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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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中国知識人の挫折と信念（前篇）　

序章

本研究の目的は、中国知識人の知的精神及び自
由な批判精神を継承することである。 本研究を通
じて、中国伝統文化の継承及び現代中国学術思想
の反省につながるものと信じる。

中国の歴史上、「百花斉放、百家争鳴」という
伝統があるが、それは、理性の面で人間社会の歪
められていることに対する批判を含めて、精神生
活の源泉たる自然との調和を図ることであり、決
してイデオロギーの争いでもなく、またはユート
ピア思想を示したものでもない。先史時代から多
くの重要な書物に示されるように、古代中国人
は、文化の繊細な表現、自由な批判精神を持ち併
せていた。宇宙論的な要素から見れば、「百花斉
放、百家争鳴」は、思想や精神の自由を現す以外
に、芸術の表現方法でもある。世界に誇る中国最
古の詩集『詩経』、そこには農耕文明に於ける
人々の嗜み、純朴な民情が伝えられている。例え
ば、詩経の「小雅・甫田」における「農夫之慶、
琴瑟擊鼓」、「黍稷稲梁、農夫之慶」の如く、農夫
は太鼓を叩き、楽器を奏でて慶びを表すと共に収
穫を祝う。前の句は、悦びを伝える音楽の表現で
あるのに対し、あとの一句は、純朴な民情が伝え
られている。
「百花」とは、いわば古代中国の自然思想にお

ける倫理的象徴である。時代が異なるものの、そ
の象徴性は、ルネサンスの文化精神と一致すると
ころがあるかと思われる。かつて若き大江健三郎
に大きな影響を与えたフランスの作家、ピエー
ル・ガスカールは、著書『緑の思考』の中でこう
指摘している。

中国人は何世紀も前から自然の生命の中に
倫理の象徴を見出すのが習いであって、その
歴史の流れの中で何度も「百花」のテーマを
繰り広げてきた。つまり、それがお互いの対
立を引き起こすことになろうとも、全体の中
における相違や多様性の効用を称揚しようと
するのである。要するに寛容が連帯や協調と
両立できなければならず、知的、精神的豊か
さの源とならねばならぬという思想である。
実際にはこの優れた公式も、政治の上では一
度も実行されることはなかったが。それは独
裁者であり詩人でもあった毛沢東の政権下で
見られた通りである。『百花』は演説の中で
しか花咲くことはなかった。確かに『百花』
なのだが、ただし花束の中に場を占めようと
するなら、自らの棘を抜くことを余儀なくさ
れたのである。（1）

「百花」は、このように中国古代思想の結実と
なった高度な哲学倫理性、知的な人間精神を象徴
するものである。しかし、中国歴史の舞台に「百
花斉放、百家争鳴」の時代が訪れたのは、たった
数回しかなかった。必ずしも厳密なものではない
が、一回目は今から二千年前の春秋時代であり、
二回目は今から千年前の朱子学時代である。三回
目は、一九一七年から始まった新文化運動であ
り、四回目は、一九五〇年代の毛沢東時代であっ
た。一回目、二回目、そして三回目は、いずれも
思想哲学、学問繁栄につながるものであったが、
四回目は、文学者や芸術家、並びに教育者を含め
た中国知識人を陥れる落とし穴となったのであ

る。それ以降、毛沢東時代に度重なった政治運動
によって現代中国の学術思想は根本的な変質を余
儀なくされた。その結果、「百花」が萎れてしま
い、もともと儒学の合理主義的精神も殆ど無力の
状態に陥ってしまった。

ところで、激闘たる時代の中で中国の作家たち
は真実な人生を以て文学に投じ、後世のために貴
重な文学記録を残してくれた。これらは、必ずし
も純文学の作品ではなく、回想録、手記、手紙、
日記、ないし自己批判文を含めて、建国後の文学
事象、または作家自身に関する人生の記録を残し
てくれた。後世になって過去の文学事象を回顧す
るにあたってそれらの記録は、大切な証言となる
に違いない。これが中国現代文学の最大の特徴で
ある。

作家蕭乾は、そのような経験を持つ一人であっ
た。彼は、一九九九年に文学生涯に大きな空白を
残したまま世を去った。八十九歳。蕭乾の文学生
涯は多岐に亘っているが、一九五七年以降、「右
派」のレッテルが張り付けられ、文学創作が禁止
となり、晩年になって再び文学の青春が蘇えっ
た。たった一枚の「名誉回復」（1979）の紙の裏
には、激動たる歳月が流れていた。晩年の蕭乾
は、弱者の立場で巷の人間界を見、過去の歳月を
めぐって文学事象を語ったりした。

昨年、日本語訳の蕭乾自伝資料（2）が刊行され、
この自伝資料は蕭乾の波乱万丈の生涯を如実に
語ってくれた。この自伝風の資料は、一九五〇年
代初期に書かせられた自己批判文であり、蕭乾を
知る上では第一級資料である。また、中国現代文
学、現代中国政治を語る上でも重要な意義を持っ
ている。中国現代文学の研究が直面している最大
の問題の一つは、多くの文献が解禁されていない
ことである。多くの自己批判文が謎のまま、未だ
に公開されていない。その意味で、蕭乾自伝資料
は、文学者の証言として文学史に残されることに
なる。

毛沢東時代における文学事象は、ソビエト時代
の文学事象を彷彿とさせるところが多かった。特
に毛沢東時代に出された一連の文芸政策は、前代
未聞であった。それによってあらゆる領域が一つ
の軌道に乗せられ、無限の多様さを持つ文学潮流
が単調化になり、それを加速化するエピゴーネン

の現象も同時に起こったのである。今、振り返っ
てみたら過去に発生した事柄がまるで幻影のよう
に見えるかも知れないが、八十年代に書かれた夥
しい回想録は、過去の時代、及び建国後の文学事
象を語る上で重要な意義を持っている。

以上のことを踏まえ、本研究は、蕭乾の経験し
た毛沢東時代の政治運動を通じて、建国後の思想
改造、及び文学事象について考える。

本論考は六項目にわたって検証するが、前篇及
び後篇を分けて掲載する。〈一〉土地改革の参加、

〈二〉思想改造の実態、〈三〉身分社会（前篇）、
〈四〉建国後の文学事象（1.文芸政策、2.「文芸講
話」の志向性、3.ソビエト文芸理論）、〈五〉新哲
学―「新唯物論」をめぐって、〈六〉蕭乾を振
り返って（後篇）。

一、土地改革の参加

一九四九年から一九五一年末まで、毛沢東自ら
の指導のもとで土地改革運動が進められた。数十
万人もの知識人は、工作隊員として土地改革に参
加し、各地の農村へ赴いた。一九五〇年秋、蕭乾
は、対外宣伝紙『人民中国』の記者として国際新
聞局により、湖南省へ派遣され、湖南省岳陽県で
実験的に行われた土地改革に参加した。彼の与え
られた任務は、土地改革の成果をまとめ、世界
へ、とりわけアジア、アフリカ、ラテン・アメリ
カへ向けて報道するためである。蕭乾は土地改革
の運動に参加した後、ルポルタージュ『土地回老
家』（日本語訳『土地農民にかえる』、宫崎世民訳、
鳩書房、1953）をまとめた。このルポルタージュ

（“How the Tillers Win Back Their Land”）は、
四回に分けて英紙『人民中国』に連載され、十数
か国語に訳され、毛沢東からも絶賛されたとい
う。のち、蕭乾の執筆した数篇の文章を収録され
た『土地回老家』（上海平明出版社、1951）が刊
行された。蕭乾は、日本語版「著者から訳者への
手紙」（3）の中でこう述べている。

この本に書かれているのは、現実の生き生
きとした動きには到底及びもつかないもので
すが、しかしそこに描写されている内容は解
放された新中国の重要な、根本的な方面―

すなわち土地改革に関するものであります。
この方面から、人々は、暗黒な貪婪な、残酷
な旧中国の縮図をみるとともに、農村におけ
る、新中国の交替、転化の具体的な過程をみ
ることができましょう。同時にまたこのなか
から、農村における、新中国の輪郭―個体
から集団から向おうとする道程をうかがい知
ることができるでしょう。

わたしは、ここに描かれているような暗
黒、貪婪、残酷については日本人民もよく
知っており、かれらもまたこれに対しては同
じように憤慨することを確信しております。
それだけでなく、進むとも退くことのない歴
史の車輪の推進の下、英雄的な、剛毅な日本
人民もまた必ずあの暗黒な突破り、光明に
向って、平和に向って、幸福の大道を進むで
あろうことを確信しております。

　（一九五三年四月十八日、北京にて）

土地改革の参加は、知識人にとって新たな試練
であり、確かにその意義が大きかった。蕭乾は、

「在土地改革中学習」（1951）の一文に於いてこう
述べている。

一九五一年初頭、私は湖南省岳陽県筻口郷
で意気揚々とした土地改革の運動に参加し
た。私は北京北東の一角にある絨毯工場から
貴族学校ケンブリッジ大学に入ったが、三十
数年間にずっと登り詰めようとしたのであっ
た。しかし、登り詰めようとすればするほど
空しくなり、低俗になり、益々現実からかけ
離れてしまい、却って精神的負担が重くなっ
た。今回は、初めて知識人の恰好を捨てて、
布団を農民の家まで持ち込んで、農民と共に
一つの鍋で食事し、ベッドで共に寝る。
（中略）善良、純朴、熾烈な農民たちが土

地改革に燃えた情熱は、本当に凄いもので
あった! 彼らの愛と憎しみは、晴れと雨の如
く歴然と異なるものであった。些細な事に関
しては、彼らは些か知識人より鈍いかのよう
に見えるが、偽善のこと、またお世辞などは
一切言わず、肝心な事に関しては、極めて真
面目であった。闘争大会となると最後まで闘

い、堤防を敷く場合も日が落ちるまでに止め
ようとはしなかった。彼らも公私の利益の矛
盾、つまり目先の利益と遠い先の利益との矛
盾を抱えているが、これらの問題を処理する
場合、彼らは何の躊躇もなくテキパキしてい
る。（4）

八十年代に書いた回想記の中で、蕭乾は「土地
改革は、中国共産党が一九二七年以来半分以上の
中国農村で行った模索、及び積み重ねた経験で
あった。この時、私ははじめて分かったことだ
が、それは決して、一分（地積の単位、一亩〔ム〕
の十分の一、約0.0067ヘクタールに当たる―訳
注）の土地を与える単純な経済改革ではない。土
地改革は数千年来続いてきた中国農村の局面を打
破し、農民を奴隷として扱い、彼らの頭上に胡坐
をかいた地主階級を倒し、踏み躙られた奴隷を立
ち上げ、農民たちが土地の主人になるようにした
のである。このやり方は、私が心より擁護する。」

（「当人民的吹鼓手（人民の太鼓持ち）」）（5）と述べ
ている。

建国初期に蕭乾は、仕事の面で確かに順風満帆
であった。「建国初期の頃、私は文字工作に於い
て二度にわたる豊作があった。一九五一年の土地
改革についての実況報道、及び一九五六年の内モ
ンゴルの報道であった。前者及び五十年代初期に
行われた一連の改造は、旧い中国の身体にあった
膿みを清浄し、健やかに成長させようとするため
だった。内モンゴルでは、私はたった一つのラマ
寺院があった草原には、新しい都市が建設された
のをこの目で見た。これらはすべて中国人にとっ
て名誉なことであった。太鼓持ちとして、私は世
界に向けてこれらの壮挙を報道することを光栄に
思える。（6）と、彼自身は語っている。

しかし、五十年代には蕭乾の新作が一つも現れ
なかった。対外宣伝用の『土地回老家』（平明出
版社、1951）以外に執筆した文章は、数えられる
程であった。「我認清了階級」（1950）、「生活在怎
樣 偉 大 的 時 代」(1951)、「在 土 地 改 革 中 學 習」

（1951）、「我驕傲作毛澤東時代的北京人」（1951）、
「幸福在萌芽― 歌頌首都的春天」（1954）、「向
先進的力量致敬」（1956）など、その他には数篇
のルポルタージュ「鳳凰坡上」（1956）、「万里趕

羊」（1956）、「時代正在草原上飛躍」（1956）、「人
民教師劉景昆」（1956）がある。そのうち、「小品
文哪裡去了？」（1956年《文藝報》第12期）、「“上”
人回家」（1957年3月28日《人民日報》）、「禮讚短
短篇」（1957年《文藝報》第5期)、「“人民”的出版
社為什麼會成了衙門？」（1957年5月12日《文匯
報》）、「放 心・容 忍・人 事 工 作」（1957年6月1日

《人民日報》）の数篇は、比較的強い批判意識が現
れた。その中の二つの文章（「“人民”的出版社為
什麼會成了衙門？」、「放心・容忍・人事工作」）
は、党や人民政府に対する攻撃及び侮辱だと問題
視された。それによって蕭乾は、「右派」という
レッテルを張り付けられたのである。

建国初期に実施された土地改革は、地主から土
地を農民に与えるという点で考えれば、確かに社
会史的な出来事であった。だが、土地改革の成功
は、束の間に過ぎなかった。その後、個人経営農
から互助組へ、初級農業生産協同組合（早期合作
社）から高級農業生産協同組合へ、すなわち集団
化＝協同化のコース人民公社への過程、全人民所
有制（国有）へと急速に移行しようとする焦りは
隠せなかった。合作社は実は三十年代の民国時代
に始まり、毛沢東時代になって資本主義経済から
社会主義経済に転換させる過渡的な役割を果たし
た。その合作社は、一九五八年に共産主義の謳歌
を謳う人民公社の誕生によって段階的に解消され
た。

