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ABSTRACT

This thesis is a comparative study of maturaticth personhood in two modern societies:
Wellington, New Zealand and Shizuoka, Japan. dn@res the interrelations between
cultural and ideological constraints and pragmelticice in the maturation of young
people. It explores how concepts of personhoodl@mbming a person’ affect the
decisions and choices made by young people of skigb school age and upward as they
negotiate transitions toward fuller social persayholt demonstrates how modernity
carries different implications for young peopléjfellington and Shizuoka despite large
areas of commonality. In terms of the current tkeloancerning the nature of modernity,

it is supportive of multiple modernities.

The thesis argues that ‘becoming adult’ is cenitrgloung people’s maturation in
Wellington whereas in Shizuoka maturation involgseguential transitions through time.
The different perceptions of ‘adulthood’ in Welliog and of transitional change in
Shizuoka are analysed in relation to a numberehdgs. These themes include ideas of
the self/person, the significance of gender, cotscepindependence, and relations
between self and others; the importance of schpaot;time work, tertiary education,
employment and careers; and orientations towardgtindy, leaving home, marriage and

the future.

The thesis argues that the distinctiveness of saciety may be found at the interface
between sociocultural knowledge of what makes agreand the construction of self. It
suggests that the direction of transformationsarhesociety results from choices and
decisions that attempt to reconcile socoiocultislehls and personal desires. This
approach is one that leads to a better appreciafitmdamental differences between

modern societies.
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CHAPTER 1

INTRODUCTION

This thesis is based on research among young paogléheir parents of European
(mainly British) descent in the greater Wellingtegion of New Zealand, and on young

people and their parents in the city and prefeadfi®hizuoka, Japan.

The thesis examines the sociocultural frameworkseo$onhood within which young
people in Wellington and Shizuoka construct thged. It explores interrelations between
cultural constraints and pragmatic choice in théuna@ion of young people. It considers
how concepts of personhood and ‘becoming a peitect decisions and choices made
by parents and young people of senior high schgelaad upward as they negotiate
transitions toward fuller social personhood. Ahdamonstrates how modernity carries
different implications for young people in Wellingt and Shizuoka despite large areas of

commonality.

The focus and design of the thesis and the chdisarople groups from Wellington and
Shizuoka for a comparative study had their own @vah (see also Methodology).

Initially | planned to study concepts of self anahisitions to adulthood among young
people in Wellington. The proposed study includgdanalysing and extending a body of
research interviews with high school students aarémis already assembled by a team of
anthropologists at Victoria University of Wellingtan connection with the FRST-funded
Youth and Family Project (YFP).As | began work on the thesis, however, my hugban
was awarded a ten-month science fellowship at th&e&tural University of Shizuoka,
Japan. The opportunity therefore opened for mextend my research to include

fieldwork in Shizuoka toward a comparative perspect

Since the YFP research suggested a firm relatipristiveen concepts of ‘adulthood’,
‘maturity’, ‘responsibility’ and ‘independence’jntended researching these themes in
Shizuoka. At the outset of my work in Shizuokawkeweer, and in contrast to the situation
in Wellington, | was told that young people anditiparents were unconcerned with and

! The Foundation for Research in Science and TeoggdFRST) is a New Zealand government
organisation that funded research conducted by thuth and Family Project in the Anthropology
Department at Victoria University of Wellington, Ne&Zealand between 1994 and 1998. This project was
designed to consider growing up and intergeneratimations in four ethnic communities in Wellingt

See Appendix 2.



uninterested in ‘adulthood’. | went on to discotteat these attitudes prevailed despite the
existence of an ‘Adult Day’ for those turning twgnand even though young people
appeared to exhibit similar traits of maturity aedponsibility associated in Wellington
with being adult. My interest shifted to a new skguestions. How did young people and
their parents in Wellington perceive adulthood, amt did it imply about being a

person? What did personhood imply in Shizuoka@ diiuctural attributes of industrial
society in Shizuoka and Wellington create simitazial boundaries? Did young people in
each society anticipate similar lives? An attetoinswer these and related questions
changed the focus of my research from adulthodmtdader issues of maturation and

personhood in modern society.

In his book ‘Modernity and Self Identity: Self aBdciety in the Late Modern Age’
Anthony Giddens (1991:52-54; 88) proposes thas#iiein modern society is a ‘reflexive
project’ whereby the individual self-consciouslydaioutinely creates his or her self-
identity. This activity is said to involve the doruous re-ordering of self-narratives as
biography across time and space. Giddens (19%impasee also Beck 1992; Bauman
2000) argues that, in the late modern age, theaatuform of the self reflects a situation
wherein social attributes once relevant to a péssdentity such as those associated with
lineage, gender and social status are free-floa#itiger than fixed. Accordingly, a self is
no longer anchored in relatively stable externalaariteria but contends with day-to-day
activities through internally self-referenced aite The result is an independent and
autonomous forging of self-identity during whichlgalecisions weighing up opportunity
and risk become decisions about how to act andtebe. In linking self and identity to
‘the capacityto keep a particular [biographical] narrative goihgoriginal italics),
Giddens (1991:54; 83-84; 87-88; 225-226) furth@ppses that an authentic self is
socially integrated with other people through ‘pysecially unanchored) relationships in
a socially and economically mobile world whereirets are mediated on a global scale.
Significantly, however, Giddens notes that the tmiesion of self requires a ‘cognitive
component of personhood’:

To be a person is not just to be a reflexive atiot to have a concept of a person (as applied

both to self and others). What a ‘person’ is ustierd to be certainly varies across cultures,

although there are elements of such a notion tieat@mmon to all cultures. (Giddens
1991:53)



The necessary link argued for by Giddens betweerdnstruction of self and a ‘cognitive
component of personhood’ is central to the themthisfthesis since, rather than offering
an analysis of personhopér se the thesis explores the relationship betweenejiscof
personhood and ways in which young people in twdeno societies structure their lives.
Further, as links between sociocultural concepfgeatonhood and the choices and
decisions people make reveal the distinctivenesadh society, the thesis ultimately
provides an understanding of how the lives of yopagple in each society differ, and of
how, through their choices, people differently mestouct their societies.

On three counts, however, Giddens’ analysis ofidelftity in the modern age does not fit
easily with my research. Taken together, thesasarelicate conceptual inadequacies
regarding Giddens’ notion of modernity. Firstly,his discussion of self and personhood
Giddens (1991:80) constructs an existential unazgrisich he equates with modern life,
contrasting it with ‘traditional’ societies whelie¢age and gender attributes resulted in a
relatively fixed nature of personhood, limiting ets that determined who a person might
become. The ‘modern versus traditional’ elemerGiofdens’ paradigm immediately and
erroneously renders as ‘non-modern’ significantdgerand status differentials associated
with concepts of personhood in modern Japan. Abhdhe ‘existential’ nature of society
outlined by Giddens does not accord with Shizud@aiety, it does accord with aspects of
society familiar to young people and their parertBritish/European descent in
Wellington. In cross-cultural terms, therefores gelf-identity Giddens describes in
relation to an existential universe might be mareuaately and more usefully labelled
‘modern Western’, allowing for the possibility thaher characterizations of self and

identity exist in the modern world.

Secondly, and on the other hand, theoretical depgf self-narratives that Giddens
outlines with reference to an ‘existential terratohvey the idea that constructions of self
and personhood in modern society lack definitiaratonstraining (directional) purpose.
In both Wellington and Shizuoka, however, self-aives are constructed with reference
to socioculturally recognised frameworks that canatand partially direct young people’s

maturation into full personhood.

Thirdly, Giddens (1991:74-75) equates the aspechoice in day-to-day modern life with
the ‘free-floating’ nature of modern existence. atgues that, since in all cultures

individuality and the individual have been cultiwdtto some degree, the link between



choice and an individual's search for self-idenigtyess relevant in characterising the
modern (Western) self. As Lukes (1985:298-29%thgpoints out, however, an
individualist mode of thought is distinctive of meyd Western cultures, enabling the
individual to choose or invent conceptions of tked and to distance himself from roles
and actions over which he may consequently exectisge as an autonomous agent.
Lukes associates this mode of thought with men,gmi; as will be seen, the individualist
mode of thought is fundamental to the self-idersityoung men and women and their
parents in Wellington. Lukes contrasts the indialist mode of thought with that of
individuals who are culturally identified largelyrough roles and social positions which
carry associations of virtue and the good, argtiag, as these associations are
internalised, they operate within an accepted sér@mework. In such societies,
according to Lukes, ends and means are arriveded through ‘knowledge and
discovery’ than through choice. In terms of my awsearch, the contrast Lukes draws
here is too absolute. While my research illusgréib@t an individualist mode of thought is
characteristic of Wellington society, and that indiialisnf is not a salient value in
Shizuoka, and while certain values in Shizuokanetpare clearly mediated through roles
and social position, my research also shows thei@gand choice are significant aspects

of the lives of young people and their parents adern Shizuoka.

‘Modern’ and ‘modernity’ have no fixed meaning bt terms of their ideological content,
meanings of modern/modernity derive from the Westeorld and imply a consumerist
and civil society identified with forwvard movemeptpgress and improvement, especially
through science and technology. Since disparaieadtural elements between
Wellington and Shizuoka societies do not negatartbdernity of either society, my
research supports concepts of alternative rendefidgbinger 1997) and constructions of
modernity (e.g. Dore 1973,1987; Yang 1994; Wel@99; Eisenstadt 2000). That is, |
take Giddens’ and other similar representationtseasg only one possible model of
modernity. Recently, Kahn (2001) has challengeddia of multiple modernities which,
he argues, occur when non-Western societies arsureghagainst Western precepts of
modernity and found wanting. Kahn (2001:657) nathesclassical Western narrative and
yardstick of modernisation as ‘a universal trajegtaf individual emancipation and

constantly evolving rational mastery’, yet he digsuhat these components of

2 As Béteille (1986:122) writes: ‘When we say thatividualism is a value in a given society we méat
its people hold the individual to be as importasit@a more important than, clan, caste, estate, saoation,
and that they act in ways which enable us to itifat they assign him such significance.’



modernisation were ever a single movement amongdeans. He suggests that
autonomy and rational mastery were ever in conflict this conflict defines modernity,
and is everywhere represented today as globals@tiionalisation) versus expressive
meaning (cultural autonomy). Kahn therefore offetmiversalising principle of
modernity which however lacks ethnographic grougdind, in that Kahn fails to
distinguish between individual and cultural autorypnetains a Western bias toward

individual emancipation/autonomy as a marker of enoy.

In this thesis, by contextualising personhood io tmodern societies, concepts of
autonomy and alternative perceptions of self/peesahchoice are thrown into relief.
These and other related issues are illustratiadtefnate forms of modernity and their
impact on and significance for young people and fherents. | argue that, in Wellington,
personhood can be usefully explored through idédseocoming an adult’, which provide
a framework within which sociocultural values amashstraints are articulated. Adulthood
is considered achievable by the early twentiesismiderstood to involve the acquisition
of maturity, life-experience, self-responsibilitychautonomous independence. On the
other hand, | argue that ‘adulthood’ is not elabeatan Shizuoka as in Wellington. To be
‘adult’ at twenty in Shizuoka signifies little motiean having attained a legal age. The
evolution of personhood in Shizuoka involves segjaetransitions, which include
marriage and having children, and the acquisitioknowledge and practice of social
values toward becoming a full part of a social vehial middle life. Growth of the self
toward full personhood implies outward developnfemn a family-based identity, and
practical acknowledgement of social roles thatreeearchised according to attributes of

gender, position and seniority.

Throughout the thesis, | refer to the Wellingtompée group as representative of
‘Wellington’ for comparative purposes. New Zealarglof British/European descent do
not, however, reflect the whole of Wellington sagjevhich includes immigrants and their
descendents from other ethnic backgrounds, andiMadthough the YFP project
included interviews with a wider populatidmn analysis of the entire body of available

3 YFP schedules devised for students and parerBsitish/European descent were built out of eatieP
research that focussed on immigrant Greek and inmamidndian New Zealand populations, and Maori.
Maori are descendents of the first settlers to Mealand who arrived from Polynesia between 700 Atdl
years ago. According to the 2001 New Zealand Cer&io of New Zealand’s population were European,
14.7% Maori, 6.5% Pacific peoples, 6.6 Asian, an@®other New Zealand Official Year Bo&006:102).



research material was beyond the scope of thissth@fie decision to focus on
British/European interviews reflects the fact tlathough New Zealand is officially a bi-
cultural nation, the dominant cultural orientatisrBritish/European in origin. Also in
New Zealand, as in Britain, associations made batwecreased industrial wealth,
nationhood and egalitarian democracy are seen agihyaffirming and desirable
progressions. Bi/multi-cultural dimensions of lifeNew Zealand nevertheless challenge
notions of a modernity perceived solely in term&ofish/European cultural experiences.
Similarly, this Wellington/Shizuoka comparison iglicative of the strength of cultural

variation in the creation of alternative moderrstie

1.1.DEFINING ‘CULTURE’
Underlying this thesis is the anthropological vignat, since there is no universal
language, cultural distinctions reflect differerdl®rations of aspects of human-ness.
Knowledge of other cultures and comparisons ofuce#t can therefore expand an
appreciation of human possibilities and reveal llbcases.
When discussing the concept of culture Clifford G2€1975:49) writes:

There is no such thing as a human naturepentent of culture... We are... incomplete or

unfinished animals who complete or finish ourselfesugh culture-and not through culture

in general but through highly particular forms of i
By ‘culture’ Geertz refers to the symbolic systemaguired for people to function in any
one society. These systems concern people’s idak®gs, acts, and emotions. Most
anthropologists would accept that ‘culture’ impltee knowledge necessary for a person
to be a competent member of society, and that thatéral aspects are learned and
change through time (see e.g. Keesing and Straft$9®:16; McCurdy, Spradley and
Shandy 2005:5). In recent years, postmodernisighiohas undermined any easy equation
between ‘a shared culture’ and ‘the way of lifeagfeople’. ldeas of the homogeneity of
‘a people’ are problematised by phenomena sucloasalgnfluences crossing cultural
boundaries, and by internal diversity arising freaniations in ethnicity or religious beliefs
and differences of power, class and status ets.R@saldo (1993:217) says: ‘[T]he notion
of an authentic culture as an autonomous intermalherent universe no longer seems
tenable...’. There are nevertheless a number abifaetithin any one modern society that
create a deep sense of unity. These are, fundahyeat common language, a shared
outlook achieved through state-controlled educatonl shared orientations and attitudes
that mediate social relations, roles and orgameati Within a modern nation state, the



imagined community (Anderson 1991; Hobsbawm andgRaads. 1983) is also held
together through common law and notions of citibgmsas discussed further below
(Chapter 1.4). These cultural factors are impiititeferences to the societies of
Wellington and Shizuoka.

