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Introduction - Some premises for actual analyses -

1. Why textbooks?

First of all, the reason why textbooks worth analyzing should be
made clear. The problem with textbooks is as follows. If textbooks try
to inculcate the students with the kind of ideas which justify inequality
of human rights pretending as if the ideas supported equality of human
rights, .it is nothing but swindle’ And the swindle through textbooks
is directed at young students, who are not expected to be as matured
as adults. Besides, the swindle is carried out under the official
educational system. Therefore, if swindle is carried out through
textbooks, it is much more vicious than the ones directed to adults or
the ones carried out without official systems. And as I will show later,
most textbooks actually carry out swindle, at least when they deal with

social issues.

2. What kind of lessons I deal with

Strictly speaking, any kinds of statements are more or less
ideological. But it seems that comments about social issues are more
obviously ideological than the ones about other issues. Therefore, in
this thesis, I will deal with only the social issues described in English
textbooks.

Besides, I will deal with newly published English textbooks which
are the ones published in 2002 and 2003 in order to analyze current

ideologies.
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3. What is the point?

Although many lessons in English textbooks in Japan describe so
many kinds of social issues, almost all such lessons have approval to
inequalities in common. And it seems to me that the approval has
crucial ideological problems, not slight ones. It is true that descriptions
in textbooks vary, but the existence of such variation doesn’t mean
that they don’ t approve inequalities. Some approve inequalities overtly
while others approve them covertly.

The covert approval is as follows. Some lessons admire those who
are discriminated without criticizing those who discriminate them.
Other lessons criticize those who discriminate the weaker people
without criticizing the most responsible people. This is a common
tendency I describe in most of this thesis. The exception is chapter 4. In
that chapter, the problem is a mixture of two kinds of discrimination,
which are sexual and ethnic.

Although the ideologies contained in the lessons vary, their can be
classified in a certain number of sets. And the ideologies don’ t seem to
be affected by whether they are published in 2002 or 2003. It is true
that there are some interesting cases which cannot be classified.
Although such lessons worth mentioning, I will analyze them as
exceptions since they are quite small in number and therefore
exceptional.

In short, the purpose of this thesis is to make a critical discourse
analysis (CDA) of English textbooks. The purpose of CDA can be
summarized in the following remarks in Wodak and Meyer (2001).

To summarize, and in contrast to some views on CDA, CDA is not
concerned with evaluating what is ‘right” or ‘wrong’. CDA -in
my view - should try to make choices at each point in the research
itself, and should make these choices transparent. It should also
justify theoretically why certain interpretations of discursive

events seem more valid than others. (p. 65)

85 (2)



What is more, the following remark in Noro (2001) involves herself into
getting rid of disadvantages caused by discourses, and therefore more
constructive than the definition above. I hope this thesis of mine will

contribute to such actual improvements as Noro (2001) says.

The purpose of CDA is to make covert ideologies clear and get rid
of their disadvantages. That is exactly the reason why CDA

criticizes sociolinguistics. (English mine) 2’

1. Language

1.1. General Tendencies
Before analyzing textbooks, I think I should describe the effects of
the justification of the dominant position of English through English as

a media. Kasuya (2003) explains the effects as follows.

The justification of a dominant language needs to be proven by
means of the dominant language itself. There is a double approval
effect here. In other words, it is through the approval by means of
the use of the dominant language that approves the symbol of the
dominant language as a whole...

But even the authority of a justified language cannot remain in
silence for ever. The symbol of the authority needs to be renewed
and filled up intermittently. The dominant language needs to be
justified overtly with the renewal and the filling up of its linguistic
capital, particularly when the authority is threatened by other
linguistic authorities. Besides the process of the renewal and the
filling up must be carried out with the creation of an “illusion” that
the justification is “natural” and “self-evident”. (English mine) 3

It is true that “a double approval effect” can be applied to the
justifications for not only dominant languages but also dominated
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languages. But actually, most English textbooks in Japan approve only
dominant languages such as English.4’

I will show this point in the course of actual analyses of some
lessons. One of the typical approval is given by “Lesson 10:
International Travel” in LIVING ENCOUNTER ORAL
COMMUNICATION I. Tt starts with the following sentences.

The earth is getting smaller and smaller, it has become easier to go
to so many places in the world and communicate with people. The

role of English as a world language is increasing. (English mine) 5’

And this lesson ends with the following paragraph.

Learning to speak English will help you communicate with the
people you meet in other countries. What is your reason for
studying English? (p. 92)

Since this lesson admires English consistently, the question at the end
of this lesson is nothing but a leading question. Besides, the admiration
is carried out in English. Therefore, it can be said that this lesson has
what Kasuya (2003) calls “a double approval effect”.

The exact same pattern is shown even in a lesson in one of the
newest textbooks. “Unit 141 Why Do You Learn English?” in
EXPRESSWAYS Oral Communication II begins as follows.

In the late 1990’s, the prime minister’s advisory panel proposed
designating English as the second official language of Japan. The
pros and cons of this controversial issue are still under heated
discussion. (p.64)

And it ends as follows.

Many people in Japan, like elsewhere, need English for work. An
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increasing number of Japanese companies are now requiring a
certain score on an internationally recognized English examination
as a condition of employment and promotion. So why should we
learn English? (p. 64)

This kind of quite overt approval to English is also seen in “Lesson
1: English: A Small Beginning” in PROMINENCE ENGLISH II whose
conclusion is as follows.

