)  ▼ 0 (33) ... 30+ (32) 
 
 
Q11 滞在年数： 
  
父親のNZ滞在年数 (1)  ▼ 0 (33) ... 30+ (32) 
母親のNZ滞在年数 (2)  ▼ 0 (33) ... 30+ (32) 
父親のAuckland滞在年数 (3)  ▼ 0 (33) ... 30+ (32) 
母親のAuckland滞在年数 (4)  ▼ 0 (33) ... 30+ (32) 
父親の日本の滞在年数 (5)  ▼ 0 (33) ... 30+ (32) 
母親の日本滞在年数 (6)  ▼ 0 (33) ... 30+ (32) 
 
 
 
 
Q12 What is the father's residency status? 
• New Zealand citizen  (1)  
• Permanent resident  (2)  
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• Temporary visa  (3)  
• Other:  (4) ________________________________________________ 
 
Q12 父親のNZ在留資格： 
• NZ国民  (1)  
• 永住者  (2)  
• 一時滞在  (3)  
• その他：  (4) ________________________________________________ 
 
 
 
Q13 What is the mother's residency status? 
• New Zealand citizen  (1)  
• Permanent resident  (2)  
• Temporary visa  (3)  
• Other:  (4) ________________________________________________ 
 
Q13 母親のNZ在留資格： 
• NZ国民  (1)  
• 永住者  (2)  
• 一時滞在  (3)  
• その他：  (4) ________________________________________________ 
 
 
 
Q26 Which best describes the parent's language levels for English and Japanese?  
 None: No ability or only a few basic words, such as “hello” or “thank you”   
Beginner: Can handle simple conversation, such as things you did today   
Intermediate: Can handle familiar matters like that at work, school, leisure, etc.  
Advanced: Can handle complex topics effectively for social, academic, or professional purposes 
without much obvious searching for expressions   
Master/Native speaker: Can understand with ease virtually everything heard or read and 
express themselves very fluently and precisely          

 None (1) Beginner 
(2) 

Intermedi
ate (3) 

Advanced 
(4) 

Master/Na
tive 
speaker 
(5) 

N/A (6) 

Father's 
English (1)  •  •  •  •  •  •  

Mother's 
English (2)  •  •  •  •  •  •  

Father's 
Japanese 
(3)  

•  •  •  •  •  •  
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Mother's 
Japanese 
(4)  

•  •  •  •  •  •  

 
 
Q26 英語・日本語の能力について以下の文を読み、最もふさわしいものを選んでくださ
い：     なし：全くできない、あるいは「こんにちは」や「ありがとう」のような少数
の基本単語のみ。  
初級：簡単な日常会話ができる。例えば、今日したことについて話すことができる。    
中級：仕事、学校、娯楽など身近な話題について、大体理解し話すことができる。   
上級：社会的、学問的、職業上の目的に応じた、複雑な話題について、言葉を探してい
るという印象を与えずに、効果的な言葉遣いができる。   
熟練者・母語話者：聞いたり、読んだりしたほぼすべてのものを容易に理解することが
でき、流暢かつ正確に自己表現ができる。            

 なし (1) 初級 (2) 中級 (3) 上級 (4) 
熟練者・
母語話者 
(5) 

該当なし 
(6) 

父親の英
語 (1)  

•  •  •  •  •  •  

母親の英
語 (2)  

•  •  •  •  •  •  

父親の日
本語 (3)  

•  •  •  •  •  •  

母親の日
本語 (4)  

•  •  •  •  •  •  

 
 
 
 
Q21 Do the parents speak any languages other than English or Japanese? 
• Yes  (1)  
• No  (2)  
 
Q21 英語と日本語以外の言語を話しますか？ 
• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Do the parents speak any languages other than English or Japanese? = Yes 
 
Q22 What other language do the parents speak? 
________________________________________________________________ 
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Q22 その言語名は： 
________________________________________________________________ 
 
 
Display This Question: 
If Do the parents speak any languages other than English or Japanese? = Yes 
 
Q27 Which best describes the parents' levels with this language?   
None: No ability or only a few basic words, such as “hello” or “thank you”   
Beginner: Can handle simple conversation, such as things you did today   
Intermediate: Can handle familiar matters like that at work, school, leisure, etc.  
Advanced: Can handle complex topics effectively for social, academic, or professional purposes 
without much obvious searching for expressions   
Master/Native speaker: Can understand with ease virtually everything heard or read and 
express themselves very fluently and precisely          

 None (1) Beginner 
(2) 

Intermedi
ate (3) 

Advanced 
(4) 

Master/Na
tive 
speaker 
(5) 

N/A (6) 

Father (1)  •  •  •  •  •  •  
Mother (2)  •  •  •  •  •  •  
 
 
Q27 その言語の能力について以下の文を読み、最もふさわしいものを選んでください： 
  なし：全くできない、あるいは「こんにちは」や「ありがとう」のような少数の基本
単語のみ。  
初級：簡単な日常会話ができる。例えば、今日したことについて話すことができる。    
中級：仕事、学校、娯楽など身近な話題について、大体理解し話すことができる。   
上級：社会的、学問的、職業上の目的に応じた、複雑な話題について、言葉を探してい
るという印象を与えずに、効果的な言葉遣いができる。   
熟練者・母語話者：聞いたり、読んだりしたほぼすべてのものを容易に理解することが
でき、流暢かつ正確に自己表現ができる。 

 なし (1) 初級 (2) 中級 (3) 上級 (4) 
熟練者・
母語話者 
(5) 

該当なし 
(6) 

父親 (1)  •  •  •  •  •  •  
母親 (2)  •  •  •  •  •  •  
 
 
 
Display This Question: 
If Which of the following best describes your family structure? != Mother and child(ren) 
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Q28 Which language does the father use most often when speaking to the following people? 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Mother 
(1)  •  •  •  •  •  •  •  

Your 
child(ren) 
(2)  

•  •  •  •  •  •  •  

Father's 
friends 
(3)  

•  •  •  •  •  •  •  

Mother's 
friends 
(4)  

•  •  •  •  •  •  •  

Child(ren
)'s friends 
(5)  

•  •  •  •  •  •  •  

Child(ren
)'s 
teachers 
at 
hoshuko 
(6)  

•  •  •  •  •  •  •  

Other: (7)  •  •  •  •  •  •  •  
 
 
Q28 以下の相手と話すときに、父親が最もよく使う言語はどれですか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

主に英
語 (4) 

常に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

母親 (1)  •  •  •  •  •  •  •  
子供 (2)  •  •  •  •  •  •  •  
父親の友
達 (3)  

•  •  •  •  •  •  •  

母親の友
達 (4)  

•  •  •  •  •  •  •  
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子供の友
達 (5)  

•  •  •  •  •  •  •  

子供の補
習校の先
生 (6)  

•  •  •  •  •  •  •  

その他： 
(7)  •  •  •  •  •  •  •  

 
 
 
Display This Question: 
If Which of the following best describes your family structure? != Mother and child(ren) 
 
Q33 Which language does father use with children when talking about the following situations? 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Family 
matters 
(dinner 
time, TV 
time, etc.) 
(1)  

•  •  •  •  •  •  •  

NZ local 
school 
matters 
(2)  

•  •  •  •  •  •  •  

Hoshuko 
matters 
(3)  

•  •  •  •  •  •  •  

Leisure 
outside 
home 
(family 
activities, 
sports, 
etc.) (4)  

•  •  •  •  •  •  •  

Other: (5)  •  •  •  •  •  •  •  
 
 
Q33 以下の場面で、父親は子供にどの言語で話しますか？ 
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 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

主に英
語 (4) 

常に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

家庭内
（晩御飯
やテレビ
の時間な
ど） (1)  

•  •  •  •  •  •  •  

NZの現
地校 (2)  

•  •  •  •  •  •  •  

補習校 
(3)  •  •  •  •  •  •  •  

家庭外で
の娯楽活
動（家族
活動、ス
ポーツな
ど） (4)  

•  •  •  •  •  •  •  

その他： 
(5)  •  •  •  •  •  •  •  

 
 
 
Display This Question: 
If Which of the following best describes your family structure? != Father and child(ren) 
 
Q29 Which language does the mother use most often when speaking to the following people? 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Father (1)  •  •  •  •  •  •  •  
Your 
child(ren) 
(2)  

•  •  •  •  •  •  •  

Father's 
friends 
(3)  

•  •  •  •  •  •  •  
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Mother's 
friends 
(4)  

•  •  •  •  •  •  •  

Child(ren
)'s friends 
(5)  

•  •  •  •  •  •  •  

Child(ren
)'s 
teachers 
at 
hoshuko 
(6)  

•  •  •  •  •  •  •  

Other: (7)  •  •  •  •  •  •  •  
 
 
Q29 以下の相手と話すときに、母親が最もよく使う言語はどれですか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

主に英
語 (4) 

常に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

父親 (1)  •  •  •  •  •  •  •  
子供 (2)  •  •  •  •  •  •  •  
父親の友
達 (3)  

•  •  •  •  •  •  •  

母親の友
達 (4)  

•  •  •  •  •  •  •  

子供の友
達 (5)  

•  •  •  •  •  •  •  

子供の補
習校の先
生 (6)  

•  •  •  •  •  •  •  

その他： 
(7)  •  •  •  •  •  •  •  

 
 
 
Display This Question: 
If Which of the following best describes your family structure? != Father and child(ren) 
 
Q34 Which language does mother use with children when talking about the following situations? 



 
 

205 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Family 
matters 
(dinner 
time, TV 
time, etc.) 
(1)  

•  •  •  •  •  •  •  

NZ local 
school 
matters 
(2)  

•  •  •  •  •  •  •  

Hoshuko 
matters 
(3)  

•  •  •  •  •  •  •  

Leisure 
outside 
home 
(family 
activities, 
sports, 
etc.) (4)  

•  •  •  •  •  •  •  

Other: (5)  •  •  •  •  •  •  •  
 
 
Q34 以下の場面で、母親は子供にどの言語で話しますか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

常に英
語 (4) 

主に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

家庭内
（晩御飯
やテレビ
の時間な
ど） (1)  

•  •  •  •  •  •  •  

NZの現
地校 (2)  

•  •  •  •  •  •  •  

補習校 
(3)  •  •  •  •  •  •  •  
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家庭外で
の娯楽活
動（家族
活動、ス
ポーツな
ど） (4)  

•  •  •  •  •  •  •  

その他： 
(5)  •  •  •  •  •  •  •  

 
 
 
 
Q35 Overall, how often do parents speak Japanese? 

 Every 
Day (1) Often (2) Occasiona

lly (3) Rarely (4) Never (5) N/A (6) 

Father (1)  •  •  •  •  •  •  
Mother (2)  •  •  •  •  •  •  
 
 
Q35 日本語を話す頻度について： 

 毎日 (1) よく (2) ときどき 
(3) 

まれに 
(4) 

全くない 
(5) 

該当なし 
(6) 

父親 (1)  •  •  •  •  •  •  
母親 (2)  •  •  •  •  •  •  
 
 
 
 
Q36 What are the parents’ employment statuses? 

 Full-time 
(1) 

Part-time 
(2) 

Self-
employed 
(3) 

Stay-at-
home 
parent (4) 

Other (5) N/A (6) 

Father (1)  •  •  •  •  •  •  
Mother (2)  •  •  •  •  •  •  
 
 
Q36 雇用形態： 

 フルタイ
ム (1) 

パートタ
イム (2) 

自営業 
(3) 

主婦・主
夫 (4) 

その他 
(5) 

該当なし 
(6) 

父親 (1)  •  •  •  •  •  •  
母親 (2)  •  •  •  •  •  •  
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End of Block: Section 1: Parent's Background Information 
 
Start of Block: SECTION 2: CHILD’S BACKGROUND INFORMATION 
 
Q37 SECTION 2: CHILD’S BACKGROUND INFORMATION 
 
Q37 SECTION 2: 子供の基本情報 
 
 
 
Q38 Your child's gender: 
• Male  (1)  
• Female  (2)  
 
Q38 お子さんの性別： 
• 男性  (1)  
• 女性  (2)  
 
 
 
Q39 How old is your child? 
▼ Under 6 (1) ... 18 (14) 
 
Q39 お子さんの年齢： 
▼ ６歳未満 (1) ... 18 (14) 
 
 
 
Q41 What is your child's current course & grade? 
Course (1)  
Grade (2)  
▼ A (1) ... S ~ 8&9 (28) 
 
Q41 現在通っているコースと学年： 
コース (1)  
学年 (2)  
▼ A (1) ... S ~ 8&9 (28) 
 
 
 
Q42 Was your child born in Japan? 
• Yes  (1)  
• No  (2)  
 
Q42 お子さんの生まれた国は日本ですか？ 
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• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Was your child born in Japan? = Yes 
 
Q43 How old was your child when they first came to New Zealand? 
▼ < 1 (1) ... 18 (19) 
 
Q43 お子さんが初めてNZに来た年齢： 
▼ １歳未満 (1) ... 18 (19) 
 
 
Display This Question: 
If Was your child born in Japan? = No 
 
Q44 What country was your child born in? 
________________________________________________________________ 
 
Q44 お子さんが生まれた国名は： 
________________________________________________________________ 
 
 
 
Q45 In years, approximately how long has... 
  
your child stayed in NZ (1)  ▼ 0 (21) ... 18+ (20) 
your child  stayed in Auckland? (2)  ▼ 0 (21) ... 18+ (20) 
your child  stayed in Japan? (3)  ▼ 0 (21) ... 18+ (20) 
 
 
Q45 お子さんの滞在年数： 
  
NZ滞在年数 (1)  ▼ 0 (21) ... 18+ (20) 
Auckland滞在年数 (2)  ▼ 0 (21) ... 18+ (20) 
日本滞在年数 (3)  ▼ 0 (21) ... 18+ (20) 
 
 
 
 
Q46 What is your child's residency status? 
• New Zealand citizen  (1)  
• Permanent resident  (2)  
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• Temporary visa  (3)  
• Other:  (4) ________________________________________________ 
 
Q46 お子さんのNZ在留資格： 
• NZ国民  (1)  
• 永住者  (2)  
• 一時滞在  (3)  
• その他：  (4) ________________________________________________ 
 
 
 
Q47 What is your child's nationality (citizenship)? 
• Japan  (1)  
• New Zealand  (2)  
• Japan/New Zealand Dual Citizenship  (3)  
• Other:  (4) ________________________________________________ 
 
Q47 お子さんの国籍： 
• 日本  (1)  
• NZ  (2)  
• 日本とNZの二重国籍  (3)  
• その他：  (4) ________________________________________________ 
 
 
 
Q50 Which best describes your child's language levels for English and Japanese?   
None: No ability or only a few basic words, such as “hello” or “thank you”   
Beginner: Can handle simple conversation, such as things you did today   
Intermediate: Can handle familiar matters like that at work, school, leisure, etc.  
Advanced: Can handle complex topics effectively for social, academic, or professional purposes 
without much obvious searching for expressions   
Master/Native speaker: Can understand with ease virtually everything heard or read and 
express themselves very fluently and precisely          

 None (1) Beginner 
(2) 

Intermedi
ate (3) 

Advanced 
(4) 

Master/Na
tive 
speaker 
(5) 

N/A (6) 

English (1)  •  •  •  •  •  •  
Japanese 
(2)  •  •  •  •  •  •  

 
 
Q50 お子さんの英語・日本語の能力について以下の文を読み、最もふさわしいものを選
んでください：  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なし：全くできない、あるいは「こんにちは」や「ありがとう」のような少数の基本単
語のみ。  
初級：簡単な日常会話ができる。例えば、今日したことについて話すことができる。    
中級：仕事、学校、娯楽など身近な話題について、大体理解し話すことができる。   
上級：社会的、学問的、職業上の目的に応じた、複雑な話題について、言葉を探してい
るという印象を与えずに、効果的な言葉遣いができる。   
熟練者・母語話者：聞いたり、読んだりしたほぼすべてのものを容易に理解することが
でき、流暢かつ正確に自己表現ができる。 

 なし (1) 初級 (2) 中級 (3) 上級 (4) 
熟練者・
母語話者 
(5) 

該当なし 
(6) 

英語 (1)  •  •  •  •  •  •  
日本語 (2)  •  •  •  •  •  •  
 
 
 
 
Q51 Does your child speak any languages other than English or Japanese? 
• Yes  (1)  
• No  (2)  
 
Q51 お子さんは、英語と日本語以外の言語を話しますか？ 
• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Does your child speak any languages other than English or Japanese? = Yes 
 
Q52 What other language(s) does your child speak? 
________________________________________________________________ 
 
Q52 その言語名は： 
________________________________________________________________ 
 
 
Display This Question: 
If Does your child speak any languages other than English or Japanese? = Yes 
 
Q53 Which best describes your child's level with this language(s)?   
None: No ability or only a few basic words, such as “hello” or “thank you”   
Beginner: Can handle simple conversation, such as things you did today   
Intermediate: Can handle familiar matters like that at work, school, leisure, etc.  
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Advanced: Can handle complex topics effectively for social, academic, or professional purposes 
without much obvious searching for expressions   
Master/Native speaker: Can understand with ease virtually everything heard or read and 
express themselves very fluently and precisely          

 None (1) Beginner 
(2) 

Intermedi
ate (3) 

Advanced 
(4) 

Master/Na
tive 
speaker 
(5) 

N/A (6) 

Language 
1: (1)  •  •  •  •  •  •  

Language 
2: (2)  •  •  •  •  •  •  

Language 
3: (3)  •  •  •  •  •  •  

 
 
Q53 その言語の能力について以下の文を読み、最もふさわしいものを選んでください： 
  
なし：全くできない、あるいは「こんにちは」や「ありがとう」のような少数の基本単
語のみ。  
初級：簡単な日常会話ができる。例えば、今日したことについて話すことができる。    
中級：仕事、学校、娯楽など身近な話題について、大体理解し話すことができる。   
上級：社会的、学問的、職業上の目的に応じた、複雑な話題について、言葉を探してい
るという印象を与えずに、効果的な言葉遣いができる。   
熟練者・母語話者：聞いたり、読んだりしたほぼすべてのものを容易に理解することが
でき、流暢かつ正確に自己表現ができる。   

 なし (1) 初級 (2) 中級 (3) 上級 (4) 
熟練者・
母語話者 
(5) 

該当なし 
(6) 

その他の
言語１： 
(1)  

•  •  •  •  •  •  

その他の
言語２： 
(2)  

•  •  •  •  •  •  

その他の
言語３： 
(3)  

•  •  •  •  •  •  

 
 
 
 
Q54 Which language does the your child use most often when speaking to the following people? 
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Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Father (1)  •  •  •  •  •  •  •  
Mother 
(2)  •  •  •  •  •  •  •  

Siblings 
(3)  •  •  •  •  •  •  •  

Father's 
Side 
Grandpar
ents (4)  

•  •  •  •  •  •  •  

Mother's 
Side 
Grandpar
ents (5)  

•  •  •  •  •  •  •  

Friends at 
local NZ 
school (6)  

•  •  •  •  •  •  •  

Friends at 
hoshuko 
(7)  

•  •  •  •  •  •  •  

Friends 
outside 
school (8)  

•  •  •  •  •  •  •  

Parent's 
Bilingual 
Friends 
(9)  

•  •  •  •  •  •  •  

Other: 
(10)  •  •  •  •  •  •  •  

 
 
Q54 以下の相手と話すときに、お子さんが最もよく使う言語はどれですか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