My focus on the perceptions, attitudes, valuesfahde anticipations surrounding
personhood in Wellington and Shizuoka builds ond&mmugh’s (1961, quoted in Keesing
and Keesing 1971:21) idea that ‘culture’ implierglards for deciding what is, ...for
deciding what can be, ...for deciding how one feblsu it, ...for deciding what to do
about it, and... for deciding how to go about doitAg While this position postulates
‘conceptual designs’ and ‘standards’ as a basthéoway people live and make decisions,

it does not preclude diversity or change within ang society.

1.2.CONCEPTS OF ‘SELF’ AND ‘PERSON’

Any attempt to comprehend maturation toward persodramong young people in
Wellington and Shizuoka requires an appreciatiooooicepts of ‘self’ and ‘person’ in
both societies. There is, however, little anthfopgral literature on personhood in New
Zealand (a lack that this thesis will help to red)e As European New Zealand is a
Western society, however, it is appropriate to amecanthropological contributions
across time to establish points of difference incapts and attitudes in the West and
Japan as a background reference for ethnographerialgresented in subsequent
chapters. Anthropologists such as Sokefeld (1299428; also La Fontaine 1985:124-
126) indicate how the terms ‘self’, ‘person’ anddividual’, which derive from Western
discourse, are poorly distinguished even in Weslsage, as distinctions between these
terms are difficult to maintain. It is in a genlesanse, therefore, that | attempt to locate
and clarify cross-cultural differences in perceps@nd understandings of the self/person.

1.2.1. Western perceptions of ‘self'/‘person’

In his influential 1938 essay on the concept ofgleson, Marcel Mauss (1979:59, 74)
argues that ‘the idea of the ‘person’, the idethef‘self’ (moi)’ are very recent concepts
with a particular and traceable historical evolntidn speaking of the concept of a ‘self’,
Mauss (1979:61) refers not to the ‘sense of thE"¢& person’s sense of his/her body and

mental and physical individuality), which he beksvhuman beings have been aware of



for all time, but to the ‘idea of the “person” asategory’ of the human mirfdfor which

he distinguishes three successive forms.

Using ethnographic data from studies of Indianesibn North and Central America and of
Australian aboriginal tribes, Mauss develops th& ftoncept of the person, the
personnageor the notion of the role (see translator’s notslauss 1979:viii). According
to this concept, persons are classified in termelationships through designated roles
depicting relative age and rank that symboliseheaca part and in its relative position,
the totality of a clan or tribe (Mauss 1979:65)itWthis notion of the person (the
personnagga person is fused with the clan but detacheddoyead roles, where rights
attached to the roles are inherited (Mauss 1979:8§)ersonnages likened to an actor

who plays out allotted parts in a social drama (84al979:73).

Mauss describes the evolution of a second conddpegerson (thpersona as a
development in Latin civilisation that eventuakgdlto the modern individual person. The
chief significance of thpersonais the designation in a person of a ‘self’, the ‘I
construction’ of individual consciousness (Mauss295-76), that Mauss claims had also
been separately invented, but subsequently lo&rahmanic and Buddhist India and in
ancient China. The Latipersonawas a legal development when, through revolutdin,
free men of Rome became Roman citizens and acqaiced! persona(Mauss 1979:80).
That is, the personal character of law emerged pangbnhood gsersonabecame
synonymous with the ‘true nature’ of an individ@slauss 1979:81).

Finally, Mauss arrives at the contemporary conoéphe ‘person’ personng which
evolved through a number of transformations andetions to thgersonathrough time.

As elaborated by Mauss, these include moral engctivia the Greeks during the
Graeco-Roman period that implanted ‘a sense ohaaious, independent, autonomous,
free, responsible beingito thepersona(Mauss 1979:84). Further, a metaphysical and
moral evolution occurred via Christianity when Je®seeks, slaves, freemen, males and
females were all deemed ‘one in Christ’. This ppestablished the idea of oneness in
relation to God, but also in the human personrimseof ‘substance and mode, body and
soul, consciousness and action’ (Mauss 1979:85-86ational element followed through
Renaissance theologians and philosophers who estedlthe idea of

4 Mauss defines his subject as social history astingjuishes it from linguistics and psychology.



consciousness/conscience as a category (Mauss8¥9.7#nd a psychological

transformation came via Kant and Fichte who esthblil the indivisible “self” or ego’ as
the basic category of individual freedom and cagrsoe (Mauss 1979:89). The point
Mauss is keen to establish is that whereas totdayugh modern (Western) notions of
‘person’ and ‘self’, it might appear natural (to ¥éerners) to assume that the ‘*heart’ of a
person’s consciousness and morality lies withinitlklévzidual person, such assumptions
represent ‘a naive view of history’ (Mauss 1979:58)can be added that, given the
historical development of the modern Western notibthe person, it would be naive to

suppose that the same sense of an individual selfdrdevelop in other cultural areas.

I note here that some anthropologists have disdguite the way Mauss has characterised
the person. Among them, Carrithers (1985:249)esdhat the self and person are
separate entities which are nevertheless in dialage with the other and able to
influence one another. According to Carrithers88:235-236), ‘self’ (noi) concerns the
individual as a moral agent of a natural or spalitosmos, while ‘personpérsonng
concerns the individual as a member of a collegtivr of society as a whole. Each
concept is argued to have its separate historyeative autonomy and hence, according
to Carrithers (1985:237), the ascendence of ‘péisaar ‘self’, as Mauss describes, is not
historically guaranteed, even in the West.

Wellington informants conceive of personhood inreection with an individual
autonomous self which, by virtue of being a citiném state, is also endowed with
egalitarian rights and responsibilities. Notiogatheirs is the position described by
Dumont (1980:263):
In the modern Western world not only are citizeleg fand equal before the law, but a
transition develops, at least in popular mentafityn the moral principle of equality to the
belief in the basic identity of all men, becauseythre no longer taken as samples of culture, a

society or a social group, but as individuals éxgstn and for themselves.

Dumont (1977;1986) expanded on ideas presentedamsd/in terms of politics and
economics. He presented the Western self as tnanisig ‘in a philosophical shift from
other-worldly metaphysics to this-worldly immanenttem holism to individualism’
(Celtel 2005:179). Dumont’s characterization & Western self by ‘individualism’ (‘the
individual is a paramount value’) developed in cadistinction to his representation of

social organization in India as ‘holism’ (‘the paraunt value lies in society as a whole’)



(Dumont 1980:4). In like fashion, and also in cadistinction to orientations in non-
Western societies, Geertz depicted the Westernepbrd the self as autonomous
individualism:
The Western conception of the person... [is dfiea bounded, unique, more or less integrated
motivational and cognitive universe, a dynamic meof awareness, emotion, judgement and
action organised into a distinctive whole and setti@astively against such wholes and against
its social and natural background (Geertz 1983:59).
As Spiro (1993:115-116) notes, from these and athbsequent studies, a patterned
representation of the Western self has emerged:
[T]hese authors are not unanimous in their fornmoret, nevertheless, they do seem to agree
that whereas the Western self and/or its cultwateption is characterised by self-other
differentiation, personal individuation, and autong the non-Western self and/or its cultural
conception is not differentiated, individuated aotonomous, or not, at any rate, like anything
approaching the same degree. Rather, the keyatbastics of the non-Western self are

interdependence, dependence, and fluid bound@§8pso 1993:116)

Spiro is one of a number of anthropologists (sdeefdid 1999:418 fn.3; Kusserow
1999:210) who have recently questioned some uneexhassumptions in representations
of an autonomous, individualistic Western self. iM/Imaintaining that differences
between Western and non-Western characterisatiwefaertainly do exist, Spiro
(1993:117,114-115) argues that the prevailing laiptipology of the self is too limiting
and, since some characteristics of each type dve tound in the other, that differences
perceived as being exclusive to one or other typevaldly overdrawn’. Spiro
(1993:117,136) further names, as one recurringlenolin some analyses, a conflation of
cultural conceptions of the person with the actoosiceptions of self, and/or the actors’
mental representations of the self, or the sedffitgshich, Spiro (1993:110, 136-141)
argues, always differentiates its own self fromeotbelves but is also always social. At the
same time, Spiro (1993:141) concedes that the \Wekilkk model of the self (as opposed
to psychoanalytic or philosophical models) conceiokthe self as autonomous and non-

relational.

In identifying one problem associated with the indisalism:centricism representation of a
Western versus non-Western self, Sokefeld (19994418 points to how ‘others’ in non-

Western societies are too often given descriptieatities which lack selves:
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Anthropological characterisations of ‘theaathare often inversions of European self-images...

[B]y being denied a Western self, anthropologistiers [are] denied a self at all. (Sokefeld

1999:419)
Sokefeld conceives of the self as an individudlsahsciousness or self-awareness,
distinguishing this aspect of self from the idgnof ‘an individual’. When stripped of the
voluntarism associated with the Western self, asdhikefeld (1999:429-430), the
individual self-consciousness is recognisable asdbfinitional aspect of human-ness able
to reflexively monitor ‘the conditions, course amatcome of action’. This self-conscious
aspect of self is locatable in a person’s motivegj@ims and struggles and is arguably
(Fuchs, in Comments on Sokefeld’s article 1999:4B88ught by Stkefeld to be detached
from cultural concepts of the self. The self-caogs aspect of self is considered able to
manage the self’s identity/ies and restructurentieaning of the self’s distinction from
others yet, since in its agency social and cultcoaktraints need to be taken into account,
the self-conscious aspect of self is not autonon@®akefeld 1999:424,426). When
anthropologists overlook this aspect of self, thentities they ascribe to ‘others’ are
reduced to mere products of their culture. Sokiefe999:429) proposes that in societies
where identities are multiple or ‘floating’, thelfseonscious reflexive self is also a
relatively stable point from which to observe thef Like Spiro, S6kefeld (1999:431)
accepts that the selves of all people of the wartédnot essentially the same or similar yet
argues that an individualism:centricism dichotoneyween Western and ‘other’ selves

makes people appear more dissimilar than theyraed!.

Lindholm (1997:405), whose ideas of the self partsemble those of Sokefeld, takes
issue with an independent American: interdependsian dichotomy by which Western
selves resemble Geertz’s concept of the self wisifanese ‘have selves that are merged
into a shared communal identity’. Such views, aditg to Lindholm (1997:405-409), are
derived from ethnographic representations highiingh&n opposition between
independence in the West and the cultural sigmfieaof conformity and social obligation
in Japan. These representations have ledp@ori assertions that ‘unlike the Western
self, the Japanese self... is public, shaped by stfierd, and flexibly adaptive to the
requirements of the community’, thus blurring distions between the self as a concept
and self as an agent. Lindholm (1997:415) conduldat both American and Asian selves
are more complex and more alike than a simple iedégnt:interdependent distinction
allows, and that in both American and Asian sebegagentic relation exists between an
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‘inner autonomy’ and the indigenous social struetaind values associated with cultural

patterns of authority and subordination.

In addition to concerns with the nature of the, sk representation of a Western self as
autonomous and individualistic is deemed inadeqoat number of scholars who debate
its validity from different perspectives. Gilliggh982), for example, proposes that, in the
United States, autonomous independence is a mascédéal derived from a man’s need
for competition in a hierarchised world of workheScontrasts the masculine ideal with an
alternative ideal based on women’s empatheticunag and caring relations with others.
In analysing the theories of Gilligan and otherlvkalown feminists (Ortner, Chodorow
and Daly), Morris (1994:169-191) points out thathp&eminist critiques of classical
concepts of ‘person’ or ‘psyche’ have argued thgtireating ‘reason’ and ‘person’ as
essentially gender neutral concepts, many malestyphers and social scientists have
conflated ‘reason’ and ‘person’ with the gendergeérests and perspectives of men.
Much social theory on ‘person’ and ‘self' is theyed said by feminists to ignore central
concerns of human life, such as childbearing, @natassociated with women. Morris
suggests, however, that having criticised the Gatedualistic paradigm for gender bias,
in their advocacy of the ‘person’ as gender specsiome feminists propose alternative
theories that also conflate the concept of pers@syche with a specific (female) gender.

Criticism of representations of a Western selfe@omous and individualistic have also
focussed on the multi-layered and often contradyateodes of individualism that a self is
assumed to encompass (e.g. Bellah et al.1985; Kugd©999). Other criticisms have
highlighted the inter-personal commitments assediatith holistic perceptions of the
human person that have accompanied a move froma#padory politics (Marxism,
liberalism, conservatism) to ‘life politics’ and wh oppose the ideal of independence
(Riches 2000).

1.2.2. The partible and dividual person

In a number of anthropological studies (e.g. M&trr1976; Marriott and Inden 1977;
Strathern 1988) Mauss’s notion of the relationatld/of personnages further developed
and referred to by the terms ‘partible person’ @mndual person’ (as opposed to
‘individual’). These terms denote a person whoasceived of as a part of a whole social
world, but whose identity is divided into partsttiage in relational correspondence with

‘dividual’ parts of others. That is, such persans not singularised and conceived of as
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individuals who take on roles in relation to othehs India, for instance, a person is
thought to be composed of morally encoded subssahes determine not only who a
person is but also the way s/he acts. These sudest@arry the rights, duties and
obligations associated with social roles, and riadransactions these substances are
constantly exchanged (Marriott and Inden 1977:2&milarly, in Melanesia, persons are
born with encoded rights and obligations and, &atis¢rn (1988:321) points out:

‘Children are not born as natural asocial beinggS]ocial relations are not constructed
after the event, so to speak, through posteridabpation.” For this reason, Strathern
(1988:268-271) argues that the individual Melanesiabject, who is present in all
relationships, takes a shape that differs fromareated by the twentieth century Western
imagination, where the self is placed at the ceottrelationships as ‘an agent, a subject,
the author of thought and action’. In the Melaarstase, the person is always imagined
as one of a pair of several contrasting medemle and female, same-sex and cross-sex.
Moreover, as the object of regard by others, persiectify their relationships. The
outcomes of a person’s acts are always thoughtdgmate in and thus belong to (are
indebted to) these relationships. Further, a péssacts should reveal as their cause the
demands of others. Thus a person’s acts app&ar ¢ocumscribed yet, as no one else can
act for a person, at the point of taking actionagant exercises his or her subjectivity
(Strathern 1988:338-339).