一九五八年に誕生した人民公社は、あまりにも
短命に終わった。その主な原因は、政治的要因の
他に、根本的にはやはり中国社会構造に合わない
ものと思われる。歴史上、比較的長期に亘って続
いていた古代の均田制に比べてみたら、人民公社
の失敗した要因が出てくる筈である。その弥縫策
として、一九七八年以降の鄧小平による改革で、
人民公社の解体により国家、または集団所有の土
地を農民に貸与するという請負制度が導入された
が、依然として暫定的な政策として将来の見通し
が成り立っていない。人民公社は時代変遷の中で
消滅されたが、土地問題が根本的に解決されてい
ないわけである。中国にとって土地所有制の問題
は、正に中国社会の行方を図る上での試金石と
なっている。

人民公社の源流は、一九三一年、江西省瑞金に

設立された中華ソビエト共和国臨時政府（中国
名：中華蘇維埃共和国）に遡れると思う。毛沢東
が臨時政府の主席に選ばれた。二度に亘る全国ソ
ビエト代表大会で採択された「中華ソビエト共和
国憲法大綱」（1931、1934）は、その根幹部分は
勿論、ソビエトロシアの法制に影響を受けている
が、土地所有制については地主階級の土地没収、
土地の国有化を目指すという宣言が出された。そ
の憲法大綱第十七条には、「中華ソビエト政権は、
世界のプロレタリアートと被抑圧民族とが中華ソ
ビエト政権とともに革命戦線上にあり、プロレタ
リアート独裁の国家―ソ連は、彼等の強固な同盟
者であることを宣言する。」（7）と定められている
ように、中華ソビエト政権は、革命戦線で強固な
同盟者であるソ連邦と結ばれた。

そのような革命目標で段階的に辿りついた人民
公社の成立は、地主階級の土地没収、土地の国有
化を実現したものと言えよう。一方、毛沢東に
よって自ら推進した思想改造キャンペンからみれ
ば、土地改革は、知識人の思想改造、及び政治思
想の教育面に於いて階級闘争の全面的勝利を収め
たと言えよう。その土地改革によって千年以上に
続いてきた中国農村社会に於ける郷紳文化を根絶
させることにも成功した。なにしろ毛沢東にとっ
て郷紳文化は、封建時代の残滓そのものであり、
それを一掃しなければならなかったのである。郷
紳文化に対する敵視は、毛沢東の知識人に対する
不信につながる一因でもある。革命大学で行われ
る知識人の政治学習及び思想教育は、精神面での
自己批判と対峙したとすれば、土地改革運動は、
いわば農村での実体験として、知識人の魂まで触
れたということになる。

近年、中国本土の小説家、ノーベル文学賞受賞
作家莫言の長編小説『生死疲労』（作家出版社、
2012）が刊行されたが、この小説は、莫言自身の
故郷山東省高密県で一九五〇年に行われた土地改
革を時代背景に、死者地主の語り口で過去の農村
状態、人間模様について生々しく語られた作品で
ある。農地改革を題材にした小説としては、初め
てのことである。小説『生死疲労』に描かれた農
民と土地の実態は、毛沢東時代に行われた土地改
革運動に文学の角度から新たな解釈を与える意義
が出てくるかもしれない。ちなみに、死者による

この小説の語り口は、南米小説『ペドロ・パラモ』
（フアン・ルルフォ著）に影響を受けていると見
受けられる。

二、思想改造の実態

一九四九年から一九五七年にかけて行われた知
識人の思想改造の中で、土地改革運動は、最も成
功した例であった。土地改革により地主階級が消
えた後、今度は思想改造の矛先が小ブルジョア
ジーの知識人に向けられるようになった。それ以
降、絶えざる思想運動の連続のままであった。毛
沢東時代に行われた政治運動は、大小規模を問わ
ず凡そ六十数回にも亘った。それはすべて思想改
造に関することであった。その結果、階級革命に
基づく思想改造により、中国社会における階級分
化が激しくなり、ブルジョア階級に対する憎しみ
に社会的階級的基礎を与えてしまったのである。
また社会の根本的な不安定の種子が蒔かれた。事
実、文革大革命の発生により生じた悲劇で示され
るように、すべてを物語ってくれた。

蕭乾は、自らの生涯を振り返ってこう語ってい
る。「自分の生涯の中で、青年時代は幸運だった
が、中年になると不幸に見舞われた。晩年は再び
青春が蘇えった。」（8）、と。蕭乾の中年は、激闘た
る毛沢東時代に差し掛かった。それは息の詰まっ
た「思想改造」の時代でもあった。蕭乾自伝資料
にはこう記されている。

この一年間、政治理論の文献を勉強する他
に、私は主に社会発展史についても学習し
た。六月よりスタートして思考総括をまとめ
た。三か月かかった思想総括の中で、私はは
じめて自分の歩んだ十年間の人生が誤ったも
のと反省した。（中略）

一九四九年の春から今日に至るまでの学習
及び反省を通して、政治面での自由主義は既
に清算された。登り詰めようとした願望も、
主観的努力と客観的環境により払拭したが　
　完全に無くなるまで更なる学習が必要なの
だ。文芸上においては、まだ「技巧と観点」
の残滓が残っているが、感情面において労働
者、農民、兵士と結びつくべく、過去を徹底
的に清算すべきものであると思う。『大公報』

との関係は断ち切れたばかりでなく、胡政之
（大公報社長―引用注）に対しての恩返し
の考えも清算された。革命期において『大公
報』の反人民の罪を明らかにする一方、私に
対する悪影響も清算した。『新路』に関して
は、やはり革命の利益に基づいてこの事件を
認識すべきだと思い、そして、プロレタリア
の立場で考え、人民の眼の中に砂をまき散ら
す中間派の企みを憎むようになった。

今後、自分の政治的レベルの低さを認識し
た上で、新聞記事を精読し、真面目に報告に
耳を傾け、マルクス・レーニン主義の文献を
熟読して自分の欠点を克服すべきだと思う。
必ず原則を曲げないことを学び、人民の僕に
なるよう努力する。（9）

五十年代に行われた思想改造は、確かに中国社
会の仕組みの中で重要な一部分であった。一九四
九年十二月、第一回全国教育工作会議が北京で開
かれ、共産党の教育政策及び知識人に対する思想
改造に関する報告がまとめられた。毛沢東は中共
七回三中全会の報告の中で重要談話を発表し、思
想改造について具体的な指示を出した。その談話
の中で、「知識人に対して、各種の訓練班、軍政
大学、または革命大学を作って彼らを生かすと同
時に、彼らに対して教育と改造を行う必要があ
る。彼らに社会発展の歴史及び歴史唯物論などの
科目を勉強させなければならない。」（10）と述べら
れている。

知識人に対する最初の思想改造キャンペンは、
一九四九年二月から一九五〇年後半まで行われた

（11）。蕭乾の自己批判文は、末尾に「一九五〇年九
月十日」と明記されているが、時期的には合って
いる。知識人の政治学習に関する組織形式は、主
に三つある。〈一〉革命大学、或は短期訓練班に
参加、〈二〉教育行政機関で行われる研究会、報
告会、及び講習班、講習会に参加、〈三〉勤め先
の学習グループに参加。一九四八年八月から一九
五〇年にかけて、全国にある五十七か所の人民革
命大学（華北、華東、西南、中南、華南、東北の
地区）、及び同種類の訓練班で思想教育を受けた
人数は、凡そ四十七万人にのぼっている（12）。

人民革命大学の中で華北人民革命大学は、規模

が最も大きく、影響力のある革命大学である。そ
の中で特別視された文人や知識人が思想改造の対
象として収容された。作家沈従文もそこに一年間
学習した。華北人民革命大学の教育方針は、毛沢
東によって自ら推進された教育内容である。主な
内容は、即ち歴史唯物主義である。内容に関して
は、主として三つの方面、つまり労働による世界
の改造、階級闘争、社会発展史に関する学説であ
る（13）。実施された教育内容について、後に開かれ
た第一回全国教育工作会議では、その経験を全国
普通教育にも実施するものと採択された。周楊、
胡喬木ら代表的な知識人は、毛沢東自ら指示した
思想改造について相次いで談話や文章を発表し
た（14）。五十年代の思想改造について、蕭乾は次の
ように述べている（15）。

八十年代に現れた「改革」と同様、五十年
代にはすべての家々に知れ渡った、人びとの
心に浸透している二文字は、即ち「改造」で
あった。私を含めて、白区（国民党勢力下に
あった地区―訳注）からやって来た知識人
たちは、みな悪いことをした者が改心するよ
うに、革命事業に参加しようと図った。文芸
に携わる者は、みな『延安文芸座談会におけ
る講話』を手に取って情熱的に語り、延河

（延安を流れる川、黄河の支流、全長約二百
八十六キロ―訳注）の水を飲んだ年輩の同
志から一九四二年に行われた延安整風の状況
について聞いたりした。（中略）あの時代の
新聞に掲載された学術界、文芸界の党外分子
による自己批判文では、みな自分の超階級的
な思想を自己批判し、労働者、農民、兵士と
の距離を探り、過去に西洋文芸に対する盲目
な崇拝を反省したりした。と同時に、スター
リンとソビエトをたたえ、社会主義リアリズ
ムを賛美した。

知識人による自己改造の原動力の一部は、
自覚に基づいている。つまり、落伍しないよ
うにするためには、みな時代の歩みと共に前
進しようと目指す。もう一つの原動力は、客
観世界の改造の参加であった。当時、私たち
は機会がある度に、各種の闘争大会に参加し
た。毎回参加の際、まるで手術室で解剖を見

るかのように、手術台に置かれたものは、旧
い社会の残骸のようなものであった。

この文は、蕭乾回想録の一部であるが、文中に
示されるように、いわゆる「思想改造」は、二種
類のものがあった。一つは、客観世界の改造であ
り、もう一つは、主観世界の改造である。後に触
れることになるが、そのような世界観は、即ち客
観と主観とを機械的に分けた「新唯物論」に由来
するものである。そのような世界観は、民国時代
に於いて見られることなく、毛沢東時代に一挙に
行われたのであった。

この歴史の流れの中で殆どの知識人は、抵抗な
く身を任せた。彼らは必ずしもマルクス主義を信
奉しているとは限らず、みな苦難の道を経て新中
国建設に未来の希望を抱いたわけである。しか
し、学問の見地からマルクス主義を拒否した知識
人もいた。歴史学者陳寅恪（ちんいんかく、1890
－1969）は、その一人であった。もと清華大学教
授、中国史学界の第一人者である陳寅恪は、「独
立の精神」と「学問の自由」を堅持し、断固とし
てマルクス・レーニン主義を拒否した。それだけ
でなく陳寅恪は、マルクス主義を信奉する知識人
を変節者だと罵ったが故に、最も頑固たる、最も
反動的な知識人であるとも看做された。

陳寅恪は、五十年代に中国科学院院長郭沫若よ
り、中国科学院歴史研究所中古史研究所所長就任
の辞令を、「学問の自由」が認められないという
理由で断った。気骨精神をもつ陳寅恪は、「科学
院への回答」（1953年12月1日）の中で、二つの条
件を要求した。〈一〉「中古史研究所としては、マ
ルクス・レーニン主義を信奉せず、政治学習には
参加しないこと。」、〈二〉「毛公（毛沢東―引用
注）と劉公（劉少奇―引用注）から同意書を
貰って、それを後ろ盾にすること。」（16）、と。つ
まり、この要求が満たされないと、「学術研究」
とは言えないという趣旨の内容である。これは、
毛沢東時代に於ける象徴的な歴史的出来事だっ
た。ここに二つの断絶があった。20世紀の現代思
想と断絶した毛沢東思想という単一な思想空間に
於いて、このような出来事が連鎖的に発生するの
は必然なのである。学問の危機に直面する中で陳
寅恪は、学問生涯を踏み躙られ、晩年には惨憺た

る死を遂げた。
陳寅恪にとって最も古いものは価値があるに違

いない、最も新しいものは必ずしも価値があると
は限らないと見なされたのかも知れない。我々
は、歴史の闇に葬られた中国知識人の学問精神、
それとの断絶を科学思想史の面で認識し、マルク
ス主義のドグマに束縛された教条的歴史観を批判
することによって中国の自然思想に於ける学問伝
統の根源を見極めたい。

マルキシズムの考えは、人間歴史の過程がすべ
て終った後、最後の審判が行われ、大転換が起こ
り、人間が救われるというような歴史主義的な考
えである。そのような考えに於いて、メシア的な
世界の到来を意味する垂直的な時間意識しか示さ
れていない。そういった歴史的瞬間に於ける認識
可能なのは、恐らく「救済」や「解放」といった
イメージでしかない。そのようなイメージに於い
ては人間と自然との関係が極めて希薄である。