常に英
語 (4) 

主に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

父親 (1)  •  •  •  •  •  •  •  
母親 (2)  •  •  •  •  •  •  •  
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兄弟姉妹 
(3)  •  •  •  •  •  •  •  

父方の祖
父母 (4)  

•  •  •  •  •  •  •  

母方の祖
父母 (5)  

•  •  •  •  •  •  •  

NZ現地
校の友達 
(6)  

•  •  •  •  •  •  •  

補習校の
友達 (7)  

•  •  •  •  •  •  •  

学校以外
の友達 
(8)  

•  •  •  •  •  •  •  

ご両親の
日英バイ
リンガル
の友達 
(9)  

•  •  •  •  •  •  •  

その他： 
(10)  •  •  •  •  •  •  •  

 
 
 
Display This Question: 
If Which of the following best describes your family structure? != Father and child(ren) 
 
Q55 Which language does your child use with his/her mother when talking about the following 
situations? 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Family 
matters 
(dinner 
time, TV 
time, etc.) 
(1)  

•  •  •  •  •  •  •  

NZ local 
school •  •  •  •  •  •  •  
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matters 
(2)  
Hoshuko 
matters 
(3)  

•  •  •  •  •  •  •  

Leisure 
outside 
home 
(family 
activities, 
sports, 
etc.) (4)  

•  •  •  •  •  •  •  

Other: (5)  •  •  •  •  •  •  •  
 
 
Q55 以下の場面で、お子さんは母親にどの言語で話しますか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

常に英
語 (4) 

主に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

家庭内
（晩御飯
やテレビ
の時間な
ど） (1)  

•  •  •  •  •  •  •  

NZの現
地校 (2)  

•  •  •  •  •  •  •  

補習校 
(3)  •  •  •  •  •  •  •  

家庭外で
の娯楽活
動（家族
活動、ス
ポーツな
ど） (4)  

•  •  •  •  •  •  •  

その他： 
(5)  •  •  •  •  •  •  •  

 
 
 
Display This Question: 
If Which of the following best describes your family structure? != Mother and child(ren) 
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Q56 Which language does your child use with his/her father when talking about the following 
situations? 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Family 
matters 
(dinner 
time, TV 
time, etc.) 
(1)  

•  •  •  •  •  •  •  

NZ local 
school 
matters 
(2)  

•  •  •  •  •  •  •  

Hoshuko 
matters 
(3)  

•  •  •  •  •  •  •  

Leisure 
outside 
home 
(family 
activities, 
sports, 
etc.) (4)  

•  •  •  •  •  •  •  

Other: (5)  •  •  •  •  •  •  •  
 
 
Q56 以下の場面で、お子さんは父親にどの言語で話しますか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

常に英
語 (4) 

主に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

家庭内
（晩御飯
やテレビ
の時間な
ど） (1)  

•  •  •  •  •  •  •  
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NZの現
地校 (2)  

•  •  •  •  •  •  •  

補習校 
(3)  •  •  •  •  •  •  •  

家庭外で
の娯楽活
動（家族
活動、ス
ポーツな
ど） (4)  

•  •  •  •  •  •  •  

その他： 
(5)  •  •  •  •  •  •  •  

 
 
 
 
Q57 Which language does your child use with his/her siblings when talking about the following 
situations? 

 
Always 
Japanese 
(1) 

Mostly 
Japanese 
(2) 

Both 
Japanese 
and 
English 
(50-50) 
(3) 

Mostly 
English 
(4) 

Always 
English 
(5) 

Some 
other 
languag
e (6) 

N/A (7) 

Family 
matters 
(dinner 
time, TV 
time, etc.) 
(1)  

•  •  •  •  •  •  •  

NZ local 
school 
matters 
(2)  

•  •  •  •  •  •  •  

Hoshuko 
matters 
(3)  

•  •  •  •  •  •  •  

Leisure 
outside 
home 
(family 
activities, 
sports, 
etc.) (4)  

•  •  •  •  •  •  •  
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Other: (5)  •  •  •  •  •  •  •  
 
 
Q57 以下の場面で、お子さんは兄弟姉妹にどの言語で話しますか？ 

 常に日
本語 (1) 

主に日
本語 (2) 

日本語
と英語
が半々
くらい 
(3) 

常に英
語 (4) 

主に英
語 (5) 

他の言
語で (6) 

該当な
し (7) 

家庭内
（晩御飯
やテレビ
の時間な
ど） (1)  

•  •  •  •  •  •  •  

NZの現
地校 (2)  

•  •  •  •  •  •  •  

補習校 
(3)  •  •  •  •  •  •  •  

家庭外で
の娯楽活
動（家族
活動、ス
ポーツな
ど） (4)  

•  •  •  •  •  •  •  

その他： 
(5)  •  •  •  •  •  •  •  

 
 
 
 
Q58 Overall, how often does your child speak Japanese? 
• Every day  (1)  
• Often  (2)  
• Occasionally  (3)  
• Rarely  (4)  
• Never  (5)  
 
Q58 お子さんが日本語を話す頻度について： 
• 毎日  (1)  
• よく  (2)  
• ときどき  (3)  
• まれに  (4)  
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• 全くない  (5)  
 
 
 
Q59 Does your child have opportunities to use Japanese outside of hoshuko? 
• Yes  (1)  
• No  (2)  
 
Q59 お子さんは補習校以外で日本語に接する機会がありますか？ 
• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Does your child have opportunities to use Japanese outside of hoshuko? = Yes 
 
Q60 During which situations does your child use Japanese? (select all that apply) 
• Watch Japanese TV programs or animation  (1)  
• Read Japanese Manga  (2)  
• Playing (video) games in Japanese  (3)  
• Read online news or articles in Japanese  (4)  
• Write text messages or emails in Japanese  (5)  
• Converse with relatives in Japan  (6)  
• Spending time with Japanese speaking friends (from hoshuko, etc)  (7)  
• Talking with family members at home in NZ  (8)  
• Other:  (9) ________________________________________________ 
 
Q60 どのような場面で日本語を使っていますか？（複数回答可） 
• 日本語のテレビ番組やアニメを見る  (1)  
• 日本語で漫画を読む  (2)  
• 日本語で（ビデオ）ゲームをする  (3)  
• ネットで日本語のニュースや記事を読む  (4)  
• 日本語でテキストやメールを書く  (5)  
• 日本の家族と話す  (6)  
• （補習校などの）日本語ができる友達と時間を過ごす  (7)  
• NZの家族と日本語で話す  (8)  
• その他：  (9) ________________________________________________ 
 
 
 
Q61 How long has your child attended Auckland hoshuko? 
▼ Under 1 year (1) ... Over 9 years (11) 
 
Q61 オークランド補習校の学習年数： 
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▼ １年未満 (1) ... ９年以上 (11) 
 
 
 
Q62 Has your child studied Japanese anywhere other than the hoshuko? 
• Yes  (1)  
• No  (2)  
 
Q62 オークランド補習校のほかに日本語の学習歴はありますか？ 
• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Has your child studied Japanese anywhere other than the hoshuko? = Yes 
 
Q63 Where else did your child study Japanese? (select all that apply) 
• Primary school in Japan  (1)  
• Middle school in Japan  (2)  
• Another hoshuko in NZ. Name:  (3) 

________________________________________________ 
• Local NZ school  (4)  
• Hoshuko in another country. Country Name:  (5) 

________________________________________________ 
• Nihonjingakko in another country. Country Name:  (6) 

________________________________________________ 
• Other school(s):  (7) ________________________________________________ 
 
Q63 ほかにどこで日本語を学習しましたか？（複数回答可） 
• 日本の小学校  (1)  
• 日本の中学校  (2)  
• 別のNZの補習校（学校名）：  (3) 

________________________________________________ 
• NZの現地校  (4)  
• 外国の補習校（国名）：  (5) ________________________________________________ 
• 外国の日本人学校（国名）：  (6) 

________________________________________________ 
• その他の学校：  (7) ________________________________________________ 
 
 
Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Primary school in Japan 
 
Q64 How many years did your child study at primary school in Japan? 
▼ Under 1 year (1) ... 6 years (7) 
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Q64 日本の小学校で学習した年数： 
▼ １年未満 (1) ... ６年 (7) 
 
 
Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Middle school in Japan 
 
Q65 How many years did your child study at middle school in Japan? 
▼ Under 1 year (1) ... 3 years (4) 
 
Q65 日本の中学校で学習した年数： 
▼ １年未満 (1) ... ３年 (4) 
 
 
Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Another hoshuko in NZ. 
Name: 
 
Q66 How many years did your child study at another hoshuko in NZ? 
▼ Under 1 year (1) ... 8 years (9) 
 
Q66 別のNZの補習校で学習した年数： 
▼ １年未満 (1) ... ８年 (9) 
 
 
Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Local NZ school 
 
Q67 How many years did your child study Japanese at a local school in NZ? 
▼ Under 1 year (1) ... 8 years (9) 
 
Q67 NZの現地校で日本語を学習した年数： 
▼ １年未満 (1) ... ８年 (9) 
 
 
Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Hoshuko in another 
country. Country Name: 
 
Q68 How many years did your child study at a hoshuko in another country? 
▼ Under 1 year (1) ... 8 years (9) 
 
Q68 外国の補習校で学習した年数： 
▼ １年未満 (1) ... ８年 (9) 
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Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Nihonjingakko in another 
country. Country Name: 
 
Q69 How many years did your child study at a nihonjingakko in another country? 
▼ Under 1 year (1) ... Over 8 years (10) 
 
Q69 外国の日本人学校で学習した年数： 
▼ １年未満 (1) ... ８年以上 (10) 
 
 
Display This Question: 
If Where else did your child study Japanese? (select all that apply) = Other school(s): 
 
Q70 How many years did your child study Japanese at this other school? 
▼ Under 1 year (1) ... Over 8 years (10) 
 
Q70 その他の学校で日本語を学習した年数： 
▼ １年未満 (1) ... ８年以上 (10) 
 
 
 
Q71 Has your child visited Japan while living in New Zealand? 
• Yes  (1)  
• No  (2)  
 
Q71 お子さんはNZ滞在中に日本を訪問したことがありますか？ 
• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Has your child visited Japan while living in New Zealand? = Yes 
 
Q72 How often does your child visit Japan? 
• 1-2 times a year  (1)  
• More than 3 times a year  (2)  
• Irregularly  (3)  
• Other:  (4) ________________________________________________ 
 
Q72 その頻度は： 
• 年に１～２回  (1)  
• 年に３回以上  (2)  
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• 不定期  (3)  
• その他：  (4) ________________________________________________ 
 
 
Display This Question: 
If Has your child visited Japan while living in New Zealand? = Yes 
 
Q73 How long does your child usually stay in Japan each trip? (weeks/months) 
• Under 2 weeks  (1)  
• 2-3 weeks  (2)  
• 1-2 months  (3)  
• 3-6 months  (4)  
• Over 6 months  (5)  
 
Q73 その滞在期間は： 
• ２週間以内  (1)  
• ２～３週間  (2)  
• １～２か月  (3)  
• ３～６か月  (4)  
• ６か月以上  (5)  
 
 
Display This Question: 
If Has your child visited Japan while living in New Zealand? = Yes 
 
Q74 For what purpose does your child usually visit Japan? 
________________________________________________________________ 
 
Q74 お子さんが日本を訪問する目的は： 
________________________________________________________________ 
 
 
Display This Question: 
If Has your child visited Japan while living in New Zealand? = No 
 
Q75 Does your child plan to visit Japan in the future? 
• Yes  (1)  
• Maybe  (2)  
• No  (3)  
 
Q75 お子さんが今後日本を訪問する予定はありますか？ 
• ある  (1)  
• たぶんある  (2)  
• なし  (3)  
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Q76 Does your child plan to attend school in Japan in the future? 
• Yes  (1)  
• Maybe  (2)  
• No  (3)  
 
Q76 お子さんは今後日本の学校で勉強する予定がありますか？ 
• はい  (1)  
• たぶん  (2)  
• いいえ  (3)  
 
 
Display This Question: 
If Does your child plan to attend school in Japan in the future? = Yes 
Or Does your child plan to attend school in Japan in the future? = Maybe 
 
Q77 What type of school is your child planning to attend in Japan? 
• Primary school  (1)  
• Middle school  (2)  
• High school  (3)  
• University  (4)  
• Other:  (5) ________________________________________________ 
 
Q77 日本でどのような学校に入る予定ですか？ 
• 小学校  (1)  
• 中学校  (2)  
• 高校  (3)  
• 大学  (4)  
• その他：  (5) ________________________________________________ 
 
 
Display This Question: 
If Does your child plan to attend school in Japan in the future? = Yes 
Or Does your child plan to attend school in Japan in the future? = Maybe 
 
Q78 How long is your child planning to attend school in Japan for? 
• Under 6 months  (1)  
• 6 months to 1 year  (2)  
• 1-3 years  (3)  
• More than 3 years  (4)  
• Not decided yet  (5)  
 
Q78 どのくらい日本の学校で勉強する予定ですか？ 
• ６か月未満  (1)  
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• ６か月～１年  (2)  
• １～３年  (3)  
• ３年以上  (4)  
• 未定  (5)  
 
End of Block: SECTION 2: CHILD’S BACKGROUND INFORMATION 
 
Start of Block: SECTION 3: HOSHUKO EDUCATION INFORMATION 
 
Q79 SECTION 3: HOSHUKO EDUCATION INFORMATION 
 
Q79 SECTION 3: 補習校の教育について 
 
 
 
Q80 Why is your child attending hoshuko? (select all that apply) 
• To prepare for a temporary or long term return to Japan  (1)  
• To learn Japanese language and culture  (2)  
• To learn Japanese manners and values  (3)  
• To experience the atmosphere of Japanese school  (4)  
• To expand future choices  (5)  
• To experience Japanese events  (6)  
• To experience group learning and activities  (7)  
• To interact with Japanese speaking friends  (8)  
• Because my friend’s child is attending  (9)  
• Because of my child’s strong desire  (10)  
• Other:  (11) ________________________________________________ 
 
Q80 補習校に通わせる理由（複数回答可）： 
• 一時帰国あるいは本帰国に備えるため  (1)  
• 日本語と日本文化を身につけるため  (2)  
• 日本人のマナーと常識を身に付けるため  (3)  
• 日本の学校の雰囲気が味わえるから  (4)  
• 将来の選択肢が増えるから  (5)  
• 日本の行事が体験できるから  (6)  
• 集団学習と集団行動が体験できるから  (7)  
• 日本語ができる友達とのふれあいがもてるから  (8)  
• 知り合いのお子さんが通っているから  (9)  
• 本人が通いたいと強く希望するため  (10)  
• その他：  (11) ________________________________________________ 
 
 
 
Q81 Are you familiar with the differences between the A, B, and S courses at hoshuko? 
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• Yes  (1)  
• No  (2)  
 
Q81 補習校でA、B、Sコースの違いを意識していますか？ 
• はい  (1)  
• いいえ  (2)  
 
 
Display This Question: 
If Are you familiar with the differences between the A, B, and S courses at hoshuko? = Yes 
 
Q82 What do you think are the biggest differences? (please be as specific as possible) 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
Q82 最も大きな違いは何だと思いますか？（なるべく詳しく書いてください） 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
 
 
Q83 How did you choose the current course for your child? (select all that apply) 
• Based on the purpose and content of the course  (1)  
• Based on the yearly/weekly class hours of the course  (2)  
• Based on the annual tuition.  (3)  
• Based on the recommendation of the hoshuko teachers  (4)  
• Other:  (5) ________________________________________________ 
 
Q83 どのように補習校のコースを選びましたか？（複数回答可） 
• コースの目的や内容に合わせて選んだ  (1)  
• 年間および週当たりの授業時間数で選んだ  (2)  
• 年間の授業料で選んだ  (3)  
• 補習校の先生の勧めで選んだ  (4)  
• その他：  (5) ________________________________________________ 
 
 
 
Q84 In regards to Japanese education, what language skills do you want your child to improve at 
hoshuko? (select all that apply) 
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• Listening  (1)  
• Speaking  (2)  
• Reading  (3)  
• Writing  (4)  
• Cultural Knowledge  (5)  
• Other:  (6) ________________________________________________ 
 
Q84 国語（日本語）教育に関して、補習校でどんなスキルを上達させたいですか？（複
数回答可） 
• 聞く力  (1)  
• 話す力  (2)  
• 読む力  (3)  
• 書く力  (4)  
• 日本文化の理解  (5)  
• その他：  (6) ________________________________________________ 
 
 
 
Q85 Which parents help at home with your child's hoshuko study? 
• Both father and mother  (1)  
• Father  (2)  
• Mother  (3)  
• Neither  (4)  
• Other:  (5) ________________________________________________ 
 
Q85 お子さんの補習校のための家庭学習をどちらの親がみていますか？ 
• どちらもみている  (1)  
• 父親がみている  (2)  
• 母親がみている  (3)  
• どちらもみていない  (4)  
• その他：  (5) ________________________________________________ 
 
 
 
Q86 How much time per week do you spend helping your child with their hoshuko study? 
• Under 30 minutes  (1)  
• 30 minutes to 1 hour  (2)  
• 1-2 hours  (3)  
• 2-3 hours  (4)  
• 3-4 hours  (5)  
• 4-5 hours  (6)  
• more than 5 hours  (7)  
 
Q86 １週間にお子さんの補習校のための家庭学習をみる時間： 
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• ３０分以下  (1)  
• ３０分～１時間  (2)  
• １～２時間  (3)  
• ２～３時間  (4)  
• ３～４時間  (5)  
• ４～５時間  (6)  
• ５時間以上  (7)  
 
 
 
Q87 I think my child's hoshuko home study is... 
• Very necessary  (1)  
• Necessary  (2)  
• Not necessary  (3)  
• Not necessary at all  (4)  
 
Q87 お子さんの家庭学習についてどう思いますか？ 
• 大変必要である  (1)  
• 必要である  (2)  
• あまり必要ではない  (3)  
• 全く必要ではない  (4)  
 
 
 
Q88 Why do you feel this way about your child's hoshuko home study? 
________________________________________________________________ 
 
Q88 そのように思う理由も教えてください： 
________________________________________________________________ 
 
 
 
Q89 Does your child plan to continue studying at hoshuko? 
• Yes  (1)  
• Maybe  (2)  
• No  (3)  
• I don't know  (4)  
 
Q89 お子さんは今後も補習校を続ける予定ですか？ 
• はい  (1)  
• たぶん  (2)  
• いいえ  (3)  
• わからない  (4)  
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Display This Question: 
If Does your child plan to continue studying at hoshuko? = Yes 
Or Does your child plan to continue studying at hoshuko? = Maybe 
 
Q90 Until when does your child plan to study at hoshuko? 
• Until year 6  (1)  
• Until year 9  (2)  
• Other:  (3) ________________________________________________ 
 
Q90 いつまで続ける予定ですか？ 
• 小学６年生まで  (1)  
• 中学３年生まで  (2)  
• その他：  (3) ________________________________________________ 
 
 
Display This Question: 
If Does your child plan to continue studying at hoshuko? = Yes 
Or Does your child plan to continue studying at hoshuko? = Maybe 
 
Q91 Why does your child plan to study at hoshuko until that particular time? 
________________________________________________________________ 
 
Q91 その時期まで続ける理由も教えてください： 
________________________________________________________________ 
 
 
Display This Question: 
If Does your child plan to continue studying at hoshuko? = No 
 