Concepts of the dividual or partible person weneettgoed when the concept of
personnageroved inadequate to an understanding of the pensimdia or Melanesia.
Strathern (1988:269-271), for instance, showswen assuming that all persons
conceive of a centre for the self, and when assgthiat the Melanesian person is a role-
playing ego, the Western imagination falsely codekithat at the centre of a Melanesian
person is an empty space, and that Melanesiansareare of themselves. Concepts of
the dividual and partible person also arose inteamgt to clarify that, in India and
Melanesia, Western notions of ‘society’ and thelfudual’ do not exist. In Western
terms the ‘social’ (which is reified to ‘societyy a collective involving communication

between separate autonomous persons as individuals.

1.2.3. Concepts of ‘self'/‘person’ in Japan
In discourse concerning a Japanese concept of sswlf‘person’ there are references to a
‘relational self’ which evokes certain aspectsh@personnageand of the partible person,
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although the relational self cannot be directlyagqd with either. Debates over the nature
of Japanese personhood discuss roles as wella®nall identities. Also at issue is the
problem that the notion of an autonomous individsigdeculiar to the West. It is
nevertheless understood that in Japan, as in tlst, itlere are complex concepts of
personhood with a long, accumulative history. dpah the historical assimilation and
syntheses of Confucian and Buddhist thought, andt&vie influences through the past
century, all play their part. In debates overdbecept of the person in Japan, however,
there have been undercurrents of a view that hasriez more generally in
anthropological literature that Ortner (1995:36®BMas described as ‘too simple’ and
‘dangerous’. Ortner refers to the way the relatlmm/individualism opposition has been
‘embedded in the powerful modernization narrattvaditional people are relational,
modern people are individualistic’, pointing ouétlsuch a narrative denies a position of
equality in a discourse of Otherness. As Ortnexsgm to say, theoretical arguments have
recently begun to examine individualism as an idgichl rather than an ontological

formation, a position | take in this thesis.

Concepts of the person in Japan have been devetniseéquent to Ruth Benedict’s (1989
[1946]: 43, 195-198, 219-220) depiction of socedations in Japan. Benedict portrays
patterns of social hierarchy and the respect gdnmoed maintaining one’s ‘proper place’.
Life in Japan is presented as the fulfilment ofekitn separate spheres of obligation
according to which, in the light of whether thesgies have or have not been met, a
person is judged. The system described is thah oéthics of indebtedness’ (Benedict
1989:103). Benedict concludes, however, that #padese have no integrated personality
or character, and that their morality has no ‘faatiwh’ or ‘soul’ in the sense of a person’s
being able to think and act according to his oriheer perceptions of truth or conscience.
Rather, the Japanese are said to be concernedbg#nving proprieties and living
according to the expectation of others. Benedatisclusions of the Japanese person and
psyche are thus imbued with Western assumptionsrasabnceptions similar to those
noted by Strathern in Melanesian analyses, whichtasan empty space and lack of

awareness to a person’s ‘centre’.

One challenge to Benedict’'s concepts follows a lpsgocial approach propounded by
Takeo Doi. Doi (1981; 1988) sets out the famiiad named dualities (inside:outside
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etc.y through which people in Japan relate to each athirmal and less formal ways
and presents the achievement of an absence @fssalfecognised virtue. However, Doi
argues that people in Japan seek dependencetiomstaps. He develops a theory
wherein the psychological foundation of a persaharacter is based on the concept of
amae(the seeking of indulgence in relationships), esgimg this concept with the social
obligations in relationshipgfi) that follow from human feelingi{njo), and also with
verticality in social structures. For Daimaeis linked toninjo. He (1981:20) further
hypothesises that the feelingarhaefirst manifests itself in the mother-child relatghip
and is universal, but whereamaehas been retained in relationships in Japan, ist&Ve
society it has been replaced by a respect for mutdapendence. This aspect of his
approach has been criticised by some Westerngrslale 1986:123; Morris-Suzuki
1998:130) as presenting a Japanese ego that reoralageloped, a tendency Dol

(1981:119) himself has argued is a potential damg@maebased relationships.

Another line of debate picks up on the idea thakapan a sense of personhood is located
in relationships (dyadic and group) in contragbéing centrally located in the independent
person as in the West. Where anthropologists Befy 1989:39-66; Kondo 1992) have
disputed that individuality or a sense of subjattiis absent from the Japanese sense of
personhood, they address the same problem of switjedealt with by Strathern who
maintains that, although a Melanesian person’saajate in his or her relationships
with others and need to reveal the demands of ®teecausal, at the point of taking action

a person acts subjectively.

The issue of Japanese subjectivity has been agprddom different perspectives by
other anthropologists including Rohlen (1976) atatiP(1980, 1989). Writing in the
1970s, Rohlen (1976:125-143) argues that ‘adulth@term for which he says there is
no easy Japanese equivalent) is primarily vieweddpanese as ‘a time of becoming, not
being’. My research reveals a similar positionvaa at through a different route. When
compared with American attitudes, Rohlen suggésts tather than conceiving of an
adult life with a plateaued existence, a persalajpan considers him/herself situated
within the flow of time that takes him/her througlprocess of socialisation to which is

attached a spiritual dimensiénBy following a ‘way’ or ‘path’ that requires emipey,

® See Chapter 2.2.3.
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humility and receptivity to others, a person sesd{&improvement through roles and the
fulfilment of duty and obligations with the aim a€hieving in middle life the recognition
of ‘being human’ and, in later life, of reachingiritual freedom ‘based on the atrophy
of the self’. In Rohlen’s view, the focus at agmral level on the Japanese spiritual
heritage is partially a reaction against industtednge and unattractive foreign values.
Yet a psychological focus on self-discipline towardinternal fullness of spirit that denies
a centred self suggests that, at the heart of Betrsedmpty centre, lies a psychology of
human perfectibility.

Plath’s (1980, 1989) view on subjectivity derivesmh an analysis of Japanese concepts of
personal maturity, based on a life-course studyehty-three people. Plath (1980:219)
commends Benedict's recognition that in Japan geoeéd to practise self-discipline and
self-respect in attending to claims of differentlds of human attachment. Naming these
pursuits ‘the drama of sociability’, Plath proposiest a person’s character is shaped by
developing a strong character that through timefmas more individuated. According to
Plath (1989:70), individual life courses in Japam laased on ‘a person steering himself
along a path (arc), his actions shaped by thosendrbim (circle), as he strives to realize
an ideal of wholeness (sphere)’. ‘Arcs’ imply ase attachment to roles, and a self-
centering where goals and a long-range view orgasaseer activity and personal
directions. The ‘circle’ represents fellow traee and is group-oriented yet also person-
centred in that each person cultivates his or apacities for relatedness with others.
Since a person must also care for family members vave physically died but remain
spiritually present, Plath notes that the self @asured against a long span of time. The
‘sphere’implies a centering that comes from cultivationfor,instance, aesthetic or
matrtial arts, or in religious, spiritual or psycbgical states of being. Plath essentially
distinguishes a relational or field model of deyeh®nt from the West's entity or particle
model. A personal subjectivity connected to goardations is introduced into what is
otherwise Rohlen’s long-range view where matustgscribed to a distant horizon. On
this point it should be noted that Plath’s conadpbles differs from both that of the
personnagend the partible person in that career activisoamted with industrial society
allows for a role detachment not possible in sreadlle agrarian society.

® Rohlen describels (‘breath’, ‘spirit’) andkokoro(‘heart’, ‘sentiment’, ‘spirit’) as terms derivétbm
Confucian, Taoist and Buddhist thought that satudaily life with implications about human perfédity.
See also Frager and Rohlen (1976). R.J. Smith5(58857, 99, 103-104) makes a similar argument for
seishin(‘spirit’, ‘inner strength’).
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In other research concerning the notion of a belf kacks a Western-type essentialised
centred self, the point at issue is not the groopetper sebut the nature of the ‘self'.
Ohnuki-Tierney (1993:100-101; 1987:22-25) suggastslf that is interdependent and
relational with no independent abstract entity.otiner words, what is proposed is the
concept of a self with no solid ‘self’ and the ceptof a person with no concrete sense of
personhood. This concept arises from the necessdgpan to alter the presentation of
self according to oppositional dualities, suchresde:outside, informal:formal, and
back:front. Terms for these oppositions are kntavand recognised by all, and represent
the different possible modes for each and evesticgiship according to who is present,
and to factors of gender, age, status, and coht@kius Rosenberger (1992:14-16)
presents the relational Japanese self as beinghoaad in a person but as existing in
relationship with others, moving between formal arffdrmal modes of expression where
gender, age and status constantly alter the regpegxisitions taken in interactive social
exchange. People’s interactions fuse more claedlye inside, informal modes and are
distanced through the outside, formal modes, ame nemains fixed. That is, at one
moment one person might be addressed by a secoswmhpa an informal mode but, with

a sudden change in context, will immediately berested by that same person in a
distancing mode, with the expectation of similatamtaneous mode switches by the first
person. The ability to register these switchessimfis and to respond accordingly is
calledkejime® Subtle variation in the positioning of self isther modulated through
selective use of grammatical structures in theuageg (Hendry 1993:52-58) where,
moreover, terminology emphasising gender, age &tdssdoes not include the direct ‘I-
thou’ idiom that mediates relationships in Engfisithis type of relational self is argued to
have a number of consequences that contradictusiook arrived at through Western
modes of thought. Tobin (1992:24), for instandaberates how creative elements of
formal, ceremonial and ritualistic aspects of &fe valued as a source of pleasure rather
than being negatively borne as unwanted constraifiisis Japanese are said to be ‘less
likely than Americans’ to perceive social conforyréind group identification as weakness

" These dualities were detailed by Doi (1981; 1988pdress non-Japanese perceptions of the ndture o
relationships in Japan. See thesis Chapter 2.2.3.

8 Kejimeis further discussed in Chapter 2.2.3.
° In an instructive paper on ‘individual’ and ‘seifff Vietnam, Marr (2000:790) writes that the 1948gAst
revolution ‘gave millions of ordinary Vietnamesasense of personal empowerment in hundreds [of ways]

including the abandonment of traditional honorifidsich, in the past, had prevented the formatiomofe
egalitarian relationships.
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or the betrayal of individuality. In another stud§ondo (1992:40-66) examines the
multiple and particular contexts in which a coni@cer pursues what appears to be a
fragile and self-contradictory construction of seintity, noting all the while that
relations of formal hierarchy are matched by a sarfsn informal equality (‘us’ as

equals).

As one among scholars who regard the sociocemigigidualist comparative framework
in Japanese-American studies conceptually inadeg8aimizu (2000:195-211) argues
that both individualist and sociocentric elemengevpresent in the experiences of three
Japanese adolescents. Shimizu distinguishes thiogital self, or self-awareness, from
concepts of individual or sociocentric selves, arguhat ontological self-awareness

transcends culturally constructed selves.

Concepts of self and individual identity also imfoMathews’ (2000:12-16; see also
Mathews 1996) delineation of a Japanese self wikielngued to operate at three levels. A
deepest ‘taken for granted’ level is said to fumctbelow the level of consciousness and
includes language and social practices (Bourdieatstug. A middle ‘it can’t be helped’
level includes legalised and customary practicg®ibe one’s control, such as having to
work and pay taxes. At a shallow level, howeveleaive choice might involve a
person’s selection of elements from global (forggmurces that contribute to the surface
shaping of the person. As examples, Mathews de=cartists who have either
assimilated foreign or rejected local musical cartlance forms as part of their individual
conscious identity. Adaptations at a shallow learel thought to have little overall effect

on how people interrelate.

Cultural support for a ‘relational self’ includes anderstanding in Japan that a person is
always considered as being a part of the wholee Jepanese word for ‘selfilfun)

literally means ‘self part’, implying that a persizna part of the larger whole that consists
of groups and relationships’ (Rosenberger 1992#might therefore appear that a self
that attains value as a part in multiple relatigpshvhich often, but by no means always,
rest on principles of debt, obligation and expeatatould perhaps be an equivalent to the
notion of a partible or dividual person. Yet, véhihe Japanese model of a relational self
might carry overtones at a surface level of theilplaror dividual person, there is no real
equivalence. Relationships in Japan exist in diffecontexts, at different levels, and in

different intensities according to different pretsefpom those precepts that are responsible
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for the idea of dividual and partible selves. Boe thing, Hindu concepts of relational
transacted substances and of transactionable itigsuaind pollution through marriage or
food exchange (Dumont 1980:130-51) that are resplenfor Marriott’s (1976:111)
concept of ‘dividual’ persons are not relevant otions of relatedness in JapanAgain,

the particular Melanesian system of a gift exchasfgealienable things that defines
interdependency in relationships (Strathern 198B1&/ }—for which the notion of a
partible self was developesds likewise not relevant in Japan. Furthermoregnghs in
Hindu India or in small scale Melanesian socieiehild is born with pre-existing and
encoded substances that predetermine partibilitglationships, in Japan a child is born as
though from the sphere of the divine world dalaula rasa unsullied by sin or pollution,
and in need of being socially and ritually ‘creatasla social human being (Lebra
1984:173; Hendry 1986:16-17). Concepts of birtmfra divine world are of Japanese
Buddhist origin. They were well established in maeslal Japan and are culturally present
in attitudes and social practices today (LaFlel®@2t83-43). There is no concept in Japan,
therefore, of a self that is ‘divisible’. That the concept of a person is not one of a self
that has been or can be divided into parts, nottleeteconsists of transactionable parts.
Rather, the concept in Japan of a ‘relational $edfongs to a notion that, through
participation in multiple relations, a person canbusly creates and recreates his or her
own sense of being through actions that are inrder@e with sociocultural values and
ideals.