English has come a long way from its humble beginning to its
present prominence as a global language. It appears that this is not
likely to change any time soon. (p.10)

There are a bit more liberal cases which accept varieties of
English. However, several kinds of connivance are seen in the following
cases. Some lessons such as “Lesson 1: Give Your English a Try” in
Planet Blue English I and “Lesson 13: Which ‘English’ Do You Speak?”
in Departure Oral Communication I admire varieties in English. Although
such lessons are more liberal than the monolithic view towards English,
they still connive at the dominance by English since they don’t admire
other languages than English. The opening remarks in “Lesson 13:
Which ‘English’ do you speak?” in Departure Oral Communication I,

essentially has the same ideology as the lessons above.

English is a world language, but it is not monolithic. It varies from
country to country or region to region. Let’s perceive English as
an international common language which has many “faces”.

(English mine)

I have mentioned the overt admiration for English so far, including
some varieties of English. Let me turn to the covert admiration next.
The following lessons don’t admire the dominant position of English

overtly, but they connive at the dominant position.
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“Lesson 11: Not Mines, but Flowers” in WORLD TRECK ENGLISH
COURSE I ends with the following sentences.

So don’t worry about making mistakes in your English.
Sometimes it can be amusing. Mistakes may make people laugh.
Enjoy your funny mistakes and learn from them. Laughter is one

of the best forms of international communication. (p. 62)

This opinion seems to be correct in a sense. However, since these
sentences don’ t mention the dominant position of English at all, these
sentences don’t make clear why people worry about making mistakes
while using English. People wouldn't worry about making mistakes
while using English, if English were not as dominant as it actually is.
Therefore, it can be said that the concluding remarks of this lesson
ignore a cruel psychological effect (making people worry), which is
caused by the dominant position of English.

Some  lessons mention multilingual societies. “Lessonl: Dear
Friends" in NEW WORLD ENGLISH COURSE I, for example, a New
Zealander says “I speak two languages, Maori and English.” (p. 15) But
most of such lessons don’t mention historical backgrounds or social
factors which have made the societies multilingual. Since such factors
are colonial ones in many cases, ignoring such factors means the
connivance at colonialism.

“Lesson 9: How do you say it in English?” in Captain English Course
I describes the cases in which some people are misunderstood because
of Japanese coinages  from English. But coinages are almost
unavoidable when languages spread, so it is not fair to describe such
phenomena without mentioning that they are almost unavoidable.

Probably, the most perverse case is “Episode 16: 1 Want to Be a
Teacher of Japanese.” in Interact Oral Communication 1. The whole

lesson is the following speech given by a Japanese student.

Hello, everyone. Last fall T went to the United States and stayed
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 with a host family. I also went to high school. In each class I was
surprised to find people from so many different backgrounds such
as Chinese-Americans and African-Americans. My classmates
showed respect to each other. This was a great lesson for me.
This trip to America made me think about my future. I've decided
I would like to teach Japanese abroad. There are three reasons
for my decision. First, my wish is to help people from other
countries speak Japanese. Now there are more people studying
Japanese in the world. Second, my hope is to teach about Japanese
culture. People from other countries know very little about it.
Third, I hope I can act as a bridge between Japan and other
countries. Very few Japanese people are playing this role. For
these reasons I want to be a teacher of Japanese.
In order to be a good teacher, I'm going to study both Japanese
and English and learn about Japanese culture and other cultures

as well. (p. 80)

This student is going to do something quite opposite to his experience
in the USA. The people he met there “showed respect to each other”
no matter what their backgrounds were. If he had been impressed with
such generosity, he should have decided to accept cultures of other
countries instead of teaching the Japanese one. I am not criticizing
teaching Japanese either in Japan or abroad. I am just saying that
teaching his own language and culture is quite opposite to the deeds of
the Chinese-Americans and African-Americans he met. It is true that
he mentions the importance of “other cultures as well”, but he thinks
they are important in order only to become a good teacher of Japanese.
What is more, the reason why English is important to be a good teacher
of Japanese is not mentioned at all. This lesson is nothing but sheer
hypocrisy.

There seems to be only one reasonable hypothesis that explains
this perverse lesson. The lesson only encourages its learners to look out
for interests, although it pretends to be liberal. I can’t find any other
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hypothesis which can admire studying Japanese unconditionally while
appreciating English and foreign cultures exclusively for the purpose
of becoming a good Japanese teacher. No other lessons I have ever seen
is not as hypocritical as this. This lesson is quite unique in that sense.
It is true that the lessons above are different to one another to
some degree. But they are all just approval for the dominance by
English (or by Japanese, exceptionally though) with what Kasuya (2003)
calls ‘an “illusion” that the justification is “natural” and “self-evident”.’

1.2. Exceptions
However, there are at least two conscientious lessons on
languages. Lesson 4 in Crown English Series I is an exception. It contains

the following expressions.

There are lots of different languages too. (p.48)

In 1896, however, English was declared the official language, and
Hawaiian was no longer taught in schools..Then in the early
1970’s, we began to revive our native Hawaiian culture and

language. (p.49)

Imagine that English has taken the place of the Japanese language
here in Japan..In Japan, too, here is a minority language, just as in
Hawaii. The Ainu people have lost much of their language and
culture. Today, they are trying to revive their traditions. (p. 52)

In order to make students acquire an egalitarian view, it is necessary to
explain them the existence of inequality.