Q92 Why doesn't your child plan to continue studying at hoshuko? 
________________________________________________________________ 
 
Q92 補習校を続けない理由を教えてください： 
________________________________________________________________ 
 
 
 
Q93 What, if any, are the main difficulties your child faces in learning at the hoshuko? (select all 
that apply) 
• The pace of the lesson is too fast  (1)  
• Can’t understand the class content  (2)  
• Too much homework  (3)  
• Can’t work on homework independently  (4)  
• Too much responsibility regarding home study for the parents  (5)  
• The gap of Japanese ability with classmates  (6)  
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• Decrease in learning motivation  (7)  
• Other:  (8) ________________________________________________ 
 
Q93 補習校で日本語を学ぶにあたってどんな悩みや困難を抱えていますか？（複数回答
可）： 
• 授業のスピードが速い  (1)  
• 学習内容がよく理解できない  (2)  
• 宿題の量が多い  (3)  
• 宿題を自分一人で取り組めない  (4)  
• 保護者への家庭学習の負担が大きい  (5)  
• 同級生との日本語力の差が大きい  (6)  
• 学習意欲の低下  (7)  
• その他：  (8) ________________________________________________ 
 
 
 
Q94 What are some good points of your child in attending hoshuko? (please be as specific as 
possible) 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
Q94 補習校に通わせてよかったと思うことがありますか？それはどんなことですか？
（なるべく詳しく書いてください） 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
 
 
Q95 What kind of expectations do you have of the hoshuko? (please be as specific as possible)  
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
Q95 補習校に期待することは何ですか？（なるべく詳しく教えてください）  
________________________________________________________________ 
________________________________________________________________ 
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________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
End of Block: SECTION 3: HOSHUKO EDUCATION INFORMATION 
 
Start of Block: SECTION 4: VIEWS ON JAPANESE/ENGLISH BILINGUAL EDUCATION 
 
Q96 SECTION 4: VIEWS ON JAPANESE/ENGLISH BILINGUAL EDUCATION 
 
Q96 SECTION 4: 日本語・英語のバイリンガル教育について 
 
 
 
Q97 Please read each statement and indicate the extent to which you agree or disagree as 
follows: 

 Strongly 
Disagree (1) Disagree (2) Agree (3) Strongly agree 

(4) 
Learning 
Japanese will be 
useful for my 
children (1)  

•  •  •  •  

It is important 
for my children 
to be able to 
speak both 
Japanese and 
English (2)  

•  •  •  •  

Knowing both 
Japanese and 
English makes 
my children 
cleverer (3)  

•  •  •  •  

Learning two 
languages, 
Japanese and 
English, will 
confuse my 
children (4)  

•  •  •  •  

Speaking both 
Japanese and 
English will 
help my 
children to get a 
job (5)  

•  •  •  •  
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Being able to 
write in 
Japanese is 
important for 
my children (6)  

•  •  •  •  

Being able to 
read in Japanese 
is important for 
my children (7)  

•  •  •  •  

My children can 
make more 
friends than 
those who only 
speak one 
language (8)  

•  •  •  •  

Japanese 
children in NZ 
do not need the 
Japanese 
language (9)  

•  •  •  •  

You cannot be a 
Japanese if you 
cannot speak 
Japanese (10)  

•  •  •  •  

Only learning 
speaking and 
listening in 
Japanese is 
enough for my 
children (11)  

•  •  •  •  

Learning 
language is my 
children’s 
choice, not mine 
(12)  

•  •  •  •  

When living 
outside of Japan, 
keeping 
Japanese culture 
is important (13)  

•  •  •  •  

Japanese people 
living in NZ 
need to follow 
NZ customs 
rather than 
Japanese ones as 

•  •  •  •  
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you are not in 
Japan, e.g. 
wearing shoes 
inside houses 
(14)  
 
 
Q97 以下の文を読み、あなたの意見を選んでください： 

 全く思わない 
(1) 思わない (2) 思う (3) 強く思う (4) 

日本語を学ぶ
のは我が子の
将来に役立つ 
(1)  

•  •  •  •  

我が子にとっ
て日本語も英
語も話せるこ
とは大事であ
る (2)  

•  •  •  •  

日本語も英語
もわかったほ
うが子供が賢
くなる (3)  

•  •  •  •  

日本語と英
語、二つの言
語を学ぶと子
供が混乱する 
(4)  

•  •  •  •  

日本語も英語
も話せるほう
が就職に有利
である (5)  

•  •  •  •  

我が子にとっ
て日本語が書
けることは大
事である (6)  

•  •  •  •  

我が子にとっ
て日本語が読
めることは大
事である (7)  

•  •  •  •  
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二つの言語が
話せる子供の
ほうが、一言
語話者より多
くの友達がで
きる (8)  

•  •  •  •  

NZに住む日本
人の子供にと
って日本語は
必要ではない 
(9)  

•  •  •  •  

日本語が話せ
ないと日本人
ではない (10)  

•  •  •  •  

我が子にとっ
て日本語は聞
いたり話した
りできれば十
分だ (11)  

•  •  •  •  

言語学習は子
供自身の選択
であり、保護
者が決めるこ
とではない 
(12)  

•  •  •  •  

日本を離れて
住む場合、日
本の文化を維
持することは
大事である 
(13)  

•  •  •  •  

NZに住む日本
人は、日本の
習慣よりもNZ
の習慣に従う
べきだ。例え
ば、家の中で
靴を履くなど 
(14)  

•  •  •  •  
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End of Block: SECTION 4: VIEWS ON JAPANESE/ENGLISH BILINGUAL EDUCATION 
 
Start of Block: SECTION 5: VISIONS FOR THE FUTURE 
 
Q98 SECTION 5: VISIONS FOR THE FUTURE 
 
Q98 SECTION 5: お子さんの将来について 
 
 
 
Q99 In order to better understand your goals/purpose in having your child learn Japanese, please 
read each statement and indicate the extent to which you agree or disagree as follows:     I want 
my child to be able to know Japanese well enough to… 

 Strongly 
Disagree (1) Disagree (2) Agree (3) Strongly agree 

(4) 
Converse to 
family in Japan 
(1)  

•  •  •  •  

Go study at a 
primary school 
in Japan (2)  

•  •  •  •  

Go study at a 
middle school in 
Japan (3)  

•  •  •  •  

Go study at a 
high school in 
Japan (4)  

•  •  •  •  

Go study at a 
university in 
Japan (5)  

•  •  •  •  

Work in Japan 
(6)  •  •  •  •  

Read Japanese 
newspapers/artic
les/etc. (7)  

•  •  •  •  

Watch Japanese 
TV 
programs/movie
s/etc. (8)  

•  •  •  •  

Write letters/e-
mails/etc. in 
Japanese (9)  

•  •  •  •  

Learn more 
about •  •  •  •  
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Japan/Japanese 
culture (10)  
Participate in 
Japanese 
cultural 
activities in the 
NZ Japanese 
community (11)  

•  •  •  •  

 
 
Q99 お子さんの日本語学習の目標（目的）について以下の文を読み、あなたの意見を選
んでください： お子さんの日本語能力をどこまで伸ばしたいと思っていますか？   

 全く思わない 
(1) 思わない (2) 思う (3) 強く思う (4) 

日本の家族と
日常会話がで
きる (1)  

•  •  •  •  

日本で小学校
に通える (2)  

•  •  •  •  

日本で中学校
に通える (3)  

•  •  •  •  

日本で高校に
通える (4)  

•  •  •  •  

日本で大学に
通える (5)  

•  •  •  •  

日本で働ける 
(6)  •  •  •  •  

日本語で文献
や新聞が読め
る (7)  

•  •  •  •  

日本のテレビ
や映画を鑑賞
できる (8)  

•  •  •  •  

日本語で手紙
やメールが書
ける (9)  

•  •  •  •  

日本や日本文
化についてさ
らに習得でき
る (10)  

•  •  •  •  
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NZの日本人コ
ミュニティー
の文化活動に
参加できる 
(11)  

•  •  •  •  

 
 
 
 
Q100 If anything, what else would you like your child to know Japanese well enough to do? 
(leave blank if no answer) 
________________________________________________________________ 
 
Q100 上記以外にどんなことができるようになると思いますか？（なるべく詳しく書い
てください） 
________________________________________________________________ 
 
 
 
Q101 What kind of hopes do you have for your child in connection with them attending 
hoshuko? (please be as specific as possible) 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
Q101 補習校に通わせることによって、お子さんの将来に期待できることは何ですか？
（なるべく詳しく書いてください） 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
End of Block: SECTION 5: VISIONS FOR THE FUTURE 
 
Start of Block: Thank you 
 
Q103   Thank you for completing the questionnaire!    If you have any additional comments or 
questions regarding this survey, please use the space below. 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
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________________________________________________________________ 
 
Q103 以上でアンケートは終了です。ご協力ありがとうございました。  他にご意見や感
想がありましたら、ご自由にお書きください。     
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
________________________________________________________________ 
 
End of Block: Thank you 
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Appendix B: Teacher Questionnaire 
 
JAPANESE LANGUAGE LEARNING QUESTIONNAIRE (Teacher) 
 
SECTION 1: BACKGROUND INFORMATION 
 
SECTION 1: 基本情報について 
 
Gender: 
• Male (1) 
• Female (2) 
•  
性別： 
• 男性 (1) 
• 女性 (2) 
•  
Age： 
• Under 25 (1) 
• 25 - 29 (2) 
• 30 - 34 (3) 
• 35 - 44 (4) 
• 45 - 49 (5) 
• 50 - 54 (6) 
• 55 - 59 (7) 
• 60 - 54 (8) 
• 65 - 69 (9) 
• 70 - 74 (10) 
• Above 75 (11) 
•  
年齢： 
• 25未満 (1) 
• 25 - 29 (2) 
• 30 - 34 (3) 
• 35 - 44 (4) 
• 45 - 49 (5) 
• 50 - 54 (6) 
• 55 - 59 (7) 
• 60 - 54 (8) 
• 65 - 69 (9) 
• 70 - 74 (10) 
• 75 以上 (11) 
•  
Your teaching experience at the current hoshuko (exclude assistant teaching): 
• Less than a year (1) 
• 1 (2) 
• 2 (3) 
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• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
本補習校における教職歴（補助教師を除く）： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
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• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Class(es) that you are currently teaching (select all that apply): 
A1 (1) 
A2 (2) 
A3 (3) 
A4 (4) 
A5 (5) 
A6 (6) 
A7 (7) 
A8 (8) 
A9 (9) 
B1 (10) 
B2 (11) 
B3&4 (12) 
B5 (13) 
B6 (14) 
B7 (15) 
B8&9 (16) 
S1 (17) 
S2 (18) 
S3 (19) 
S4 (20) 
S5 (21) 
S6 (22) 
S8&9 (23) 
Basic Japanese Language (24) 
 
現在担当しているクラス（複数回答可）:  
A1 (1) 
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A2 (2) 
A3 (3) 
A4 (4) 
A5 (5) 
A6 (6) 
A7 (7) 
A8 (8) 
A9 (9) 
B1 (10) 
B2 (11) 
B3&4 (12) 
B5 (13) 
B6 (14) 
B7 (15) 
B8&9 (16) 
S1 (17) 
S2 (18) 
S3 (19) 
S4 (20) 
S5 (21) 
S6 (22) 
S8&9 (23) 
日本語基礎 (24) 
 
Subjects you are currently teaching in the primary school section (select all that apply): 
Japanese Language(1) 
Arithmetic (2) 
Life Environment Studies (3) 
Science (4) 
Social Studies (5) 
 
現在小学部で教えている科目（複数回答可）:  
国語 (1) 
算数 (2) 
生活 (3) 
理科 (4) 
社会 (5) 
 
Subjects you are currently teaching in the middle school section (select all that apply): 
Japanese Language (1) 
Math (2) 
Science (3) 
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Social Studies (4) 
 
現在中学部で教えている科目（複数回答可）:  
国語 (1) 
数学 (2) 
理科 (3) 
社会 (4) 
 
Class(es) that you taught previously (select all that apply): 
A1 (1) 
A2 (2) 
A3 (3) 
A4 (4) 
A5 (5) 
A6 (6) 
A7 (7) 
A8 (8) 
A9 (9) 
B1 (10) 
B2 (11) 
B3 (12) 
B4 (13) 
B5 (14) 
B6 (15) 
B7 (16) 
B8 (17) 
B9 (18) 
S1 (19) 
S2 (20) 
S3 (21) 
S4 (22) 
S5 (23) 
S6 (24) 
S7 (25) 
S8 (26) 
S9 (27) 
Basic Japanese Language (28) 
 
過去に担当されたクラス（複数回答可）:  
A1 (1) 
A2 (2) 
A3 (3) 



 
 

243 

A4 (4) 
A5 (5) 
A6 (6) 
A7 (7) 
A8 (8) 
A9 (9) 
B1 (10) 
B2 (11) 
B3 (12) 
B4 (13) 
B5 (14) 
B6 (15) 
B7 (16) 
B8 (17) 
B9 (18) 
S1 (19) 
S2 (20) 
S3 (21) 
S4 (22) 
S5 (23) 
S6 (24) 
S7 (25) 
S8 (26) 
S9 (27) 
日本語基礎 (28) 
 
Subjects you taught previously in the primary school section (select all that apply): 
Japanese Language(1) 
Arithmetic (2) 
Life Environment Studies (3) 
Science (4) 
Social Studies (5) 
 
過去に小学部で教えた科目（複数回答可）:  
国語 (1) 
算数 (2) 
生活 (3) 
理科 (4) 
社会 (5) 
 
Subjects you taught previously in the middle school section (select all that apply): 
Japanese Language (1) 
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Math (2) 
Science (3) 
Social Studies (4) 
 
過去に中学部で教えた科目（複数回答可）:  
国語 (1) 
数学 (2) 
理科 (3) 
社会 (4) 
 
Do you have a Japanese teacher’s license? 
• Yes (1) 
• No (2) 
 
日本の教員免許をお持ちですか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Do you have a Japanese teacher’s license? = Yes 
Answer If 日本の教員免許をお持ちですか？： はい Is Selected 
Please choose the type of your teacher’s license： 
• Primary School (1) 
• Middle School (2) 
• High School (3) 
 
教員免許の種類を教えてください： 
• 小学校 (1) 
• 中学校 (2) 
• 高等学校 (3) 
•  
Do you have past teaching experience in Japan? 
• Yes (1) 
• No (2) 
 
日本国内における教職歴はありますか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Do you have experience teaching in Japan?  = Yes 
Answer If 日本国内における教職歴はありますか？ はい Is Selected 
Type(s) of school you taught at in Japan (select all that apply): 
Primary School (1) 
Middle School (2) 
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High School (3) 
Other: (4) ____________________ 
 
日本で勤めた学校の種類（複数回答可）： 
小学校 (1) 
中学校 (2) 
高校 (3) 
その他： (4) ____________________ 
 
Answer If Do you have experience teaching in Japan = Yes  Answer If 日本国内における教職歴
はありますか？ はい Is Selected 
Subject(s) you taught in Japan (select all that apply): 
Japanese Language (1) 
Arithmetic (2) 
Math (3) 
Social Studies (4) 
Science (5) 
Other: (6) ____________________ 
 
日本で教えた科目（複数回答可）： 
国語 (1) 
算数 (2) 
数学 (3) 
社会 (4) 
理科 (5) 
その他： (6) ____________________ 
 
Answer If Kind of School Taught At in Japan (select all that apply) : primary school Is Selected 
Answer If  日本で勤めた学校の種類（複数回答可）：小学校 Is Selected 
Length of employment at primary school(s) in Japan: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
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• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本の小学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
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• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Answer If Kind of School Taught At in Japan (select all that apply) : Middle School Is Selected 
Answer If 日本で勤めた学校の種類（複数回答可）： 中学校 Is Selected 
Length of employment at middle school(s) in Japan: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本の中学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
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• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Answer If Kind of School Taught At in Japan (select all that apply) : High School Is Selected 
 Answer If 日本で勤めた学校の種類（複数回答可）： 高校 Is Selected 
Length of employment at high school(s) in Japan: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 



 
 

249 

• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本の高校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
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• 30 (31) 
• ３０年以上 (32) 
•  
Answer If  Kind of School Taught At in Japan (select all that apply) : Other Is Selected  
Answer If  日本で勤めた学校の種類（複数回答可）：その他： Is Selected 
Length of employment at other school(s) in Japan: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本のその他の学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
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• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
 
Do you have teaching experience in New Zealand besides the current hoshuko? 
• Yes (1) 
• No (2) 
 
本補習校以外にNZ国内における教職歴はありますか？： 
• はい (1) 
• いいえ (2) 
•  
Answer If Have you taught at schools in New Zealand other than this hoshuko? = Yes 
Answer If 本補習校以外にNZ国内における教職歴はありますか？： はい Is Selected 
School type(s) you taught in New Zealand besides the current hoshuko (select all that apply): 
New Zealand Primary School (1) 
New Zealand Middle School (2) 
New Zealand High School (3) 
Other: (4) ____________________ 
 
本補習校以外にNZ国内で勤めた学校の種類（複数回答可）： 
NZの小学校 (1) 
NZの中学校 (2) 
NZの高校 (3) 
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その他： (4) ____________________ 
 
Answer If Have you taught at schools in New Zealand other than this hoshuko? = Yes 
Answer If 本補習校以外にNZ国内における教職歴はありますか？： はい Is Selected 
Subject(s) taught in New Zealand besides the current hoshuko：____________________ 
 
本補習校以外にNZで教えた科目：____________________ 
 
Answer If Kind of School Taught At in Outside of NZ and Japan (select all that apply) : Primary 
School Is Selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： 小学校 Is Selected 
Length of employment at primary school(s) in New Zealand besides the current hoshuko: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
•  
本補習校以外にNZの小学校での勤続年数： 
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• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
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Answer If Kind of School Taught At in Outside of NZ and Japan (select all that apply) : Middle 
School Is Selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： 中学校 Is Selected 
Length of employment at middle school(s) in New Zealand besides the current hoshuko: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
本補習校以外にNZの中学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 



 
 

255 

• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
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Answer If Kind of School Taught At in Outside of NZ and Japan (select all that apply) : High 
School Is Selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： 高校 Is Selected 
Length of employment at high school(s) in New Zealand besides the current hoshuko: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
本補習校以外にNZの高校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
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• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
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Answer If Kind of School Taught At in Outside of NZ and Japan (select all that apply) : Other Is 
Selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： その他： Is Selected 
Length of employment at other school(s) in New Zealand besides the current hoshuko: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
本補習校以外にNZのその他の学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
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• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Answer If Have you taught at schools in New Zealand other than this hoshuko? = Yes 
Answer If 本補習校以外にNZ国内における教職歴はありますか？： はい Is Selected 
Are you currently teaching at other New Zealand school(s) besides the current hoshuko? 
• Yes (1) 
• No (2) 
 
今現在本補習校以外にNZの学校で教えていますか？ 
• はい (1) 
• いいえ (2) 
•  
Do you have teaching experience other than Japan and New Zealand? 
• Yes (1) 
• No (2) 
•  
日本とNZ以外の国における教職歴はありますか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Do you have teaching experience other than Japan and New Zealand? = Yes 
Answer If 日本とNZ以外の国における教職歴はありますか？ はい Is Selected 
School type(s) and country name(s) you worked at besides Japan and New Zealand (specify all 
that apply): 
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Hoshuko in other country (5) ____________________ 
Full-time Japanese school in other country (6) ____________________ 
Primary school in other country (list country name) (1) ____________________ 
Middle school in other country (list country name) (2) ____________________ 
High school in other country (list country name) (3) ____________________ 
Other (4) ____________________ 
 