中国美術史研究者、マイケル・サリバンは、中
国の先史時代における自然と人間の倫理関係につ
いてこう指摘している。

人類の歴史のうちで大自然のかたちとしく
みと、それに対する人間の謙虚な傾倒とがか
くも大きな役割を演じている文明はほかにあ
まり例を見ない。……それはかれらが四季の
移り変りをよく知り、“天の意”とかれらが
称しているものに柔順に従うことにかかって
いた。中国人の思考方法の根柢となっている
天意に対する忠順の意識は、かようにして農
耕文化と不可分のものであるが、実は人々が
農耕をはじめるよりずっと以前の時代に根ざ
し培われて来ている。中国に人類の形跡が現
われるペキン原人の時代から数十万年におよ
ぶ歴史の未明のあいだ、峻厳なる自然の淘汰
が繰り返されて来た結果、最後の一万年代ま
で子孫を残すことのできた人間は、原生人類
とは比較にならぬ程の明晰な知力と環境に対
する適性とを備えていた。これがすなわち漢
民族の母体である。こうして選りすぐられた
かれらは、その天性のうちに自然に対して
も、また家族や朋友からはじまって果てしな
く拡る社会に対しても、没我的誠意をもって

生きようとする性質をもっていた。自然と社
会に秘められた絶対的な力をかれらは“理”
と呼んでおり、そして後のどの時代において
も、かれらの最高の理想はこの“理”の発見
とそれに調和した行動とであった。（17）

自然に秘められた“理”の発見は、ギリシア時
代における自然法則の発見とは異なるものの、本
稿の冒頭にも述べたが、「百花」に代表されるよ
うに、自然生命の中に倫理の象徴を見出すもので
あった。このように考えると、先史時代における
中国人祖先の「天意」に対する忠順の考え、また
は自然調和の思想は、そもそもマルキシズムのよ
うな考えとは氷炭相入れないものである。マルキ
シズムの考えは、単なるユダヤ・キリスト教的な
歴史観の反映に過ぎず、神の審判が下されるまで
人間は、歴史過程の中で自由にはならず、解放さ
れないのである。そこには自然の観念が完全に欠
如している。それに対し、古の中国人は「百花斉
放、百家争鳴」に示されるように、先史時代に自
然哲学の倫理思想を以て、自由な思想を思考する
ようになったのである。そのようなマルキシズム
の考えが陳寅恪には受入れ難いのは、無理のない
ことである。学問の危機に直面する中で陳寅恪
は、「文革」中に造反派からリンチを受け、失意
のうちに亡くなった。

ここで思想改造に関して、中国の代表的なマル
クス主義者である艾思奇の論文「論思想改造的問
題」（1951）について見てみよう。艾思奇につい
て詳しくは後に触れることになるが、この論文の
趣旨は、「存在が意識を決定する」という前提に
基づいている。艾思奇が言うには、人間の思想意
識は、物資生活の反映である以上、物資生活が発
展した場合、人間の意識が依然として元のままに
止まる可能性は高い。このような状況下に於い
て、思想意識は現実条件の発展に取り残される。
客観的存在が変化したにも関わらず、思想意識は
依然として元の物資生活の条件によって規定され
た範囲を超えていない。そうなると、意識と存在
との矛盾が生じてくるのである。艾思奇はこう指
摘した。

中国の古い知識人は、反動的支配者による

親米教育の影響を受け、アメリカ帝国主義者
の侵略本質を認識せず、アメリカ帝国主義を
敵視すべきだとも自覚していない。もし中国
各階級の人民の思想は、古い中国の時代を維
持させ、自己流の思想態度に従うまま、この
ような古い思想状態と新中国の客観的存在と
の矛盾を解決しなければ、我々としては、労
働者階級の指導の下で広範な人民により進め
られる新中国の建設及び新中国の防衛が難し
くなり、もしくは不可能になる。そうなって
しまうと、新中国の防衛と建設は、克服でき
ない困難に直面し、場合によっては大幅に遅
れる可能性も出てきて、もしくは失敗に終わ
るかも知れない。如何にして意識と存在の矛
盾を解決するのか?　この問題については、
各階級の人民による自己教育と改造の提唱、
または思想意識の自然発展を待つのではな
く、学習運動、及び思想改造の主観的努力を
通じて、自覚的にこの発展を促進しなければ
ならない。こうして各階級の人民の思想意識
は、労働者階級の思想、及びマルクス・レー
ニン主義の指導の下で、新中国によって改変
した客観的存在に適応させ、相互間の矛盾を
解決し、意識と存在とを一致させるべきもの
である。（18）

上記の如く意識と存在との一致は、つまり客観
と主観との一致を示している。この文章は、理論
誌『学習』（第3巻第7期、1951年1月）に発表され
たが、明らかに思想改造に関する理論的指導、ま
たは党の宣伝思想として打ち出されたものと見て
いいと思う。その趣旨に従えば、陳寅恪は、正に
思想改造の対象となるべきである。事実、思想改
造の目的は、民国時代に育まれた学問伝統を重ん
じる知識人の影響力を一掃することであった。

その代表者の一人は胡適である。胡適晩年の
『胡適口述自傳』（華東師範大学出版社、1997）に
よれば、一九五一年の暮れより、大陸で「胡適思
想」に対して全面的批判が繰り広げられた。一九
五四年十二月二日、中国科学院と全国作家協会の
連名で胡適思想批判大会が開かれ、“胡適思想批
判討論工作委員会”が発足し、胡適思想批判運動
を進めた。胡適思想批判の内容は九項目に亘る。

〈一〉胡適哲学思想批判、〈二〉胡適政治思想批
判、〈三〉胡適歴史観点批判、〈四〉胡適文学思想
批判、〈五〉胡適哲学史観点批判、〈六〉胡適文学
史観点批判、〈七〉胡適歴史古典文学研究におけ
る地位と役割に関する批判、〈八〉、〈九〉紅楼梦
研究批判（『胡適口述自傳』を参照）。

更に、『胡適思想批判』（第一輯～第五輯、三聯
書店、1955）によれば、胡適のデューイ思想受容、
及びラッセル思想受容に対する批判は、大部分を
占めている。しかし、学問思想史からみれば、「胡
適思想批判」は、新文化運動の時代背景と思想背
景とを完全に無視している。新文化運動は、「中
体西用論」（「体」は本体、「用」は枝葉を意味す
る）を折衷論とした清末思想界を打破して、西洋
学問思想の取り入れに成功した訳である。ここに
新文化運動が発生する思想的源泉があるのであ
る。特にデューイのプラグマティズム、及びラッ
セル思想受容は、そういった思想的背景にあっ
た。胡適の学問思想を象徴的に表す言葉とは、即
ち「大胆的假説、小心的求証」（大胆な仮説、慎
ましい実証）である。「仮説」とは、デューイか
ら学んだ科学的精神であり、「実証」とは、清代
考証学に基づく実証的方法である。本当の意味で
西洋から「学理」を受け入れたのである。その精
神を以て「国故整理」に用いられた。またその中
で、従来の知的閉鎖性、旧思想の体系が打破され
た。それだけに新文化運動と、毛沢東時代に度重
なった政治運動とは、それぞれ時代背景も思想背
景も異なっていたのである。

裏返して言えば、繰り広げられた胡適思想批判
キャンペンは、逆に胡適思想の全面性を表してい
る。デューイに学んだ胡適の学問思想は、方法論
に於いて厳格性と弾力性とを持っている。このこ
とは、彼が十代の頃から上海の有名な龍門書院で
接した清代考証学から受けた影響にも関係してい
る。故にデューイに学んだ胡適の学問思想は、中
国の伝統的な思惟様式、つまり内省、或は直覚か
ら脱皮したとも言えよう。
「胡適思想批判」に関して、胡適自身は『胡適

之先生年譜長編』の中で次のように語っている。

今、我々の多くの友人が北平で圧力をかけ
られ、自己批判の文章を書かせられたが、昨

年（民国四十年〔1951年―引用注〕）八月下
旬から、いわゆる思想改造運動が始まった。
とりわけ高等教育機関の教員が対象となっ
た。我々の友人が公然と北京大学の伝統を否
定しているが、それは日本の占領下に於いて
も受けなかった苦痛である。古い友人は、思
想改造の前に、土地改革の参加を迫られ、自
己批判をさせられたが、しかも大衆によって
彼らの「自己批判」について評価してもら
う。更には、彼らは、「胡適思想が敵の思想
だ」と宣告する以外に、蔡先生（蔡元培、元
北京大学初代学長―引用注）の思想も批判
しなければならない。蔡先生の思想について
は、一、自由思想、二、学術平等など挙げら
れるが、彼らはこう言う。「それは誤りの思
想だ。資本主義思想はどこが平等なのか、ど
うして人民の思想と肩を並べるのか。」、と。
古い友人たちも、「胡適思想」を公然と否定
し、「蔡元培思想」を検討しているが、彼ら
はみな非人間的な環境の中で生活し、圧力を
かけられて行ったものだと思う。我々は、彼
らに対して深い同情の念をもつと同時に、彼
らには言論の自由もなく、話さない自由もな
いのを知るべきである。我々は深く同情する
が、彼らの白状したことは、決して彼らの心
の中で言いたかったのではないと思う。

いまどき、あまり楽観的な見方を言わない
ほうがいいが、私はずっと楽観的な人であ
り、このような局面が長くは続かないと思
う。今、彼らは北京大学を清算しているが、
清算すればするほど、ある思想に対する思い
出を引き起こさせるのである。あの時代の学
術平等、自由な空気を思い出せば、彼らは
もっと深く理解できると思う。彼らが「胡適
思想」を清算しているが、実は胡適の書物を
復習するのと同然である。（19）

胡適批判の背後には、「資本主義」に対して憎
悪の念しかなかったように見受けられるが、その
根本的な要因のひとつは、階級意識によるものと
思われる。ここで、自由と民主とに関する陳独秀

（1879－1942、中国共産党創設者の一人）の考え
について胡適が述べた言葉を見てみたい。

陳独秀は、一九三七年八月出獄したが、彼
は一九四二年五月二十七日に亡くなった。最
近、私は彼の友人が刊行した『陳独秀的最後
論文和書信』を入手したが、彼の最後の思想
―特に民主、自由に対する見解は、「ここ六、
七年来の熟思熟慮」をした結論であり、我々
にも参考させるに値するものがあると思う。

（中略）この中で、彼はある理論を打ち出し
た。即ち、「ブルジョアの民主を維持さえす
れば、始めて大衆の歩む民主の道があるの
だ。」―この理論は、共産党の目から見れ
ば不倶戴天の誤謬なのである。一九一七年の
ロシア十月革命以来、共産党は「プロレタリ
アートの独裁」という事実を擁護するため
に、一連の理論を拵えて、英米、西欧側の民
主政治は、「ブルジョアの民主」であり、即
ち資本主義の副産物であり、大衆側に必要と
するプロレタリアートの民主主義ではないと
宣伝している。彼らは、「ブルジョア民主主
義」の打倒、「プロレタリアートの民主主義」
の樹立を目指す。これが、二十年数年の間に
すっかりと覚えさせられた共産党のセリフで
あった。（20）

陳独秀の見解に対して、胡適は、「独秀の悟っ
たこと、即ち彼が「『民主政治の真実と内容』は
最も基本的な項目を持っている―最も基本的な
自由の権利―すべて民衆が必要なものであり、
それらは、すべてブルジョアの独占するのではな
く、民衆が必要としないものではないといったこ
とを認めているのである。」（21）と述べている。

勿論、陳独秀の見解に対して彼の友人の間にも
賛否両論があるが、これに対し、陳独秀は次のよ
うに語っている。「君たちの誤りは、実はブル
ジョア民主政治の真実と価値とを知らないのだ

（レーニン、トロツキなども同様）。君たちはこう
考える。民主政治がブルジョアの支配方式だ、そ
れは偽善と詐欺だと。それは君たちが民主政治の
中身を知らないからだ。」（22）と述べ、また「裁判
所以外の機関は逮捕権がない。参政権がない場
合、納税の義務はない。議会を通過しなければ、
政府は増税の権利がない。与党以外の野党は組

織、言論、出版の自由がある。労働者はストライ
キの権利がある。農民は土地権を持っている。思
想、宗教の自由など。」、と、民主政治に関する幾
つかの内容を挙げたのである。

更に、「これらは、すべて民衆が必要としたも
のであり、しかも十三世紀以来、七百年ぐらい
闘って漸く手に入れた今日のいわゆる『ブルジョ
ア民主』なのだ。それを、ロシア、イタリア、ド
イツが潰そうとしたのだった。十月革命以来、

『プロレタリアートの民主主義』といった空洞化
した抽象的な言葉を武器にして、ブルジョアの実
際の民主主義を踏み躙ろうとしたために、今日の
スターリン式のソビエト独裁政治が生まれたの
だ。イタリア、ドイツはそれに倣っただけだっ
た。」、「民主主義は、人類により政治組織が創ら
れて以来、政治が消滅されるまでの間、それぞれ
の時代（ギリシア、ローマ、近代及び将来）に多
数階級の人々が少数の特権階級に反対する旗印
だ。『プロレタリアート民主』は、決して空洞化
の言葉ではなく、ブルジョアジ―の民主と同様、
その具体的な内容は、すべての公民に集会、結
社、言論、出版、ストライキの自由があるよう、
要求するものである。特に重要なのが野党党派の
自由である。それがないと、議会及びソビエトも
同様、一文の価値もない。」（23）と述べている。