I guess that some people may wonder if it is necessary to imagine
how we feel if our native language was replaced by another language
in order to acquire an egalitarian view to language. Perhaps not so
many people will say that we don’t have to pay any attention to

minority languages. Still I’ m afraid that some may say knowing such
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cruel history about languages is not necessary. However, it IS
necessary.

The following is a criticism towards ONO Tetsuhito who studies
the Ainu language in Mashiko (2002b).

I think that this is a satisfactory opinion for a member of a majority
group who is concerned with problems with a minority group. Still,
even no concludes “We cannot ‘enforce’ the Ainu language on the
majority group of Japanese.” If so, “not to enforce the Japanese
language on the Ainu people” was also a “realistic” decision.
However, a historical fact tells us that “enforcing the Japanese
language on the Ainu people was possible”, which means
“enforcing the Ainu language on the majority Japanese people was
possible, too.” (English mine) 7’

It is true that English textbooks do not have to propose actual
language policies, but they have to describe linguistic issues. For that
reason, it is necessary to imagine how the people in minority groups
feel about the inequality concerning languages. Paying some attention
without thinking about enforcement is not enough. Therefore, it is
necessary to imagine how we feel if the Japanese language was
replaced by the English language.

“Lesson 6: Easy Japanese” in Genius English Course I is the other
conscientious lesson. It approves “Easy Japanese”, a simplified version
of Japanese for foreigners, for its usefulness. This lesson is basically
approvable for its liberal value and for the topic Easy Japanese is quite
unique. However, although this lesson is basically conscientious, its

conclusion is not approvable since it criticizes multilingualism.

Of course, it's best to give information in all of the languages
spoken in a community. Then we can be sure to advise everyone
what to do. But that’s not always possible. During natural
disasters, clear communication can make the difference between
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life and death. “Easy Japanese” is a big step in this direction. (p. 74)

It must be true that not “all of the languages in a community” are
available in most cases. But as Coulmas (2002) makes clear, the
necessity of information in a variety of languages was noticed after the
1995 earthquake in Kobe, and the situation has been improved, slowly
though.

The 1995 earthquake in Kobe, for example, made it clear to many
civil administrators that there is considerable demand for
information in a variety of languages (Sanada, 1996). A growing
number of municipalities have since taken steps to provide
interpretation and translation services in various departments and
in other ways moved to recognize the existence of languages other
than Japanese. The notion that a democratic society should make
allowances for minorities and speakers of other languages is

gaining ground, however slowly. (p. 221)

Even if the author of the lesson couldn ‘t find this kind of notion in
Coulmas (2002), she or he should be criticized for the lesson’s too
pessimistic conclusion which can divert learners’ attention from the

possibility of multilingual information in Japan.

2. Ethnic Culture and Ethnic Minority

2.1. General Tendencies
If we strictly define the term “culture”, the definition will be as the
one given by Mashiko (2003).

Ways of acts shared by at least two people, and the values
concerning the acts. And the kind of acts of human beings which
are not programmed innately are products of culture. In a broad

interpretation, regional varieties and varieties in groups of
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mammals and birds, and systematized communication between

human beings and other species can be included. (English mine)®

However, since this strict definition includes too many phenomena,
I will only deal with ethnic culture (and ethnic minority) in this chapter.
(I will deal with gender in chapter 4, which can be called another example of
culture.)

Both “Lesson 2; Chili Peppers” in Tomorrow English Course I and
“Lesson 3: Hot Peppers” in MILESTONE English Course I deal with the
history of peppers. But neither of them mentions colonialism behind the
history.

“Lesson 3;: The Hamburger” in ACORN English Course I is another
too much optimistic case without mentioning colonial backgrounds.

The whole lesson is as follows.

Americans eat 35 billion hamburgers a year. You may think the
hamburger is an American food. But this fast food comes from
many countries.

The name “hamburger” comes from Hamburg, a city in Germany.
The hamburger is made of beef, not ham. The idea of grinding
meat comes from Turkey.

The pickles are from Eastern Europe.

The word ketchup comes from the Chinese name for sauce.

The bun comes from an English recipe.

Sesame seeds come from the Middle East.

So, the “American” hamburger is truly an international food.
Thank you. (p.22-23)

The examples above describe ethnic culture without mentioning
people there. On the contrary, some lessons describe people’s
communication such as volunteers working in “developing” countries.
“LESSON 11: To Make the Earth a Better Place to Live in” in PRO-
VISION ENGLISH COURSE I is a lesson on the First Japanese doctor in
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“Medicins Sans Frontieres” (Doctors without Borders). “Lesson 9: The
Right machine for the Job” in SUNSHINE English Course I advises that
overseas aid need to meet actual needs of the people there.

Although what these lessons say is correct, the lessons don’t
mention why “developing” countries are in need of aid. Colonial
backgrounds are ignored in these lessons too.

“Lesson 8: Child Labor in Asia” in Genius English Course I is unique
in that it deal with what most other lessons don’t. But, once again,
colonial backgrounds are not described there. So many studies such as
Nagashima (1989) explain child labor was a typical phenomenon during
the Industrial Revolution in Britain. Therefore, it is clear that even if
the current type of child labor seems to be a feature of some of
“developing” countries, its historical backgrounds are in the
“developed” countries. What is more, this lesson ends with the

following paragraph.