日本とNZ以外の国で勤めた学校の種類と国名（複数回答可）： 
他の国の補習校 (5) ____________________ 
他の国の日本人学校 (6) ____________________ 
外国の小学校（国名）： (1) ____________________ 
外国の中学校（国名）： (2) ____________________ 
外国の高校（国名）： (3) ____________________ 
その他： (4) ____________________ 
 
Answer If Do you have teaching experience other than Japan and New Zealand? = Yes 
Answer If 日本とNZ以外の国における教職歴はありますか？ はい Is Selected 
Subject(s) taught besides Japan and New Zealand：____________________ 
 
日本とNZ以外の国で教えた科目：____________________ 
 
Answer if Type and Country of Teaching Experience outside of Japan and New Zealand (select 
all that apply) : Overseas Hoshuko (country name): Is selected 
Answer If 日本とNZ以外の国で勤めた学校の種類と国名（複数回答可）： 外国の補習校（国
名）： Is Selected 
Length of employment at overseas hoshuko(s) besides Japan and New Zealand: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
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• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本とNZ以外の補習校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
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•  
Answer if Type and Country of Teaching Experience outside of Japan and New Zealand (select 
all that apply) : Overseas full-time Japanese school (country name): Is selected 
Answer If 日本とNZ以外の国で勤めた学校の種類と国名（複数回答可）： 外国の日本人学校
（国名）： Is Selected 
Length of employment at overseas full-time Japanese school(s) besides Japan and New 
Zealand: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本とNZ以外の日本人学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
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• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Answer if Type and Country of Teaching Experience outside of Japan and New Zealand (select 
all that apply) : primary school Is selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： 小学校 Is Selected 
Length of employment at overseas primary school(s) besides Japan and New Zealand: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
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• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本とNZ以外の小学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
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• ３０年以上 (32) 
•  
Answer if Type and Country of Teaching Experience outside of Japan and New Zealand (select 
all that apply) : middle school Is selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： 中学校 Is Selected 
Length of employment at overseas middle school(s) besides Japan and New Zealand: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本とNZ以外の中学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
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• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Answer if Type and Country of Teaching Experience outside of Japan and New Zealand (select 
all that apply) : high school Is selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： 高校 Is Selected 
Length of employment at overseas high school(s) besides Japan and New Zealand: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
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• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本とNZ以外の高校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 



 
 

268 

•  
Answer if Type and Country of Teaching Experience outside of Japan and New Zealand (select 
all that apply) : other Is selected 
Answer If 日本とNZ以外の国で勤めた学校の種類（複数回答可）： その他： Is Selected 
Length of employment at overseas other school(s) besides Japan and New Zealand: 
• Under a year (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• More than 30 years (32) 
 
日本とNZ以外のその他の学校での勤続年数： 
• １年未満 (1) 
• 1 (2) 
• 2 (3) 
• 3 (4) 
• 4 (5) 
• 5 (6) 
• 6 (7) 
• 7 (8) 
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• 8 (9) 
• 9 (10) 
• 10 (11) 
• 11 (12) 
• 12 (13) 
• 13 (14) 
• 14 (15) 
• 15 (16) 
• 16 (17) 
• 17 (18) 
• 18 (19) 
• 19 (20) 
• 20 (21) 
• 21 (22) 
• 22 (23) 
• 23 (24) 
• 24 (25) 
• 25 (26) 
• 26 (27) 
• 27 (28) 
• 28 (29) 
• 29 (30) 
• 30 (31) 
• ３０年以上 (32) 
•  
Did you have your compulsory education outside of Japan? 
• Yes (1) 
• No (2) 
•  
義務教育は日本以外で受けましたか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Did you have your compulsory education outside of Japan? = yes 
Answer If 義務教育は日本以外で受けましたか？ はい Is Selected 
Please write down the country：____________________ 
 
その国名を教えてください：____________________ 
 
Answer If Did you have your compulsory education outside of Japan? = yes 
Answer If 義務教育は日本以外で受けましたか？ はい Is Selected 
The school you attended in the above country (select all that apply)： 
Primary School (1) 
Middle School (2) 
 
その国で通った学校（複数回答可）： 
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小学校 (1) 
中学校 (2) 
 
Answer If Did you have your compulsory education outside of Japan? = yes 
Answer If 義務教育は日本以外で受けましたか？ はい Is Selected 
Length of compulsory education you had outside of Japan: 
• Less than 6 months (1) 
• 6 months - 1 year (2) 
• 1 - 2 years (3) 
• 2 - 3 years (4) 
• 3 - 4 years (5) 
• 4 - 5 years (6) 
• More than 5 years (7) 
 
義務教育を日本以外の国で通学した年数： 
• ６か月未満 (1) 
• ６か月～１年 (2) 
• １年～２年 (3) 
• ２年～３年 (4) 
• ３年～４年 (5) 
• ４年～５年 (6) 
• ５年以上 (7) 
•  
Do you have study abroad experience? 
• Yes (1) 
• No (2) 
•  
海外へ留学したことはありますか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Do you have study abroad experience? = Yes Is Selected 
Answer If 海外へ留学したことはありますか？ はい Is Selected 
The time you studied abroad (select all that apply): 
Primary School (1) 
Middle School (2) 
High School (3) 
University (4) 
Adult (5) 
Other: (6) ____________________ 
 
留学した時期（複数回答可）： 
小学校 (1) 
中学校 (2) 
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高校 (3) 
大学 (4) 
社会人 (5) 
その他： (6) ____________________ 
 
Answer If Do you have study abroad experience? = Yes Is Selected 
Answer If 海外へ留学したことはありますか？ はい Is Selected 
Length of study abroad: 
• Less than 6 months (1) 
• 6 months - 1 year (2) 
• 1 - 2 years (3) 
• 2 - 3 years (4) 
• 3 - 4 years (5) 
• 4 - 5 years (6) 
• More than 5 years (7) 
 
留学した期間（年数）： 
• ６か月未満 (1) 
• ６か月～１年 (2) 
• １年～２年 (3) 
• ２年～３年 (4) 
• ３年～４年 (5) 
• ４年～５年 (6) 
• ５年以上 (7) 
•  
Answer If Do you have study abroad experience? = Yes Is Selected 
Answer If 海外へ留学したことはありますか？ はい Is Selected 
Study abroad country name(s): ____________________ 
 
留学先国名：____________________ 
 
Answer If Do you have study abroad experience? = Yes Is Selected 
Answer If 海外へ留学したことはありますか？ はい Is Selected 
Purpose of study abroad: ____________________ 
 
留学の目的：____________________ 
 
Length of time stayed in New Zealand: 
• Less than a year (1) 
• 2 (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
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• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• More than 30 years (31) 
 
 
NZ滞在歴（年数）:  
• １年未満 (1) 
• 2 (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
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• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• 30年以上 (31) 
•  
Length of time stayed in Auckland: 
• Less than a year (1) 
• 2 (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• More than 30 years (31) 
•  
Auckland滞在歴（年数）:  
• １年未満 (1) 
• 2 (2) 
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• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• 30年以上 (31) 
•  
Length of time stayed in Japan: 
• Less than a year (1) 
• 2 (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
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• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• More than 30 years (31) 
•  
日本滞在歴（年数）:  
• １年未満 (1) 
• 2 (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• 30年以上 (31) 
•  
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Have you lived outside of Japan and New Zealand? 
• Yes (1) 
• No (2) 
•  
日本とNZ以外の海外滞在歴： 
• ある (1) 
• なし (2) 
•  
Answer if Have you lived outside of Japan and New Zealand? = Yes is selected 
Answer If 日本とNZ以外の海外滞在歴： ある Is Selected 
Country name(s) stayed outside of Japan and New Zealand: ____________________ 
 
日本とNZ以外の海外滞在国名：____________________ 
 
Answer if Have you lived outside of Japan and New Zealand? = Yes is selected 
Answer If 日本とNZ以外の海外滞在歴： ある Is Selected 
Length of time stayed outside of Japan and New Zealand: 
• Less than a year (1) 
• 2 (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
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• 30 (30) 
• More than 30 years (31) 
•  
日本とNZ以外の海外滞在期間（年数）： 
• １年未満 (1) 
• ２ (2) 
• 3 (3) 
• 4 (4) 
• 5 (5) 
• 6 (6) 
• 7 (7) 
• 8 (8) 
• 9 (9) 
• 10 (10) 
• 11 (11) 
• 12 (12) 
• 13 (13) 
• 14 (14) 
• 15 (15) 
• 16 (16) 
• 17 (17) 
• 18 (18) 
• 19 (19) 
• 20 (20) 
• 21 (21) 
• 22 (22) 
• 23 (23) 
• 24 (24) 
• 25 (25) 
• 26 (26) 
• 27 (27) 
• 28 (28) 
• 29 (29) 
• 30 (30) 
• 30年以上 (31) 
•  
Your current New Zealand residency status: 
• New Zealand citizen (1) 
• Permanent resident (2) 
• Work visa (3) 
• Other: (4) ____________________ 
•  
現在のNZ在留資格： 
• NZ国民 (1) 
• 永住者 (2) 
• ワークビザ (3) 
• その他： (4) ____________________ 
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•  
Were you born in Japan? 
• Yes (1) 
• No (2) 
•  
生まれは日本ですか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Were you born in Japan? = No Is Selected 
Answer If 生まれは日本ですか？： いいえ Is Selected 
Where were you born? ____________________ 
 
どこで生まれましたか？____________________ 
 
First language:  
• Japanese (1) 
• English (2) 
• Japanese - English bilingual (3) 
• Other: (4) ____________________ 
•  
第一言語:  
• 日本語 (1) 
• 英語 (2) 
• 日英バイリンガル (3) 
• その他： (4) ____________________ 
•  
Answer If First Language:  English Is Not Selected 
Answer If 第一言語:  英語 Is Not Selected 
Your English level: 
• None: No ability or only a few basic words, such as “hello” or “thank you” (1) 
• Beginner: Can handle simple conversation, such as things you did today (2) 
• Intermediate: Can handle familiar matters like that at work, school, leisure, etc. (3) 
• Advanced: Can handle complex topics effectively for social, academic, or professional 

purposes without much obvious searching for expressions (4) 
• Master/Native speaker: Can understand with ease virtually everything heard or read and 

express themselves very fluently and precisely (5) 
•  
英語のレベル:  
• なし：全くできない、あるいは「こんにちは」や「ありがとう」のような少数の基本単語
のみ。 (1) 

• 初級：簡単な日常会話ができる。例えば、今日したことについて話すことができる。 (2) 
• 中級：仕事、学校、娯楽など身近な話題について、大体理解し話すことができる。 (3) 
• 上級：社会的、学問的、職業上の目的に応じた、複雑な話題について、言葉を探している
という印象を与えずに、効果的な言葉遣いができる。 (4) 
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• 熟練者・母語話者：聞いたり、読んだりしたほぼすべてのものを容易に理解することがで
き、流暢かつ正確に自己表現ができる。 (5) 

•  
Do you speak any languages other than English? 
• Yes (1) 
• No (2) 
•  
英語以外の外国語を話しますか？ 
• はい (1) 
• いいえ (2) 
•  
What other language(s) do you speak? ____________________ 
 
その言語名を教えてください：____________________ 
 
Which best describes your level with this language(s)?  
• None: No ability or only a few basic words, such as “hello” or “thank you” 
• Beginner: Can handle simple conversation, such as things you did today 
• Intermediate: Can handle familiar matters like that at work, school, leisure, etc. 
• Advanced: Can handle complex topics effectively for social, academic, or professional 

purposes without much obvious searching for expressions 
• Master/Native speaker: Can understand with ease virtually everything heard or read and 

express themselves very fluently and precisely 
 None (1) Beginner 

(2) 
Intermediat

e (3) 
Advanced 

(4) 
Master/Nati
ve speaker 

(5) 

N/A (6) 

Language 
1: (1)  •  •  •  •  •  •  
Language 
2: (2)  •  •  •  •  •  •  
Language 
3: (3)  •  •  •  •  •  •  

 
その言語の能力について以下の文を読み、最もふさわしいものを選んでください：         
 
なし：全くできない、あるいは「こんにちは」や「ありがとう」のような少数の基本単語の
み。  
初級：簡単な日常会話ができる。例えば、今日したことについて話すことができる。    
中級：仕事、学校、娯楽など身近な話題について、大体理解し話すことができる。   
上級：社会的、学問的、職業上の目的に応じた、複雑な話題について、言葉を探しているとい
う印象を与えずに、効果的な言葉遣いができる。   
熟練者・母語話者：聞いたり、読んだりしたほぼすべてのものを容易に理解することができ、
流暢かつ正確に自己表現ができる。 
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 なし (1) 初級 (2) 中級 (3) 上級 (4) 熟練者・母語
話者 (5) 

その他の言語
１： (1) •  •  •  •  •  

その他の言語
２： (2) •  •  •  •  •  

その他の言語
３： (3) •  •  •  •  •  

•  
•  
Which language do you use most often when speaking to the following people? 
 Always 

Japanese 
(1) 

Mostly 
Japanese 

(2) 

Both 
Japanese 

and 
English 
(50-50) 

(3) 

Mostly 
English 

(4) 

Always 
English 

(5) 

Some 
other 

language 
(6) 

N/A (7) 

Spouse 
(1)  •  •  •  •  •  •  •  

Child (2)  •  •  •  •  •  •  •  
Friends 
(3)  •  •  •  •  •  •  •  
Spouse’s 
friends 
(4)  

•  •  •  •  •  •  •  

Child’s 
friends 
(5)  

•  •  •  •  •  •  •  

Child’s 
teachers 
at local 
NZ 
school (6)  

•  •  •  •  •  •  •  

Hoshuko 
student’s 
parents 
who can’t 
speak 
Japanese 
(7)  

•  •  •  •  •  •  •  

Other: (8)  •  •  •  •  •  •  •  
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以下の相手と話すときに、自分が最もよく使う言語はどれですか？ 
 常に日本

語 (1) 
主に日本
語 (2) 

日本語と
英語が
半々くら
い (3) 

主に英語 
(4) 

常に英語 
(5) 

他の言語
で (6) 

該当なし 
(7) 

配偶者 
(1) •  •  •  •  •  •  •  

子供 (2) •  •  •  •  •  •  •  
友達 (3) •  •  •  •  •  •  •  
配偶者の
友達 (4) •  •  •  •  •  •  •  

子供の友
達 (5) •  •  •  •  •  •  •  

子供の現
地校の先
生 (6) 

•  •  •  •  •  •  •  

日本語が
話せない
生徒の保
護者 (7) 

•  •  •  •  •  •  •  

その他： 
(8) •  •  •  •  •  •  •  

•  
•  
Is/was your child attending hoshuko? 
• Yes (1) 
• No (2) 
• I don’t have a child (3) 
 
お子さんが補習校に通っています（ました）か？ 
• はい (1) 
• いいえ (2) 
• 子供がいません (3) 
•  
Answer If Is/was your child attending hoshuko? = Yes Is Selected 
Answer If お子さんが補習校に通っています（ました）か？ はい Is Selected 
What’s your child’s current course: 
• A (1) 
• B (2) 
• S (3) 
 
お子さんが通っているコース： 
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• A (1) 
• B (2) 
• S (3) 
•  
Answer If Is/was your child attending hoshuko? = Yes Is Selected 
Answer If お子さんが補習校に通っています（ました）か？ はい Is Selected 
The reason you chose the course: ____________________ 
 
そのコースを選んだ理由：____________________ 
 
Answer If Is/was your child attending hoshuko? = No Is Selected 
Answer If お子さんが補習校に通っています（ました）か？ いいえ Is Selected 
The reason your child is/was not attending hoshuko: ____________________ 
 
補習校に通っていない（通わなかった）理由：____________________ 
 
SECTION 2: HOSHUKO EDUCATION INFORMATION 
 
SECTION 2: 補習校の教育について 
 
Are you familiar with the differences between the A, B, and S courses at hoshuko? 

• Yes  (1)  
• No  (2)  
 
補習校でA、B、Sコースの違いを意識していますか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Are you familiar with the differences between the A, B, and S courses at hoshuko? = 
Yes Is Selected 
Answer If 補習校でA、B、Sコースの違いを意識していますか？ はい Is Selected 
What do you think are the differences? (please be as specific as possible including the teaching 
contents and methods) 
________________________________________________________________ 
 
どのような違いがあると思いますか？（授業内容や教授法を含め、なるべく詳しく書いてくだ
さい）________________________________________________________________ 
 
Answer If Are you familiar with the differences between the A, B, and S courses at hoshuko? = 
No Is Selected 
Answer If 補習校でA、B、Sコースの違いを意識していますか？ いいえ Is Selected 
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How do you differentiate the teaching methods and contents when teaching the A, B, and S 
courses? ________________________________________________________________ 
 
A、B、Sコースを教えるにあたって、どのように教え方や授業内容を区別していますか？ 
________________________________________________________________ 
 
Do you feel differences in terms of students’ Japanese language proficiency between the A, B, 
and S courses? 
• Yes (1) 
• No (2) 
 
生徒の日本語の運用能力に関して、A、B、Sコースで違いを感じますか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Do you feel differences in terms of students’ Japanese language proficiency between 
the A, B, and S courses? = Yes Is Selected 
Answer If 学生の日本語の運用能力に関して、A、B、Sコースで違いを感じますか？ はい Is 
Selected 
Specifically, what are the differences? 
________________________________________________________________ 
具体的にどのような違いがありますか？ 
________________________________________________________________ 
Do you feel differences in terms of students’ motivation between the A, B, and S courses? 
• Yes (1) 
• No (2) 
 
生徒の学習意欲に関して、A、B、Sコースで違いを感じますか？ 
• はい (1) 
• いいえ (2) 
•  
Answer If Do you feel differences in terms of students’ Japanese language proficiency between 
the A, B, and S courses? = No Is Selected 
Answer If 学生の日本語の運用能力に関して、A、B、Sコースで違いを感じますか？ いいえ Is 
Selected 
Do you think students should study the same content between the A, B, and S courses? 
• Yes. Reason: (1) ____________________ 
• No (2) ____________________ 
 
A、B、Sコースの生徒が同じ内容を学習すべきだと思いますか？ 
• はい。理由： (1) ____________________ 
• いいえ (2) ____________________ 
•  
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Answer Do you think students should study the same content between the A, B, and S courses? 
= No. Reason: Is Selected 
Answer If A、B、Sコースの学生に同じ内容を教えるべきだと思いますか？ いいえ。理由： Is 
Selected 
What learning method do you think is appropriate between the A, B, and S courses? Please be 
as specific as possible: ____________________ 
 
A、B、Sコースに関して、どんなやり方（学び方）がふさわしいと思いますか？詳しく書いて
ください：____________________ 
 
How do you think the student and their parents choose the course? (select all that apply) 

Based on the purpose and content of the course  (1)  
Based on the yearly/weekly class hours of the course  (2)  
Based on the annual tuition.  (3)  
Based on the recommendation of the hoshuko teachers  (4)  
Other:  (5) ____________________ 
 
保護者や生徒がどのようにコース選びをしていると思いますか？（複数回答可） 
コースの目的や内容に合わせて選ぶ。 (1) 
年間および週当たりの授業時間数で選ぶ。 (2) 
年間授業料で選ぶ。 (3) 
補習校の先生の勧めで選ぶ。 (4) 
その他： (5) ____________________ 
 
What language skills do you focus on when teaching Japanese? (select all that apply): 

 A (1) B (2) S (3) 該当なし (4) 
Listening (1)     
Speaking (2)     
Reading (3)     
Writing (4)     
Cultural 
Knowledge (5)     
Other: (6)     
 
国語（日本語）を教えるにあたって、どんなスキルを重視していますか？コースごとに答えて
ください（複数回答可）： 

 A (1) B (2) S (3) 該当なし (4) 
聞く力 (1)     
話す力 (2)     
読む力 (3)     
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書く力 (4)     
日本文化の理解 
(5)     

その他： (6)     
 
If there are other skills that you focus on other than above, please list the skills and content as 
specific as possible: 
A Course (1) ____________________ 
B Course (2) ____________________ 
S Course (3) ____________________ 
 
 
上記以外のことで重視していることがあれば、そのスキルや内容をなるべく詳しく書いてくだ
さい： 
Aコース (1) ____________________ 
Bコース (2) ____________________ 
Sコース (3) ____________________ 
 
How much time per week do you assign homework: 

• Under 30 minutes  (1)  
• 30 minutes to 1 hour  (2)  
• 1-2 hours  (3)  
• 2-3 hours  (4)  
• 3-4 hours  (5)  
• 4-5 hours  (6)  
• more than 5 hours  (7)  
 
１週間に出す宿題の時間： 
• ３０分以下 (1) 
• ３０分～１時間 (2) 
• １時間～２時間 (3) 
• ２時間～３時間 (4) 
• ３時間～４時間 (5) 
• ４時間～５時間 (6) 
• ５時間以上 (7) 
•  
Do you think home study for students is necessary? 