上記の陳独秀の認識に対して、胡適は「この一
年間に、独秀は前後四回に亘って『民主政治の真
実の内容』を挙げているが、これが最後である。
彼によって最も透徹に見ぬかれているが、一言で
纏めれば、即ち民主政治は、全ての公民に集会、
結社、言論、出版、ストライキの自由がある（有
産階級と無産階級、政府与党と野党を含む）。彼
は更に、『特に重要なのが野党党派の自由である』
ということを強調しているが、この短い語句（十
三字）の中に、陳独秀は、近代民主主義政治に関
わる死活の問題を掴んでいる。即ち、近代民主政
治と独裁体制との基本的な区別がそこにある。野
党党派の自由が容認されて、始めて近代民主政治
が存在する。独裁体制は野党党派の自由を容認し
ないのである。『六、七年来の熟思熟慮』の結果、
陳独秀は近代民主政治の基本内容を認識し、二十
数年来、ひたすら民主政治を中傷してきた共産党
の陳腐な論調を見棄てることができたのである。」

（24）と説明している。
ここに見られる陳独秀の最後の見解は、トロツ

キズムの立場で述べられたものであり、その中で
彼自身のマルクス主義の思想受容に関しては殆ど
触れていない。陳独秀は、二度に亘り日本留学

（成城学校〔1902〕、早稲田大学〔1909〕）の経験
がある。いずれも途中退学。胡適と陳独秀は、北
京大学時代からの親友であり、二人とも新文化運
動の旗手であった。独立の精神を固持する陳独秀
は、『青年雑誌』（1915、翌年「新青年」と改題）
を上海に創刊した。当時は思想界の「明星」（ス
ター）とも呼ばれた。前者は学者の道を歩み、後
者は学者から退いて政治家の道を歩んだ。政治の
世界で陳独秀は、何度も追われていたが、孤独の
死を遂げた。

ここで、胡適自身の家族に発生した悲劇につい
て触れてみたい。胡適批判序幕は、実は胡適の次
男、胡思杜の公開手紙「私の父親へ―胡適批
判」（「對我父親 ―胡適的批判」、1950年9月22
日）が香港〔大公報〕に発表された時から既に始
まった。この公開手紙の中で、胡思杜は名指しで
父親を「人民の敵」だと批判し、父親との関係を
断絶するとも宣言した。「人民の敵」という文句
は、胡適批判キャンペンにも使われた言葉であ
る。この手紙は果たして胡思杜自身の願望で書か
れたものなのか疑問が残るが、当時、胡適の親友
である台湾大学学長傅斯年は、直ちにその公開手
紙の真偽について声明文を発表した（25）。胡適も

「我々は知っているが、共産主義国家では言論の
自由はない。今、更に分かったことだが、沈黙の
自由さえも、其処（中国大陸を指す―引用注）
にはない。」（26）と語っている。事実、その通りで
ある。一九五七年に反「右派」キャンペンが繰り
広げられる中で、胡思杜（1921－1957）は、難か
ら逃れられず、「右派」のレッテルが張り付けら
れた。絶望した彼は、首吊りで自殺した。享年三
十六歳。

胡適（1891－1962）は、十代の頃から上海の有
名な龍門書院で学び、清代の考証学から影響を受
けていた。その後、中国公学（27）に進学、米国留
学の途に着く。コーネル大学で学び、のちコロン
ビア大学でデューイに師事した。帰国後、弱冠二
十七歳で北京大学教授となり、一九一七年より数

名の文化人と共に新文化運動を推進した。胡適ら
によって推進した新文化運動は、行き過ぎの面も
あるが、その精神は、伝統文化の価値を再評価す
ることであった。即ち、デューイから学んだプラ
グマティズムに基づいたものである。胡適の書い
た『中国哲学史大網』（1919）は、旧い考証学の
方法に基づくものではなく、仮説を重んじる西洋
学問の精神を汲み取った最初の学術著書である。
新文化運動は、確かに反伝統的な要素を持ってい
たが、決して伝統文化の排除ではないと思われ
る。これに関して胡適は、当時は孔子だけでな
く、諸子学説も尊重すべきだと訴え、つまり新し
い「学風」を唱道するのが彼らの真意だったと
語っている（28）。それは古い儒学の土壌で生まれた
道徳論ではなく、新文化運動から生まれた新しい
文化相対論である。
「人民の敵」と繰り広げられた胡適批判は、約

十年間も続いていた。思想改造運動の中で最大規
模のものであった。このような思想批判キャンペ
ンは、かつてスターリン時代の芸術を批判した
ヴァルター・ベンヤミンの言葉で言えば、即ち

「芸術の政治主義」による支配である。一つの国
でありながらも、海を挟んだ一方は共産主義社
会、他方は、自由中国の世界である。そこに学問
思想の断絶があった。無論、中国の学術思想が地
に堕ちたのは間違いない。清代考証学の創始者で
ある黄宗羲には、名言「国可亡、史不可亡」が残
されているが、「史」とは、民族の魂であり、亡
くすべからず、国の滅びはその次である。この考
えは、古代士大夫の精神に血肉化されていると
言っても過言ではない。胡適を含めて陳寅恪と
いった「士人」は、民族の魂を持っているが故に、
マルクス主義の受け入れを拒否したわけである。
なぜなら、中国の伝統知識人は、宋の理学者、呂
伯恭の言葉「善未易明，理未易察」という学問の
神髄まで知っているのである。その学問の精神
は、「理学」を中心とした朱子学に対する反省の
上に発展した清代の考証学によって継承された。

ところで、一九五〇年代に行われた胡適批判
キャンペンの中で、プラグマティズムも批判の対
象となった。例えば、マルクス主義者艾思奇が執
筆した論説「胡適実用主義批判」（1955）、及び

「胡 適 実 用 主 義 哲 学 の 反 革 命 性 と 反 科 学 性」

（1955）がある（29）が、前者の論説は、艾思奇が党
の胡適批判方針を受けて書いた批判文である（30）。
その中でプラグマティズムは、米国資本主義の土
壌で生まれた最も反動的、最も腐朽の形而上学で
あると批判された。現代思想の流れの中で見れば
分かるが、プラグマティズムは、決して観念論で
はなく、寧ろ思想の応用（経験）や懐疑を重んじ
る実践的哲学思想なのである。『哲学の改造』な
どを見れば、デューイの思想は、決して形而上学
の延長上に於いてではなく、新しい実践哲学を中
心としたものである。そして、デューイの教育思
想は「仮説」を重要視している。すなわち、実験
主義がデューイ哲学の特色である。政治上も
デューイが平民主義に徹している。この見地から
デューイの目指す目標は、階級教育を打破するこ
とであり、社会生活を重視し、平民主義に基づく
平民教育を実現することである。デューイの哲学
思想に対して行われた艾思奇の乱暴な批判は、全
く無知そのものであり、的外れとなっている。当
然ながらデューイの平民主義思想に影響を受けた
胡適の教育思想も全面的に批判された。

中国やソビエトのマルクス主義者が犯した共通
の誤りは、即ちマルクス主義以外の哲学思想がす
べてマルクス主義に劣っている、または時代遅れ
だと思い込んでいた。「先進」とは、いわばマル
ク主主義者の掲げた進歩思想の看板である。そし
て、マルクスが言ったことを含めて、すべてマル
クス主義の思想と看做されたのである。なぜな
ら、彼らはマルクス主義の思想を「真理」と看做
していたからである。だが、「真理」に対する批
判力、または独立の思考がマルクス主義者には欠
如した。かつて今村仁司が指摘したように、「二
十世紀の『マルクス主義』の思想の動きは、要約
して言えば、マルクスの科学的精神の衰退の動き
であり、マルクスの科学的認識が複数の弁護論的
イデオロギーに変質する歴史でもあった。そして
イデオロギーとして『マルクス主義』の実験はや
りつくされ、そのなかにわずかにあった貴重な真
理内容も出尽くしてしまった。」（31）のである。艾
思奇の論説にも見られるように、マルキストの論
理性が如何に教条主義的なもの、窮屈なものなの
かを示してくれた。

上述の如く、一九五〇年代に行われた「胡適梁

漱溟批判」運動は、新しい学問または学問伝統を
切り拓こうとしたものではない。新政権誕生と共
に国家イデオロギーが新興階級の台頭によって旧
体制を否定する中で、既成の学問伝統を根底から
否定し、瓦解・消滅させるものである。権威とし
て現れた「科学的マルクス主義」の思想は、言わ
ば毛沢東時代に於ける新興科学的思想パラダイム
に変身した。そのパラダイムは、中国科学院院長
郭沫若を筆頭とする諸分野の高弟集団による胡適
梁漱溟批判への一斉砲火によって経典化されて行
き、現代中国学術思想は挫折を余儀なくされたの
である。

中国では未だに思想や文化などの面での研究が
制限されているのは実情である。例えば、台湾刊
行の『胡適之先生年譜長編』（全十巻、台北聯経
出版、1984）が禁書となっている。胡適年譜長編
では、胡適の談話、講演、書簡など、特に五十年
代における胡適批判に対して、胡適自ら学問の見
地から触れている。また思想文化史の観点から新
文化運動に対しての見解も述べられている。中国
近代思想史、または胡適研究に欠かせないこの基
礎的資料は、中国国内の研究者が殆ど目に触れる
ことなく、この状態が現在に続いている。

新文化運動に提唱された「国故整理」の精神と
は、〈一〉問題の研究、〈二〉学理の輸入、〈三〉
国故整理、〈四〉文明の創造である。かつて胡適
は、「すべての主義、全ての学理は研究すべきで
ある。」（「幾個反理学的思想家」〔1928〕）と指摘
した（32）が、その考えは正に新しい学問と考証学
との結合に基づいている。新文化運動に築かれた
学問伝統は、現在中国に於ける学問思想の自由度
を図る試金石ともなっている。

上述のことから明らかなように、思想改造運動
の本質が一層明瞭化になるが、それは民国時代に
築かれた学問伝統を一掃しようとした狙いがあっ
た。その根源は、階級論に基づくマルクス主義の
思想によるものと思われる。次節に於いて学問思
想史レベルでその根源を探ってみる。

三、身分＝階級社会

建国後の中国社会は、あらゆる面で階級的イデ
オロギーにより重んじられる身分社会に生まれ変

わった。言い換えれば、そのような身分社会は、
階級闘争によって中国社会における階級間の対立
を益々先鋭化させる助けとなった。蕭乾は、文革
後に書いた「唉，知识分子」（「ああ、知識人よ」、
1988）の中で次のように語っている。

極左思潮が蔓延った時期に、知識人の地位
はずっと低かった。“文革”の期間中、知識
人は鼻つまみものと蔑視されたが、それは決
して偶然なことではないと思う。人民共和国
に於ける最初の三十年間に知識人が改造の対
象となったのである。近年になって漸く知識
人の身分や待遇の問題に関心を持つように
なった。

ここ十年、言論自由の尺度は、確かに過去
の三十年より大いに緩和されているが、実際
の状況は、〈一〉まだ制限があり、〈二〉長期
に亘る保障がないので、楽観できない。何か
の問題で絶大な権力を持つ指導者の逆鱗に触
れたら、再び災難に見舞われるかも知れな
い。

建国後三十年の間、中国は主として身分社
会（下線引用者）だったので、いわゆる身分
も革命歴がある無しかによって決まる。その
頃、著作等身の小説家は、博物館の解説員と
して配属されたが、延安で粟を齧っただけで

“専業作家”の名義を以て優遇された。また
父母の身分によって子供の前途が左右されて
いた。一九七八年以降、こういった状況が幾
らか改善されたものの、今の中国は依然とし
て身分社会から職業社会への過渡期に差しか
かっており、このような身分社会では、公平
な待遇、または機会均等が得られるのが全く
不可能である。現在の言論自由度も、以前よ
りは幾らか緩和されているが、それでも外在
的要素によって制限されている。このような
形の緩和は、持久性もなく、確固たるものに
はならない。人民共和国が間もなく成立四十
周年を迎えるようになるが、未だに“新聞
法”も“出版法”もない状態である!