1.3. NOTIONS OF HUMAN DEVELOPMENT

Doi’'s concepts (outlined above) amaebased, dependent relationships in Japan have led
to ideas that Japan is a ‘materrad’ opposed to a ‘paternal’ society (as in the West)
endorsing the view that, in Japan, child developgnmseemother focussed. Views of the
maternal in the Japanese psyche are still deb#teki. (1997:26-31), for instance,

promotes equality in human relations yet acknowdsdfat Doi’s identification of

‘maternal desire’ reveals and pinpoints ‘the degychological layers of desire of the
modern Japanese’ (Aoki 1997:29). Aoki traces thiglency to Meiji imperial systems of
social relationships. In another case, Ueno (1287:288) argues that the influence of

Confucianism and a different process of moderrosdtiave, in Japan, resulted in and

9 The idea of substance transaction noted by Maisabnnected to a caste society. In Tokugawarlap
caste-like classes were created but, with the ¢ixuepf the outcastEta group who carried hereditary
pollution, notions of pure:impure distinctions betm classes did not exist. The Tokugawa clasemsyst
began to disintegrate from the early eighteenthurgmwith the emergence of capitalist mercantiliStorry
1960:73-77; Thomas 1996:73).
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perpetuated social patterns promoting a strong enctbn bond and the idea of the
feminine as maternal. Ueno further connects tbegatations to political and
socioeconomic factors that radically polarise naadd female roles in Japan, a situation
that she would like to see change, arguing thalewhothering is very important it is

neither the necessary nor the only worthwhile fiomctor all women.

In developmental studies comparing practices imdamd the United States of America,
Azuma (1986:7-8) attributes a strong mother-chdddin Japan to the historical tradition
of a woman’s move at marriage from her natal faraljull membership in her husband’s
family, where the husband’s role was peripherahigh status guest’ (Vogel, in Befu
1986:14). Azuma further suggests that, in Japahjld’s relations of interdependence
with the mother is a pattern that transfers to peed later to the community whereas, in
the United States, parents encourage a child’pem#ence from an early age. Befu's
(1986:14-15) view is that in Japan a father’s dtrtad isolation from his children arises
from his position of authority. According to Beflamily structural alignments affect child
development such that, in Japan, the mother andrehiare emotionally aligned whereas,
in the United States, where ideally the conjugkdtienship is defined by romantic love,
the ideology encourages equal responsibility ferahild in both mother and father.
Yamamura (1986:34) notes, however, that where ethoouples in Japan have chosen
their marriage partner and planned a family, ckitdiend to identify more with both

parents.

The contrast between a relational self in Japarearalitonomous individual self in the
United States is further elaborated in developmesttaies. Befu (1986:22-23), for
instance, points to Japanese values of trust, atiig and social interconnectedness,
differentiating them from highly individualised #kiand qualities that are prioritised in
the United States, such as independence, selficeljdreedom, and free will. In Japan,
where valued qualities carry moral weight, childega believed to be inherently good
(Yamamura 1986:36). According to M.White and Le¥/{{1986:55-62), patience and
amaebased indulgence are believed key to impartingaae qualities, making a child
“human-like”... that is, able to maintain harmonyhoman relationships’, while child
socialisation aims to develop performance qualities indicate the deeper ability to be a
good (social) person. Being compliant, cooperatpirited and energetic foster social

abilities, while persistence and endurance fostesgnal and social development. These
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qualities are contrasted with individualised skitithe United States that are described as
‘more superficial, or ameangather tharends. DeVos and Suarez-Orozco (1986:296-
297) contrast a Japanese mother’'s empathetic afapleat child with the American
parent’s assertion of will and authority, suggestimat the American mother and child
often relate through a battle of wills. Yet ultitely, as Befu (1986:25-26) notes: ‘How...
conceptions of personhood are related to child ldpweent remains unclear. Somewhere
along the road from childhood to maturity, the dlatquires them... [and is] rewarded by
accepting, internalising, and acting in accordamitie them.’

An emphasis in Japan on the feminine as matermbitausocial implications have bearing
on the Shizuoka-Wellington comparative study irt thay suggest a deep attitudinal
divide between parents in Japan and those in Vig&tlim The implication that, in Japan,
the mother’s parenting role is essential and forstroontrasts with general perceptions in
Wellington that both parents should have inputarepting their children. And, as will be
seen, parents in Wellington generally accept, added encourage, their children’s
becoming individuals through separating themseikaa others in the construction of an
independent adult self. Some scholars (e.g. Dryeaved Bird 2004:11-20) link this pattern
of development to (Western) psychological (bioladgi@nd cognitive) ‘stage’ theories of
adolescent development in which a young persomparagion and independent maturity

are thought to peak at adulthood.

1.4. PERSONHOOD, NATIONAL IDENTITY AND CITIZENSHIP

Approaches to national identity and citizenshipiclthn New Zealand and Japan differ
considerably, also affect concepts of the perdbis appropriate in this introduction to
background these distinctions as a reference foographic data in the thesis.

1.4.1. Personhood, National Identity and Citizenspiin New Zealand

In New Zealand there were no standardised or gyladisseminated notions of national
identity as in Japan although two annual rememleraiays celebrated events of national
significance. Anzac Day honoured New Zealand australian armed forces’
participation in World War | in support of Britayet effectively marked New Zealand’s
spirit of independence from Britain. Waitangi Dagtebrated the 1840 signing of a treaty
for partnership between the English Crown (reprissgmon-Maori in New Zealand) and

Maori. Popular characterisations of ordinary Nesaldnders were, however, reinforced
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through the media. These included notions of rdggdividualism, ‘kiwi’ innovation,
‘can do’ attitudes and an egalitarian ethic, albich influenced young people’s ideas of
themselves as New Zealanders. Most of these ctsisggmmed from an historically
recent, pioneering colonial period where suchgraitied survival yet they remained

important indicators of how people should be.

Concepts of personhood in New Zealand were affdeyethd changed in relation to the
politico-socio-economic consciousness of the timegropean colonisation of New
Zealand from the nineteenth century laid the fotinoda for a democratically elected
parliamentary industrial state that remained ecaoalhy and politically part of the British
Empire, whose values and traditions reflected anldl lppon those of Britain. By the
Constitution Act of 1852 the newly established N&saland government, voted into office
by male European franchise, assumed sovereigniydst internal decisions affecting the
colony. In 1897 the franchise was extended to pemo women. New Zealand has been a
self-governing British dominion since 1907 withinlate sovereignty vested in the British
Crown. Pertinent to this thesis, however, is aglemseries of events from the late 1960s
that abruptly, in the 1980s, transformed the nabfildew Zealand society from a postwar
social democratic welfare state system to a delaggplilibertarian minimalist state in
which market forces reigned supreme (Jesson 198[8gi 1995).

In New Zealand, a postwar social democratic consehad reconciled collectivist
principles of democracy with individualist prinagsl of the market economy. This
consensus was reliant on a social world whereairigrchal families, men acted in the
public sphere as providers and protectors of wormwaile women created a secure and
stable home environment or endured low status @avdémuneration in paid employment
(Jesson et al.1988:26-28; Park ed.1991; Armstr@94118-121). It was also reliant on
‘an affirmation of links with Britain and some camsusness of being British, albeit in an
antipodean context’ (Spoonley, in Jesson et al. B88and on the marginalisation of
Maori lives and politics. In the 1970s, howevernitddn’s entry to the European Common
Market eroded New Zealand’s ties with Britain, vehiinmigration from Pacific Islands, a
re-energised Maori activism, and proactive femiars gay rights movements
progressively challenged values and attitudes &eolcwith the social democratic
consensus. Maori campaigns to reclaim their llamjuage and sovereignty introduced
both ongoing legislation and debates over bi-caltsim, multi-culturalism, the nature of
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the state, and the national identity of New Zeadsisdwhich remain unresolved (Spoonley
1995:40-52; Pearson 2001:22-24,118-122,145-148¢ fédminist movement opened the
way for legislation that secured for women carewl work opportunities that were more
equal to those of men, and that provided women miine choice through, for instance,
abortion rights, although social inequalities pstesi through the ‘structured dependency’
of women on men (James and Saville-Smith 1994:48263arson and Thorns 1983:184-
189). And by 1986 homosexual relations had begalileed.

A failing economy in the early 1980s, however, lgioiua shift in power. Libertarians
challenged and overturned a liberal democraticogbphy through an ideology advocating
the supremacy of private property and the individuaotably the individual as
consumeralong with associated attributes of self-sufficignzhoice, efficiency, and
competitive free voluntary contract as individugddom (Armstrong 1994:123-124).
Through the sale of national assets, privatisadiah restructuring, and the halving of
numbers of core government service employees, wegtiovisions that many New
Zealanders had come to accept as ‘individual rigiesson et al.1988:7) were cut back or
eliminated. Collective vested interests once mtetkthrough trade unionism and through
the legally recognized category of ‘women’ in, fiestance, the repealed Employment
Equity Act (1990), were undermined through the Eogpient Contracts Act (1991)
(Wilson 1998:223-228). As the worth of human relat became measured in terms of
market values, unpaid voluntary we#lncluding the domestic labour of
motherhood-became marginalized and unattractive (Armstrongt1981-125). A

market force philosophy affected all aspects of legmpent, including state service sectors

such as health, education and scientific researahpermeated the media.

Whereas, in New Zealand, class was less cleadygtsired than in many other capitalist
societies, class differences were also overlaigdnder and ethnic differences as women
and ethnic minority groups were generally less wableé than European men to access
resources (Pearson and Thorns 1983:257-258,17208219; see also James and
Saville-Smith 1994; Park ed. 1991; Spoonley et984165-73). Social inequity, however,
did not imply the absence of strong egalitariarmgjevhich in New Zealand are based on
beliefs in equal opportunity and social justicegi®en and Thorns 1983:239,258-259).
Nevertheless, as Wilkes (1994:79) indicates, ldv&ahs ascribed the accumulation of

individual wealth to individual talent and hard \w@nd thus celebrated socioeconomic
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distinctions. Critiques of a libertarian individisa ‘consumer sovereignty’, through which
large sections of society were disenfranchisedoeabed recognition of the collective

nature of human lives and sought public provisibeazial services and the protection of
civil and political rights of all citizens. Follang the 1980s, the debated nature of the state
and civil issues, together with libertarian doatgnaffected people’s perceptions and
orientations. Increasingly a New Zealand idernititplied needing to have and maximize a

free market choice.

1.4.2. Personhood, National Identity and Citizenspiin Japan

In Japan, theories concerning what it means t@&manesgNihonjinron) were
developed to counter both Chinese influences duhaggrarian period and Western
influences during industrial modernisation. Bothseproduced revisionist rejections of
‘imported’ philosophies as foreign. From Meiji &% (1868-1912) until now, successive
attempts to define and redefine the meaning ohtpdapanese’ have been concerned with
concepts and ideologies related to moderriisBuring pre- and postwar yedrsthe
dominant conservative party has framed and prommtadepts of ‘Japaneseness’ in
contradistinction to the ‘West’ in support of thiew that Japan is culturally unique and
has modernised in ways that differ from the WsThese views, which are prevalent in
Japanese school curricula, are well representetkttia debates.

Compared with the individualising principles in D88\New Zealand\ihonjinron
theorising of the 1970s was a general search fidying principles of social organisation
where cultural forms were emphasised over matdasdrminism. Themes from the
seventies included notions of Japanese culturakao@l homogeneity, group harmony
and consensus, and a natural order of hieraramfjuehtial authors of that period include
Takeo Doi (discussed above) and Chie Nakane (18#A0yyn for her representations of

1 pre-World War Il debates on modernism are disaiss@yle (1989), Duus and Scheiner (1988), and
Najita and Harootunian (1988). Postwar moderrosdtieories were a counter to Marxism (see Kosclhhman
1993:412-414; Gordon 1993:454). For a criticallgsia of theories of Japan as a nation see MouEiki
(1998).

'21n this thesis, the terms ‘prewar’ and ‘postwafer to World War 1.

'3 Since the late nineteenth century, the terms ‘st ‘Westerners’ have appeared in the literaasr¢he
comparative ‘other’ to ‘Japan’ and ‘Japanese’. dthe ‘West' is used with reference to the Uniftdtes
of America and Western Europe. When used by Japatige terms sometimes denote traits that many
Japanese associate with Western civilisation agardeas un-Japanese, such as the privilegingiohgdt
thought and notions of autonomous independencéeim Zealand, ‘Asia’/'Asian’ are similar umbrella
terms applied to persons from India, China, thdiflines, Indonesia, Japan etc. without distinction
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Japan as a vertical society. Nakane argues thahé&ae social and business organisations
are hierarchically modelled on the (then assumtealitional’ Japanese pattern of a
patriarchal household a&. She describes the structure as reliant on gogronsciousness
among social superiors and inferiors that provelesnse of emotional security,

comparing it with contractual, egalitarian and fatéorms of social organisation in

Western society’

In Doi’s and Nakane’s ‘group model’ of Japanesdaetg@ person’s identity can be
achieved only through membership in a group. Thdehtherefore opposes Western
individualism and autonomy. According to Doi (19B25): *“Freedom of the individual”
does not mean that the individual is free in himse he is; freedom is only acquired
through the fact of participation in [a] group.’akbne (1970:120, 115) depicts group
organisation as the ‘brake which hinders the dearaknt of individual autonomy’, further
arguing that a person located in the organisatigraip system in Japan is provided with
the feeling comparable to that of citizenship instéen societies, in that membership in a
corporation implies the rights, duties and respalises adhering to citizenship in
Western societies. More recently, Ueno (1996:22@) pointed out that through
industrialisation the Meiji government endeavouieéree the household as tieerather
than create autonomous individuals, a conceptreihi@amiliar to or disliked by Japanese.