• Strongly agree. Reason: (1) ____________________ 
• Agree. Reason: (2) ____________________ 
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• Disagree. Reason: (3) ____________________ 
• Strongly disagree. Reason: (4) ____________________ 
•  
生徒の家庭学習は必要だと思いますか？ 
• 強く思う。理由： (1) ____________________ 
• 思う。理由： (2) ____________________ 
• 思わない。理由： (3) ____________________ 
• 全く思わない。理由： (4) ____________________ 
 
Do you think it’s improper for students to speak English during class or recess? 

• Strongly agree. Reason: (1) ____________________ 
• Agree. Reason: (2) ____________________ 
• Disagree. Reason: (3) ____________________ 
• Strongly disagree. Reason: (4) ____________________ 
 
授業中あるいは休み時間の生徒の英語による会話は、よくないと思いますか？ 
• 強く思う。理由： (1) ____________________ 
• 思う。理由： (2) ____________________ 
• 思わない。理由： (3) ____________________ 
• 全く思わない。理由： (4) ____________________ 
 
How do you react to students speaking English during class or recess? 
• Have them stop immediately. Reason: (1) ____________________ 
• Have them correct themselves in Japanese. Reason: (2) ____________________ 
• I don’t do anything. Reason: (3) ____________________ 
• Other: (4) ____________________ 
 
授業中あるいは休み時間の生徒の英語による会話に対して、どう対応していますか？ 
• すぐにやめてもらう。理由： (1) ____________________ 
• 日本語で言い直してもらう。理由： (2) ____________________ 
• 何もしない。理由： (3) ____________________ 
• その他： (4) ____________________ 
•  
What kind of expectations do you have of the teachers? (please be as specific as possible): 
____________________ 
 
保護者に期待することは何ですか？なるべく詳しく書いてください：____________________ 
 
What, if any, are the main difficulties your face in teaching at the hoshuko? Please be as 
specific as possible: ____________________ 
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補習校で教えるにあたってどんな悩みや困難を抱えていますか？詳しく書いてください：
____________________ 
 
What, if any, good points do you think are part of teaching at 
hoshuko? ____________________ 
 
補習校で教えてよかったと思うことがありますか？それはどんなことですか？
____________________ 
 
Regarding students’ Japanese proficiency, please read each statement and indicate the extent 
to which you agree or disagree as follows for each course (select all that apply): 

 A (1) B (2) S (3) 該当なし (4) 
Japanese isn’t 
very useful for 
students’ daily 
lives (1) 

    

I want students 
to acquire just 
enough spoken 
Japanese to get 
by (2) 

    

I want students 
to acquire a 
similar level of 
spoken 
Japanese as 
peers of the 
same grade in 
Japan (3) 

    

I want students 
to acquire just 
enough reading 
and writing skills 
in Japanese to 
get by (4) 

    

I want students 
to acquire a 
similar level of 
not just speaking 
skill, but also 
reading and 
writing skills in 
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Japanese when 
compared to 
peers of the 
same grade in 
Japan (5) 
I’m satisfied with 
students’ 
Japanese 
language 
progress (6) 

    

 
生徒の日本語力について以下の文を読み、あなたの意見をコースごとに選んでください（複数
回答可）： 

 A (1) B (2) S (3) 該当なし (4) 
日本語は生徒の
日常生活にとっ
てあまり必要で
はない。 (1) 

    

生徒に必要最低
限の話す力を身
につけてほし
い。 (2) 

    

日本の同学年の
生徒と同じ程度
の話す力を身に
つけてほしい。 
(3) 

    

学生に必要最低
限の読み書き能
力を身につけて
ほしい。 (4) 

    

話す力だけでな
く、読み書き能
力も日本の同学
年の生徒と同じ
程度に身につけ
てほしい。 (5) 

    

生徒の日本語の
上達に満足して
いる。 (6) 
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 SECTION 3: VIEWS ON JAPANESE/ENGLISH BILINGUAL EDUCATION 
 
 SECTION 3: 日本語・英語のバイリンガル教育について 
 
Please read each statement and indicate the extent to which you agree or disagree as follows: 
 Strongly 

Disagree (1) 
Disagree (2) Agree (3) Strongly agree 

(4) 
Learning 
Japanese will be 
useful for 
students (1)  

•  •  •  •  

It is important for 
students to be 
able to speak 
both Japanese 
and English (2)  

•  •  •  •  

Knowing both 
Japanese and 
English makes 
students cleverer 
(3)  

•  •  •  •  

Learning two 
languages, 
Japanese and 
English, will 
confuse students 
(4)  

•  •  •  •  

Speaking both 
Japanese and 
English will help 
students to get a 
job (5)  

•  •  •  •  

Being able to 
write in 
Japanese is 
important for 
students (6)  

•  •  •  •  

Being able to 
read in Japanese 
is important for 
students (7)  

•  •  •  •  
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Students can 
make more 
friends than 
those who only 
speak one 
language (8)  

•  •  •  •  

Japanese 
children in NZ do 
not need the 
Japanese 
language (9)  

•  •  •  •  

You cannot be a 
Japanese person 
if you cannot 
speak Japanese 
(10)  

•  •  •  •  

Only learning 
speaking and 
listening in 
Japanese is 
enough for 
students (11)  

•  •  •  •  

Learning 
language is 
students’ choice, 
not their parents’ 
(12)  

•  •  •  •  

When living 
outside of Japan, 
keeping 
Japanese culture 
is important (13)  

•  •  •  •  

Japanese people 
living in NZ need 
to follow NZ 
customs rather 
than Japanese 
ones as you are 
not in Japan, e.g. 
wearing shoes 
inside houses 
(14)  

•  •  •  •  
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以下の文を読み、あなたの意見を選んでください： 

 全く思わない (1) 思わない (2) 思う (3) 強く思う (4) 
日本語を学ぶの
は生徒の将来に
役立つ (1) 

•  •  •  •  

生徒にとって日
本語も英語も話
せることは大事
である (2) 

•  •  •  •  

日本語も英語も
わかったほうが
生徒が賢くなる 
(3) 

•  •  •  •  

日本語と英語、
二つの言語を学
ぶと生徒が混乱
する (4) 

•  •  •  •  

日本語も英語も
話せるほうが就
職に有利である 
(5) 

•  •  •  •  

生徒にとって日
本語が書けるこ
とは大事である 
(6) 

•  •  •  •  

生徒にとって日
本語が読めるこ
とは大事である 
(7) 

•  •  •  •  

二つの言語が話
せる生徒のほう
が、一言語話者
より多くの友達
ができる (8) 

•  •  •  •  

NZに住む日本人
の子供にとって
日本語は必要で
はない (9) 

•  •  •  •  
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日本語が話せな
いと日本人では
ない (10) 

•  •  •  •  

生徒にとって日
本語は聞いたり
話したりできれ
ば十分だ (11) 

•  •  •  •  

言語学習は生徒
自身の選択であ
り、保護者が決
めることではな
い (12) 

•  •  •  •  

日本を離れて住
む場合、日本の
文化を維持する
のは大事である 
(13) 

•  •  •  •  

NZに住む日本人
は、日本の習慣
よりもNZの習慣
に従うべきだ。
例えば、家の中
で靴を履くなど 
(14) 

•  •  •  •  

 
SECTION 4: VISIONS FOR THE FUTURE 
 
SECTION 4: 生徒の将来について 
 
In order to better understand your goals/purpose in teaching Japanese, please read each 
statement and indicate the extent to which you agree or disagree as follows for each course:     I 
want my students to be able to know Japanese well enough to… 

 A (1) B (2) S (3) N/A (4) 
Converse with 
family in Japan 
(1)  

    

Go study at a 
primary school in 
Japan (2)  
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Go study at a 
middle school in 
Japan (3)  

    

Go study at a 
high school in 
Japan (4)  

    

Go study at a 
university in 
Japan (5)  

    

Work in Japan 
(6)      
Read Japanese 
newspapers/artic
les/etc. (7)  

    

Watch Japanese 
TV 
programs/movie
s/etc. (8)  

    

Write letters/e-
mails/etc. in 
Japanese (9)  

    

Learn more 
about 
Japan/Japanese 
culture (10)  

    

Participate in 
Japanese 
cultural activities 
in the NZ 
Japanese 
community (11) 

    

 
 
生徒の日本語学習の目標（目的）について以下の文を読み、あなたの意見をコースごとに選ん
でください（複数回答可）：生徒の日本語能力をどこまで伸ばしたいと思っていますか？ 

 A (1) B (2) S (3) 該当なし (4) 
日本の家族と日
常会話ができる 
(1) 

    

日本で小学校に
通える (2) 
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日本で中学校に
通える (3) 

    

日本で高校に通
える (4)     

日本で大学に通
える (5)     

日本で働ける (6)     
日本語で文献や
新聞が読める (7) 

    

日本のテレビや
映画を鑑賞でき
る (8) 

    

日本語で手紙や
メールが書ける 
(9) 

    

日本や日本文化
についてさらに
習得できる (10) 

    

NZの日本人コミ
ュニティーの文
化活動に参加で
きる (11) 

    

 
If anything, what else would you like your students to know Japanese well enough to do? 
(please be as specific as possible) 
 
上記以外にどんなことができるようになると思いますか？（なるべく詳しく書いてください） 
 
What kind of hopes do you have for your students in connection with them attending 
hoshuko? (please be as specific as possible) 
 
補習校に通うことによって、生徒の将来に期待できることは何ですか？（なるべく詳しく書い
てください） 
 
Thank you for completing the questionnaire!    If you have any additional comments or questions 
regarding this survey, please use the space below. 
 
以上でアンケートは終了です。ご協力ありがとうございました！   他にご意見や感想がありま
したら、ご自由にお書きください。    
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Appendix C: Partial Interview Questions 
 
Partial Interview Questions (Parents): 
 

• Your child’s learning experience at hoshuko, in Japan, and other countries (what country? 
how long? what year?). What was the impetus for having your child attend hoshuko? 
What are your future plans in regard to living in NZ and your child attending the 
hoshuko? What does it mean to your child to attend hoshuko? 
補習校、日本、他の国での通学歴（国名、期間、学年 ）。通い始めたきっかけ
は何ですか？今後NZの滞在予定及び補習校の通学予定は？補習校に通学するこ
ととは、お子さんにとってどんな意味がありますか？ 

 
• Do you find any differences in learning at hoshuko and in Japan (hoshuko in other 

countries)? What challenges did/do you and your child have? 
補習校で学ぶことは日本の学校（または他国の補習校）とどのように違いを感じ

ますか？あなた自身、ご家庭、お子さんにとって何が大変です・でしたか？ 
 

• Do you find any differences in learning at hoshuko and in NZ local school? What 
challenges did/do you and your child have? 
補習校で学ぶことはNZの現地校とどのように違いを感じますか？あなた自身、
ご家庭、お子さんにとって何が大変です・でしたか？ 

 
• For you and your children, which takes priority, hoshuko or NZ local school? Why? How 

do you handle any conflicts between the two? 
お子さん自身(または親)は現地校と補習校どちらを優先にしていますか？その理
由は？衝突が起きるときにどう対処していますか？  

 
• Are you and your child aware of the differences in school culture between hoshuko and 

NZ local schools (Ex. Seat chart, giving commands, homework amount, etc.)? How does 
your child see these differences and how do you and your child handle a conflict in 
school culture? 
お子さん自身(または親)は補習校とNZ現地校の双方の学校文化の違い（席替え、
号令、宿題の量など）に意識していますか？お子さん(または親)はこれらの違い
をどう考えていますか？ 
また、双方の学校文化に衝突が起きる場合、どのように対応しますか？ 
 

• Having attended monolingual schools in Japan/NZ (assuming that this is the case), do 
you find challenging in raising your bilingual child? What kinds of differences, if any, do 
you notice between monolingual and bilingual? How do you deal with the problems you 
face? 
日本・NZでモノリンガルの義務教育を経験した自分（父親・母親）にとって、
お子さんをバイリンガルに育てるにあたって、何か悩みや困難はありますか？ま
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た、モノリンガルとバイリンガルの違いに意識していますか？直面する問題にど

のように対応していますか？ 
 

• What kind of language environment do you have at home? How do you support/maintain 
your child’s Japanese language development both in and out of home?  
家庭ではどのような言語環境ですか？また家庭内外ではお子さんの日本語を発

展・維持させるためにどのような手段を取っていますか？ 
 

• To what degree do you want your child to be bilingual and bicultural? How do you see 
your role in raising your children bilingual and bicultural? 
お子さんをどのようなバイリンガル（多言語話者）とバイカルチャー（多文化）

に育てたいですか（balanced bilingual/Japanese>English/English>Japanese, doesn’t 
matter）？また、それにおいてあなたの役割を教えてください。 

 
• What’s your partner’s role in your child’s Japanese education? What do they think about 

their schooling? Are they supportive? 
お子さんの日本（語）教育においてパートナーの役割は何ですか？そしてそれを

どのように考えていますか？協力的ですか？ 
 

• How do you see the different courses co-existing in hoshuko? How and why did you 
choose the current course for your child? What were your major concerns, if any, when 
choosing courses for your child at hoshuko? 
現在の３つのコースについてどう思いますか？現在のコースを選んだ理由とその

きっかけを教えてください。 
 

• How satisfied are you with your child’s course at hoshuko so far (course content, 
curriculum, learning goal, teaching approaches, homework, etc.)? Do you have any 
suggestions or comments? 
これまでに学んでいるコース（学習内容、カリキュラム、到達目標、教授法、宿

題など ）にどのくらい満足していますか？何か変更点や改善点などあります
か？  

 
• What level of Japanese does your child have now? What Japanese skills and what kind of 

level do you want your child to acquire through hoshuko? Why do you think so? 
現在お子さんの日本語レベル？補習校を通して、お子さんにどのような・どのレ
ベルの日本語能力を身につけさせたいですか？そのように思う理由は何ですか？ 

 
• Is your child motivated to learn at hoshuko? How important do you think motivation is 

for your child’s success at hoshuko? If at all, how do you motivate your child? 
お子さんは自分で進んで学んでいますか？親から見て、やる気はどのくらい大事

だと思いますか？どのようにお子さんのやる気を引き出していますか？ 
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• To what degree do you think your expectation affects students’ (Japanese) learning 
motivation and achievement? 
保護者の期待度はお子さんの（日本語）学習意欲と学習達成度にどのくらい・ど
のような影響があると思いますか？ 

 
• What do you think about the gap in terms of students’ Japanese language level, learning 

motivation, different expectations among parents in your child’s class? Do you think 
courses should be made based on the students’ and their family’s needs (current situation) 
or Japanese level? Why or why not? 
お子さんのクラスにおける日本語能力の差、学習意欲の差、そして保護者の期待

度の差についてどう思いますか？またコース分けは、学習者やその家庭のニーズ

に合わせるべきか、それとも日本語能力に合わせるべきですか？ 
 

• To what degree do you think attending hoshuko will affect your child’s future?  
補習校に通うことによって、お子さんの将来にどのくらい影響があると思います

か？（通っているのと通っていないと違いは大きいですか？） 
 

• What kind of future visions do you have for your child? What future vision does your 
child have for himself/herself? Do you find any difference in visions between you and 
your children? 
お子さんにどのような将来像（期待）を持っていますか？またお子さん自身はど

のような将来像（期待）を持っていますか？差がありますか？ 
 

• Do you think the current curriculum best serves the future you envision for your child? 
Are there any gaps or things that you would like to change/amend? 
現在のカリキュラム（コースのあり方や教授法）は目指しているお子さんの将来

像にとって最もふさわしいと思いますか？何か気になるところや改善点はありま

すか？ 
 

• Do you find any gaps in visions between yours and the school’s? If so, how do you 
handle the gaps? 
将来像について、現在補習校が目指しているものと保護者が目指しているもので

違い（差）を感じますか？また差がある場合、どのように対応していますか？ 
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Partial Interview Questions (Teachers): 
 

• What kind of work experience do you have including hoshuko, Japan, and other countries 
(What country? What position? How long?). Have you worked in a similar position 
before? What brought you to work at hoshuko? How much longer are you planning on 
working here? What does it mean to you to be a hoshuko teacher?  
補習校、日本、他の国での教職歴（国名、期間、学校種類・学年・教科など）。
似たような職場で勤めた経験は？補習校に勤めたきっかけとその経歴？今後も務

める予定はありますか？補習校で教えることとは、あなたにとってどんなことを

意味しますか？ 
 

• Do you find any differences in teaching at the hoshuko from teaching at schools in Japan 
(hoshuko in other countries)? What challenges did/do you have in relation to this? 
補習校で教えることは日本の学校（または他の国の補習校）とどのように違いを

感じていますか？何が大変です・でしたか？ 
 

• When giving instructions, do you think about the difference in school culture between 
hoshuko and NZ local schools (e.g. seating chart, giving commands, homework amount, 
etc.)? How do you see these differences and how do you handle a conflict in school 
culture? 
授業を教える際に、補習校とNZ現地校の双方の学校文化の違い（席替え、号令
、宿題の量など）に意識していますか？これらの違いをどう考えていますか？ま

た、双方の学校文化に衝突が起きる場合、どのように対応しますか？ 
 

• Having attended monolingual schools in Japan while growing up, do you find it 
challenging to teach bilingual students? Do you notice any differences in monolingual 
and bilingual students when giving instructions? How do you deal with the problems, if 
any, that you face? 
日本でモノリンガルの義務教育を経験した自分（先生）にとって、バイリンガル