知識人の問題は、決して部屋の数を増やす
とか、数十元の奨金を与えるとか、そういっ
た手段で解決されるものではない。国家の近

代化及び政治の民主化の実現により、そして
封建的要素を無くすことによって始めて本当
の解決策が得られるのである。（33）

毛沢東時代の中国は、職業社会ではなく身分社
会であるという指摘は、中国社会の構造を考える
上で大きな示唆を与えてくれた。それとの関連
で、三十年代に郷村建設に取り組んだ儒学者であ
る梁漱溟（りょうそうめい、1893－1988）の思想
実践、及び毛沢東の階級社会分析について見てみ
よう。

１．中国社会の分析

梁漱溟は、新文化運動の始まった一九一七年よ
り、北京大学哲学科教授を務めたが、その頃、毛
沢東は同大学の図書館司書に過ぎなかった。ほぼ
同時期に梁漱溟は平民教育運動に関心を持ち始め
た。その思想の下で中国社会の郷村建設に取り組
んだ梁漱溟は、一九三一年、山東省鄒県に郷村建
設研究院を創設した。ところが、一九三七年日中
戦争の勃発で郷村建設研究院の活動は不可能とな
り閉鎖となる。梁氏の名著『郷村建設理論』（鄒
平郷村書店、1937）は、中国社会の構造に関する
独自の考察を行った系統的な郷村建設理論書であ
る。三十年代に梁漱溟は、毛沢東との個人的な交
流もあって革命の聖地延安に招かれたことがあ
り、建国後毛沢東から新政府への参加要請があっ
たが、梁漱溟は応じなかった。一九五三年、農村
建設をめぐって毛沢東と衝突し、その後、毛沢東
との親交が途絶える。郷村建設に関する梁漱溟の
見解について後に触れるが、まず毛沢東が中国社
会をどのように分析したかを見る必要がある。

毛沢東は「中国社会各階級の分析」（1926）の
中で「敵」と「友」を見分けた上で、中国社会の
各階級の経済的地位と革命に対する態度とについ
て分析を行っている。中国社会の各階級の状態に
ついて、「大地主階級と大買弁階級は、極端な反
動派であり、その政治的代表は国家主義者と国民
党右派である。」（34）と指摘した。後に触れること
になるが、毛沢東の行った分析は、一種の階級感
情に基づく情念的なものであり、論理的には成り
立たないものである。文中に於いて革命と党の指
導の在り方、及び党の大衆指導が強調されている

が、闘争心の強い若き毛沢東の一面が現れてい
る。この時期の毛沢東思想を最も表しているの
は、「湖南農民運動の視察報告」（1927）である。
それは農村階級分析に関する内容であるが、この
報告書を書いた時点では、毛沢東はまだ共産党指
導者になっていなかった頃であった。のち共産党
の指導的地位を獲得した毛沢東は、「中国革命と
中国共産党」（1939）の中で中国の封建時代の経
済制度と政治制度についてこう語る。

一、自給自足の自然経済が主要な地位を占
めていた。農民は、自分に必要な農産物を生
産したばかりでなく、自分に必要な大部分の
手工業品を生産した。地主と貴族は農民から
搾取した地代を、やはり、主として自己の消
費にあて、交換にあてなかった。

二、封建的支配階級―地主、貴族および
皇帝―が土地の最大部分をにぎり、農民は
土地をほんのすこししかもたないか、あるい
は全然土地をもっていなかった。農民は、自
分の農具をつかって地主、貴族および皇室の
土地を耕作し、収穫の四割、五割、六割、七
割、あるいは八割以上までも地主、貴族およ
び皇室の使用のためにささげた。

三、たんに地主、貴族および皇室が農民か
ら搾取する地代によってくらしていたばかり
でなく、地主階級の国家もまた、農民に買物
や税金を納めるよう強制するとともに、農民
に無償労役を強制し、それによって、厖大な
数にのぼる国家の官吏を、主として農民を弾
圧するための軍隊とを、やしなった。

四、このような封建的搾取制度を保護する
権力機関が、地主階級の封建国家であった。
秦以前の一時代が、諸侯が各地に割拠して覇
をとなえた封建国家であったとするならば、
秦の始皇帝が中国を統一して以後は、専制主
義的な中央集権的な封建国家がうちたてられ
たのであった。（35）

毛沢東から見る中国の封建社会の主な矛盾は、
「農民階級と地主階級との矛盾」（36）であり、彼は
歴代の王朝に起きた農民の蜂起に農民革命の意義
を見出し、農民の蜂起は、即ち「農民の反抗運

動」、または「農民の革命戦争」だと説明した。
更に、「農民の階級戦争、農民の蜂起および農民
の戦争だけが、歴史を発展させる原動力であっ
た。」（37）とも説いている。そのように見出された

「歴史の原動力」は、毛沢東の農民革命説を増強
させるだけであり、不幸にして中国社会の根底を
揺るがす不安な要因となったに違いない。

さて、次に梁漱溟の中国社会の分析を見てみよ
う。「私から見れば、昔日の中国は、近代西洋の
個人本位の社会でもなく、また一部の西洋人が作
ろうとする社会本位の社会でもなく、それは『倫
理本位の社会』だと思う。同時にそれは西洋の中
世封建社会、或は近代資本社会のような価値対抗
でもなく、さらには唯物主義史論者の説くような

『階級社会』でもなく、即ち『職業分立の社会』
である。」（38）、と。なぜなら、「中国が職業社会で
あり階級社会ではないということは、すべての家
庭、または家族が社会における地位の昇降の可能
性は大きく、これは家族倫理の励みにも大きな役
割を果たしている」（39）からだと説明されている。

そして、中国の政治に関しても「階級」が存在
していないと、梁漱溟は見ている。「中国は政治
に於いて階級の存在が乏しい。即ち経済上に搾取
と被搾取の局面が形成されていない。政治に於い
ても統治と被統治の局面が形成されていない。中
国の君主は“孤家寡人”の如く、欧州の封建社会
における大小領主による統治階級を以て農民に臨
む勢力とは大いに異なる。ごく少数の皇室親戚以
外に他人と利害を共にする人はいなかった。ラッ
セルが指摘した如く、これが中国文化の三大特色
の一つである。即ち、官吏制度の発明は早く、貴
族は領主を以て民に臨まないということである。
政治に於いて階級が形成されていないが故に、官
吏、または士大夫は、一階級とは言えず、実際そ
れは、社会における一種の職業に過ぎない。つま
り、士、農、工、商の四民と並列する。“禄以待
耕”、“耕読伝家”という古い言葉があるが、それ
は十分に証明できる。」（40）

梁漱溟によれば、ラッセルの指摘した中国文化
の三大特色とは、〈一〉宗教はなく、孔子の思想
のみであり、〈二〉文字はその形体が主流となっ
ており音によって変化せず、〈三〉官吏制度の発
明は最も早く、貴族社会と異なるという（41）。梁漱

溟はこう語っている。「階級社会と職業社会の構
造上の違いは、経済上のみでなく政治上に於いて
も表されている。中国は政治が貴族に独占された
西洋の中世とは異なって、早くから官吏制度が発
明された。この制度に対し中国人自身は、何でも
ないと思っているかも知れないが、世界文化に関
心を持っている人から見れば、大いに注目に値す
る価値があるのである。」（42）、と。

一九二〇年代にラッセルが中国を訪れたことが
あったが、彼の中国に関する論述は、中国社会に
強い反響を呼んだ。それだけでなく、中国では
ラッセル・フィーバーを引き起こすほどであっ
た。紙幅の関係で梁漱溟とラッセルについては、
別稿で論じるつもりである。

２．郷村建設理論

中国社会の矛盾をめぐってその根源を社会構
造、乃至思想文化に於いて探り、解決方法を見つ
けようとする梁漱溟の『郷村理論建設』の論述
は、中国社会の矛盾や歴史事実としての一回性と
理念としての反復性とが弁証法的に対決する哲学
的考察である。階級論や革命暴力を偏重する毛沢
東思想の非倫理性との比較をすれば、毛沢東思想
に欠落した「自然思想」を重んじる梁漱溟の文化
相対論は、中国社会の抱えた矛盾を解決するため
の新しい方向である。中国文化史におけるその意
義は極めて大きい。
『郷村理論建設』は、第一部、第二部となって

いる。第一部「問題の認識」：第一章「郷村建設
運動はどうして起ったか」、第二章「中国の旧社
会構造と、いわゆる治道なるもの」、第三章「旧
社会構造崩壊の経緯」、第四章「崩壊する中国社
会―極めて重大な文化失調」、第五章「中国政
治のふがいなさ―確立されない国家権力」。

第二部「問題の解決」：第一章「新社会構造の
確立―郷村組織」、第二章「政治問題の解決」、
第三章「経済建設」、第四章「最終的にわれわれ
の達成しうる社会」（43）となっている。
『郷村理論建設』の特徴は、中国社会に於ける

「職業分立」の倫理に基づいている。それが本書
の特色である。「中国社会は職業分立で、階級要
素が乏しいため、中国には革命が存在しない決定
的な要因となる。階級対立の社会では、対外的抗

争で人を迫るような情勢が形成されるのに対し、
職業分立の社会では、自分の前途を求める機会を
切り拓いてくれる。……中国社会では、ある人が
生まれた場合、その運命は定まらず、士、農、工、
商のどれにもなれる。自分次第で選択でき、最初
から制限されていない。」（44）とあるように、階級
社会とは異なる職業分立の社会について分析され
ている。即ち、「郷村建設理論」の最大特徴は、
中国社会における職業分立、家庭、人間関係、理
性といった倫理面に現れている。具体的には中国
社会の倫理性がどこに現れているか。これについ
て梁漱溟はこう述べている。

昔日の中国社会の構成員は、士、農、工、
商となっているが、士は四民の初めとなって
いる。士人は直接生産には従事しないもの
の、社会に於いて大いに効用を持っている。
即ち士人は、理性を代表し、教化を導き、秩
序を維持する。その次に、農、工、商如きは、
その居住に甘んじ、その職業に楽しむ。士人
は読書人とも曰く。“読書明理”の如く中国
の古いことわざがあるが、“理”とは理性を
指す。

理性とは、即ち父慈子孝の倫理、情誼にほ
かならない。人生を改め善くし向上させなけ
ればならない。この目の前の道理を、男女は
みな良く知り、良く行う。どんなに講じても
尽きず、聖人も語り尽くすことができない。
士人は教化を導き、理性を啓発するが、すべ
てそういった面に尽きる。とりわけ“孝、梯、
勤、倹”の四字は、中国社会の秩序を維持す
る際の神髄である。（45）

「百年来、中国社会は日増しに崩壊の連続が続
き、一面に於いては自覚的な破壊であり、もう一
面に於いては外力による破壊であった。いわゆる
外力の破壊とは、外交、軍事面での失敗、及び経
済面での国際競争の失敗であった。」（梁漱溟『郷
村建設理論』、一九七頁）と語られたように、梁
漱溟は、中国社会の構造問題は、政治面に於いて
為す術もないと見て、郷村再建の救済運動以外の
道はないと見極めた上で、伝統文化に基づいて郷
村建設に取り組んだわけである。ある種の社会思

想は、社会に受け入れられる場合、全面性、厳格
性、実際の相関性、弾力性が必要である（46）。これ
を見れば、郷村建設に取り組んだ梁漱溟の中国社
会の分析は、倫理性に富んだものであり、弾力性
を持っている。無論、その分析は完璧なものとは
言えないが、理論の独自性と弾力性とを際立たせ
るものと言えよう。

一方、毛沢東の中国社会分析は、もっぱら農民
の蜂起、または階級闘争にのみ関心を寄せてい
る。その対立構図から、農民戦争の展開をつなげ
ようとしたわけである。例えば、「秦朝の陳勝、
呉広、項羽、劉邦から、漢朝の新市、平林、赤眉、
銅馬、黄巾、隋朝の李密、竇建徳、唐朝の王仙之、
黄巣、宋朝の宋江、方蝋、元朝の朱元璋、明朝の
李自成、清朝の太平天国にいたるまで、あわせて
大小数百回の蜂起は、いずれも農民の反抗運動で
あり、農民の革命戦争であった。」（47）と述べられ
るように、毛沢東の心酔した農民革命は、歴史上
の農民蜂起に依拠したものであり、そこから暴力
革命の起源につながっている。

毛沢東の農民革命論に対して、梁漱溟は比較的
冷静な目で見ている。梁氏はこう述べる。「ある
意味で言えば、共産党の行動は、実は中国に於け
る農民運動である。今日の中国に於いて確かに農
民運動がなければならない。もし誰かがそれを軽
視するならば、時代遅れになってしまう。共産党
の農民運動を排除しようとすれば、別の農民運動
を以てそれを交替しなければならない。われわれ
の郷村組織としては、一方に於いて地方を守る上
で共産党の勢力を防御する以外に、他方ではわれ
われの運動は、中国に於ける正規の農民運動に
なって始めて共産党のそれと取って代わることが
可能なのである。（中略）共産党の誤りは、依然
として外国の階級社会に於ける農民運動を踏襲し
ているが、中国社会を認識していない。今日の中
国社会では、整理改造が必要だが、それは階級革
命によるものではない。農民の地位も改善が必要
だが、生まれ変わるものではない。もし僥倖な心
理を以て農民を導き、憎しみの心理を社会に向け
ようとすれば、それは新しい社会を建設する道と
は異なるものである。われわれの究極的な目的
は、農民の経済、政治上における平等という目的
のために、社会の構造を調整し、改造することで

ある。これを以て調整改造し、絶えず農民自身の
力を充実させ、次第にそれを完成させるまでに至
る。これが中国の農民運動であり、即ちわれわれ
の郷村建設運動なのである。」（48）、と。

梁漱溟から見れば、共産党の農民運動は、実は
「粗野」であり、洗練された中国文化の精神から
かけ離れている。従って、梁氏は農民運動による
郷村内部闘争のやり方に反対している。「共産党
のやり方は痛快だが、大勢にとって不利である

（この言い方に従えば、大勢に不利だということ
は、今日既に証明されている）。それとは違って、
我々はそのような行動を行なう筈もなく、郷村内
部の闘争を鼓吹するようなことを極力避けようと
する。無益の話も言わず、無用の話も言わず、私
はただ如何にして中国土地問題を確実に解決でき
る責任を持つ政権を作るかを考えるだけである。」

（「答郷村建設批判」）、と（49）。
その見地から梁漱溟の考えた理想社会の目的

は、発達した生産技術を身につけることであり、
決して階級社会ではなく、階級社会は、即ち非理
想社会である（『郷村建設理論』、416 ～417頁を参
照）。更に梁漱溟は、清末に於ける維新変法の運
動からマルクス主義の受容、ないし共産党の農民
運動に至るまでの問題を含めて、それらはすべて
西洋の刺激を受けてから起った運動だと批判し
た。つまり、それ自体は受け身の衝動であり、絶
えざる向上の志向と共に絶えざる下降の運動でも
ある。「中国は西洋に接して以来、その刺激を受
け、中国人の絶えざる興奮による向上精神を振い
起したが、今日中国人の精神の衰退ぶりは、正に
それによるものである。」（50）、と。