Nihonjinronthought has been criticised on a number of cotirasge being that claims for
Japanese cultural uniqueness based on imagesmbéimaand the denial of individuality,
especially through the notion of group consenstgscanstructed through comparisons
with a generalised ‘West’. Further, anthropologdisputing the group model argue
against its implication that a person’s relationthwthers subsumes all sense of the
person’s individuality. Befu (1989:39-66), for iaace, uses social exchange theory to
suggest that among Japanese a complementary nedxiigis between group relations and
the self-interest of actors in aspects of recipyoand exchange, while Kondo (1992)
describes as ‘self-construction’ the managemeselffcontradictory and fragile identities.
Among anthropologists who have approached the iquest whether, in Japan, there

14 Nakane’s model of vertical group relations is loase analyses of large business corporations and
universities, whose members number approximatedytbind of the population, rather than on smallifgm
or retail businesses, farmers, labourers and jpaet\vorkers.

15 See for example Dale 1986; Sugimoto and Mouer 188@ran 1990; and Morris Suzuki 1998. Stockwin

(1998:16) condemned the work of Sugimoto, Moued, Bale for its ‘exaggeration and conspiracy-theory
construction...[that] marred some of this writing'c@mment with which | agree.
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might be a concept of ‘an individual/individualisthowever, none suggests any

approximation to the notion of an autonomous irdirei.

On issues of whether industrialisation in Japamnisouraging the development of an
individualist perspective, most anthropologiststakcautious view. Rosenberger
(1992:13), for instance, questions modes of ingtinag ask whether, with the growth of
industrial capitalism and a partial adoption of ‘$t&xn lifestyles’, the Japanese are
‘becoming individualistic in an American sensefistead she prefers to examine the shifts
that occur as Western lifestyles and conceptsdibiduality are incorporated into
Japanese ways. As another example, Moeran (1@84smut that Western individualism
is generally associated by the Japanese with ‘e¥Mgestern capitalism’, thought to foster
selfishness, irresponsibility and general sociséaurity. He identifies new Japanese
associations between consumerikokoro(‘heart’, ‘mind’, ‘spirit’) and other-directed
rather than self-directed feelings, linking Japaneasustrial capitalism with values
deemed positive, such asishin(‘spirit’). Moeran suggests that the Japanese@iing

an individual that for them lacks the negative auations they associate with Western

individualism.

Other anthropologists (see e.g. Mathews and B.\Wuite 2004) debate whether
attitudinal shifts in young people’s values andiches might register historic rather than
generational change. A diversification in youngmie’s ideas of Japaneseness, for
instance, is argued for by B.White (2004:47-63}mnbasis of conceptually (though
untested) liberal multi-ethnic views among younggde in a Kyushu hamlet, and by
Miller (2004:83-97) on the basis of blurred ethaid gender identity markers in youth
fashion. On another front, Sasagawa (2004:171-4@3gests that young university-
educated and dedicated full-time mothers pursuiss ldictated by choice and self-
fulfillment, rather than sacrifice, might be unabdereproduce lasting mother-child bonds
based on a child’s debt of gratitude to the motl@ther areas suggestive of pluralising
values and potential change, as discussed in #@sgsthnclude the appearance of a
‘singles’ culture, conflicting attitudes to work@marriage among young men and
women, and altering attitudes to returnees. Cwoasige pressures are, however, strong
(Ackermann 2004) and, as noted by Mathews and Ba&\(BD04:193) ‘choice both is and
IS not available’ to young people. Mathews and Bit¢/(2004:9,10,200) conclude, and |
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agree, that questions as to whether young people@oducing historic change are

ambivalent, speculative and unanswerable.

On another level, Japanese government policy ifiy&mgi with and invoking an ideology
of harmony and consensus in Japan has been @ttifds obscuring regional diversity,
such as exists between central Japan and Okinada|ass diversity, since policies
claiming the existence of national homogeneity analiddle mass’ overlook differences
in Japanese living standards and lifestyfesoreover, the ideology of harmony
advocated by conservative governments is challebgelpanese citizens who are
socially marginalized, such as the Burakumin, anthle 1-2 percent of the population
marginalised as ‘non-Japanese’, such as Ainu,darguest workers’ providing cheap
labour, foreign spouses of Japanese nationalspemple of Chinese and Korean
descent’ These social discrepancies are politically chaiigehat, before the 1947
promulgation of the new postwar constitution (desidjby SCAP to democratise Japan),
Japanese conservative politicians made amendmgmtlibh Japanese ‘subjects’ were
renamed ‘nationals’ and granted natural humansigBly these amendments former
subjects who were Ainu, or of Korean or Chinesedets were excluded and became non-

Japanes®’

The marginal position of non-Japanese ‘outsidgspears even more extreme when
compared with more liberal policies in the West.Nlew Zealand and other Anglo-
American societies, where the domains of kinshigh @tizenship are almost entirely
separated, adult citizens are regarded by the asad@tonomous persons who owe primary
allegiance to the statsautonomous persons. In New Zealand a citizennegjonly a

birth certificate stating parents, a document thast be produced for a passport.
Moreover, citizenship is frequently granted ondheunds of residence regardless of a

16 Concepts of a ‘middle mass’ wrongly imply that dafhas a mass (90%) middle class (Taira 1993:181-3
Kelly 1993:195).

1" The Ainu are a small percentage of the populati@hthe Ainu language is on the verge of extinction.
The Burakumin were at the time of the Meiji Restioraan ‘untouchable’ class whose rights were teiesl
with the abolition of the class system in 1871, &ggdinst whom prejudice remains. In 1998 foreigtiamals
totalled around one and a half million, 42% of whoame from Korea and 18% from China. (Statistiosf
Facts and Figures of Japa@000:5,7) For marginality in Japan, see Valenfif90.

' The Supreme Command of Allied Powers, in this ¢hsepublic administration division of Government
Section under General MacArthur.

19 See Koseki 1998:119-122, 128-129. For an overawnplaced persons’, see Upham (1993).
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person’s place of origin. In New Zealand thesiuakes are part of the British heritage.
According to Fortes (1984:114), the practice obaomous citizenship in England dates
back to the thirteenth century where, by Englist ¢d civil status, ‘the concept of the
individual as an autonomous legal personality fisJaleriving citizenship not through

family or kinship ties but in his own right’.

Citizenship in Japan is based on certain structafeshich household registration is one,
emphasising a dual family and state allegiancelaBy citizens are organised into what
are primarily kin-based households. Every Japanasenal is officially entered into a
household registek¢sek), and only by such entry is a person considered anése
national?®® Thekosekimust record all details pertaining to a persowsdehold
allegiance. Details recorded involve legitimacy dlegitimacy, adoption, divorce,
household structure, and regional and, in somescaaeial origins. An abstract of part of
akosekj or of the entir&kkosekij or a certificate containing items from thesekj is

required before a person enters school, when sgeknployment, getting married,
obtaining a passport, or registering real est@eginal kosekidocuments are kept at the
local administrative office of a household’s permaindomicile’* while duplicates are
deposited with the regional bureau of the Ministfylusticé’? The official scrutiny of
Japanese nationals arthrough procedures requiring non-nationals to tegiss
‘aliens’—of non-Japanese, have led to charges that govetrpokey protects and
advocates concepts of national/racial purity. VEsameNihonjinron (‘what it means to
be Japanese’) writing has associated Japaneseatutaits with exclusivity, critics argue
that claims on behalf of Japanese cultural diffeesoften blur into concepts of cultural
uniqueness which, in some cases, express notiandtafal or racial superiority.
Contemporar\Nihonjinronwriting incorporates theories of the 1970s intaligation

theories proposing Japanese society as a modelfew (Asian) world order.

% Since 1947, a household can be a married codpilese structures derive from Meiji times whenithe
household was instituted nationwide and grantegarate legal responsibility for the action and sitgwf
its members. Although the new postwar constituéibolished the corporate househaé) &s a legal entity,
manyie precepts remain widely operative in practice, egibme remain in law (see, for example, Taira
1993:175-177).

! The named domicile might not be the same as aptaeés of residence, which are recorded in differe
documentsjgmin toroky.

22 Further information on thieosekisystem is appended (see Appendix 1).
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1.5. SOURCES AND METHODOLOGY

At the time of my research in 2000-2001, the pojpameof Shizuoka city, situated on the
south coast of Honshu Island, numbered approximd{d,000, while the population of
Shizuoka Prefecture was approximately 3,782,00®total population in Japan of 125
million. The population of the greater Wellingtaegion at the southern tip of the North
Island numbered 300,000 of a total population ivNMealand of 4 million. Diversity in
attitudes analysed in the thesis, however, isdassitter of demographic variation than of
differences in cultural perceptions and social niggtion in modern industrial societies.

As explained above, the New Zealand part of thesithbuilds on the YFP research carried out in
the mid-1990s by a team of anthropologists in Wgtlhn. The YFP material | used consisted
solely of questionnaire responses and verbatinst¢rgsts of taped interviews with 37
sixteen and seventeen year-old high school studemtsprised of 17 male and 20 female
students, and 35 parents of high school studemitspdsed of 16 male and 19 female
respondents. Seventeen parents were interviewadar-to-one basis while nine
interviews were with couples (marriedae factg. The four high schools representing
Wellington city and the greater Wellington regiammprised Wellington (Boys’) College,
Wellington Girls’ College, and the co-educationa¢Mhgton High and Wainuiomata

College.

The YFP questionnaires were carried out in 1995@Iibwed by the interviews in 1996-
98, and these collectively sought insight intodldy lives of young people and their
parents and their views of the world. The questanres focussed on demographic and
other information, while the interview guides sougmplification of questionnaire
feedback and, among other concerns, a better uaddimsg of concepts and perceptions of
adulthood. In these guides, questions that sdvgduge concepts of independence,
responsibility and maturity explored themes suckicasg people’s and parents’ attitudes
to school, schoolwork, and part-time work outsidea®! hours, and young people’s use of
space, time and money. Other themes were coverqddstions on gender distinctions,
what made a ‘typical’ family, interactions betwdamily members, attitudes to legal age
restrictions, and ideas of being and becoming aiit add of the futuré®

Use of the YFP material entailed my signing an agrent to maintain the interviewees’
confidentiality and anonymity. Almost all the YkRerviews | analysed were conducted

2 YFP questionnaires and interview guides are appeisee Appendices 3-6).
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by Louise Grenside, Jonathan Thomson and Gwyn aifilli, whose willingness for me to
access them | gratefully acknowledge. The analywiwever, is entirely my own. Aside
from two papers available on the YFP webéitep papers based on the YFP research
have been published. My analysis of the Wellingtaterial, which is referenced to
historical and social science literature, was seimginted by my own observations and
understandings of cultural patterns and transitiofiéew Zealand, based on having lived
in the Wellington area for over thirty years durinbich time my husband and | had raised
a family. Further knowledge had been gained wbeear an eleven year period, | tutored

undergraduates at the university.

My research in Shizuoka and its subsequent anabgsscarried out ahead of my analysis
of the Wellington data, although the research antprocedures | initially proposed for
Shizuoka were designed to replicate the YFP rekesmdar as possibfé. The Human
Ethics Committee at Victoria University approvediinciple my proposal to approach
Shizuoka schools for participation in my reseavdhile details concerning research
populations, methods of recruitment and such webeetestablished later in Japan (see

below).

Before leaving for Shizuoka | commenced backgroamitiropological reading on Japan
(which I continued while in Shizuoka), and estdisid contacts at the Prefectural
University of Shizuoka that were followed up aféerival. In Shizuoka | shared an office
with my husband and was incorporated by the enmemntal science staff and graduate
student group into various social aspects of usitlife, including daily lunch sessions
in the canteen during which | was encouraged taa@skit puzzling aspects of my
research. These and other informal contacts prometeasurably valuable as sources of
information. Neighbours with whom we had universibnnections eased our way into
day-to-day apartment life and the local environméffe also participated in social events,
attended rituals and festivals, were invited to Isme@afamily homes, attended several
conferences, and enjoyed short stays with two sépdapanese families in their homes,
all of which permitted an outward flow in my resgar An invitation to attend an adult

24 http://www.vuw.ac.nz/yfp

Sawicka, Theresa and Urry, James 1993ung People, Marriage and the Attainment of Adwdthin
Contemporary New Zealand.

James Urry 1998etting an Age for Adulthood

% For YFP procedures see Appendix 2.
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English class for Japanese speakers by one neigpbmiided me with several Japanese
contacts, valued for their hospitality as well las turther contacts they provided with
other English classes attended by Japanese paraehteachers who were willing to be
interviewed. | also taught English language anavecsation to a Chinese high school
student resident in Japan for eight years, thraugbm contact was made to her family

and a number of their Japanese friends.

The methodology | adopted in Shizuoka ultimateffeded from that used in the
Wellington YFP research. The YFP team had appexhskchools in order to identify and
establish a research cohort. Through school ysitglents were canvassed for ideas, and
through questionnaires students and parents wkeel &s volunteer themselves for
follow-up taped interviews. My inability to spedpanese and conduct interviews in
Japanese ruled out a similar approach. After someths, Professor Nakayama-
Watanabe, who had kindly agreed to assist me anging contacts with schools,
proposed an alternative method of accessing sdomomunities through multichoice
questionnaires to school students and their passrtsdditional questionnaires to
teachers. With a focus on four schools in the &ka region, she suggested that
guestionnaires could substitute for, yet paralled, YFP interviews with students and
parents associated with four schools in the Weltingegion. | prepared separate
questionnaires for students, parents and teadmar®tofessor Nakayama-Watanabe
submitted for approval to the Shizuoka Board of &dion (of which she was a member).
Two Board members then interviewed me about myeptojThe Board selected four
schools for me to request participation in my resgaand these schools agreed to
cooperate. This procedure also differed from ttidhe YFP team in Wellington whose
research had not required government administratiegiation and sanctions. Two of
schools selected for me to approach in Shizuoka we$hizuoka city, namely, Shizuoka
High School and Shizuoka Agricultural High Schaoid two were in the Prefectural rural
town of Tenryu, namely, Futamata High School andr¥ie Forestry High Schodf. |
arranged for the questionnaires to be translatedl@mpanese and readied them, while the

schools arranged their distribution and collectoMarch 2001. The multi-choice design

%6 Shizuoka prefecture has three educational ardasaamatsu, Shizuoka and Izu. Each educationalisirea
divided into districts. The high schools partidipg in this research belonged in the Shizuokaidist
Shizuoka High School and Shizuoka Agricultural Higthool were in Shizuoka city, the sixth distri€the
Shizuoka area, while Futamata High School and TteRorestry High School were in Tenryu, a town veith
population of 24,000 that is in the rural areas,gbventh district of the Shizuoka area.
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of the questionnaires enabled me to read off dolé tae results on my return to New
Zealand. In total, | received responses from Bi@steen-year-old students to over sixty
guestions, many with several parts; responses fi20rparents to over seventy questions;
and responses from 60 teachers to approximately doestions.

| had taken with me to Shizuoka copies of the YElosl questionnaires and interview
guides for high school students and parents. Tlaseg with the questionnaire for
teachers that | separately prepared, formed the bamy Shizuoka school questionnaires,
although | added to and modified the YFP contemainous ways. To give a few
examples, questions on family composition and gareales were supplemented by
guestions probing the attitudes of men and womeheaole of family, and to men’s
involvement in the household sphere of work angaasibilities. | also asked questions
on the role of the first-born child, and questiocnscerning whether young people, and
their parents on their behalf, considered it im@airto marry. In addition to information
on parent and teacher roles, | sought out thoseegglarents and teachers considered
important for young people to learn. Other modificns asked young people to name
important signs of, and difficult things associatégth, being ‘grown up’, and qualities

associated with being a man and a woRfan.