の生徒を教えるにあたって、何か悩みや困難はありますか？また、授業を行うと

きにモノリンガルとバイリンガルの違いに意識していますか？直面する問題にど

のように対応していますか？ 
 

• How do you see the different courses co-existing in hoshuko? How do you see your role 
in relation to the courses and the different students you are teaching? 
現在の３コースについてどう思いますか？担当するコースに応じて、どのような

役割を担っていますか？その役割はコースによってどのように異なりますか？ 
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• How much does each course follow the Japanese school system? How is the course 

curriculum (course content, assessment, learning goal, teaching approaches, homework, 
etc.) set in each course? Are they different depending on the course/teacher? How much 
influence can the parents have?  
各コースはどこまで日本の義務教育の課程に従いますか？各コースのカリキュラ

ム（学習内容、評価基準、到達目標、教授法、宿題）はどのように決められまし

たか？コースごと・担当の先生によって異なりますか？保護者の意見をどのくら
い取り入れていますか？ 
 

• What kind of approach/standard do you use in giving instructions (course content, 
curriculum, learning goal, teaching approaches, homework, etc.)? Are they different 
depending on the course you teach? 
３コースを教えるにあたって、実際にどのような教え方や基準（学習内容、カリ

キュラム、到達目標、教授法、宿題）を決めていますか？担当するコースごとに

異なりますか？  
 

• What Japanese skills and what kind of level do you think are necessary for your students? 
What skills are you focusing in teaching different courses? What kind of approach do you 
take for students who can’t catch up with the course? 
生徒に必要な日本語能力とそのレベルは何だと思いますか？また、各コースにお

いてどのような日本語能力を中心に教えていますか？コースについていけない生

徒にどう対応していますか？ 
 

• To what degree do you think motivation is important for learning at hoshuko? Are there 
any differences in motivation between courses? Are these related to their parents 
motivation? How do you motivate your students? 
生徒自身 のやる気は学習にとってどのくらい 大事だと思いますか？ コースごと
にやる気の違いを感じますか？また保護者のやる気と比例していますか？教える

際どのように生徒のやる気を引き出していますか？ 
 

• To what degree do you think parents’ expectation affects students’ (Japanese) learning 
motivation and achievement? What are the advantages/disadvantages of this? 
保護者の期待度は生徒の（日本語）学習意欲と学習達成度にどのくらい・どのよ
うな影響があると思いますか？その利点と欠点は何ですか？ 

 
• How do you handle the gap in terms of students’ Japanese language level, learning 

motivation, different expectations among parents in the same class? Do you think courses 
should be made based on the students’ and their family’s needs (current situation) or 
Japanese level? Why or why not? 
同じクラスに存在する日本語能力の差、学習意欲の差、そして保護者の期待度の

差をどのように対応していますか？またコース分けは、学習者やその家庭のニー

ズ[今]に合わせるべきか、それとも日本語能力に合わせるべきですか？ 
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• To what degree do you think attending hoshuko will affect your students’ future?  
先生から見て、補習校に通うことによって、生徒の将来にどのような影響がある

と思いますか？（期待できることは何ですか？） 
 

• What kind of future visions do you think hoshuko has for their students? Are they varied 
among different courses? 
補習校は、生徒たちにどのような将来像を持っていますか？（どのような生徒を

育てようとしていますか？）またコースによって異なりますか？ 
 

• Do you think the current curriculum best serves hoshuko’s future vision for its students? 
Are there any gaps or things that you would like to change/amend? 
現在のカリキュラム（コースのあり方や教授法）は補習校が目指している将来像

にとって最もふさわしいと思いますか？何か気になるところや改善点はあります

か？ 
 

• Do you find any gaps in visions between parents’ and the school’s, parents and the 
students? How do you handle these differences in teaching individual student? 
将来像について、現在補習校が目指しているものと保護者が目指しているもので

違い（差）を感じますか？または保護者と生徒自身が目指しているものでは？ま

た授業を教える際に、これらの違いをどのように対応していますか？ 
 
現在通学しているお子さんについて: 

• お子さんについて、生まれ、年、学年、(日本、NZ、他国)教育経験など 
• 補習校に通わせる理由と経験？コース選択の仕方？ 
• 補習校で学ぶことはNZの現地校とどのように違いを感じますか？親自身、ご家
庭、お子さんにとって何が大変です・でしたか？ 

• お子さん自身(または親)は現地校と補習校どちらを優先にしていますか？その理
由は？衝突が起きるときにどう対処していますか？  

• 家庭内の言語環境、家庭内外で日本語を維持させる手段？ 
• お子さん将来をどのようなバイリンガルとバイカルチャーに育てたい？ またあ
なたの役割は？ 

• お子さんの補習校（日本語）教育においてパートナーの役割は何ですか？そして
それをどのように考えていますか？協力的ですか？ 

• これまでのコースや学習内容に満足？何か悩みや改善点はある？ 
• 現在お子さんの日本語レベル？補習校を通して、お子さんにどのような・どのレ
ベルの日本語能力を身につけさせたいですか？そのように思う理由は何ですか？ 

• お子さん自身 のやる気はどうですか？どこまで自分で進んで学んでいますか？
どのようにお子さんのやる気を引き出していますか？ 

• お子さんにどのような将来像（期待）を持っていますか？またお子さん自身はど
のような将来像（期待）を持っていますか？差がありますか？ 

• 教える立場と親の立場の違いについて？  
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Partial Interview Questions (Principal): 
 

• What kind of work experience do you have including hoshuko, work in Japan, and work 
other countries (What country? What position? How long?). Have you worked in a 
similar position before? What brought you to work at hoshuko? How much longer are 
you planning on working here? What does it mean to you to be the hoshuko principal?  
補習校、日本、他の国での（教）職歴（仕事内容、期間、国名など）。以前似た

ような職務経験はありましたか？補習校に勤めたきっかけは何ですか？今後も務

める予定はありますか？補習校校長を務めることとは、あなたにとってどんなこ

とを意味しますか？ 
 

• How did hoshuko start? What kind of school/organization is hoshuko? Who makes most 
of the decisions for running it? What goals does it have? What kind of education does it 
offer? 
補習校が始まったきっかけは？どんな学校・組織ですか？だれが運営しています
か？どんな目標がありますか？どんな教育を提供していますか？ 

 
• How is the school funded? What kind of relationship does it have with the Japanese 

government (MEXT)? What kind of stipulations (e.g. textbooks) are there, if any, in 
receiving funding from Japan? 
財政に関しては、どのように資金を得ていますか？日本政府とどのような関係を

持っていますか？日本政府からの助成金を得るために、どんな規制（教科書を使

うなど）を守る必要がありますか？ 
 

• How many teachers/staff are currently working at hoshuko? How are the 
teachers/principal/staff hired (requirements; domestic/overseas; full-/part-time; visa 
sponsored; pay range)? Who makes the decisions for hiring? What kind of 
obligation/responsibility do the teachers/principal have?  
現在合計何名の教師・職員が働いていますか？どのような雇用条件（現地・海外

採用、フル・パートタイム・ビザ保証・給料制度）がありますか？誰が採用を決

めますか？教師・職員はどのような任務がありますか？ 
 

• What kind of families send their children to hoshuko? What kind of role does hoshuko 
play in that family? What responsibilities does the family have in order to have children 
study at hoshuko (e.g. Nihonjinkai membership/parent volunteer activities)? How do you 
view the role of hoshuko teachers in raising children?  
どのような家庭が子供を通学させていますか？補習校はその家庭にとってどんな

役割を果たしていますか？補習校で勉強するために、家庭や保護者はどんな義務

（日本人会会員・学校行事のボランティアなど）がありますか？子育てにおいて
家庭と先生の連携についてどう思いますか？ 
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• Are children with no Japanese family allowed to study at hoshuko? How open is it? 
What’s your view on it? 
日本人の両親・家族を持たない子供の通学は許されていますか？どこまで柔軟に
対応していますか？これについてのご意見を聞かせてください。 

 
• What kind of relationships does the Auckland hoshuko have with other hoshuko in NZ 

(Christchurch/Wellington)? How are the policy and systems there similar and/or 
different? 
他のNZの補習校（ウェリントン、カンタベリー）とどんな繋がり（交流）があ
りますか？ 制度やカリキュラムに関しては、他の補習校と同じ・違いますか？ 

 
• What differences, if any, are there between hoshuko and schools in Japan (hoshuko in 

other countries)? Are there any special challenges that the hoshuko faces? 
補習校は日本の学校（または他の国の補習校）とどのように違いを感じますか？

勤めて何か問題がありましたか？ 
 

• How do you feel about the differences in school culture between hoshuko and NZ local 
schools (Ex. Seat chart, giving commands, homework amount, etc.)? How do you see 
these differences and how do you handle a conflict in school culture? 
補習校とNZ現地校の双方の学校文化の違い（席替え、号令、宿題の量など）に
意識していますか？これらの違いをどう考えていますか？また、双方の学校文化

に衝突が起きる場合、どのように対応しますか？ 
 

• How were the school system and current courses developed/formed? Who was/is in 
charge in making decisions?  
今現在のコースやカリキュラムができた経緯は？その決定権は誰にありますか？ 

 
• What are the current courses and who are they for? What kind of differences among 

them? How do you see your role in managing different courses and the students? 
現在の３コースは誰のためにあり、どのように違いますか？ 異なるコースとそ
の学生を取りまとめるために、どんな役割がありますか？  

 
• How much does each course follow the Japanese school system? How is the course 

curriculum (course content, assessment, learning goal, teaching approaches, homework, 
etc.) set in each course? Are they different depending on the course/teacher? How much 
influence can the parents have?  
各コースはどこまで日本の義務教育の課程に従いますか？各コースのカリキュラ

ム（学習内容、評価基準、到達目標、教授法、宿題）はどのように決められまし

たか？コースごと・担当の先生によってことなりますか？保護者の意見をどのく
らい取り入れていますか？ 
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• What Japanese skills and what kind of level do you think are necessary for the students? 
What skills does each course focus on? What kind of approach do you take for students 
who can’t catch up with the course? 
生徒に必要な日本語能力とそのレベルは何だと思いますか？また、各コースにお

いてどのような日本語能力を中心に教えていますか？コースについていけない生

徒にどう対応していますか？ 
 

• How do you view the gap in terms of students’ Japanese language level, learning 
motivation, different expectations among parents in the same class? Do you think courses 
should be made based on the students’ and their family’s needs (current situation) or 
Japanese level? Why or why not? 
同じクラスに存在する日本語能力の差、学習意欲の差、そして保護者の期待度の

差をどう捉えていますか？またコース分けは、学習者やその家庭のニーズに合わ

せるべきか、それとも日本語能力に合わせるべきですか？ 
 

• To what degree do you think attending hoshuko will affect the students’ future?  
補習校に通うことによって、生徒の将来にどのような影響があると思いますか？

（期待できることは何ですか？） 
 

• What kind of future visions does hoshuko have for their students? Are they varied among 
different courses? 
補習校は生徒たちにどのような将来像を持っていますか？（どのような生徒を育

てようとしていますか？）またコースによって異なりますか？ 
 

• Do you think the current curriculum best serves the hoshuko’s future vision for its 
students? Are there any gaps or things that you would like to change/amend? 
現在のカリキュラム（コースのあり方や教授法）は補習校が目指している将来像

にとって最もふさわしいと思いますか？何か気になるところや改善点はあります

か？ 
 

• Do you find any gaps in visions between parents’ and the school’s/ parents and the 
students? How does hoshuko handle these differences in teaching individual students? 
お子さんの将来像について、現在補習校が目指しているものと保護者が目指して

いるもので違い（差）を感じますか？または保護者と生徒自身が目指しているも

のでは？これらの違いをどのように対応していますか？ 
 

• To what degree do you think parents’ expectations affect students’ (Japanese) learning 
motivation and achievement? What are the advantages/disadvantages of this? 
保護者の期待度は生徒の（日本語）学習意欲と学習達成度にどのくらい・どのよ
うな影響があると思いますか？その利点と欠点は何ですか？ 
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Partial Interview Questions (Students): 
 

1. Why do you attend hoshuko? 
2. What do you want to learn at hoshuko? 
3. What kind of experiences do you have at hoshuko? 
4. Do you enjoy being at hoshuko? Why? 
5. In what ways is the hoshuko different from your local school? 
6. Do you find it difficult to attend two schools? Why? 
7. Do you have friends at hoshuko? 
8. What is the most challenging thing in attending hoshuko? 
9. What kept you attending hoshuko until year 9? How do you maintain your motivation? 

 
10. Do you speak/use Japanese at home? With whom? How? 
11. Do you speak/use Japanese outside of home and hoshuko? With whom? How? 
12. Is it difficult/challenging to be a bilingual? Why? 
13. What kind of bilingual do you want to become in the future? How well do you want to 

acquire Japanese? 
14. Who helps you with your hoshuko study at home? 
15. Are you parents supportive with your hoshuko study? 
16. Why did you choose Course B to study?  
17. Are you satisfied with your course/class? Any suggestions for future changes? 

 
18. Is Japanese important to you? Why or why not? 
19. Are you planning to study Japanese after you graduate? How? 
20. How often do you visit Japan? With whom? 
21. Do you want to study/work/live in Japan in the future? Why? 
22. What kind of future goals (job) do you have for the future? 
23. What kind of future goals (jobs) do your parents have for you in the future? 
24. Do you think attending hoshuko will be helpful for your future goal? Why? 



 
 

306 

Appendix D: Consent Forms 
 

CONSENT FORM (Parents) 
THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 

Project Title: Investigating imagined communities at a Japanese supplementary school in 
New Zealand 

Researcher: Chuanning Huang 

Supervisors: Professor Stephen May, Dr Peter Keegan 

I have read the Participant Information Sheet, and understood the nature of the research. I 
have had the opportunity to ask questions and have them answered to my satisfaction. 

• I agree to take part in this research. 
• I understand that participation is voluntary.  
• I agree to take part in an interview. 

I agree that my child/children (print name(s)) 
________________________________________________ can take part in an 
interview. 

• I understand that I have the right to withdraw myself or any data provided by myself 
or my children, within 3 weeks of that data being collected, without having to provide 
an explanation. 

• I understand that interviews may be digitally recorded, and that the recordings and 
the transcriptions will only be accessible to the researcher, supervisors and a 
transcriber who has signed a confidentiality agreement.  

• I understand that at any time I can request the digital recorder to be paused or 
turned off without having to provide a reason. 

• I understand that questionnaires and digital data will be stored separately and 
securely in my supervisor’s office at the University of Auckland for a period of six 
years and then securely destroyed. 

• I understand that after the data is transcribed in January, I will be contacted and 
have sufficient time to review and edit the transcript by the beginning of February. 

• I understand that the data collected from the research will be used for the 
researcher’s PhD thesis at the University of Auckland, and may be used for academic 
publications, and conference presentations. 

• I understand that information I (or my child/children) provide is confidential and that 
pseudonyms will be used to protect identities; however, anonymity cannot be 
guaranteed. 

• I understand that the school’s anonymity cannot be guaranteed. 
• I wish to receive a copy of the research findings at this email address: 

________________________________________. (If not, keep it blank)  
 
Name _______________________ Signature ____________________________ 
Date ________________________ 
 

Approved by the university of Auckland Human Participants Ethics Committee on 29 April, 
2016 for three years, Reference Number 016464 
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CONSENT FORM (Teachers) 
THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 
Project Title: Investigating imagined communities at a Japanese supplementary school 
in New Zealand 

Researcher: Chuanning Huang  

Supervisors: Professor Stephen May, Dr Peter Keegan 

I have read the Participant Information Sheet, and understood the nature of the 
research. I have had the opportunity to ask questions and have them answered to my 
satisfaction. 

• I agree to take part in this research. 
• I understand that participation is voluntary.  
• I understand that my employer has given an assurance that my participation or 

non-participation will not in any way affect my employment.  
• I agree to take part in an interview. 
• I understand that I have the right to withdraw myself or any data provided within 

3 weeks of that data being collected, without having to provide an explanation. 
• I understand that interviews may be digitally recorded, and that the recordings 

and the transcriptions will only be accessible to the researcher, supervisors and a 
transcriber who has signed a confidentiality agreement.  

• I understand that at any time I can request the digital recorder to be paused or 
turned off without having to provide a reason. 

• I understand that questionnaires and digital data will be stored separately and 
securely in my supervisor’s office at the University of Auckland for a period of six 
years and then securely destroyed. 

• I understand that the data collected from the research will be used for the 
researcher’s PhD thesis at the University of Auckland, and may be used for 
academic publications, and conference presentations. 

• I understand that information I provide is confidential and that pseudonyms will 
be used to protect identities; however, anonymity cannot be guaranteed. 

• I understand that the school’s anonymity cannot be guaranteed. 
• I wish to receive a copy of the research findings at this email address: 

________________________________________. (If not, keep it blank)  
 

Name _______________________ Signature ____________________________ 
Date ________________________ 
 

 
Approved by the university of Auckland Human Participants Ethics Committee on 29 April, 
2016 for three years, Reference Number 016464 
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CONSENT FORM (Principal) 
THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 
Project Title: Investigating imagined communities at a Japanese supplementary school 
in New Zealand 

Researcher: Chuanning Huang 

Supervisors: Professor Stephen May, Dr Peter Keegan 

I have read the Participant Information Sheet, and understood the nature of the 
research. I have had the opportunity to ask questions and have them answered to my 
satisfaction. 

• I agree to take part in this research. 
• I understand that participation is voluntary.  
• I agree to complete an interview. 
• I agree to allow my teachers, parents and students to participate in this research. 
• I agree to allow the researcher to full access to the school. 
• I agree to inform the school about this project and then allow the researcher to 

approach teachers, parents, and students to participate. 
• I agree to allow the researcher to conduct classroom observations, providing that 

consent is first obtained from appropriate teachers, parents and students. 
• I understand that interviews may be digitally recorded, and that the recordings 

and the transcriptions will only be accessible to the researcher, supervisors and a 
transcriber who has signed a confidentiality agreement.  

• I guarantee that participation, non-participation or withdrawal (of teachers, 
parents and students) will not affect employment, grade(s), academic 
performance, and relationships in the school faculty.  

• I understand that questionnaires and digital data will be stored separately and 
securely for a period of six years at my supervisor’s office at the University of 
Auckland and then securely destroyed. 

• I understand that the data collected from the research will be used for the 
researcher’s PhD thesis at the University of Auckland, and may be used for 
academic publications, and conference presentations. 

 
Name __________________________________  
 
Signature _______________________________  
 
Date __________________________________  

 
Approved by the university of Auckland Human Participants Ethics Committee on 29 April, 
2016 for three years, Reference Number 016464 
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ASSENT FORM 
(Students) 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 
 

Project Title: Investigating imagined communities at a Japanese supplementary school 
in New Zealand 

Researcher: Chuanning Huang 
 
I have been told about the project and was allowed to ask questions.  
 

• I agree to take part in this research which is about learning more about Japanese 
schools in New Zealand. 

• I understand I can stop answering questions any time without giving a reason. 
• I understand that I don’t have to help or be involved with this project.  
• I understand that my parents, teachers and the principal have agreed to help 

this project. 
• I understand that the researcher is learning about our school. 
• I understand that the researcher may ask me some questions about myself and 

the school between November and February. 
• I understand that my name will not be used in this project. 
• I understand that interviews will be audio-recorded. I know that I can ask for the 

recorder to be turned off at any time without having to give a reason. 
• I understand that after the data is transcribed in January, I will be contacted and 

have sufficient time to review and edit the transcript by the beginning of 
February. 
 