梁漱溟の考える「理想社会」には、生産技術と
いう社会的条件を重んじるラッセルの思想が含ま
れていることに注目すべきものである。梁漱溟か
ら見れば、中国革命は「理性」に問題が生じたか
ら、理性的に解決するのが必要であり、一般的革
命は、機械的な問題なので、機械的に解決すれば
いいわけである。「中国の問題は理性より発生し
たので、その出口も理性に求めるべきである。徹
頭徹尾、即ち『文化改造、民族自救』の八字であ
り、郷村内部の問題はその好例である。」（「答郷
村建設批判」、（51）このように見てくると、中国社
会の抱えた矛盾は、決して共産党のイデオロギー

で宣伝されるように、単なる帝国主義による侵略
ではなく、外来思想に刺激を受けた中国人自身の

「理性」が中国伝統文化の精神からかけ離れたこ
とである。
『郷村建設理論』の冒頭では、「もともと中国社

会は、郷村を基礎に、郷村を主体としたものであ
る。あらゆる文化は、殆ど郷村から来ており、郷
村のために設立されたもの　　法制、礼俗、商工
業などでないものはない。ここ百年の間、帝国主
義の侵略により、間接的に郷村を破壊している
が、中国人の取った行動、及び維新革命による民
族救済は、いずれも郷村の破壊である。つまり中
国の百年史は、郷村の破壊史であるとも言える。」

（52）と語られている。また「やむを得ないことだ
が、中国革命は社会内部による自発革命ではな
く、西洋の歴史に育まれた第三階級、または第四
階級のような革命の主力が欠けている。中国革命
は、真っ先に世界潮流の新しい学説と旧派との争
いを感じ取ったに過ぎない。あらゆる面で海外及
び沿海部から舶来した世界思潮によって熱血の青
年たちを鼓舞した。従って、それは自ずと一種の
学生革命であろう。幼稚、見誤り、失敗を免れな
いので、仕方のないことである。」（53）、とも指摘
されている。ここに述べられたのは、清末の維新
革命を含めたことであり、必ずしも共産党の農民
運動に限ったことではない。
『郷村建設理論』は、梁漱溟自身が言うように、

「私が名づけた「中国民族の前途」に関する研究
だが、つまり中国問題に対する私の苦しい思いか
ら得られた答えである。」（54）、と。管見によれば、

『郷村建設理論』は、中国の郷村建設に関する理
論書として最もすぐれた研究であり、弾力性に富
む、中国文化の精髄を表わす書物なのである。マ
ルクス主義が最も流行った時代に、革命論や階級
論に微塵も惑わされなかった梁漱溟の慧眼は、敬
服するものばかりである。共産党の導いた農民革
命が成功したものの、その後、前代未聞の階級闘
争によって中国社会が混乱に陥り、しかも無数の
人命が奪われた。このことからも教えてくれるよ
うに、歴史の潮流は、必ずしも正しい方向へと向
かうとは限らない。階級感情の立脚点に立った毛
沢東の政治的情念も、決して賢明なものでないだ
ろう。正に梁漱溟が指摘した如く、階級社会は人

類の理想社会ではないのである。
暴力による内部闘争ではなく、社会内部の活

力、生産技術、及び伝統文化を重んじる梁漱溟の
郷村建設理論が過去に展開したのは、伝統文化に
よる再生の力を如実に示してくれたのである。教
育思想面からみれば、梁漱溟の実践は、ある意味
で平和を愛する静かな文明運動である。彼は教育
の実践を通して、階級社会とは異なる社会の実現
を信じているからであった。それは孔子の「有教
無類」（『論語・衛霊公』）という教えに一脈通じ
るものがある。孔子は人が生まれてから身分の差
別があるとは否定し、教育によって変わるものだ
という考えを持ったのである。この思想は、教育
の力で中国問題を十分に解決できる能力を持って
いるということを内外に示してくれた。それと同
時に、批判精神の持ち主である梁漱溟に対して何
の迫害も受けなかったことは、民国時代に思想、
言論の自由が基本的に保障されたということの証
しでもある。教育理性に基づくその『郷村建設理
論』は、多くの面でバートランド・ラッセルの経
済思想からもかなりの影響を受けていると見受け
られるが、二十世紀の中国社会における歴史の真
相を語ってくれる貴重な研究である。中国文化史
の上で重要な位置づけとなっているのは間違いな
い。

ラッセルは、かつて自述伝の一節「知識と知
恵」の中で、「多くの卓越した歴史家は、自分の
情念によって事実をゆがめて見たために、益より
も害を多くした。」（55）と述べている。この点で言
えば、中国も例外ではない。毛沢東時代に於いて
ひたすら歴史の真相が隠されたまま、あたかも救
世主の如く、己自身の正当性及び勝利のみが謳歌
され、偏った一面しか語られなかった。歴史を考
える上で、そのような謳歌は愚劣で必ずしも理性
的、生産的ではない。正にラッセルが指摘した如
く、一種の情念によって事実をゆがめて見たに過
ぎない。
『郷村建設理論』に於いて、梁漱溟は所々に

ラッセルの学説に触れているが、二十世紀初頭の
相対性理論から計り知れない影響を受けたラッセ
ルの思想からも梁氏に大きな影響を及ぼしている
のは明らかである。それが郷村建設に関する文化
相対論の発展につながったものと考えられる。こ

こで、ラッセルの著書『現代哲学』の中の一節に
注目したい。

相対性理論と原子の構造に関する最新学説
のために、物理的世界は日常生活の世界とも
十八世紀風の科学的唯物論の世界ともかなり
異なるものになってしまった。いかなる哲学
も、科学者が必要と認めた物理的概念の革命
的変化を無視することはできない。すべての
伝統的哲学は捨ててしまうべきだ、過去の哲
学体系をできるかぎり尊重せず、一から始め
るべきだとさえ言えるかもしれないのであ
る。私たちの時代は、過去のいかなる時代よ
りも物の本性についてはるかに深い洞察を得
ている。十七世紀や十八、十九世紀の形而上
学者たちからまだ学びうることがあるにせ
よ、それらを過大評価するのはへりくだりす
ぎというものだ。（56）

この論述は、一九二七年にラッセルが刊行した
著書“An Outline of Philosophy”の第九章「原子の
構造」に於ける一節である。事実、梁漱溟はラッ
セルの『現代哲学』に目を通したか否かは不明だ
が、相対性理論と梁氏の文化相対論とは密接な関
係にあったのは紛れもない事実なのであろう。

ところで、日中戦争の最中に中国社会を杞憂す
る梁漱溟は、「国体」の面で毛沢東に対し関心を
持ったが、それは理論上に於いての期待ではな
く、共に共同体運命に対する関心を示したものと
思われる。しかし、建国後の農村建設をめぐっ
て、梁漱溟の出した意見は受け入れられず、毛沢
東とのわだかまりが深まる中で、一九五七年、

「右派」のレッテルが張りつけられた。それきり、
梁漱溟は政治に関して発言しなくなった。当初理
想としての夢も砕かれた。毛沢東は、三十年代に
梁漱溟の取り組んだ郷村建設理論に関心を持った
が、国家権力を握った後、郷村建設に関する梁漱
溟の提言に耳を傾けようともしなかった。それど
ころか、圧殺の目的で梁漱溟を見棄ててしまった（57）。

引き続き、一九五〇年代に「胡適梁漱溟批判」
キャンペンが全国的に行われた。マルクス主義者
艾思奇の執筆による「批判梁漱溟的哲学思想」

（1955）があるが、五項目に亘るこの批判文は、

党組織の意向を受けて書かれたものである。この
中で、主に梁漱溟の認識論に批判の矛先が向けら
れているが、文末に梁漱溟の郷村建設運動につい
て触れられている。

日本帝国主義の軍隊に山東省が占領されて
から、梁漱溟の“郷農学校”で独占的地位を
占めた郷紳たちの大半は、敵に投降した。

“郷村建設運動”、及びその思想的基礎　　
“調和”、“平衡”、“中庸”といった封建的復
古主義の神話も、実践のうちに破産してし
まった。中国共産党によってのみ、非占領区
の農民たち、及び梁漱溟の“郷農学校”で学
んでいる学生が導かれて抗日戦争で闘った。
抗日戦争、及び人民解放戦争の勝利後、中国
の農民たちは、共産党の指導の下で土地改革
を通じて、一歩一歩に封建的土地の所有制度
を消滅させた。新中国では、梁漱溟の封建的
復古主義もその客観的経済基礎を失った。だ
が、人間の意識が社会の存在に遅れており、
梁漱溟の反動思想の影響は、その社会的経済
基礎の消滅によってすべて消滅されていな
い。今、ブルジョアの観念論に反対する大規
模の闘争が行われているが、中国人民は、断
固とした闘いで、梁漱溟流の封建的復古主義
の思想残余を徹底的に一掃しなければならな
い。（58）

中国社会に於いて、「胡適梁漱溟批判」は特有
なメカニズムを有する歴史的事件である。それ
は、中国社会に対して壊滅的な衝撃を与えた。こ
の中国社会を根幹から揺るがした「胡適梁漱溟批
判」の運動は、中国文化史上、今後数百年に及ん
で大きな影となり、それによって失われた思想文
化は永久に取り戻せない危険性がある。上述のこ
とから見るように、胡適梁漱溟の思想批判は、紛
れもなく現代中国学術思想の挫折につながる最大
の原因であったことが明らかである。

中国伝統の「自然思想」は、直観、人間の倫理
及び実践と結びついている所に特色がある。それ
は儒学本来の姿でもある。その意味で、思想的根
源に関する梁漱溟の文化相対論からの探究は、社
会の矛盾や歴史的事実としての一回性と理念とし

ての反復性とが弁証法的に対決する哲学的考察で
あり、儒学に対する理論的再構成の意味合いを
持っている。中国文化に育まれた「自然思想」は、
言わば中国伝統文化の遺伝子である。それが「マ
ルクス主義」という外来種によって書き替えられ
てしまった訳である。

梁漱溟の文化相対論から、ある一つの示唆を与
えてくれたと思う。すなわち、中国伝統社会を支
えてきた儒教パラダイムが崩壊する頃に現れた梁
氏の思想には、儒学に於ける積極的な要素を発掘
して「郷村理論建設」に関する新儒学の思想、及
びラッセルの思想との結合によって儒学に対する
理論的再構成をしようとする試みがあったものと
見られる。ところが、梁氏の「郷村理論建設理論」
は、それを支持する学者集団、または社会的基盤
はあまりにも脆弱だったのであった。おまけに当
時は日中戦争が勃発したし、毛沢東の率いる暴力
革命や階級論により「マルクスパラダイム」が猛
威を振るう中で、マルクス主義という所謂「新興
思想パラダイム」によって中国知識人の理性が奪
われるようになった。「郷村理論建設理論」の芽
生えは、そのような状況の中で頓挫せざるを得な
かったのである。

中山茂氏は、著書『パラダイムと科学革命の歴
史』の中でパラダイムの移植について、「一つの
学問的伝統が、内発的なものである場合は、①パ
ラダイムの発生→②支持集団の形成→③経典化→
④講壇化、という過程をとるのがふつうである。
ところが、異文化圏に発生したパラダイムを移植
する場合は、事情はかなり異なる。」（59）と述べて
いる。中国に於けるマルクスパラダイムの発生
は、勿論内発的なものではなく外発的であった。
それは学問的伝統を継承するどころか、寧ろそれ
を破壊する方に加担したと言えよう。確かにそれ
は複雑な社会的要素に絡んだものである。毛沢東
の率いる農民革命は、その社会的思想的背景には

「マルクスパラダイム」という信仰集団の支えが
あったからこそ、成功したものと見過ごしてはな
らない。このように、中国という異文化圏に発生
したマルクスパラダイムの移植は、中国社会構造
上の歪みに由来するものと言わざるを得ない。

思うに、新政権の誕生と共に「毛沢東思想」と
いう単一な思想空間の中で二つの断絶があった。

その一つは、二十世紀の現代思想との断絶であ
り、もう一つは、学問伝統との断絶であった。そ
こに中国知識人の思想実態が浮き彫りにされる。

「胡適梁漱溟批判」キャンペンは、即ち史的唯物
主義の観点による観念論への批判、または梁漱溟
の封建的復古主義の根絶が目的であった。後に刊
行された『胡適梁漱溟哲学思想批判』(人民出版
社、1977)によれば、主として唯物論の観点から胡
適梁漱溟の観念論に批判の矛先が向けられた。そ
の延長上に「紅学研究」（紅楼夢研究）批判が全
国的に繰り広げられた。中国の学問思想史上、こ
れほど大規模な学問思想の弾圧は過去になかっ
た。それが故に「自然思想」を重んじる中国の学
問伝統は、根本的な変質を余儀なくされた。

このような「思想事件」に対して中国国内では
徹底した反省が行われたのかというと、答えは明
白である。近年、中国の思想界に注目すべき学問
パラダイム変化の動向があるが、一部の研究者で
は、イタリア共産党創設者の一人、マルクス主義
思想家、アントニオ・グラムシ（1891－1937）の

「文化覇権」説を振り翳して、新文化運動に対し、
公然と事実を曲解するような発言があった（『陣
地戦：関於中華文化復興的葛蘭西式分析』、社会
科学文献出版、2010）。なぜそのような説と[中華
文化]の復興との結び付きをするのか、そもそもグ
ラムシとの接点がどこにあるのか。この問題は、
やはり考えなければならない。グラムシの思想
は、マルクス・レーニン主義に立脚してイタリア
の文化を再評価するという形跡があるが、そのグ
ラムシの思想が持ち出されたのは、国粋主義の台
頭する中国思想界の動向であり、突き詰めて言え
ば、今日の中国思想界は、未だに権威としての