But the campaign to stop child labor has started. FIFA has
announced a new policy. FIFA's seal on soccer balls guarantees
he balls are the correct weight and size. But from now on, it will
also guarantee the balls are made under proper working
conditions. (p. 100)

Although this campaign is a good tendency, admiring it without
mentioning whether child labor doesn’t exist anymore may mystify
the seriousness of child labor. Whatever the problem the lesson may
describe, both who are responsible for the problem and whether the
problem is wholly solved or not should be made clear.

All the lessons above are more or less perverted. However,
probably the most perverted case, is “Reading 2: Be Strong! Be Proud!”
in Power On English II. The story of the lesson is as follows.?’

A Vietnamese boy had his father killed during the Vietnam War.
The father told him to be strong and to be proud of his ethnicity when
he was dying. Later, the boy came to the United States and was
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discriminated because of his ethnicity. But since he helped even the
person who discriminated him, he came to be respected at last.

It seems to be necessary to understand “shogaisha yakuwari” (the
role allotted to the handicapped) in order to understand how perverted
this story is. According to Ishikawa (1992), “shogaisha yakuwari” can
be defined as follows.

Honestly speaking, the handicapped are expected to act in such
ways that rouse people’s love and humanism. Being lovable is the
role allotted to the handicapped. The handicapped must play this
role in order to make the system work, the system in which the
care of the handicapped is carried out by voluntary spirit with love
and humanism - of course, this voluntary spirit is roused by the
society which requires “the sign of love” of its people -. (English

mine) 1

It may seem that racial discrimination is criticized in the lesson
titled “Be Strong! Be Proud!”. But the Vietnamese boy was accepted
only after he did a good thing. The boy is allotted to the same role as
“shogaisha yakuwari”. This lesson is perverted since it doesn’t
criticize the most vicious people. The ideology in this lesson will
enforce minorities to overcome discrimination only through their own
efforts. It puts minorities in a tough and unfair situation not because it
doesn’ t criticize discrimination, but because it criticizes discrimination
without mentioning the most responsible people.

In other words, “Be Strong! Be Proud!” has exactly the same
problem as that of history textbooks in USA. Loewen (1995) analyzes

history textbooks in America as follows.

Although textbook authors no longer sugarcoat how slavery
affected African Americans, they minimize white complicity in it.
They present slavery virtually as uncaused, a tragedy, rather than

a wrong perpetrated by some people on others..The emotion
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generated by textbook description of slavery is sadness, not anger.
For there’s no one to be angry at. (p.145)

Just like this analysis, the lesson doesn’ t mention the essential points
such as who killed the boy’s father and why the Americans around
him discriminated him only because of his ethnicity. The lesson
mystifies the cause of the Vietnam War and the whole structure of the

racial discrimination in the USA.

2.2, Exceptions

All these lessons are perverse more or less. On the contrary, I have
found at least two conscientious lessons. “Lesson 3: Tsugaru-jamisen
and the Yoshida Brothers” in EXCEED English Series I is a story about
the Yoshida brothers (famous performers of a traditional musical instrument).
The way that this lesson admires a factor of minority culture (a
traditional musical instrument “Tsugaru-jamisen”) is conscientious. The

lesson ends with the following paragraph.

The Yoshida Brothers have adream to introduce tsugaru-jamisen
to the world. Their shiamisen concerts will be held in many places
outside Japan in the near future. Something truly Japanese can be
‘international’. This will be proved by the brothers soon. (p. 30)

“Lesson 3: Fingers, Chopsticks, or Forks” in Vivid English Course I
is in sharp contrast to “Lesson 3: Tsugaru-jamisen and the Yoshida
Brothers”, although it is the other example of the conscientious lessons.
This lesson explains that the use of forks for eating meals does not have
a long history in Europe as it may seem. It says that Elizabeth I of
England and Louis XIV of France ate with their fingers. It also says
that even in the 19th century, using forks was thought to be a sign of
weakness in the British Navy. So, this lesson dismantles an image of the
dominant European culture. It is in this sense that this lesson is in

sharp contrast to.“Tsugaru-jamisen and the Yoshida Brothers, which
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admires a dominated culture.

3. Environment

Those lessons that deal with environment can be classified into
two groups. Some lessons appeal to the learners to protect rare species.
“Lesson 6: We All Share This World” in PRO-VISION ENGLISH
COURSE I is one of such lessons. It explains that pandas are going to
extinct. And others encourage the learners to do what they can, such
as recycling. “Lesson 2: How Green Are You?” in NEW WORLD
ENGLISH COURSE I is one of such lessons. It tells that we should do
what we can do personally, such as turning off TV when we don’t
watch it and recycling paper.

However, just as many studies such as Higuchi (1981) and Shimizu
(1994) make clear, environmental problems contain discriminative
structures which make weak people suffer. The problems don’t make
each person suffer equally. Therefore, identifying environmental
problems as protecting rare species and doing what each person can do
is nothing but concealing who are the most responsible for
environmental problems. (It is true that “Lesson 6: Last Chance” in NEW
STREAM I describes how much water each region of the earth consumes and
how much carbon dioxide each produces, but this rough description is far from

analyses of discriminative structures.)