My Shizuoka research also included some formahirgers that | conducted and taped
with English-speaking Japanese school studentdugta students and pareratsd
informal interviews that | recorded in notebookshe interview guide that | prepared for
graduate students was also used for taped inteswitewducted on my behalf by a

Japanese graduate student with her friends théed &rranged to have translated into

#"In April 2002 | prepared six loose-bound copieshaf raw figures resulting from this survey in tied
form, entitledResults of Questionnaire survey in four schoolShizuoka Prefecture, Japan, March 2001
have retained one copy. Five copies were sentdfegsor Nakayama-Watanabe, one for her own use and
one each for her to present to the four partiaigasichools.

28 Shizuoka school questionnaires for students, psusrd teachers are appended (see Appendices 7-9).

In a few cases questions from the following pultiares were used:

Andreoni, Helen and Fujimori, Kumie. 199&Hitsuke Child-rearing values and practices in a Japanese
community in Sydney."Journal of Intercultural Studied/0l.19 (1).

Lebra, Takie Sugiyama. 198dapanese Women. Constraint and Fulfillmedbnolulu: University of

Hawaii Press.

Cho, Lee-Jay and Yada, Moto (eds). 19Beadition and Change in the Asian Familidonolulu: East-West

Center, in cooperation with University Researcht@erihon University, Tokyo.

32



English. All these interviews were separate frord eomplemented data from the school

surveys, as did material | accessed from the nfédia.

Intimations that some assumptions made by the ¥&m tin their Wellington research
were inappropriate for research in Shizuoka scheoatse through reactions from the
Shizuoka Board of Education to some questions irproposed questionnaires. As with
the YFP research, Shizuoka school questionnairganoey asking for basic profile
information. The Shizuoka parent questionnairegf@mple, included questions on
parent occupations, education levels, nationadityl religion. As to religion, | adopted a
tangential approach by asking, for instance, whetmailies had a Buddhist altar, or
whether they celebratégdbon(the annual festival of the dead). Another questisked,
from a list of suggested possibilities, for reasamsspondent might visit a local shrine.
All these profile questions were disallowed by Bward of Education. Questions on
parent occupations were said to introduce clasessand those on parent education levels
would invade privacy® Where nationality was concerned | was told tHet:Japan it is
better to assume that everyone is Japanese.’ iQuesin religion were disallowed since
the teaching of religion in public schools wasgié® Other general questions included
in Wellington interviews were disallowed. | wasy fnstance, asked to delete a question
to high school students asking whether, in conjonawith other legal ages, the legal age
for sexual relations was fair or logic4l.Objections were that it would provide
information some students may not have known, hatl‘éven graduate students would
not know this [information]’. It was also suggesbtaat | delete questions on the teaching
of civic classes and on civil rights since theseenaore political than social science. |
managed to retain one question on civics and gghits, however, just as | managed to

retain questions on the celebratiorGdfon Ultimately, as discussed in the thesis, | grew

29 Shizuoka interview guides for school students,ngpadults and parents are appended (see Apperdices
12).

30 A school faculty in Kobe similarly asked Rohler98B:128) to avoid questionnaire enquiries about the
educational background of fathers.

%1 Inoue (2000:50-51) divides religious educatiomitiiree categories: ‘(1) imparting knowledge about
various religions, (2) nurturing religious sentimheand (3) educating people about a certain denatioim’.
In public schools the first category, in the forfroademic knowledge, is permitted. The third gatg
however, refers to “religious education” in thermav sense... conducted from the standpoint of aipec
religion or denomination and is strictly forbidderThe second category, due to its overlap witicethnd
morals, which may be taught in public schools, iessn debated at length. In many cases the nugtafin
religious sentiment is carried out ‘within the frawork of moral education’ in public schools.

% The legal age differed according to Prefecturgislation but was around 16 years.
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to appreciate that my position as a foreigner &edasking of questions in a school setting

were factors limiting access to informatioh.

My initial thoughts were that, by limiting the aseapen to research, the Board’s
restrictions would compromise my thesis. In timewever, a realisation that many YFP
assumptions appropriate to adulthood in Wellindeond that were incorporated into my
own questionnaires) were not culturally relevanSimzuoka opened up a whole avenue of
enquiry. This was also true for other factors thed appeared limiting, such as the
Wellington informants’ greater outspokenness amgaredness to discuss a wide range of
topics than was the case in Shizuoka, where thigyatoi ‘speak out’ was culturally
circumscribed. Further, the systemic nature afucal integration in both Wellington and
Shizuoka implied that what might often, on the acef appear to be equivalence was
founded on different concepts, or conveyed diffecemnotations, that were nevertheless
highly significant. For example, positive respagequestions asking whether civic
classes were taught in schools, or whether todayisg people were more focused on
‘rights’ than young people were in the parents’aation, did not convey equivalent
information: civics in Wellington relates to an eghasis on rights associated with an
egalitarian citizenship in a democratic state, wherin Shizuoka civics implies knowledge
of a dual state-kinship formation and national tdgnwith a strong focus on duties and
responsibilities as well as rights. An attemptdovey the systemic interrelation of

cultural phenomena therefore became an importahbpany thesis.

1.6. METHODOLOGICAL REFLECTIONS AND ANALYSIS

In scope and emphasis the thesis is neither a vdiidife or life-course study, nor an
analysis of child/adult primary and secondary d@a#on from childhood to adulthood.
My primary interest throughout has been a compaaiudy of how young people and
their parents perceived self, personhood and tharataon of young people, and how
these perceptions and attitudes intersected wdin lifestyles and relationships of home,
school, and the wider community. This focus higiis the interrelation between people’s

choices and the nature of modernity.

% Some profile questions were acceptable in a nbnalcsetting. As | pointed out to the Board, thenfat
and wording for questions about school backgrourtaccupation had been adopted from a nationwide
survey in Japan conducted in April 1988 by the @rsity Research Centre of Nihon University in
collaboration with Mainichi Newspapers (see Cho ¥ada:1994). | successfully used the profile goest
| prepared for school questionnaires in taped wders.
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Methodological factors often precluded closelylwaied comparisons as the data
informing the study for each area differed in kinthe Wellington analysis drew on
ethnographic interviews with high school studemd parents and academic literature,
whereas the Shizuoka analysis, along with acadkt®iature, was based on data from
school questionnaires supplemented by intervievEnglish, ‘proxy’ interviews in
Japanese (for the most part with parents and ypeogle at university or employed in the
work force) and participant observation. Theséedint sets of data imposed limitations
on my analysis. My inability to interview high smdl students and their parents in
Japanese, for example, deprived the Shizuoka asalfythe rich nuance and internal
variation available in the data for the Wellingtmmalysis. Although | analysed each
Shizuoka questionnaire response according to diiteals of gender, age, family
composition and school, with a few noted exceptiargations were minor. On the other
hand, the Wellington interviews were unable to picalthe collective statistical
information available from the Shizuoka questionemisince Wellington interviewers did

not always explore with interviewees all the quesdion their guide sheet.

The systemic interrelation of cultural phenomenatioe@ed above, however, also made
strictly calibrated comparisons difficult, an exjpace common however to
anthropologists such as Rohlen and M.White, whpeaetsvely compare secondary school
education and teen cultures in Japan and the USiistés. Rohlen (1983:325) and
M.White use the concept of ‘mirroring’ to illusteatheir position. M.White (1993:2), for
instance, writes:

Comparisons, to be true to the differences, musbearawn in strict parallel: a category that

counts in Japan, such as entrance exams to higblsahay have no clear counterpart in the

United States. | have chosen to emphasise Jappoedeand to use American experiences

and evidence as a mirror, | hope both reflectingjilnminating.

A historical pre- and post-war divide in Japan, kedrby changes introduced by the new
postwar constitutiod? complicated my attempts to generalise and analgtsecollected in
Shizuoka. As expected, in both Wellington and Gblka the views expressed by younger
interviewees and informants were varied, and didah@ays agree with those of the parent

generation. Attitudes among parents in Shizuokadver, represented several different

% Among other changes, the new constitution desidryeBCAP to democratise Japan granted women the
vote and altered marriage laws and landownersghigito promote an egalitarian ethic.
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historical eras. Parents born either at the endrdbllowing, World War Il were
themselves born to parents who had grown up acuptdi Meiji codes and values. Some
had attempted to replicate their parents’ orieatetiwhile others had attempted to
abandon or liberalise thet. Shizuoka informants’ outlooks were therefore more
divergent than those in the Wellington sample whagspite significant social change
across the generations, did not involve the akadptstments legally demanded by a new

constitution.

A time difference of around five years between\t¥elington and Shizuoka research had
some affect on the comparative study since aspésiscial organisation in Wellington
changed across these years. By 2001 or shortlgdfter, for example, ‘boomerang
children’ (young adults who returned from ‘flattirtg live at home) and ‘twixters’ (young
adults in employment who lived with parents ostielysior economic reasons) were
becoming a recognisable phenomenon that was,itatad extent, comparable with
young people in their twenties living at home inzslbka. In the Wellington interviews,
however, the terms ‘boomerang children’ and ‘twigtelid not occur, just as few older

siblings of Wellington students lived at horfte.

An age difference between me and the YFP intervie\{late twenties or early thirties)

may have had a differing impact on interviews, ¢hgraffecting the comparison, as would
interviewee attitudes to local interviewers in Vifejton compared with attitudes to a
foreign researcher in Shizuoka. And yet, as D&idondo explains, foreign researchers

in Japan, unlike researchers identified as beipgrkese, are also advantaged in being able
to ask ‘indelicate’ questions and speak with peagl®ss certain status lines (Rosaldo
1993:180-181).

Another factor affecting my research was reliancé&/BP questionnaires and interviews
designed by other people for purposes that diffftn@d my own. Information on

interviewee interactions with their siblings, fastance, could have added depth to my

% As some historians (Gluck 1993; Dower 1993; Kosehm1993) have pointed out, during the early
postwar years perhaps one third of the populatipparted liberal values that informed the postwar
constitution. The political climate, however, ddicturned to favour conservative governments, wast
economic recovery and high growth, while supportdigeral, socialist, Marxist and feminist ideals
concerned with rights and equality rapidly dimirgdh

% Across all the Wellington schools, 3 tertiary stnth and 4 young adults in employment lived at home
while 7 tertiary students and 6 young adults in leyypent lived away from home.
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analysis of ‘family’ in Wellington. On the otheahd, my research was stimulated by, and
its direction followed from, a lack of fit betwe#me nature of modernity in Shizuoka and
concepts of modernity expressed in the ‘Working lpineal Conceptualizations’ used in
the YFP research (a copy of which | had been giaed)in Sawicka and Urry’s (1997)
paper, where modern industrial society was notlgregjuated with an autonomous
individuated personhood whose social definition digsonnected from specifications of
age, gender, status or role. My observations exalihigs, and the approach | have taken,
synchronise with those of other scholars who haweked in Japan (e.g. Dore
1967,1973,1987; R.J.Smith 1985:108,138-139; M.WH@@3:12) who affirm that a
modern economy does not imply the convergencefet®sfin ordinary lives, or that
Japanese values and attitudes are becoming, anviuture become, more and more like

our own.

The thesis structure is a reflection of my anagftaepproach and focus. In analysing
perceptions and concepts of personhood in Wellmgtad Shizuoka, | first seek to
establish basic social orientations to, and legadqriptions for, a person’s ‘becoming’
through maturation (Chapt@). This analysis will establish that, in Wellingt ideas of
growth stress an internal transformation and therahent of qualities over a relatively
short period of time toward becoming an autononaxlidt person. In Shizuoka, by
contrast, ideas of growth imply gradual transititmeugh a long period of time, with a
stress on the attainment of linguistic and perforoesabilities demonstrating respect for
social distinctions of seniority and gender. Ire@ter 3 | will examine the particular
attributes and values identified by informantsigaificant for maturation. | note here that
some attributes, such as independence, which aredvan both Wellington and Shizuoka,
carry such different meanings that they will belgsed separately in different chapters
and contexts. | further note that where citizepstimentioned, the reference is to legal
aspects of citizenship where these intersect watumation (Chapter 1) or concepts of
family (Chapter 5). In Chapters 4 andhy analysis will shift to consider how young
people’s and their parents’ attitudes and choigesaie within, yet in some cases
challenge, the fundamental parameters set out ap@rs 2 and 3. In Chapter 4 | will
analyse high school and community relations anachgqeople’s future directions. And in

Chapter 5 | will analyse family orientations andigg people’s future directions.
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When presenting my analysis | divide each chaptera Wellington and a Shizuoka
section, allowing for the different social and oudtl influences affecting concepts of, and
approaches to, adulthood among young people andorents. In each chapter the
Wellington section takes the lead since the YFRenmadtprompted the nature and direction
of my research. The methodology adopted favoulstailed textual analysis of the
Wellington data. | have retained the ‘voices’ lod text to authenticate my analysis and
provide texture and tone consonant with the rickréshe interview material. The

texture of the Shizuoka sections therefore diffeom that of the Wellington sections, as
does the length, since the Wellington-Shizuoka cmatjive points are largely set out and

developed in the Shizuoka sections.