「科学的マルクス主義」の思想から脱皮していな
い。

一九八九年の「流血事件」を経て、一九九〇年
代に入って中国国内では思想弾圧から一転して国
学研究を重要視されるようになった。それは過去
の文化を継承する意味に於いて異存のないことで
ある。その名のもとで胡適全集、梁漱溟全集など
が刊行され、彼らに関する研究も現れるように
なった。しかし、研究者にとって頭を悩まされて
いるのは、政府当局からマルクス主義の思想に対
する批判が許されないということであった。思想

旧態が依然として変わらず、胡適梁漱溟に関する
研究が進まないのも事実である。このような状態
の中で、中国国内の研究者は、敏感な思想問題を
避けるか、または形を変えて作家や思想家の伝記
に力を入れている。その背後には見え隠れの政治
的事情があるのは明白である。まもなく、「新文
化運動」百周年が到来する。「新文化運動」が開
拓した学問の伝統を継承するために、「胡適梁漱
溟批判」、及び学問パラダイム変化を検証するこ
とは、中国の学問思想史からの要請である。

結びに代えて

以上、身分社会に関する蕭乾の見解を踏まえ、
三十年代に郷村建設に取り組んだ梁漱溟の理論構
築、及び毛沢東による中国社会の分析について検
証した。中国社会、及びその政治構造上の「歪み」
から、伝統文化の軽視につながった中国知識人の

「理性」の問題が浮き彫りになった。マルクス主
義思想の受容はその延長上にあると考えるべきも
のであろう。

梁漱溟によって指摘された事は、現代中国の思
想と文学を考える上で注目すべきものである。そ
の一つは、中国知識人の「理性」によるマルクス
主義の受容であり、もう一つは、旧い思想体系の
打破である。前者は、梁漱溟の指摘した如く即ち

「学生革命」であり、それに対し理性の上で認識
する必要がある。後者は、旧い思想体系の打破に
よる伝統文化の見直しである。現代中国の思想文
化を考えるにあたって、依然としてこの二つの大
きな問題が立ちはだかっている。即ち、中国伝統
の思想文化と氷炭相容れない教条主義であるマル
クス主義の思想との矛盾が如何に解決されるべき
か、そして、旧い思想体系の打破、伝統文化の価
値の見直しに繋がる文芸復興の神髄が如何に継承
されるべきか、ということである。この二つの問
題は、現代中国学術思想の原点として、いずれも
中国伝統文化の継承及び学術思想の発展を左右す
るものである。民国時代には自由な学問伝統が切
り拓かれていたが、毛沢東時代には過去の学問伝
統が破壊されてしまった。これが現代中国の学問
思想史に於いて象徴的な出来事であった。中国知
識人にとって最大の関心事は、過去の学問伝統を

継承することである。（つづき）
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�　『現代思想の源流　マルクス　ニーチェ　フロイト　フッ
サール』、今村仁司、三島憲一、鷲田清一2野家啓一、矢
代梓著、講談社、一九九六

�　「幾個反理学的思想家」、『胡適全集・第三巻』、安徽教育
出版社、二〇〇三

�　「唉，知识分子(ああ、知識人よ)」、『蕭乾文集５』、浙江文
芸出版社、一九九八

�　「中国社会各階級の分析」、『毛沢東選集・第一巻』、毛沢
東選集刊行会訳、三一書房、一九六七

�　「中国革命と中国共産党」、『毛沢東選集・第四巻』、毛沢
東選集刊行会訳、三一書房、一九六七

�　「中国革命と中国共産党」（上掲）
�　「中国革命と中国共産党」（上掲）
�　『中国文化的運命』、梁漱溟著、中信出版社、二〇一三
�　『中国文化的運命』（上掲）
�　『中国文化的運命』（上掲）
�　「郷村建設理論」、『梁漱溟全集・第二巻』、中国文化学院

委員会編、山東人民出版社、一九九〇
�　同上
�　『郷村建設理論』（梁漱溟著、アジア問題研究会訳、二〇

〇三）を参照。
�　梁漱溟「郷村建設理論」（一七五頁、上掲）
�　梁漱溟「郷村建設理論」（一八六頁、上掲）
�　余英時「中国近代思想史上的胡適　　〔胡適之先生年譜長

編初稿〕」（『胡適之先生年譜長編初稿・第一冊』、胡頌平
編著、台北聯済出版、一九八一）を参照。

�　「中国革命と中国共産党」（上掲）
�　梁漱溟「郷村建設理論」（四〇九～四一一頁、上掲）
�　「答郷村建設批判」、『梁漱溟全集・第二巻』
�　梁漱溟「郷村建設理論」（二七三～二七四頁、上掲）
�　「答郷村建設批判」、『梁漱溟全集・第二巻』（上掲）
�　梁漱溟「郷村建設理論」（一五〇頁、上掲）
�　梁漱溟「我的自学小史」、『梁漱溟全集・第二巻』（上掲）
�　梁漱溟「郷村建設理論」（一四六頁、上掲）
�　ラッセル「知識と智慧」、『バートランド・ラッセル著作

集１』、みすず書房、昭和三十五年
�　ラッセル『現代哲学』、一四八～一四九頁、高村夏輝訳、

筑摩書房、二〇一四、
�　『毛沢東と中国知識人』（載晴著、田畑佐和子訳、東方書

店、一九九〇）を参照。
�　「批判梁漱溟的哲学思想」、『艾思奇全書・第六巻』、人民

出版社、二〇〇七
�　『パラダイムと科学革命の歴史』、二八六頁、中山茂著、

講談社学術文庫、二〇一三

＊本研究は、日本学術振興会学術研究基金助成（基盤研究
C、研究代表者、研究課題番号：24520404、研究課題名：

「中国知識人の挫折と信念　蕭乾文学と思想軌跡をめぐっ
て―」、研究期間：2012年度、2013年度、2014年度）の一
部である。
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Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 
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language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 
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language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 
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from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

Rationale and Methodology for Implementing a Two-Way Bilingual Program in Japan

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 
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from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 
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succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 
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from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 
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succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 
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succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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Rationale and Methodology for Implementing
a Two-Way Bilingual Program in Japan

Edward Forsythe

Bilingual programs in Japan are rare̶the only officially authorized bilingual school is Katoh 
Gakuen in Shizuoka prefecture, however, it does not tout itself as an international school but as a 
private Japanese school with a dual-language program (Katoh Gakuen).  In order to address the unique 
aspects of bilingualism in Japan, it is necessary to approach the problem from a perspective which 
differs from that of bilingual programs in North America or Europe. The bilingual programs in these 
continents have a primary focus of educating minority-language speakers to become proficient in the 
majority language; whereas, in Japan the goal is to teach the nation a second language to a high degree 
of fluency̶different foci which require related, but different approaches (MEXT; Wakabayashi).

1. First Steps toward a Solution

Universities in Japan can take the lead to serve as examples for other institutions to follow in 
improving English language education.  Sakamoto's factors limiting bilingual program success̶a lack of 
adequate teacher preparation, unclear standards of instruction, and failure to get the support and buy-in 
of all of the stakeholders of the educational system̶are all issues which Calderón and Minaya-Rowe 
found to be vital to the success of two-way bilingual (TWB) programs. According to Calderón and 
Minaya-Rowe, two-way bilingual programs require revisions of educational approaches in the following 
areas: curriculum, instruction, assessment, staff and faculty development, and organizational strategies. 
For Japanese students to become bilingual̶a stated goal of MEXT̶the entire educational system in 
Japan requires a retooling that would be politically and economically challenging and would require 
total commitment and buy-in by national educational stakeholders. Universities can more easily create 
bilingual programs that could be role models which demonstrate the viability and success of a 
well-planned, carefully executed, and constantly monitored program. 

Calderón and Minaya-Rowe recommended that it is more expedient to create a bilingual program 
from the ground up; therefore, the first step toward bilingualism in Japanese universities should be a 
new program created outside of the existing departments and programs. Also, the limited number of 
fully bilingual and bi-literate university faculty members (Futao; Sakamoto) precludes the initial 
implementation of a wide-ranging program. Finally, Cummins’ Threshold Hypothesis (as cited in 
Calderón and Minaya-Rowe; Sakamoto) posits that students need a certain level of second language 
fluency before they are able to function academically in the second language. Because of this, the 
university level is an appropriate stage to initiate a bilingual program in Japan because the students 
have studied English for six years prior to entering university and they have an adequate grasp of 
English to be able to engage in academic content areas in both their native and second languages.

This paper will explore why and how a bilingual program could be better implemented at the 
university level in Japan based on current research into bilingual program management and existing 
practices. Additionally, a plan for establishing a two-way bilingual program will be laid out in detail 

including the program objectives, staff and faculty issues, assessment practices, and the integration of 
parents and the community into the program.

2. The Model Program

The model Japanese-English bilingual program suggested by this paper is a six week-long program 
of instruction̶the approximate length of a spring or summer vacation̶with a variety of courses 
which focus on a comparative cultures curriculum allowing students to explore and compare the 
cultures of English-speaking countries with that of Japan. Courses offered would include an introduction 
to western cultures, a summary course in Japanese culture and society, language-focused courses which 
advance students abilities in academic and communicative Japanese and English, and a comparative 
cultures course which serves as a summative course which ties all of the content together. The courses 
would follow a graduated language use model in that students with lower-level English proficiency 
would be instructed in and use more Japanese̶perhaps 30% Japanese and 70% English, and those with 
higher proficiency would use more English in their courses: as much as 95% (see Calderón and 
Minaya-Rowe for options regarding graduated bilingual instruction). 

The use of both of the students’ languages aligns with Cummins’ proposal for bilingual education 
which takes advantage of the knowledge transfer between the two languages and allows students to 
grow further than they would if the instruction was isolated to only one language or another. The focus 
of the program would be follow Krashen’s Content-based Learning Model (as cited in Haley and 
Austin) in that the program objectives would align with the students mastering the subject of cultural 
comparison instead of the English language being the primary focus. English would be moved from 
being a main subject to functioning as a means for delivering the content. Calderón and Minaya-Rowe 
supported this approach to incorporate the language and content across the entire curriculum: all 
subjects taught must integrate instruction in both languages, not one subject taught in Japanese and 
another in English. 

3. Program Objectives 
In the early stages of creating a two-way bilingual education program, it is important to consider 

the instructional methodologies to be employed by the faculty. The goal of the proposed program is to 
educate the students to be bilingual and bi-literate in both English and Japanese̶a general education 
focus using two languages as modes of informational transfer. The instructional methods found in the 
literature to be successful include four instructional techniques: a) the application of active learning 
strategies, b) the implementation of balanced, two-way bilingual instruction including appropriate use of 
both languages, c) integration of all four language skills in an integrated curriculum, and d) guiding 
instruction with clearly defined learning objectives and performance standards. These techniques will 
be explored below with examples of how each can be used in creating an effective TWB program at 
the university level.
3.1 Active Learning

Perhaps one of the most important instructional techniques in foreign language education is the 
implementation of active learning methods in the language classroom (Calderón and Minaya-Rowe; 
Haley and Austin; Tikunoff). Active learning instructional methods provide students with multiple 
opportunities to practice their language skills as they learn and develop. Not only does active learning 
provide an opportunity to practice new skills, it allows students to notice the gaps in their second 

language (L2)̶a concept posited by Schmidt and Frota in which language learners become aware of 
the areas in their L2 where their abilities or knowledge are lacking. When students are actively 
learning using both their first (L1) and second languages, they learn to fill in their linguistic gaps by 
asking questions or testing the language they learn from others. Along with students noticing and 
trying to fill their language gaps, they receive immediate feedback̶a vital element to learning̶during 
active learning events from both the instructor and from their peers (Schartel; Thurlings, Vermeulen, 
Bastiaens, and Stijnen; Tikunoff). Learning actively and receiving immediate feedback keeps the 
students engaged in the learning process and helps to maintain their motivation to learn. Calderón and 
Minaya-Rowe and Haley and Austin provide excellent suggestions of tasks and exercises which could 
be used to create active learning situations in the bilingual classroom during which students can notice 
their knowledge gaps and work to fill them in using the feedback they receive.
3.2 Implementing Balanced Two-way Bilingual Instruction Using Both Languages

Traditional examples of bilingual education in Japan have focused on adding in a minority language, 
usually English, to a majority language program (Sakamoto). However, the preferred approach is to 
create a new program in which both languages are balanced and given equal importance in terms of 
instruction and time allotment (Calderón and Minaya-Rowe; Cook; Tikunoff). In determining the amount 
of each language to use in the TWB program, it is important to consider the students' needs as well as 
the content being taught (Calderón and Minaya-Rowe). Options for balancing the amount of each 
language used were discussed above with a recommendation to graduate the amount of each language 
is used as the grade level increases. However, setting a firm percentage allotment of languages limits 
the freedom of the teacher to convey the information to their students in a manner they believe is 
appropriate. Therefore, the program's instructional guidelines should explicitly state that both 
languages should be used in an appropriate manner so as to enable the learners to achieve proficiency 
in both languages. Instruction in both languages is not reserved for the language classes only, this 
practice must be incorporated throughout the curriculum in all content areas. 
3.3 Integration of All Language Skills across an Integrated Curriculum

To make a TWB program successful, language use and practice must occur in knowledge content 
areas, not only in the language classrooms (Calderón and Minaya-Rowe; Haley and Austin; U.S. Dept. of 
Education). In order to effectively incorporate the practice of both languages across the curriculum, 
clear and deliberate planning is required by all faculty members and the administration. An example of 
how the language and content can be connected would be that activities in one class taught in English 
can be connected to a related activity in a class taught in Japanese. For example, students reading the 
book 1Q84 by Haruki Murakami in a Japanese-language based Contemporary Japanese Literature 
course could be assigned to compose and act out a comparison of Japanese and western culture 
adapted from the book in an English-language based Comparative Cultures class. In order for such a set 
of activities to be successful, the faculty members responsible for each course would need to collaborate 
on their lesson planning and keep one another appraised of changes in the course schedule. Integration 
of content and languages across a curriculum provides students with increased opportunities to practice 
language grammar, vocabulary, and content multiple times in a variety of situations, thereby deepening 
the students' grasp of the content. 
3.4 Clearly De�ned Learning Objectives and Performance Standards

Collaborative planning and integrated language use across a curriculum, in addition to detailed 
planning, require that clearly defined learning objectives be established for each course. Also, detailed 

performance standards must be created so that both students and teachers are able to measure the 
students' progress toward the learning objectives (Calderón and Minaya-Rowe; Haley and Austin; 
Tikunoff). Once the course learning objectives have been established, intermediate enabling objectives 
can be created to provide students with a path toward demonstrating that they have met the course 
completion standards. Having the learning objectives and performance standards clearly defined and 
announced to the students enables them to focus their own efforts toward reaching the goals set for 
them, thereby increasing their motivation and providing them with autonomy in their learning 
(Calderón and Minaya-Rowe; Kentucky Dept. of Education; Tikunoff). It is important for the students in 
an integrated TWB curriculum to clearly understand the learning objectives and standards they will be 
held to when being assessed in both languages.