4. Gender

As 1 mentioned in “What is the point?”, the problem in some
lessons which deal with gender is “a mixture of two kinds of
discrimination, which are sexual and ethnic.”

In “Episode 12: I wish I knew the answer” in Interact Oral
Communication I, Susan, a Westerner, asks Yuji, a Japanese, why
women aren ‘t allowed to enter sumo rings, and she says “Isn’t that

discrimination against women?” at last. (p. 58) It must be true that not
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allowing women to enter sumo rings is discrimination against women,
but the story that a Westerner mentions the discrimination while a
Japanese doesn’t recognize the discrimination could inculcate readers
with another stereotype, which is that Japanese should overcome
sexual discrimination by learning from Westerners and not from other
peoples. 1V
“Lesson3: Gender Stereotypes” in PRO-VISION ENGLISH

COURSE II criticizes gender stereotypes as follows.

Before World War I, boys wore pink while girls wore blue. Only
after World War II did today’s connection of the two genders with
pink and blue become common. This shows that the ideas about
men and women change from era to era.

Even the idea that women should stay in the home as housewives

is a recent one. (p. 33-34)

Although this criticism describes a fact, it doesn’t mention gender in
“developing” countries. This is another kind of “developed” countries-
centered view which is not as obvious as the one in Episode 12 in
Interact Oral Communication I, since this chapter doesn’t criticize
traditions of “developing” countries. However, its being less obvious
doesn’t decrease the seriousness of the problem. This lesson still
contributes to the spread of the “developed countries”-centered view.
These lessons have the same kind of problem which Nakamura

(2002) criticizes as follows.

The number of relationships of men and women is as many as the
number of the combinations of men and women. Under that
condition, what does it mean to pick up only American cases for
comparison? Does it mean that cases in Asia, Africa and Islam can’

t be models? (English mine) 12
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5 War (Military Invasion, to be precise)

5. 1. General Tendencies _

“Lesson 9: The World Is Waiting for You” in ONE WORLD English
Course I mentions the Gulf War and refugees from Kuwait without
mentioning who are responsible for the war. “Lesson 7: Under Atomic
Cloud” in Powwow ENGLISH COURSE II describes atomic bombs
without mentioning who are responsible. Some lessons such as
“Lesson9: Beyond Our Limits” in Voyager English Course II criticize
landmines without mentioning who are responsible.

In short, although war is essentially a political issue, almost all the
textbooks describe it only as a tragedy, without mentioning those who
are responsible for such actual vicious deeds. In other words, in most of
the textbooks, war is described as it were a kind of natural disaster.

The lesson that contains the strongest version of this tendency
must be lesson 3 in NEW COSMOS ENGLISH COURSE I which
describes friendly communication between a Japanese girl in the USA
and her classmates during the Second World War. It is a quotation
from Madogiwa-no Totto-chan written by Kuroyanagi Tetsuko, a famous
TV personality.

As Takezawa (1994) makes clear, the Japanese-Americans were
treated in vicious ways during the second World War. So even if the
TV personality herself was accepted by the American students, such a
case is nothing but an exception and should not be generalized.

The following analysis in Nakamura (2002) is quite appropriate.

However, just like other “pacific teaching materials”, only teaching
the tragedy of war is not sufficient to overcome the mentality
which embraces “peace”. If the materials teach misery without
mentioning the causes of each war and how the countries which
are responsible for the wars have dealt with their deeds, learners
will not be able to understand the causal relationships of wars.
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They will feel just “war is tragic”. (English mine)®

Besides, The following criticism in Loewen (1999) can also be applied to
English textbooks in Japan.

Although it has many words, none say who put it up. In fact, no
words tell who did anything; the key verb is in the passive voice.
(p. 93)

Probably, as Honda (1984) says, the term “war” itself is
inappropriate in order to make clear that war is caused by vicious
people. It must be proper to use the term “invasion” instead of “war”

in order to make clear who are responsible.

5. 2. An exception

Still, T have to mention that there is a much better case at least in
one of the newest textbooks. “Lesson 2: A Voice from Germany” in
NEW LEGEND WNGLISH II consists of a speech given by an ex-
German president Weizscker including the following part.

In our country, a new generation has grown up to take political
responsibility. To be sure, our young people are not responsible for
what happened over forty years ago. But they are responsible for
the historical results.

We in the older generation owe to young people not the fulfillment
of dreams but honesty. We must help younger people to
understand why it is necessary to keep memories alive. We want
to help them to accept historical truth soberly, not one-sidedly.
From our own history we learn what human beings can do. For
that reason we must not imagine that we are now quite different
and have become better. There is no moral perfection. We have
learned as human beings, and as human beings we remain in

danger. But we are strong enough to get over such danger again
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and again. (p. 141-142)

Tt seems that this lesson does not describe war just as a tragedy, rather
it describes war as a political issue mentioning the responsibility for an
actual war. For this reason, it can also be said that this lesson describes
war sincerely.

However, there still exists a problem. Since this lesson doesn’t
explain the meaning of “the postwar responsibility” as detailed as
Takahashi (2001), students may not understand the real meaning of
“the postwar responsibility”. It seems to me that even the ex-German
president Weizscker himself didn’ t understand the meaning .

But as Takahashi (2001) says, the current students should notice
the real meaning of “the postwar responsibility” which is even deeper
than the speech above. Takahashi (2001) analyzes “the postwar

responsibility” as follows.