 
Name __________________________________  
 
Signature _______________________________  
 
Date __________________________________  

 

 
Approved by the university of Auckland Human Participants Ethics Committee on 29 April, 
2016 for three years, Reference Number 016464 
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Appendix E: PIS Form (Parents) 
 

PARTICIPANT INFORMATION SHEET (Parents) 
Project Title: Investigating imagined communities at a Japanese supplementary school 
in New Zealand. 
 
Researcher: Chuanning Huang  
My name is Chuanning Huang and I’m a doctoral candidate in the Faculty of Education 
and Social Work at the University of Auckland. I am inviting you to participate in this 
research, as part of the requirements for my PhD at the University of Auckland, under 
the supervision of Professor Stephen May and Dr. Peter Keegan. The principal has given 
permission to contact teachers, parents and students and invite them to participate. 
 
Project Description  
The goal of this research is to investigate the visions of Auckland Japanese 
Supplementary School’s teachers, parents and students in regard to the students’ 
futures. Through doing this, the research aims to understand how, and to what extent, 
these visions impact the school’s policies and practices and provide for possible 
suggestions for improvements. Funding for this research has been obtained through the 
University of Auckland Doctoral Scholarship. 
 
This project will be starting in the first term of 2016, I will examine the visions of the 
principal, teachers, parents, and students, and analyze how their visions inform the 
current school’s policies and practice. Data collection includes questionnaires, classroom 
observations, and interviews. 
 
Participation 
After teachers, parents and students have been advised of this project, I will be 
available to answer questions and provide further explanations. Those willing to 
participate will be provided with Participation Information Sheets and Consents Forms. 
Classroom observations that will be video-recorded will last approximately for 1 to 2 
hours and will be conducted between April and June. They will be used to ascertain the 
language use of students and teachers. Observations will also assist in understanding 
the nature and character of the school. Questionnaires will take about 10-15 minutes to 
complete. Interviews with the teachers at the school, you and your children will last 
approximately for 1 to 2 hours and informal conversation during recess, before and 
after class in the classroom or at the playground with students will take about 30 
minutes. All interviews will be audio recorded. Interviews may be transcribed by a third 
party who has signed a confidentiality agreement. Video observations will take place 
after consent from all participants has been obtained (If participants do not consent to 
video observations I will take notes). After the transcription of the interview or 
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recording is completed, participants will be given a three-week period to review and 
edit their transcript. 
 
Data Storage, Retention, Destruction and Future Use 
Questionnaire data will be securely stored in a locked cabinet, in my supervisor’s office 
at the University of Auckland. The Consent Forms will be locked separate from other 
documents in my supervisor’s cabinet. The electronic data will be stored on the 
researcher’s computer. After six years, all data will be securely destroyed or deleted. 
The data collected from the research will be used for the researcher’s thesis at the 
University of Auckland, and may be used for publications and presentations. The 
findings will be reported to Auckland Japanese Supplementary School. Participants will 
receive the summary of findings if they would like to. Instructions on how to access a 
copy of thesis online will be made accessible to participants. 
 
Right to Withdraw from Participation 
The participants are free to withdraw at any time within three weeks of contributing 
data without giving a reason. Recording of interviews may be stopped at any time. The 
principal has given an assurance that participation or withdrawal will not affect 
employment, courses, grades, or relationships with the school. 
 
Anonymity and Confidentiality 
Pseudonyms will be used when referring to the school, people, and places to maintain 
privacy. Every attempt will be made by the researcher to maintain confidentiality. No 
data collected from the research will be disclosed to a third party. If any publication or 
presentations results from this research, the participants will not be identified by name. 
However, it is important to acknowledge that because of the uniqueness and size of the 
school, it is almost impossible to completely guarantee anonymity of participants and 
the school.  If you have any inquiries or questions, please do not hesitate to contact me 
or my supervisors.  
 
Contact details  
Researcher  Main Supervisor  Co-Supervisor  Head of Department 

Chuanning Huang 
PhD candidate, Te 
Puna Wānanga, 
Faculty of Education 
and Social Work, The 
University of Auckland. 
chuanning.huang@auc
klanduni.ac.nz 
Ph: +64 09 373 7599 
ext. 46361 

Professor Stephen May 
Te Puna Wānanga, 
Faculty of Education 
and Social Work, 
The University of 
Auckland.  
s.may@auckland.ac.nz  
Ph: +64 09 373 7599 
ext. 48410  

Dr. Peter Keegan  
Te Puna Wānanga, 
Faculty of Education 
and Social Work, 
The University of 
Auckland.  
p.keegan@auckland.ac
.nz 
Ph: +64 9 923 4406 

Professor Graeme 
Aitken 
Faculty of Education 
and Social Work, 
The University of 
Auckland.  
g.aitken@auckland.ac.
nz 
Ph: +64 9 373 7999 
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For any queries regarding ethical concerns you may contact the Chair, The University of  
Auckland Human Participants Ethics Committee, The University of Auckland, Research 
Office, Private Bag 92019, Auckland 1142. Telephone 09 373-7599 ext. 83711.  Email: 
ro-ethics@auckland.ac.nz. 
 
Approved by the university of Auckland Human Participants Ethics Committee on 29 April, 
2016 for three years, Reference Number 016464 
  



 
 

313 

References 

Adler, P. A., & Adler, P. (1994). Observational techniques. In N. K. Denzin & Y. S. Lincoln 

(Eds.), Handbook of qualitative research (pp. 377-392). Thousand Oaks, CA: Sage. 

Anderson, B. (1991). Imagined communities: Reflections on the origin and spread of nationalism 

(Rev. ed.). London: Verso. 

APA Dictionary of Psychology. (2020). additive bilingualism. Retrieved July 8, 2020, from 

https://dictionary.apa.org/additive-bilingualism 

Auckland Hoshuko. (2015). School Brochure. 

Auckland Hoshuko. (2020). Rules – The Japanese Society of Auckland – 

オークランド日本人会（ニュージーランド） Japanese Society of Auckland. 

Retrieved April 10, 2020, from https://jsa.org.nz/about-jsa/jsa-rules-eng/ 

Auckland Hoshuko. (2021). Material for School Orientation. 

Babaee, N. (2010). An Aboriginal student’s account of university life, Indigenous language and 

culture. TEAL-MB Journal, 26(2), 17-23. 

Baker, C. (2017). Foundations of bilingual education and bilingualism. Multilingual Matters. 

Barkhuizen, G. (2006). Immigrant parents’ perceptions of their children’s language practices: 

Afrikaans speakers living in New Zealand. Language Awareness, 15(2), 63-79. 

Ben-Zeev, S. (1977). The Influence of Bilingualism on Cognitive Strategy and Cognitive 

Development. Child Development, 48(3), 1009. https://doi.org/10.2307/1128353 

Bialystok, E., Majumder, S., & Martin, M. M. (2003). Developing phonological awareness: Is 

there a bilingual advantage? Applied Psycholinguistics, 24(1), 27–44. 

https://doi.org/10.1017/S014271640300002X 

Bialystok, E. (2011a). Coordination of executive functions in monolingual and bilingual 

children. Journal of Experimental Child Psychology, 110(3), 461-468. 



 
 

314 

Bialystok, E. (2011b). Reshaping the mind: The benefits of bilingualism. Canadian Journal of 

Experimental Psychology, 65(4), 229-235. 

Bialystok, E., Craik, F. I., Klein, R., & Viswanathan, M. (2004). Bilingualism, aging, and 

cognitive control: Evidence from the Simon task. Psychology and Aging, 19(2), 290-303. 

Bialystok, E., Luk, G., Peets, K. F., & Yang, S. (2010). Receptive vocabulary differences in 

monolingual and bilingual children. Bilingualism: Language and Cognition, 13(4), 525-

531. 

Blackledge, A. (2003). Imagining a Monocultural Community: Racialization of Cultural Practice 

in Educational Discourse. Journal of Language, Identity & Education, 2(4), 331–347. 

https://doi.org/10.1207/S15327701JLIE0204_7 

Blackledge, A., & Creese, A. (2010). Opening up flexible spaces: Ideology and practice in 

complementary schools (pp. 3-17). In Lytra, V., & Martin, P. (Eds.), Sites of 

multilingualism: Complementary schools in Britain today. Va: Trentham Books. 

Blommaert, J. (2010). The sociolinguistics of globalization. Cambridge University Press. 

Blommaert, J. (2013). Ethnography, superdiversity and linguistic landscapes: Chronicles of 

complexity. Multilingual Matters. 

Blommaert, J., & Jie, D. (2010). Ethnographic fieldwork: a beginner’s guide. Multilingual 

Matters. 

Bourdieu, P. (1992). Language and symbolic power. Polity. 

Bylund, E., & Díaz, M. (2012). The effects of heritage language instruction on first language 

proficiency: A psycholinguistic perspective. International Journal of Bilingual Education 

and Bilingualism, 15(5), 593–609. https://doi.org/10.1080/13670050.2012.676620 

Calder, T. (2008). 補習校における母語支援—プリンスト?ン日本語学校の実践から 

(Japanese only). Paper presented at the Mother Tongue, Heritage Language, and Bilingual 



 
 

315 

Education Research Forum, Tokyo, Japan. Power point available online: 

http://www.slidefinder.net/2/2008calder/2008calder/23357071 

Campbell, R.N. and Rosenthal, J.W. (2000), Heritage languages. In J.W. Rosenthal (Ed.), 

Handbook of Undergraduate Second Language Education (165–184), Lawrence Erlbaum 

Associates, Mahwah, NJ. 

Chan, A. (2015). Bilingual acquisition: Parental aspirations of Chinese immigrants in New 

Zealand. Paper presented at the Language, Education & Diversity 2015, Auckland, New 

Zealand. 

Chen, S., & Zhang, Y. (2014). Chinese language teaching in Australia. In Curdt-Christiansen, X., 

& Hancock, A. (Eds.), Learning Chinese in diasporic communities: Many pathways to 

being Chinese (pp. 181-200). Amsterdam; Philadelphia: John Benjamins Publishing 

Company. 

Chinen, K., & Tucker, G. (2006). Heritage language development: Understanding the roles of 

ethnic identity, schooling and community. In Kondo-Brown, K. (Ed.), Heritage language 

development: Focus on East Asian immigrants (pp. 89-126). Philadelphia, Pa.: J. 

Benjamins Pub. Co. 

Chiswick, B. R., & Millea, P. W. (2009). Earnings and Occupational Attainment among 

Immigrants. Industrial Relations: A Journal of Economy and Society, 48(3), 454–465. 

Christians, C. G. (2000). Ethics politics in qualitative research. In N. K. Denzin & Y. S. Lincoln 

(Eds.), Handbook of qualitative research (2nd ed., pp. 133-155). Thousand Oaks, CA: 

Sage. 

Christchurch Hoshuko (2016). School History 学校沿革 | カンタベリー補習授業校. (n.d.). 

Retrieved February 28, 2021, from https://www.cjssnz.org/primary/history/ 

Consulate-General of Japan in Auckland. (2018). 在留邦人数 | 

在オークランド日本国総領事館 [Japanese Citizens in Auckland]. Consulate-General 



 
 

316 

of Japan in Auckland. https://www.auckland.nz.emb-

japan.go.jp/itpr_ja/anzen_zairyuhojinsu.html 

Collier, V. P. (1989). How long? A synthesis of research on academic achievement in a second 

language. TESOL Quarterly, 23, 509-531. 

Cummins, J. (1979). Linguistic interdependence and the educational development of bilingual 

children. Review of Educational Research, 49, 222-251. 

Cummins, J. (1984). Bilingualism and special education: Issues in assessment and pedagogy. 

Multilingual Matters Ltd. 

Cummins, J. (1991). Interdependence of first- and second-language proficiency in bilingual 

children. In E. Bialystok (Ed.), Language processing in bilingual children (pp. 70-89). 

Cambridge, UK: Cambridge University Press. 

Cummins, J. (2017). Teaching minoritized students: Are additive approaches legitimate? 

Harvard Educational Review, 87(3), 404–425. https://doi.org/10.17763/1943-5045-

87.3.404 

Cummins, J., & Swain, M. (1986). Bilingualism in education: Aspects of theory, research, and 

practice. Longman. 

Craik, F., Bialystok, E., & Freedman, M. (2010). Delaying the onset of Alzheimer disease: 

Bilingualism as a form of cognitive reserve. Neurology, 75(19), 1726-1729. 

Creese, A., & Martin, P. (2006). Interaction in complementary school contexts: Developing 

identities of choice: An introduction. Language and Education, 20(1), 1-4. 

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative 

and qualitative research (4th ed). Pearson. 

Crezee, I. (2008). I understand it well, but I cannot say it proper back: Language use among 

older Dutch migrants in New Zealand. Unpublished doctoral dissertation, Auckland 

University of Technology. 



 
 

317 

Cummins, J. (1984). Bilingualism and special education: Issues in assessment and pedagogy. 

Multilingual Matters. 

Cummins, J. (2001). Negotiating identities: Education for empowerment in a diverse society. Los 

Angeles, CA: Association for Bilingual Education. 

Cummins, J. (2005). A proposal for action: Strategies for recognizing heritage language 

competence as a learning resource within the mainstream classroom. The Modern 

Language Journal, 89(4), 585-592. 

Dagenais, D. (2003). Accessing Imagined Communities Through Multilingualism and 

Immersion Education. Journal of Language, Identity & Education, 2(4), 269–283. 

https://doi.org/10.1207/S15327701JLIE0204_3 

Danjo, C., & Moreh, C. (2020). Complementary schools in the global age: A multi-level critical 

analysis of discourses and practices at Japanese Hoshuko in the UK. Linguistics and 

Education, 60, 100870. https://doi.org/10.1016/j.linged.2020.100870 

Doerr, N. (2011). Heritage, nationhood, and language: Migrants with Japan connections. In 

Doerr, N. (Ed.), Heritage, nationhood, and language: Migrants with Japan connections 

(pp. 1-6). London; New York: Routledge. 

Doerr, N., & Lee, K. (2009). Contesting heritage: Language, legitimacy, and schooling at a 

weekend Japanese-language school in the United States. Language and Education, 23(5), 

425-441. 

Doerr, N., & Lee, K. (2010). Inheriting “Japanese-ness” diversely: Heritage practices at a 

weekend Japanese language school in the United States. In Doerr, N. (Ed.), Heritage, 

nationhood, and language: Migrants with Japan connections (pp. 64-84). London; New 

York: Routledge. 

Duff, P. A. (2008). Case study research in applied linguistics. New York: Routledge. 

Ethnologue. (2020). What are the top 200 most spoken languages? | Ethnologue. Ethnologue. 

https://www.ethnologue.com/guides/ethnologue200 



 
 

318 

Feldman, C., & Shen, M. (1971). Some Language-Related Cognitive Advantages of Bilingual 

Five-Year-Olds. The Journal of Genetic Psychology, 118(2), 235–244. 

https://doi.org/10.1080/00221325.1971.10532612 

Flick, U. (2004). An Introduction to Qualitative Research (4th Edition). London: Sage. 

Francis, B., Archer, L., & Mau, A. (2010). Parents’ and teachers’ constructions of the purposes 

of Chinese complementary schooling: ‘Culture’, identity and power. Race Ethnicity and 

Education, 13(1), 101-117. 

Francis, B., Mau, A., & Archer, L. (2014). Speaking of identity? British-Chinese young people’s 

perspectives on language and ethnic identity. In Curdt-Christiansen, X., & Hancock, A. 

(Eds.), Learning Chinese in diasporic communities: Many pathways to being Chinese (pp. 

203-218). Amsterdam; Philadelphia: John Benjamins Publishing Company. 

Galambos, S. J., & Hakuta, K. (1988). Subject-specific and task-specific characteristics of 

metalinguistic awareness in bilingual children. Applied Psycholinguistics, 9(2), 141–162. 

https://doi.org/10.1017/S0142716400006780 

García, Ofelia (2009). Education, multilingualism and translanguaging in the 21st century. In: 

Ajit Mohanty, Minati  Panda, Robert  Phillipson and Tove Skutnabb-Kangas (eds). 

Multilingual Education for Social Justice: Globalising the local (pp. 128-145). New 

Delhi: Orient Blackswan. 

Garcia, O., Zakharia, Z., & Otcu B. (2013). Bilingual community education: Beyond heritage 

language education and bilingual education in New York. In Garcia, O., Zakharia, Z., & 

Otcu B. (Eds.), Bilingual Community Education and Multilingualism: Beyond Heritage 

Languages in a Global City (pp. 99-112). Tonawanda, New York: Multilingual Matters. 

Geertz, C. (1973). Thick description: Toward an interpretive theory of culture. In C. Geertz, The 

Interpretation of Cultures (pp. 310-323). New York: Basic Books. 

Goodman, R. (1990). Japan’s “international youth”: The emergence of a new class of school 

children. New York: Oxford University Press. 



 
 

319 

Goodman, R. (2009). Global Japan: The Experience of Japan’s New Immigrant and Overseas 

Communities. Taylor & Francis. 

Goodman, R. (2012). From pitiful to privileged? The fifty-year story of the changing perception 

and status of Japan’s returnee children (kikokushijo). In Goodman, R., Imoto, Y., & 

Toivonen, T. (Eds.), A sociology of Japanese youth: From returnees to NEETs. (pp. 30-

53). New York: Routledge. 

Grin, F. (2004). On the costs of cultural diversity. In Philippe van Parijs (Ed.), Linguistic 

diversity and economic solidarity (pp. 189-202). Brussels, Belgium: De Boeck- 

Université. 

Hakuta, K., & D’Andrea, D. (1992). Some properties of bilingual maintenance and loss in 

mexican background high-school students. Applied Linguistics, 13(1), 72–99. 

https://doi.org/10.1093/applin/13.1.72 

Hallett, D., Chandler, M. J., & Lalonde, C. E. (2007). Aboriginal language knowledge and youth 

suicide. Cognitive Development, 22(3), 392–399. 

https://doi.org/10.1016/j.cogdev.2007.02.001 

Hambly, H., Wren, Y., McLeod, S., & Roulstone, S. (2013). The influence of bilingualism on 

speech production: A systematic review. International Journal of Language & 

Communication Disorders, 48(1), 1-24. 

Hammersley, M., & Atkinson, P. (1983). Ethnography: Principles in practice. London: 

Tavistock. 

Hammersley, M. (2018). What is ethnography? Can it survive? Should it?. Ethnography and 

Education, 13(1), 1-17. DOI: 10.1080/17457823.2017.1298458 

Hancock, A. (2014). Chinese complementary schools in Scotland and the continua of biliteracy. 

In Curdt-Christiansen, X., & Hancock, A. (Eds.), Learning Chinese in diasporic 

communities: Many pathways to being Chinese (pp. 59-80). Amsterdam; Philadelphia: 

John Benjamins Publishing Company. 



 
 

320 

Haseyama, K. (1999). Characteristics of Japanese residents in New Zealand: A comparison with 

other ethnic groups. Asian Studies Review, 23(1), 69-92. 