I note here that | have collapsed fieldwork infotima from the greater Wellington and
Shizuoka areas with that of urban Wellington anz&bka, while occasionally referring
to regional diversity in either the Wellington dniduoka areas where it appears
significant. | also note that, in both the Welliog and Shizuoka analyses, student and
parent responses are not individually correlatedthe Wellington case, with the
exception of three parents, interviewees in themasample were not related to the
students in the student interviews, while in the&bka case all questionnaires were
anonymous. In footnotes and tables relating ta&ika, student questionnaires are
referred to as SQ, parent questionnaires as PQgeanter questionnaires as TQ.

| refer to all secondary schools in Wellington ligh schools’ rather than ‘colleges’, as
the latter term is used for some tertiary instguteJapan. In New Zealand there are no
separate junior and senior high schools. Highalshare for students aged thirteen to
seventeen and, at the time of the interviews, dtasds were named Forms 3-7. Students
interviewed were from Forms 6-7, the senior highost levels. In Shizuoka, there are
separate junior and senior high schools. Sengir &chool students are aged sixteen to
eighteen. Questionnaires involved students fraamtiddle high school year.

Since research for this thesis was concluded, Isdtganges have included the introduction
and widespread use of cell phones in New Zealamtiaa increased buoyancy in the
economies of New Zealand and Japan. Througheuhtsis, however, | have used the
ethnographic present, depicting the situation atitne research was conducted. | have
also retained the exchange rate between the NZrdoild Japanese yen as it was in 2000-
2001.
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CHAPTER 2
MATURATION INTO PERSONHOOD
AND THE ATTAINMENT OF LEGAL MAJORITY

This chapter concerns maturation into full persathim Wellington and Shizuoka. In
Wellington, ‘becoming an adult’ was considered gné to becoming a fully mature
person. | argue that Wellington notions of acmegviadulthood’ implied attaining the age
of legal majority but alse-and significantly—maturity as an autonomously independent,
self-responsible individual in an egalitarian stcieBy contrast, in Shizuoka there were no
similar notions of autonomous independence anattiésnment by young people. In
Shizuoka, ‘Coming of Age’ occurred at or aroundrityeyears and implied the reaching of
legal majority, but notions of ‘adulthood’ madedlétsense, while cultural meanings
associated with maturation were far removed froosé¢hin Wellington. In Shizuoka,
personhood and its maturation required transitibreughout life in a society hierarchised
according to seniority, gender and social status.

Wellington and Shizuoka therefore present quiteeceht models of maturation and
personhood. Both, however, are equally moderrth Bee valid ways of being in and
understanding the worddand Japanese notions cannot be seen as destiited\verge’

with those of individualist thinking in the ‘WesBis some commentators have suggested.
It is the task of this chapter, and the one whadlofvs, to explore in detail the profoundly
different concepts of maturation and personhodd/éilington and Shizuoka. In addition
to arguing for the existence of alternative modesj my aim is to contribute to the
anthropological literature on personhood by broateand deepening our understanding

of what it means to be and become a full person.

2.1. WELLINGTON: ADULT ARRIVAL AND ITS MEASURES

In Western Europe the notion of adulthood is odtireely recent origin. The term ‘adult’
first appeared in the English language in the Cld#¢hiving from the Latiradultus from
adolescergto grow up. As Aries (1962:18-25) points oug thrm ‘adult’ was absent from
C17th English translations of the Bible, while Ifequences in the Middle Ages were
childhood, youth and old age.
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English language dictionaries currently denote faias persons of mature attitude or
outlook and, in law, those who have attained theaidegal adulthood. The concept of
rights, which emerged in Christian ideas of satugtbecame politicised as rights of
citizenship in an egalitarian state whose concepte first elaborated in the C18th. Ideas
of rights were given their fullest expression ie 789 and 1793 French Declaration of the
Rights of Man, which proclaimed for instance: thrae and equal rights are a birthrite;
that the source of sovereignty resides in the nattlmat law voices the general will; that
liberty of conscience, speech, association andsigegain where these are not injurious to
others, or do not disturb the public order estaklisby law; that education is universally
necessary; that tax is for general utility; and tha unemployed are to be protected (Rudé
ed.1965:205-210). Together these notions formdlptanciples that became commonly

regarded as requisite for nurturing a mature adtittenry.

More recently, concepts of rights have extendaddiude social and economic rights in a
mobile consumer society within the state. In oxteeene representation, Gellner (1986)
depicts the modern state as being artificially dgeat, composed of necessarily adaptable
atomised individuals seeking survival and contiuita world of change, chance,
competitiveness and random selectivity. The emadih state is nevertheless said to endure
through legal measures ensuring cohesion, univiteacy, and rights to equal

opportunity where the emphasis is placed on ind&idights over and above collective

duties and obligations. These rights are fullynskble by adult citizens.

Among senior high school students and parents itington, the attainment of
independent adulthood, whose meanings are expiometail below, was the primary goal

in the maturation of young people.

2.1.1. The concept of arrival

When interviewed on what it meant to be ‘an adhiggh school students in Wellingtbn
referred to a stage of being. With few exceptiatisdents understood life as moving
through overlapping yet clear phases of ‘childhotdenager’ and ‘young adult’, until a
final phase—that of ‘being adult—was reached. ofdg student said: ‘There's... a real
big space for adults... Adults are what the law $ay® twenty until when you die.’
Some students claimed they were teenagers whilé posgioned themselves as young

1 «(wWellington) (high school) students’ refers to Bigh school students of European descent at sthtols
in Wellington.
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adults. Almost all students thought they wouldctse adult’ at nineteen to twenty-one
years of age. A few students said they would hadt dy their mid or late twenties, while

one or two claimed they were more or less aduitaaly.

Just five of thirty-seven student interviewees ssfed that the term ‘adult’ held little
meaning saying, for example, that there is ‘too Imaimphasis on the word’, or that being
adult ‘is just behaviour, it's the way you act'”

All it (‘fadult’) means is that you're older thanegybody... It just means that you're no longer a

teenager
One suggested that people might not ever think tathemselves through categories such
as teenager and adult (‘I just think of myself as)mwhile another remarked: ‘It's hard to
divide life up into child, teenager and adult’ epten a physical wayadult... [is] when...
you stop growing’).Each of these students nevertheless nominatedistukssed qualities
and characteristics they would personally needttuiae in order to ‘become adult’. They
said they desired ‘adult freedom’, or associatedt¢énm ‘adult’ with independence, choice
and responsibility, or even provided an age at wkhey would become adult. Whether
high school students saw themselves and otheesnaders or as young adults, or between
these states, or in a differently named categofgu#, or ‘just me’), or even as never
being totally in any one state (‘there are aspettschild's sort of mentality that | always
would like to have’; or, ‘my parents are fifty atitky still act like kids’), they perceived a
one-way-only progression of states toward full #thdd. Adulthood was the status they
would all claim within the few years following tlead of high school, or fairly soon

thereafter.

High school students almost invariably describedileg school, leaving home (Schneider
1968:40; Bellah et al.1985:56-62), starting a cacednaving a job as transitions to
adulthood. And for most students, ‘becoming aduoiplied attaining experience and
maturity, achieving independence (Lukes 1973:5&), assuming responsibility. Together
with the need for financial independence, thesdityttgpe attributes of adulthood were

seen to measure the attainment of adulthood.

Notions of paths to adulthood created the sengeagfressive movement. Students spoke
of being ‘on the way’ to adulthood, of the ability‘choose avenues freely’, and the
freedom ‘to negotiate one’s way’ through life. Vheanted to reach ‘a stage when I'm sort
of like got everything sorted out... and | know I'm the right tracks’.
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Other students projected images of what arrivalmnea
When you're an adult you've probably been throbgheducation system and you're living
independently and... starting on your career pathyancknow where you're going.
The idea of movement toward a destination is aisible in its negation, in notions of
getting stuck, as one student, for instance, samisdorothers:
My oldest brother... [is] a druggy—he’s made a mdds®life. And my other brother... [is a]
bartender. He's got nothing going for him.
Other students suggested that young people coutdibeed along paths toward adulthood
too quickly, hindering their successful arrival:
There are a lot of screwed up teenagers whtt know where they're going... [or] what they're
doing... A lot of the time... [adults] give teenag&ye much responsibility, too much
independence, too much freedom... They don't stdggespace] it... It's just bang, “Okay,

now you're an adult. You can take responsibildtyyiour life”.

Most parent interviewees also assumed that theseavesate of adulthood reached
somewhere between the late teens and early twén@esnmenting on her teenage
children, for instance, one mother typically observ ‘They are on the threshold of
adulthood’, while a father noted of his son: ‘He'swenty now... Sometimes I think he's
very mature and adult-like but other times | thivéks still getting there.” ‘Getting there’ is
a poignant reminder that there was, after all,iatpaf adult arrival. In another example,
the concept of arrival was considered appropriatéybung adults’ as well. When
speaking of her sixteen year old daughter andrieerds, one mother observed: ‘I see
them as approaching young adult[hood]... Theyateadults and they're not young
adults... They're still getting there. Another yeaso and they'll be young adults.’

2.1.2. Legal ages and legal adulthood

In New Zealand the term ‘adult’ was also used taode a person who was no longer a
legal ‘minor’. In order to learn young people’swis of legal aspects of adulthood, YFP
interviewers drew students’ attention to legal eggrictions, asking for their comments
and ideas. The following is how one intervieweitgally introduced the topic:

You can buy Instant Kiwfsat sixteen; you can consent to sex at sixteencgoibe tried in the

adult courts at seventeen; you can vote at eighy@encan get a credit card at eighteen; you

2 Just four parents doubted that there was a tranaitpoint in time for becoming adult.
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can get the dole at eighteen; you can get the adoltnum wage at twenty; you can buy
alcohol at twenty* and you become an adult at twenty.
When commenting on legal anomalies and contradistior those under twenty, students

debated whether set legal ages had any useful.value

Among students approving the idea of set legal,ages considered that legal ages
established rights:
| suppose you've got to have laws, you can’'t hanarehy... (Otherwise) five year olds would
be smoking out on the side of the street and drmbkieer.
Another suggested that current laws distinguiskedl$ of maturity:
| guess [that, without that law] you'd get thirteand fourteen-year old people buying
alcohol... | think we've got more maturity.
A third appreciated how set legal ages promoteddsstipline:

[They] teach you to wait... Patience... It makes jank forward to something | guess.

Still in favour of legal control, three studentseed that a universal age of seventeen or
eighteen years would be simpler and more beneficéad graded legal ages. They argued
that, as students separately mature at differezst,aepped legal ages could never
establish appropriate ages for all.

By contrast, other students favouring legal stepstd adulthood queried the value of a
universal adult age. One, for instance, thougbpfeemight be ready for certain activities
earlier than any set age:
You can't just say, “Well, you're eighteen now. u¥e an adult, and you can do this and this
and this”... There are some things that... you cawlkien you're younger... One age for
everything... wouldn’t be fair.
Another student thought a universal age could pgsiple into freedom:
It's quite good to gradually let people [do things[There would be people who couldn't cope
with it all at once if suddenly, at eighteen... theyallowed to do everything. It'd just be too

much to cope with.

Aware that some laws designed to limit their freedeere often unenforceable, most

students said that setting legal ages for cer@imities was pointless. Ineffective

% An ‘Instant Kiwi’ is the name of a scratch lottesf/small denomination.

* The age restriction for buying alcohol has sincerblewered to eighteen.

43



regulations that were often mentioned related tolsng, drinking and sex. Students
noted that smoking was common:
| used to smoke... for about a year and... | got awily itv.. About half of our school smokes
and hundreds of people get away with it.
Likewise, students claimed that underage drinkiag widesprea@. When referring to
regulations preventing their access to alcohotestts often mentioned how these laws
failed to monitor what took place in households:
It [the law] doesn't say when you can drink at hplng | guess that's any age as long as your...
parents [or] someone else has bought it [alcolmolybu.
And attitudes to laws regulating the age of consesre mostly dismissivé:
If people are going to have sex, they're goingaeehsex, and generally they don't get caught.

A few students nevertheless agreed with age-ba&stdctions on smoking, drinking and
sexual consent. One student, who thought thatt'sigteen year-olds are able to chogse’
argued that legal ages provided a safety net béfierage of choice:
When | was fifteen and younger... legally not behhde to have sex was a really good net for
people... And [for not] drinking and smoking... Toghuback on peer pressure... [You can
say]: “Look, I'm not into doing illegal things, oka 1'm not going to sleep with you,
whatever”... It's an excuse, and it probably idret teal reason, but it's a net.
This same student, however, suggested that age-besteictions carried no legal weight:
| really don't think they [legal ages] mean muclalat. | mean how often are people...
arrested for drinking under age [or] fined?... Whappens? Does anything happen?
The observance of particular legal ages was mesty as a matter of personal choice and

‘generally up to the individual'.

The explicit citing of legal phenomena as usefutkaes of adulthood was rare among
students. Only one suggested that the law—in cmtijpn with maturity—might be a

determining factor:

® According to the 1996 census, 25% of men and 2B&omen over the age of 15 years smoked cigarettes.
Among young adults aged 20-24 years, 31% of mer38fa of women regularly smoked cigarettds\y
Zealand Official Year Book998:172).

® Excessive consumption of alcohol was a major pedsand public health issue in New Zealand. A 1995
survey of New Zealand drinkers by the Alcohol amthlie Health Research Unit showed that 89% of men
and 85% of women were drinkers. The 18-24 yeargagep reported the highest level of alcohol
consumption and related problemde(v Zealand Official Year Bodl998:172).