On the other hand, the expression “the responsibility caused by
some deeds of the preceding generation of the same group” can be
understood as “the postwar responsibility”. As far as the wars of
aggression and war crimes caused by the Japanese Empire are
concerned, the postwar Japan has to deal with a series of the war
crimes as the judicial and political successor of the Japanese
Empire by means of reparations, compensations, official apologies
and the punishments of the people in charge of the war crimes. All
these issues must be carried out by the Japanese government,
however, since the government carries out the issues as the
judicial and political representative of the Japanese people, the
Japanese people are responsible for whether the government
carries out them or not. It means that the Japanese people must
take “the postwar responsibility” as sovereigns if the Japanese
government takes “the post war responsibility”. In this sense, it
can be said that the postwar Japanese people also take “the
responsibility caused by some deeds of the preceding generation
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of the same group” almost “automatically”. (English mine) 14

Compared to this definition of “the postwar responsibility”, the
speech seems to have underestimated the responsibility. Weizscker
seems to think that all the young people have to do is to learn from
history and not to make the same mistake. He doesn’t seem to
understand that the younger people bear responsibility not only for
preventing another tragedy in the future but also for making the
government dale with the war crimes in the past. For this reason,
“Lesson 2; A Voice from Germany” should be evaluated as follows.
Although its theme is quite sincere, the way it describes the theme is

not deep enough.
6. Handicapped people

6. 1. General Tendencies

In order to understand the way that people describe handicapped
people is unfair, we need to understand “shogaisha yakuWari" (the role
allotted to the handicapped). “Being lovable is the role allotted to the
handicapped”, as I already said. The following remark by Matsunami
(2003) makes clear the role’s effect.

The function of “shogaisha yakuwari” suits the convenience of the
people without handicaps. Because they can be free from their
covert mentalities such as hating the handicapped and feeling
guilty because of the hatred, as far as they project this image
which tells “how handicapped people should be” to actually
handicapped - people. When people without handicaps see the
handicapped who don’t suit the image, they will feel bad or feel
sympathy for a moment, but they forget such people soon. Those
handicapped people who-act as “shogaisha yakuwari” will be
accepted and those handicapped people who don’t (or can’t) will
be criticized or ignored. Some handicapped people give up acting
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as they want since they expect how people without handicaps will
think when they act as they want. In short, “shogaisha yakuwari”
is a mirror which reflects the asymmetric social relationship, since
it is a projection of what people without handicapps want the
handicapped to be. (English mine)!®

“Lesson 8 The Dreams of a Blind Gold Medalist” in PROMINENCE
ENGLISH I is a story about a blind person who won a gold medal in the
Paralympics. “Lesson 10: No One’s Perfect” in Power On English I
consists of a book written by OTOTAKE Hirotada, a famous
handicapped person. In such lessons, it is clear that “shogaisha
yakuwari” is allotted to the handicapped.

“Lesson 5: Look at the Person I Am Inside” in POLESTAR English
Course I is an interview with a girl who has cerebral palsy. In the end
the girl asks

G: How would you make the world more disabled-friendly? What
role do you want to play when you grow up?

T: I want to make the world aware that not all people are the same.
The disabled need help. People must start caring for others. I also
want the disabled to have more chances in life. I want to give them
the right to work and live as normally as possible.

G: What is your greatest wish?

T: I want people to look beyond my disability and look at the
person I am inside. (p. 51)

It is true that I admit that this interview is worth reading, but I will not
say this story is totally admirable. This lesson describes a situation in
which the girl herself needs to appeal to others to change their minds.
Although such a situation should be improved by those without
handicaps before the girl mentions, this lesson doesn’t describe as
such. In this lesson, people’s lack of understanding towards the girl is

not criticized, for the girl only asks them to change their minds. So this
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lesson is problematic to some extent, even though it's much more

conscientious than the ones above.

6. 2. An Exception
Still, I have to admit that “Lesson 2: I need a Sign” in NEW English
PAL IT deals with several types of signs necessary for the handicapped

to walk around. It ends with the following remarks.

Signs are understood easily by people all over the world. They are
a kind of international language. Don’t you think it is wonderful
that we can understand signs? We can communicate across

language and culture. (p. 16)

This lesson is conscientious since it deals with a social system (signs)
for handicapped people. Besides it is quite liberal in that it interprets
such signs not as quite special but as “a kind of international language”.

Therefore, it is true that not all the lessons that deal with
handicapped people are rife with the ideology of “shogaisha yakuwari”.
However, “Lesson 2: I need a Sign” is nothing but an exception, since
all the other lessons I have seen are rife with the ideology of “shogaisha

yakuwari”.
7. Conclusion -with a hypothesis concerning nationalism-

As I said in “What is the point?”, it must be appropriate now, to
conclude that “although many lessons in English textbooks in Japan
describe so many kinds of social issues, almost all .such lessons have
approval to inequalities in common” ‘(even though there are some
exceptions). It must be clear that this tendency seems to be quite
common in the current English textbooks.

On the other hand, I said as follows in Kobayashi (2003).

In the analysis of textbooks in the future, it will be necessary to
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make clear the history of thoughts, with some comparisons of

textbooks in Japan and ones in foreign countries. (English mine) 16

So far, however, I haven’t read any English textbooks in foreign
countries. Still, I have read some books on the histories of some
ideologies in Japan such as nationalism and a less number of books on
English textbooks. So I can show a hypothesis which can explain some
backgrounds of the current tendency of English textbooks in Japan.