Hermans, H. J. M. (2001). The dialogical self: Toward a theory of personal and cultural 

positioning. Culture & Psychology, 7(3), 243–281. 

https://doi.org/10.1177/1354067X0173001  

Hoey, B. A. (2014). A Simple Introduction to the Practice of Ethnography and Guide to 

Ethnographic Fieldnotes. Marshall Digital Scholar, June, 1–10. 

http://works.bepress.com/brian_hoey/12/ 

Hornberger, N. H. (2008). Continua of Biliteracy. In N. H. Hornberger (Ed.), Encyclopedia of 

Language and Education (pp. 3152–3169). Springer US. https://doi.org/10.1007/978-0-

387-30424-3_237 

Infometrics. (2020). Chart of the month: Auckland is big. Retrieved June 23, 2020, from 

http://www.infometrics.co.nz/chart-month-auckland-big/ 

Internal Affairs. (2014). Language and Integration in New Zealand. 

http://ethniccommunities.govt.nz//sites/default/files/files/LanguageandIntegrationinNZ.pd

f 

International Organization for Migration (IOM). (2015). World migration report 2015. Migrants 

and cities: New partnerships to manage mobility. Retrieved from 

http://publications.iom.int/system/files/wmr2015_en.pdf 

Johnson, C. & Kawai, J. (2011). “Why did I come here?”: Migration motives of Raifusutairu 

Ijusha living in Auckland, New Zealand. The Journal of Japan Society of New Zealand 

Studies, 18, 5-19. 

Kanno, Y. (2000). Bilingualism and Identity: The Stories of Japanese Returnees. International 

Journal of Bilingual Education and Bilingualism, 3(1), 1–18. 

https://doi.org/10.1080/13670050008667697 



 
 

321 

Kanno, Y. (2003a). Negotiating bilingual and bicultural identities: Japanese returnees betwixt 

two worlds. Mahwah, New Jersey: Lawrence Erlbaum Associates. 

Kanno, Y. (2003b). Imagined communities, school visions, and the education of bilingual 

students in Japan. Journal of Language, Identity, and Education, 2(4), 285-300. 

Kanno, Y. (2008). Language and education in Japan: Unequal access to bilingualism. New 

York: Palgrave Macmillan. 

Kanno, Y., & Norton, B. (2003). Imagined communities and educational possibilities: 

Introduction. Journal of Language, Identity, and Education, 2(4), 241-249. 

Kano, N. (2013). Japanese community schools: New pedagogy for a changing population. In 

Garcia, O., Zakharia, Z., & Otcu B. (Eds.), Bilingual Community Education and 

Multilingualism: Beyond Heritage Languages in a Global City (pp. 99-112). Tonawanda, 

New York: Multilingual Matters. 

Kominami, H. (2014). Moving toward diverse cultural communities. Lost in Translation -when 

the sakura cherry blossom meets the pohutukawa. What are the opportunities and 

challenges facing Japanese migrants in Aotearoa/New Zealand. Master of Social Practice, 

UNITEC. 

Kondo-Brown, K. (2005). Differences in Language Skills: Heritage Language Learner 

Subgroups and Foreign Language Learners. The Modern Language Journal, 89(4), 563–

581. https://doi.org/10.1111/j.1540-4781.2005.00330.x 

Kovács, Á. M., & Mehler, J. (2009). Cognitive gains in 7-month-old bilingual infants. 

Proceedings of the National Academy of Sciences, 106(16), 6556-6560. 

Kroef, A. P. M. (1977). The use of language in a three-generational group of Dutch immigrants 

in New Zealand. Unpublished master’s thesis, University of Auckland.  

Kupisch, T. (2013). A new term for a better distinction? A view from the higher end of the 

proficiency scale. Theoretical Linguistics, 39(3–4). https://doi.org/10.1515/tl-2013-0012 



 
 

322 

Kuragasaki-Laughton, A. (2007). The Japanese migrant community in Christchurch: The quest 

for new values and identity. Unpublished master’s thesis, University of Canterbury. 

Landry, R., & Allard, R. (1992). Ethnolinguistic validity and the bilingual development of 

minority and majority group students. In W. Fase, K. Jaspaert, & S. Kroon (Eds.), 

Maintenance and loss of minority languages (pp. 223- 251). Amsterdam: John Benjamins. 

Lave, J., & Wenger, E. (1991). Situated learning : legitimate peripheral participation. 

Lauwereyns, S. S. (2011). Japanese-English bilingual development in New Zealand: Parental 

attitudes and children’s literacy and communication skills. New Zealand Studies in 

Applied Linguistics, 17(1), 49-69. 

Leeman, J. (2010). Bilingualism and identity: Spanish at the crossroads with other languages. 

International Journal of Bilingual Education and Bilingualism, 13(2), 262–265. 

https://doi.org/10.1080/13670050903106802 

Leopold, W.F. (1949). Speech development of a bilingual child: A linguist’s record. Evanston: 

Northwestern University Press.  

Li, J., & Juffermans, K. (2014). Learning and teaching Chinese in the Netherlands: The meta 

pragmatics of a polycentric language. In Curdt-Christiansen, X., & Hancock, A. (Eds.), 

Learning Chinese in diasporic communities: Many pathways to being Chinese (pp. 97-

115). Amsterdam; Philadelphia: John Benjamins Publishing Company. 

Li, W. (2006). Complementary schools, past, present and future. Language and Education, 

20(1): 76-83. 

Li, W. & Zhu, H. (2014). Language and literacy teaching, learning and socialization in the 

Chinese complementary school classroom. In Curdt-Christiansen, X., & Hancock, A. 

(Eds.), Learning Chinese in diasporic communities: Many pathways to being Chinese (pp. 

117-135). Amsterdam; Philadelphia: John Benjamins Publishing Company. 

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Sage Publications. 



 
 

323 

Lü, C. (2014). Chinese heritage language schools in the United States. In Curdt-Christiansen, X., 

& Hancock, A. (Eds.), Learning Chinese in diasporic communities: Many pathways to 

being Chinese (pp. 81-96). Amsterdam; Philadelphia: John Benjamins Publishing 

Company. 

Lytra, V., & Martin, P. (Eds.). (2010). Sites of multilingualism: Complementary schools in 

Britain today. Va: Trentham Books. 

Lytra, Vally; Martin, P; Barac, T and Bhatt, A. (2010). Investigating the intersection of 

multilingualism and multimodality in Turkish and Gujarati literacy classes. In: Vally Lytra 

and Peter Martin, eds. Sites of Multilingualism Complementary Schools in Britain Today. 

Stoke-on-Trent: Trentham, pp. 19-31.  

Markus, H., & Nurius, P. (1986). Possible Selves. American Psychologist, 41(9), 954–969. 

https://doi.org/10.1037/0003-066X.41.9.954 

Marshall, C., & Rossman, G. B. (2016). Designing qualitative research (Sixth edition). SAGE. 

May, S. (2005). Bilingual/immersion education in Aotearoa/New Zealand: Setting the context. 

International Journal of Bilingual Education and Bilingualism, 8(5), 365-367. 

May, S. (Ed.). (2013). The Multilingual Turn: Implications for SLA, TESOL, and Bilingual 

Education. London: Routledge. 

May, S. (2017). Bilingual education: What the research tells us. In O. García, A. Lin & S. May 

(Eds.), Bilingual/multilingual education. Encyclopedia of Language and Education (3rd 

ed.). New York: Springer. 

May, S., Hill, R., Tiakiwai, S., University of Waikato, School of Education, New Zealand, 

Ministry of Education, & Wilf Malcolm Institute of Educational Research. (2004). 

Bilingual/immersion education: Indicators of good practice  : final report to the Ministry of 

Education. Ministry of Education. 



 
 

324 

Ministry of Education, Culture, Sports, Science and Technology (2013). 在外教育施設の概要 

[Overseas educational institutes overview]. Retrieved from 

http://www.mext.go.jp/a_menu/shotou/clarinet/002/002.htm 

Ministry of Foreign Affairs of Japan (MOFA). (2014). 2014海外在留邦人数調査統 [Annual 

report of statistics on Japanese nationals overseas]. Retrieved from 

http://www.mofa.go.jp/mofaj/files/000086464.pdf 

Ministry of Foreign Affairs of Japan (MOFA). (2015). 海外在留邦人子女数統計 [Annual 

report of statistics on Japanese nationals children overseas]. Retrieved from 

http://www.mofa.go.jp/mofaj/files/000095370.pdf 

Mackey, W. F. (1962). The description of bilingualism. Canadian Journal of Linguistics, 7(2), 

51-85. 

Mizukami, T. (2007). The sojourner community: Japanese migration and residency in Australia. 

Leiden; Boston: Brill. 

Montrul, S. (2008). Incomplete acquisition in bilingualism: Re-examining the age factor. John 

Benjamins Pub. 

Montrul, S. (2010). Current Issues in Heritage Language Acquisition. Annual Review of Applied 

Linguistics, 30, 3–23. https://doi.org/10.1017/S0267190510000103 

Montrul, S. (2016). The acquisition of heritage languages. Cambridge, United Kingdom: 

Cambridge University Press. 

Mu, G. (2015). Learning Chinese as a heritage language: An Australian perspective. Bristol; 

Buffalo: Multilingual Matters. 

Nakanishi, N. (2000). Language maintenance and language shift in the Japanese community of 

Auckland: A study of the interaction between the sojourners and the immigrants. 

Unpublished master’s thesis, University of Auckland. 



 
 

325 

New Zealand, Human Rights Commission. (2009). Languages in Aotearoa New Zealand: 

Statement on language policy = Te waka reo. Human Rights Commission for the New 

Zealand Diversity Action Programme. 

Norton, B. (2001). Non-participation, imagined communities, and the language classroom. In M. 

Breen (Ed.), Learner contributions to language learning: New directions in research (pp. 

159-171). Harlow, England: Pearson Education. 

Nunan, D. (1992). Research Methods in Language Learning. Cambridge: Cambridge University 

Press. 

Okubo, Y. (2011). “Heritage: Owned or Assigned? The Cultural Politics of Teaching Heritage 

Language in Osaka, Japan,” In Doerr, N. M. (Eds.), Heritage, Nationhood, and Language: 

Migrants with Connections to Japan (pp. 45-65). London and New York: Routledge.  

Oller, D. K., Pearson, B. Z., & Cobo-Lewis, A. B. (2007). Profile effects in early bilingual 

language and literacy. Applied Psycholinguistics, 28(2), 191-230. 

Pang, C. L. (2009). Negotiating identity in contemporary Japan. New York: Routledge. 

Pavlenko, A., & Norton, B. (2007). Imagined communities, identity, and English language 

learning. Kluwer Handbook of English Language Teaching., 499–600. 

https://doi.org/10.1086/448619 

Peal, E., & Lambert, W. E. (1962). The relation of bilingualism to intelligence. Psychological 

Monographs: General and Applied, 76(27), 1–23. https://doi.org/10.1037/h0093840 

Pelham, S. D., & Abrams, L. (2013). Cognitive advantages and disadvantages in early and late 

bilinguals. Journal of Experimental Psychology: Learning, Memory, and Cognition. 

Advance online publication. 

Phinney, J. (1992). “The Multigroup Ethnic Identity Measure: A New Scale for Use with Diverse 

Groups.” Journal of Adolescent Research, 7(2), 156–76. 



 
 

326 

Phinney, J. S., Romero, I., Nava, M., & Huang, D. (2001). The role of language, parents, and 

peers in ethnic identity among adolescents in immigrant families. Journal of Youth and 

Adolescence, 30(2), 135-153. 

Polinsky, M., & Kagan, O. (2007). Heritage Languages: In the ‘Wild’ and in the Classroom. 

Language and Linguistics Compass, 1(5), 368–395. https://doi.org/10.1111/j.1749-

818X.2007.00022.x 

Prokopiou, E., & Cline, T. (2010). Constructing cultural and academic identities in community 

schools: A socio-cultural and dialogical approach. In V. Lytra, & P. Martin (Eds.), Sites of 

Multilingualism: Complementary Schools in Britain Today (pp. 71-83). Trentham Books. 

ISBN 1858564549 

Rothman, J. (2007). Heritage speaker competence differences, language change, and input type: 

Inflected infinitives in Heritage Brazilian Portuguese. International Journal of 

Bilingualism, 11(4), 359–389. https://doi.org/10.1177/13670069070110040201 

Scholten, P., Crul, M., & van de Laar, P. (2019). Coming to Terms with Superdiversity. Springer 

International Publishing. https://doi.org/10.1007/978-3-319-96041-8 

Shibata, S. (2000). Opening a Japanese Saturday School in a Small Town in the United States: 

Community Collaboration to Teach Japanese as a Heritage Language. Bilingual Research 

Journal, 24(4), 465–474. https://doi.org/10.1080/15235882.2000.10162778 

Siegel, S. Y. (2004). A Case Study of One Japanese Heritage Language Program in Arizona. 

Bilingual Research Journal, 28(1), 123–134. 

https://doi.org/10.1080/15235882.2004.10162615 

Spoonley, P. (2020). The new New Zealand: facing demographic disruption. 

Smolicz, J. (1981). Core values and cultural identity. Ethnic and Racial Studies, 4(1), 75-90. 

Snyder, W. M., & Wenger, E. (2010). Our World as a Learning System: A Communities-of-

Practice Approach. In C. Blackmore (Ed.), Social Learning Systems and Communities of 

Practice (pp. 107–124). Springer London. https://doi.org/10.1007/978-1-84996-133-2_7 



 
 

327 

Sueda, K. (2014). Negotiating multiple identities: Shame and pride among Japanese returnees. 

Singapore: Springer. 

Suzuki, T. (2011), Learning to Be Transnational: Japanese Language Education for Bolivia’s 

Okinawan Diaspora. In Doerr, N. M. (Eds.), Heritage, nationhood, and language : 

Migrants with Japan connections (pp. 63-88). London and New York: Routledge. 

Stake, R. (2000). Case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative 

research (pp. 435–454). Thousand Oaks, CA: Sage. 

Statistics New Zealand. (2019). Subnational population estimates: At 30 June 2019. Statistics 

New Zealand. https://www.stats.govt.nz/information-releases/subnational-population-

estimates-at-30-june-2019-provisional 

Tabata-Sandom, Mitsue. (2020). Parental beliefs about children’s Japanese-English 

bilingualism in New Zealand. New Zealand Studies in Applied Linguistics, 26(1), 48–75. 

Te Kete Ipurangi. (n.d.). About Te Kete Ipurangi. Retrieved June 4, 2018, from 

https://www.tki.org.nz/About-this-site/About-Te-Kete-Ipurangi 

Thomas, W., & Collier, V. (2002). A national study of school effectiveness for language minority 

students’ long-term academic achievement. Santa Cruz: Center for Research on 

Education, Diversity and Excellence (CREDE).  

Tse, L. (1998). Ethnic identity formation. In S. Krashen, L. Tse, & J. McQuillan (Eds.), Heritage 

language development (pp. 15-29). Culver City, CA: Language Education Associates. 

Tse, L. (2000). The effects of ethnic identity formation on bilingual maintenance and 

development: An analysis of Asian American narratives. International Journal of 

Bilingualism Education and Bilingualism, 3(3), 185-200. 

The Royal Society of New Zealand. (2013). Languages in Aotearoa New Zealand. Wellington, 

N.Z.: Royal Society of New Zealand. 



 
 

328 

Valdes, G. (2000). Introduction. In Sandstedt, L. (Ed.), Spanish for native speakers. AATSP 

professional development series handbook for teachers K-16: Vol. 1 (pp. 1-20). New 

York: Harcourt College. 

Valdés, G., González, S. V., García, D. L., & Márquez, P. (2017). Heritage Languages and 

Ideologies of Language. In D. M. Brinton, O. Kagan, & S. Bauckus (Eds.), Heritage 

Language Education: A New Field Emerging (1st ed.). Routledge. 

https://doi.org/10.4324/9781315092997 

Valsiner, J. (2000). Culture and Human Development: An Introduction Culture and human 

development: An introduction. SAGE Publications Ltd. 

https://doi.org/10.4135/9781446217924 

Van Schie, J. C. (1987). The Dutch in New Zealand. In W. Hirsh (Ed.), Living languages: 

Bilingualism, and community languages in New Zealand (pp. 155-157). Auckland: 

Heinemann. 

Vertovec, S. (2007). Super-diversity and its implications. Ethnic and Racial Studies, 30(6), 

1024–1054. https://doi.org/10.1080/01419870701599465 

Vygotskij, L. S. (1962). Thought and language. MIT Press. 

Waitangi Tribunal (1986). Findings of the Waitangi Tribunal relating to Te Reo Mdori and a 

claim lodged by Huirangi Waikarapuru and Nga Kaiwhakapumau i te Reo Incorporated 

Society (The Wellington Board of Maori Language). Wellington: New Zealand 

Government, Waitangi Tribunal 

Waitangi Tribunal (2012). Pre-publication Waitangi Tribunal Report 2336: Matua Rautia: The 

report on the Kōhanga Reo Claim. Wellington, New Zealand Waitangi Tribunal. 

Waite, Jeffrey (1992). Aoteareo: Speaking for ourselves: A discussion on the development of a 

New Zealand languages policy. Wellington: Learning Media, Ministry of Education. 



 
 

329 

Wall, D. J., Greer, E., & Palmer, D. K. (2019). Exploring Institutional Processes in a District-

Wide Dual Language Program: Who is it for? Who is Left Out? Journal of Latinos and 

Education, 1–16. https://doi.org/10.1080/15348431.2019.1613996  

Wenger, E. (1998). Communities of practice : learning, meaning, and identity. Cambridge 

University Press. 

Wenger, E. (2000). Communities of Practice and Social Learning Systems. Organization, 7(2), 

225–246. https://doi.org/10.1177/135050840072002 

Wenger, E. (2010). Communities of Practice and Social Learning Systems: the Career of a 

Concept. In C. Blackmore (Ed.), Social Learning Systems and Communities of Practice 

(pp. 179–198). Springer London. https://doi.org/10.1007/978-1-84996-133-2_11 

Wenger, E., Trayner, B., & De Laat, M. F. (2011). Promoting and assessing value creation in 

communities and networks: A conceptual framework. https://doi.org/978-90-358-1808-8 

Yamada-Yamamoto, A., & Richards, B. (1998). Japanese children abroad: Cultural, 

educational and language issues. Clevedon: Multilingual Matters. 

Yamasaki, Y. (2011), Conflicted attitudes towards heritage: Heritage language learning of 

returnee adolescents from Japan at a nikkei school in Lima, Peru. In Doerr, N. M. (Eds.), 

Heritage, nationhood, and language: Migrants with Japan connections (pp. 89-110). 

London and New York: Routledge. 

Yate, U., Hayes, S., & Shea, P. (2017). A critical review of the use of Wenger’s Community of 

Practice (CoP) theoretical framework in online and blended learning research. Online 

Learning, 21(1), 209–237. https://doi.org/10.24059/olj.v21i1.963 

Yin, R. K. (2014). Case Study Research: Design and Methods (5th Edition). Thousand Oaks, 

CA: Sage. 

Yu, W. (2015). Heritage language maintenance and language proficiency in Korean English 

bilingual children: Perspectives from New Zealand based Korean speaking parents. 

Unpublished master’s thesis, University of Auckland. 



 
 

330 

Zhang, D. (2008). Between two generations: Language maintenance and acculturation among 

Chinese immigrant families. El Paso: LFB Scholarly Pub. LLC. 

Zhao, S., & Zhang, D. (2014). Conflicting goals of language-in-education planning in Singapore: 

Chinese character (hanzi) education as a case. In Curdt-Christiansen, X., & Hancock, A. 

(Eds.), Learning Chinese in diasporic communities: Many pathways to being Chinese (pp. 

159-179). Amsterdam; Philadelphia: John Benjamins Publishing Company. 