 
4. Elements of a Successful TWB Program

4.1 Focus on Communication and Understanding

In reviewing bilingual classroom and community situations in the United States, Moll found that 
effective TWB programs included a collaborative relationship between the classroom and the local 
community with their combined efforts moving toward the goal of facilitating students' communication 
in both their native and second languages (23). This principle is the key to successful TWB programs 
because it establishes the overarching objectives for an entire program: the objective of enabling the 
students to communicate clearly and fluently in both their L1 and L2. With this objective in mind, a 
focus on communication over linguistic forms and grammatical perfection requires teachers to 
emphasize the importance of the active skills of writing and speaking over the receptive skills, listening 
and reading. A communicative language learning approach also focuses students' learning on real-life 
communicative skills, thereby giving them what Calderón and Minaya-Rowe called critical literacy̶the 
application of language skills in real-world situations and requiring critical thinking and evaluating in 
the language (165). Teachers and administrators can demonstrate the importance of communication by 
setting communication-oriented learning objectives for each course in the program. 
4.2 Incorporation of Active Learning

Most people who learn foreign languages state that their primary goal is to be able to speak the 
language (Haley and Austin). Therefore, TWB program classroom practices should incorporate 
strategies which enable students to learn how to actively communicate in both languages. Because the 
classroom is where students learn how to communicate in a variety of contexts, it is important that the 
classrooms be a safe place to practice (Calderón and Minaya-Rowe; Haley and Austin). Additionally, 
explicit instruction of grammatical constructions and communication techniques should be a fixture of 
classroom activities, followed by chances for students to actively practice their newly-learned language 
by communicating via speech or in writing. Even the passive skills of reading and listening can be 
activated by adding critical thinking and evaluation tasks to the lessons (Haley and Austin). 

The objectives set forth for the TWB program should reflect the need to focus on active learning, 
and be measurable using productive skills of writing and speaking. The success of students' active 
learning can be assessed by the teachers by using alternative assessments which require students to 
communicate in their language in real-world scenarios (Çakir).  
4.3 Enabling of Skill Transfer between Languages

In a TWB program, both languages are seen as assets and the growth of each language is 
encouraged. When both languages are improved, the students are able to transfer knowledge and skills 

from their first language to their L2 (Haley and Austin). For example, reading strategies mastered 
when learning to read in the L1 can be applied to L2 reading as well to enable more rapid improvement 
of reading ability. 

Additionally, in teaching both the L1 and L2 languages, all four language skills should be included 
in instruction from the very beginning̶it is common to postpone reading or writing instruction until 
the student has some grasp of the lexicon and language, but this is not necessary and can even hinder 
the development of the second language (Calderón and Minaya-Rowe; Haley and Austin). Even though 
students' oral and aural skills are rudimentary in the beginning, teachers can begin to teach reading by 
focusing on letters and phonemes, growing into words, phrases and eventually sentences. The students' 
L1 language skills will help to compensate for the mismatch of L2 skills in the beginning of language 
learning (Haley and Austin). Because of the benefits of language transfer from students' native 
language, it is vital to provide instruction in both the L1 and the L2 to the greatest extent possible.
4.4 Emphasizing of Critical Literacy

By placing the focus of TWB programs on teaching students how to communicate, they are being 
prepared to use the language in the real world. Emphasizing critical literacy in the educational program 
fits well alongside communicative language learning methodologies. The standards set for the courses 
must be connected to real-world activities as well as to teach students to use the language critically so 
that they can deal with ambiguities in the language better. Explicit instruction in language components 
and grammatical constructs as well as pointed instruction of specific skills are needed to enable 
students to use the language critically (Calderón and Minaya-Rowe; Haley and Austin). Therefore, 
lesson plans should incorporate the use of realia and realistic situations in the instruction of each 
language skill individually as well as in the activities to promote the improvement of general language 
proficiency. Reality-based scenarios cause the students to push beyond the language taught in the 
lessons and force them to critically evaluate how to apply their knowledge and vocabulary to succeed in 
the given situation.
4.5 Creation of Learning Communities

Students not only learn in the classrooms of schools or instructional programs, they also learn from 
their surroundings and the community at large. Therefore, a successful TWB program must create a 
community of learning in which the students can practice their languages or test their hypotheses 
safely without fear of ridicule (Calderón and Minaya-Rowe; Haley and Austin). Haley and Austin 
highlighted the fact that people learn appropriate speech, verbal and nonverbal communication 
conventions, and interpretations of others' words and actions through existing in language and cultural 
communities; in short, people learn to communicate appropriately with the other members of their 
community (191). In order for learners in a TWB program to truly succeed and become members of 
their communities, they need learning communities within which they can practice and grow through 
trial and error among their peers (Calderón and Minaya-Rowe; Haley and Austin). Learning 
communities can be constructed by providing opportunities for students to use the language outside of 
the classroom in clubs and activities, volunteer work using either or both languages, or in guided 
exploration of students' interests or hobbies.

 
5. Assessment Practices

Academic language proficiency in a foreign language takes approximately five years to develop 
(Collier and Thomas), so assessing students’ linguistic progress in a short-term, two-way bilingual 

program requires a unique approach. Authentic assessment is necessary to adequately assess students’ 
progress toward program objectives (Calderón and Minaya-Rowe; Haley and Austin). Cohen explained 
that interim knowledge or skill checks are quite valuable in ensuring the students’ overall success in 
the course. The initial assessment vehicle encountered by students entering a TWB program is a 
language placement test to measure students’ ability levels for assignment to specific classes in 
accordance with their needs (Calderón and Minaya-Rowe). Placement tests in a TWB program would 
determine a student’s levels of L1 and L2 proficiency so that they could be classified into the most 
appropriate language classes. Once students have been placed in an appropriate course, their progress 
toward the course objectives must be measured using another type of assessment: achievement 
assessments.

Achievement assessments measure students’ progress toward learning objectives as determined 
by course curriculum standards. A TWB program must have formative and summative achievement 
assessments to measure the students’ progress toward the course objectives (Calderón and 
Minaya-Rowe). These assessments should be more accommodating of students’ learning styles than the 
placement discussed above, as they hold greater importance in the students’ academic lives and should 
be tailored to fit students’ needs as greatly as possible (Haley and Austin). Program assessments should 
integrate alternative assessment methods̶those that go beyond the paper-based written tests 
currently in use. Students all have different learning styles and not all learning styles can be assessed 
with one standardized test (Haley and Austin). A variety of authentic assessments would provide a 
better overall picture of students’ abilities. Aksu Ataç provided suggestions for assessments which 
align with real-life situations, such as those which require students to demonstrate their ability to 
perform a task instead of simply writing about how to do it. 

Students’ preparedness for successful completion of a TWB program can be measured by a 
comprehensive or alternative summative assessment. The format of the assessment can vary, but 
should focus on authentically measuring students’ abilities to perform given tasks in both languages 
(Çakir; Calderón and Minaya-Rowe). Çakir and Cohen have laid out specific methods for implementing 
alternative, authentic assessments in the language classroom; these methods would be useful as 
summative assessments to provide students an opportunity to demonstrate their skills in a 
comprehensive, realistic way (Aksu Ataç) and determine students’ readiness to graduate. Some 
examples of alternative summative assessments are writing and performing a play in groups about 
university life, publishing student newspapers about program activities or the student population, and 
producing video news shows.

 
6. Faculty and Staff Development

The faculty of this program must be highly-motivated and experienced in bilingual education in 
order to combat one of the problems cited as a limiting factor in program success by Calderón and 
Minaya-Rowe, and Sakamoto. All faculty members must be bilingual in both Japanese and English to a 
level sufficient to instruct their subject in either language as necessary. The faculty will be given 
training prior to and throughout the program to ensure that all members are aware of the program 
objectives and bilingual teaching methodology based on current research, as well as instructed in how 
to employ research-based communicative language teaching methods in their classrooms (Nunan). 
Finally, the faculty must function as a team oriented toward the success of every student and ready to 
respond to student needs in a timely manner with sound educational actions to enable the students to 

succeed. 
During the preparations to implement a TWB program, there are several areas of professional 

development which should be covered prior to the program's commencement. As the program will 
employ a team-teaching approach to instruction in both languages, training in current team teaching 
methods and practices is vital to the program's success (Calderón and Minaya-Rowe). The high level of 
synchronicity among teachers makes team teaching challenging, so training and practice sessions are 
necessary to assist the faculty in becoming comfortable with this teaching practice. To ensure that the 
faculty is prepared to take advantage of the most current technology and blended learning practices, 
the teachers should receive training in educational technology integration with practical activities using 
classroom materials so that the teachers can realistically consider where, when, and how to use 
technology tools in their lessons. 

Throughout the pre-program training, the administrators should include team-building exercises to 
develop a sense of camaraderie and collaboration among the faculty and staff. Teachers who have a 
network of support and feel that they are part of a tight-knit educational team perform better and 
produce a higher-quality education for their students (Calderón and Minaya-Rowe), so TWB program 
success greatly depends on strong bonds of teamwork among the faculty and staff. As the faculty 
members coalesce into a team, each teacher should be required to choose a mentor or partner with 
whom they can freely discuss professional successes and concerns. These mentors will provide a 
support network upon which the teachers can rely throughout the program for advice, guidance, and 
emotional support. Establishing a network which supports a strong faculty team as they collaborate to 
implement bilingual learning objectives for a TWB program will ensure that the teachers feel secure in 
their professional environment and are prepared to successfully educate the students.

 
7. Parental and Community Involvement in a TWB Program

Parents can play a variety of roles in a TWB program̶the key element is to find opportunities to 
get them involved. Parents can provide support in a traditional sense, such as through participation in 
Parent - Teacher Associations, by supporting school policies from home, and through collaborating with 
the teachers to ensure the student body's success (Calderón and Minaya-Rowe; Larios and Zetlin). 
There are also more proactive roles which parents can take in their relationships with the schools, such 
as by volunteering in the classroom, and through running extra-curricular activities or sharing cultural 
experiences in their L1 (Calderón and Minaya-Rowe; Larios and Zetlin; Lau). Parents can also be 
extremely valuable in encouraging the development of minority languages in a TWB situation (Ramos). 
They are a resourceful group with skills and knowledge which can be harnessed to support the schools 
in numerous ways; the issue remains that teachers and administrators must find the means to bring 
parents into the process. In the Japanese university setting, parents will support the TWB program 
because of an existing societal custom of supporting their children's schools financially, materially, or 
through volunteer efforts (Holloway et al.). There are myriad reasons to involve parents in the 
educational process of TWB programs that result in more successful programs, better educated 
students, and more effective instruction; very few negative aspects to parental involvement, if any at all, 
exist.

8. Conclusion

The optimum piloting place for a two-way bilingual program in Japan is at the university level 

because of students' ability to cope with academic demands in both languages as well as a lower level 
of bureaucracy which would hinder TWB program inception in primary education. A short-term 
English-Japanese TWB program could be implemented in Japan with a focus on clearly-defined, active 
learning-based program objectives which integrate all course content in the program with an emphasis 
on equal use of both languages in instruction. The bilingual faculty would employ team-teaching 
methods while building learning communities within the student population to support the students' 
growth in communication skills and critical literacy in both of their languages. Students would be 
assessed using alternative testing techniques in both formative and summative types. This assessment 
regime provides a clear path for the students to follow to meet the program's objectives. Also, to 
ensure success of such a program, the faculty would require proper and thorough training in team 
teaching methods, bilingual educational practices, and technology integration beforehand. Also, a strong 
an active pool of engaged and supportive parents is necessary for the success of the program as well as 
the long-term sustainability of the TWB program. A university-level TWB program in Japan would be 
a model of the future of bilingual education in Japan and throughout the world.
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