In my view, the current type of nationalism must be a cause of the
current view towards English, which means that the ideologies
analyzed in this thesis are connected to the current type of nationalism.

First, I will show that some ideologies in English textbooks in the
past were connected to the old-fashioned nationalism. For example, the
chapter 2 in Kataoka (1987) studies three English textbooks published
in 1980. And it concludes that 33 percent of the names of nations and
places are those of the United States and 18 percent of them are those
of the United Kingdom. (p. 139)

In addition to this, Inamura (1986) admits that the title Jack and
Betty was given in order to make its learners to feel as if they were
Jack and Betty, not Japanese students studying English. (p.125) It also
admits that New Prince, one of the titles of old English textbooks, was
named for the birth of a prince in Japan. (p.227) So, as Nakamura (2002)
says, it can be said that “tenno Makkasa neitivu supika-toyu kozo-wa
nihbnjin-ni totte-no ego-no imi-o kite shitekita” (the structure composed of
the emperor, MacArthur and native English speakers has fixed the meaning of
English for the Japanese people). (p. 48)

This kind of mixture of the admiration for Western countries and
the admiration for the emperor is a typical feature of old-fashioned
nationalism. Nationalism used to be closely connected to some identical
and ideological core such as the emperor or the imperial household
system. And such old-fashioned nationalism was a result of the
inferiority complex towards Western countries. As Fukuma (2003)
says, “ ‘nihon’ -no sono tokidokino zo-wa, tsune-ni ‘seyo’-ni mukerare,
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‘seyo’ -ni yoru shonin-o hosshiteita mono-to ieyo” (it can be said that the
image of ‘Japan’ was always directed towards ‘the Occident’ and needed to
be approved by the Occident’). {p. 367)

On the contrary, it must be probable that nationalism in Japan has
lost its ideological core which used to be the emperor or the imperial
household system. As Oguma and Ueno (2003) tells that most of the
young members in “Fumino kai”, a group of conservative activists,
long for their identity and want to be admitted as “futsu-no hito”

(ordinary people).
They are eager for the proof of being ordinary. (English mine)!?

In short, just like “silent conservative citizens”, they don’t have
the core of their own identity. What they have in their minds is the
intention to find the core. (English mine)®

In other words, the new type of nationalism is a loose type of
nationalism. According to the terms in Takahashi (2003), it can be
called “hito-ni yasashi” (humanfriendly) “chikyu-ni yasashi” (earth-
friendly) nationalism (p.109), although it just SEEMS to be human-
friendly and earth-friendly.

This kind of nationalism doesn’t despise or ignore “developing”
countries overtly. It doesn’t admire the dominance by Japan overtly
either. But it approves inequality rather covertly.

Therefore, the approval to inequalities, which is seen in many of
the current English textbooks, may be one of the phases of the current
type of nationalism, which is eager for the core of its own identity. And
the kind of nationalism may be produced by the current (not necessarily
actual, sometimes imaginary) relationships between Japan and other
countries. ,

I think I have to admit that this idea is only a hypothesis and it
hasn’t been proven yet, since I have searched only several books on

ideologies in Japan and even fewer books on English textbooks in
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Japan. Therefore I would like to study thoughts in Japan in more detail,
and compare them with those in other countries. Still, however, this
hypothesis seems to be plausible to some extent, since it is supported

by several studies of both old-fashioned and current nationalism.
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Note

1) TIhave to admit that, in Kobayashi (2003), I supported a kind of laissez-
faire described in Tkeda (1998). It seems to me now that, just like some the-
ses such as Tateiwa (2000, 2004) and Kaneko and Kodama (2004) de-
scribe, human rights cannot be protected without highly systematic
mechanism. However, although the practicable way to protect human
rights is not as simple as I imagined in Kobayashi (2003), the point made
clear in Kobayashi (2003), which was that many English textbooks in Ja-
pan had approval to inequalities, seems correct even now. I will show it in
this thesis.

2) CDA OWZEHMIE, BELLTWE 4 FAuX— %Ak Es 2L,
ZOREZRYBRLIETHD, FXCZOHETHEAZTES NI TbR
TWwBDTHb, (p. 25

3) XESHEOEMMIR. 2 ZIXBSHEHRICLI o THLISARIEERD
TVo CCRWRTHORRDERFELYDHoTw b, 2F ), XEEHE
WEBRFORALEL T, [XE] L) EREFELEKORFOEHRY
VERBEINLDTH A, (FHE)

LAL. WHhIRERSEOHBR TH o2 LT, KAERRD F7H1I
EEESTVEhIFIZiRVARv, HEORFIIMKGICEN - THSH
ZiIFhiZZo6%v, £, RE2SENERENEHEL. BFEOERKS
RORBZBURr§LEillld, XREFOEHELZ LI LICERTL

s BREEAOEHLTELXILLRITRIET LS RV, 275, ZDORBI
. EStES THR] ¢ [EH] 230THB L% [#32] 220K 0 d
Thidn 5%\, (p. 156 - 157)

4) What is more, we need to be careful when we admire minorities. Exces-
sively fixed views toward minorities may torment them, although admira-
tions can also help them to be proud of themselves. Kosakai (2002) ex-
plains as follows.

The kind of society is admirable in which all the citizens can autonomously
accept changes caused by being affected by other cultures and assimila-
tion. It is getting things backwards to take some actions which prevent
changes in each person's values in order to protect minorities...

‘We must protect minorities. But the ways to protect them should not be di-
rected to segregation. It may be true that some ideas given by multicultur-
alism are useful in order to change the generally accepted misunderstand-
ing that Japan is a homogeneous society. I admire the sincere spirit which
is heading to the coexistence of multiple ethnicity and cultures. But we
should not fall into the problem in the ideas ...

We cannot eliminate “foreigners”, but it is not because there are limits in
accepting other cultures or assimilation. Any cultural factors including lan-
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guages, religions, morals and families change-in the course of time. There
is no essence in ethnicity or culture. We need to accept ethnicity and cul-
ture not as fixed values but as social phenomena which have always been
changing through assimilations. (English mine)
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BBl L L COREICHAEL L. (p.72)
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72s (p.138)
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[xqt] OEW, WERRT 22 L ¢ FAELCEHEOMBRE - RHE,
b EEPOBORRMESNABERELED, TRIZACHTH IV,
(p. 19)

9) Itis true that this lesson starts with the Vietnam War, but it mainly de-
scribes racial discrimination. Therefore, I will analyze it in chapter 2, not in
chapter 5.
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11) As chapter 2 in Ama (1994) points out, it is probable that excluding
women is not a consistent tendency in Japan. However, whether it is a con-

sistent tendency or not is not the point here. The point here is the struc-
ture of the discourse in which a Westerner teaches an anti-sexist view to a
Japanese.

12) BRzofEfRER. BRofAEGbEORETELET S, T0 LX) LRRT
TANVAPFERBEONRETZOREI I DD TV7. 77U A,
HE5VEARFLATRETHEFNICBLRVBLEVEVW) I LSS 2,
(p. 39)

13) L&L. KBS0 [BHEM] B2 TH5H LI, BEOEBS =
2BETHTLESTLES T, [FH) 2RELDIZLEEZFRIBR
LI ENTELRZV, [EH] BRELDALZTTIIERALLZVDTH 5,
FNFNOBEFFMPE o200 ZFLTEDOHBEREED LI (BFE
Eid) 2 hodh— ZOREZBY) LTEBSRT2ELTH, 20
BEFORBHEBRRILIFET[IC L o THALE RV, 72250278, TBRE
AR LI Bnra g s, (p. 36) L

14) 5. THSCEFT B RORBOGTESS& LARE] v EB
ik MRBEFE] L) BRICIEBTE S, RKEFTEISERITAEL
Tl o 2 BBIRS & 20 TR ENZBREFBRICOVTIE, BEE - HE.
ARBR, BEZLHAL o —EORBMAZ R/2§ 2 &4 KEARH
E0#kE - BUANREE THLIBBERERICEELN S, ThH0RE
MEEZEBRICALR) ORBRBEAABFCH A, EFEIh2EROE
B BEHREELLTHRIOTHY., BIFFINEETTE2h0ED
2. BREBICIZEAREROBENEEE TH L BAEROFELEIFET 5.
BAERD [HRBEEE! 289 L. BROEHETH S BRERD [
BRE] 285 2L EPE5%V. TORKRTLZL, BREMROBAE
By, THAET T2 HRORABROFTEL LA ULEE] T2bb ]
BEE] &, 2T (AR BHIEEITELELITELES), (b.11)

15) [BEEERE] ZEFZCHBEGLIIBET S, 2¥25Z085% [H
BREBG] FEEECKELTCVLIMRYIE. RLUTEMCHEOBELHRE
DREER, FRICHEIBER BAD-E) 2ENBILETELH,S,
ZORBIZHTIERELRVEEZOBHEABICA - 2RI, —BERESCH
EERLBY, TCRENRTLE ). BEHON»LTZ L, [EERK
| CEAN RS TV ETRIEZTARLGI, £ ThVER—Db5

(31) 56




WikE D ZHREZOHBICHV LI P v AiE—ED 2 WidER S
hd, 72, EFOILELEFHLC ARLSHEHELDTLE
IMEBED VD, 0F ) [EEBRE] L3, BEEIEEZC (29
STELW] EHEHAR, ZRAPREINLZDIOTHE00, T SITHEFHE
HAMBREBRLIBTEL VLS, (p51)

16) SHROBBRJISNICBV L, HELOREL T LX) 2T, BER
WEHEIOBRLHEOPICTEILSLELLES 9, (p.72)

17) %5, B4 % (8] THEETHLTISI I LI, HlaTwaD
THb, (p.197)

18) 2F3:IAh, #oSi [HA4 Ly MESFHER! ERALL. 74554
TFADREIZRBDDER > Tk, HbLIlHH0IEF. BERLEVWERY
IBRTH B, (p. 206)

55 (32)



	Image1
	Image10
	Image11
	Image12
	Image13
	Image14
	Image15
	Image16
	Image17
	Image18
	Image19
	Image2
	Image20
	Image21
	Image22
	Image23
	Image24
	Image25
	Image26
	Image27
	Image28
	Image29
	Image3
	Image30
	Image31
	Image32
	Image4
	Image5
	Image6
	Image7
	Image8
	Image9