"By age 18, 60-70% of young people had had sexymreences. At 15-17 years, 2.3% of females and

0.8% of males were in sexually active partnershigsle at 18-19 years, 5.5% Of males and 12% ofadlem
were in sexually active partnerships (Davey 1998783.
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[My parents and older sisters]... are mature. Thegtassified as adults... By law they're

adults. They always act like adults.
The way people acted and the qualities they posdessther than a legal age and legal
status, were seen as the major determinants ohehpeople were adult. By naming traits
that defined adulthood—'earning your own money |fatependence], a lot of maturity,
and decision making'—students emphasised thatfamhdt implied more than attaining the
legal age. As one student said:

If... all they [i.e. people] want to do is just gett@f school, go on the dole, they're not really

responsible for themselves... They are adults..la@y{they are]. But [they] sort of aren't

really... Not really adults.

Once a person had attained adulthood, howeverstsiéxpected some fusion between
legal observances and maturity. Semantic useedditigle term ‘adult’ to convey both the
notion of full legal accountability at twenty andet of qualities associated with people of
full legal age created expectations that emotiandlintellectual maturity would occur at

approximately the same age as legal maturity, giteke a few years.

2.1.3. Legal passages to adulthood and attendant@malies
Many students considered that laws affecting yaaohgts were inconsistent, illogical and
ambiguous, denying them fair treatment and resp@ae student expressed this concern
with reference to laws on national defence: ‘Yan {in the army when you're... sixteen.
You can die for your country but you can't buy &laloand you can't vote. | think that's
really idiotic.” At the other extreme were morenwi, but irritating, anomalies:
We can't drink. We can't vote... We can't... moveaiutome really without our parents'
consent. But we still have to pay adult [transpfantes for everything... We have to pay [as]
adult[s] for the movies... I'm not too happy abdaitt
Another student expressed similar frustrations:
Whenever it suits them, we're adults... Like... [hayito wait until... you're eighteen to... get
married by ourselves... We're not going to get redreanyway. But [at eighteen] we can't...

[even] buy alcohol.
Although previously unaware that in criminal layperson of seventeen would be tried in
an adult court, students nevertheless indicatecaagmalies:

| suppose with the courts... they've sort of given.yoan adult punishment. But you're still

classed as a child because you still... don't hawef gte adult privileges.

A few students argued that criminal law could jsipply from an even earlier age:
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| think maybe it [adult rulings for minors] shout¢en be younger... By the time you're
thirteen or fourteen... when it comes to criminakoffes... you know what you're doing. You

know what's right and wrong.

Students working part-time jobs were most vocak dgal restrictions denying them the
right to earn the minimum adult wage until twengays of agé.
They... have this thing called ‘Youth Rates’... It gag [according to] how old you are... If
you're sixteen you get five [dollars] forty. If yoe seventeen you get six dollars [or] seven or
something... They can pay you whatever they warieyTcan pay you three dollars an hour if
they want... It's just criminal what some people.paylerrible.
Students on Youth Rates felt unfairly paid lessitbthers for the same work:
The minimum wage [at twenty] really annoys me..s jii'st pathetic getting paid five dollars
forty an hour when you're working with other peopleo are really bad at their job and... get
paid... twice as much as you... But... [if it were] hggtihan that... they just won't hire people
our age, because they can get an adult to do it.
Other associated grievances were that the twerdyg@mmencement age for adult wages
was too high and should be lowered to eighteethairYouth Rates should be entirely
abolished. Students also objected that youngekevemere given ‘the crappier jobs like
scrubbing the floors or washing the dishes’... ‘jiln& yuk work’. Given that most
students worked part-time, one student voiced anwomgrievance: ‘People under

eighteen shouldn't pay taxes if you're not allowedote.’

Students considered that legal anomalies and cocmthpractices denied them the fair
passage to adulthood they most desired. Frustratimetimes led to cynicism and a
disinterest in citizenship and politics. At thergatime, it encouraged the anticipation of
reaching full adulthood and its associated leggits and benefits.

2.1.4. Barriers to adulthood and the overcoming chuthority

Students frequently blurred the rule of law witlgrdal and teacher authority.
Associations students made between state law aedtphauthority occurred largely
because the state held parents accountable forctiilren’s actions until a child reached
certain legal ages. Similarly, teachers were lggakponsible for students at school.

Many students regarded the laws of state and ttih@aty of parents and teachers as

8 A law change effective from 1 April 2008 abolishéduth Rates and established a minimum wage of $12
an hour before tax for employees aged 16 year®eaad including home workers, casuals, temporady an
part-time workers.
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temporary restraints they would finally outgrowtta¢ point of becoming a legal adult. For
many students, therefore, the idea of ‘becomingdtaelucoded notions of a future free
from the restrictive rules and authority of statehool and home. One student, for
instance, described an absence of rules in the lasmagelease into adulthood: ‘Oh, |

think... they want to treat me as an adult. | thiméy... don't want to rule me.’

From the point of view of parents, raising childteradulthood involved both the exercise
of authority and the need for negotiation and oplishing controls. Compared with
memories of a more authoritarian past, parentsespbkhe possibility now for mutual
respect between themselves and their childrenongsparent said: ‘The culture we've
established here is of us as parents having s@htsyibut not necessarily being right all
the time, and children having some rights as welarents said they valued an
environment where young people were ‘listened tal ®ncouraged to speak out more and
guestion more’, thereby gaining ‘a lot more confice’. They appreciated that young
people today had ‘a lot more freedom and a lot nobece’ and were more mobile with
‘space to explore’. Parents encouraged self-diseifpn their children, recognising and
accepting that they were ‘in a process’ with toditdren: not ‘up there’, over and above
them. They sought to establish trustitétl and guide’, ‘build respect’ and remain
‘flexible’. Parents agreed that the negotiatinggeiss was open ended: that responsibility
gradually passed from them to their young adubmihg, as the final outcome was ‘up to
them’. It was a process based on the expectaiatnybung people would take on

increasing responsibility for their actions andcbme adult’.

Flexible attitudes toward child-rearing, howeveergalso seen to have drawbacks.
Parents disliked young people asserting themsalé<slaiming the right to make
decisions irrespective of their views. They nategarticular a dwindling respect for
parental authority. According to parents, respexd no longer a given: ‘You've got to
earn it.” Many parents complained that respeabddgmanners and young people’s helping
with jobs at home could no longer be taken for tgdn ‘Unless you sit down and spell it
out... they just don't... see it for themselves... whgkvrong.” When requests for
cooperation and compliance were ignored, parestsheir sense of dignity as well as
authority: ‘It usually winds up with me yelling item.” A point of contention was the
failure by young people to clean and tidy theirmso ‘They leave stuff all on the floor
[and] it gets a bit musty.” Some parents complditiat young people had become ‘more
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defiant’, often expressing themselves in languagémany parents found unacceptable.
And house rules disappeared as curfews were abadddks one parent expressed: ‘[If
our daughter] was... eighteen and | said, “Right,'y®got to be home by half past
eleven”, | don't know who would laugh the loudest.’

Through a variety of comments, parents revealed they were forced to juggle
authoritarian rule-making with the granting of ieased freedom. They conveyed their
constant struggle to provide for the safety of léghool children while, at the same time,
wanting their children to freely explore life, garperience, and cope independently. On
the one hand, parents were anxious to establishdaoies: ‘Nowadays you've got to teach
the kids to be careful.” They said they set ‘qaitéct rules about going out’, and
commented on the need to ‘keep a very, very clgesea them’. As one parent said:
‘For... safety['s] sake, | want to know where shai&l how she’s getting there and how
she’s getting home.” Parents constantly re-negpatieules and worked hard to establish
relationships of trust whereby their children fdile to approach them to discuss any
serious problems they encountered. At the same timd in keeping with their ultimate
goal of allowing their children to live independgnthey encouraged sons and daughters

of high school age to develop a sense of respdigitar their own lives.

The pattern of alternating strict parent (and teacbontrols and negotiated authority
created in the student generation a sense of loelilgbo—of being between states (Elliott
and Feldman 1993:2-6). One student describedsithy:

We're sort of caught in the middle... You're nevaitgjsure where... you fitin... | can be a

child when they [my parents] want me to be, anddult when they want me to be as well.
Another student commented:

From about fourteen to... about... eighteen [or] twaatgne of the hardest times in your

life... You're mixed between an adult and a teenagu can’t mix with adults, but you

don’t want to mix with kids. So you're stuck iretmiddle... You want to be responsible but

you want to be defiant and it's quite weird.

Of the few students positioning themselves as dgers’, or as ‘teenager-young adults’,
some distinguished between young people who ‘aehiewdo really well’ and ‘have a lot
to give’, and those who were ‘really screwed uméggers’. Most, however, employed a
vocabulary of ‘testing boundaries’ or of ‘learnimpere the boundaries are’. They pushed

the limits, and broke rules for ‘fun, excitememdéa thrill’, explaining that teenagers
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were rebellious because ‘rules are made to be hrokeenagers said they preferred
parental advice to authority because ‘you get tebséense of what's good and what’s not’,
although rebellion was justified as an adventurselfilearning and the need to gain
experience. Sometimes students tried to sepamndtdiatinguish the rebellious aspect of
teenage experience from the learning aspect, aatme time shying away from wishing to
accept legal responsibilities:

Well, [being] a youth [is] like [being] a teenageithout the bad vibes... A youth is someone

who's... changing... They're going through a new stddée... [They're] learning and

making a lot of mistakes but learning from them.. year ago | could have done... something

illegal and it would go on my record but it would.b wipedoff when | was eighteen. When

you're an adult you just... don't have that sorteafusity... You're responsible.

When parents spoke of their children becoming ieddpnt as fully individualised adults
(La Fontaine 1985:124), it was common for thempiedk of allowing their children to
‘claim’ or ‘own’ their lives, and of finding an ‘ieintity and sense of self’. They used terms
such as young people’s ‘claiming’ or ‘owning’ théwres to express both parental ideals for
their children as well as their children’s own idefor themselves. Parents, for instance,
said: ‘You've got to... encourage them... [into beawgra] person in their own right’,

and: ‘She was definitely... wanting to be her owrspa.” Concepts such as ‘ownership
of self’ and owning the ‘right to be oneself’ wartten linked to decision-making abilities.
As one parent observed: ‘We used to make decisartkem... As the years have gone
on we've just sort of let loose a wee bit... | wamtet them be their own people.” While
commenting on her children’s experiences away fnome at different universities,
another parent observed: ‘It's matured them... edyad to make their own decisions
[and] stand by their own decisions... They've hathke some form of ownership within

themselves.’

Finding a sense of self, or taking ownership of &ullestad 1996), were thought to
require an inner transformation prior to reachidglénood. Referring to two stepsons and
son, a father noted:
I'd say that E [a stepson of fifteen] has still gdew years to go [to adulthood]... | don't think
he's really gotten to that really deep felt streggith himself... J [a son of sixteen] is... really
struggling with himself, and | think that's... theopess of forming his own identity in his own
mind... That's certainly a real key to adulthood. ttigg through that struggle and finding a

sense of yourself... Once T [a stepson of 17] gatuh that ... he felt more comfortable with
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who he was... But | don't think E...'s quite, quitging with that yet... Certainly | think

there's an adult emerged in there somewhere. gdeslot of... rough edges at the moment.

Parents tended to assume that the ‘individual’ avaatural category. Some saw their role
as assisting in their child’s attempts to find asseof self, a process referred to by parents
as ‘self-discovery’: ‘The parent helps the chidddiscover themselves.” Other parents saw
this transformation as part of the natural procésschild’s pulling free of parental
controls. As the mother of a sixteen year old goinit:
From... mid 5th Form... through until now there's baanajor assertion of independence on
his part... |think that's normal. | think thatsasonable... | can't stop him... [His] desire to
please me and to comply with my expectations lissstong and... | expect that to become less
and less... He'll become more and more indifferemthiether I'm happy with him. And | just
see that as a normal part of [becoming adult].s get to go through that to become an adult

and sort of detach from me.

The strong connections made between ‘becoming’aduftght to self’, and the

emergence of ‘selfhood’, went hand in hand with llegjal answerability at twenty as an
individual citizen of the State. Just as parerdsted their children ‘find themselves’ and
become sufficiently independent to step into addthby their late teens and early
twenties, so their children wanted to free themeselvom parents to ‘become’ adults by the
same age. Once young people had become theirmmiindual adult selves, co-
dependence and co-responsibility dropped away s&jutent development in social
responsibility and maturity occurred independeatig without any accountability (except
to the State) beyond the self. The various bartiefull independence and responsibility
were thus brushed aside within a few years duripgraon’s late teens and early twenties,

in order for the person to stand alone as an aatons individual adult.

2.1.5. Democracy, citizenship and the egalitariaretf

The right to vote at eighteen, which might be cdesed a point of entry to full adult
citizenship, was not particularly valued by studesd a primary marker of adulthood, even
though voting was approved or considered impotgrglmost half the students. Students
who valued the legal provision for voting at eigiitesaid they were ‘looking forward to
voting’ or that ‘voting makes a difference’. Stmtewho were indifferent to or negative
about voting said they ‘don’t really care’, ofteadause ‘the system is illogical’ or
ineffective, or because they held politicians iw lesteem. As attaining voting rights at
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eighteen preceded the attainment of full legal thdwald (the point when all legal
restrictions against ‘minors’ were lifted) at twegnassociations between legal adulthood
and citizenship, or between legal rights and adititenship, were not obvious.

We have seen that, in student discussions concglegial ages, ideas of equality, fairness
and a sense of justice were expressed in indivgtiahnd personal terms, rather than
through concepts associated with democratic rightsitizens. Qualities of independence
and responsibility were also sought by studentslation to the self. If democracy is
theoretically perceived as a system safeguardimg@dguality of communal and collective
rights, it might be more accurate to say that fostrstudents democracy was thought of as
involving a rights-based independence with resmilityi primarily owed to the self as
indicated in the following comments:

Interviewer: Do you have an idea of being a citiaé eighteen, or are you a citizen now?

Respondent: | don't think of myself as fudlyached... through my parents to the country, to
the state... I'm a person in my own right.

Interviewer: And it doesn't suddenly chaageighteen when you can vote?

Respondent: No. I... feel like I'm a person in mynaight. | make my own decisions. I've
got my own opinions that may differ from my parentsPeople tend to treat me
as an equal, as an adult.

Student growth into adult personhood implied adagria to a general egalitarian and
tolerant ethos where, however, democratic indepsrele/as focussed on the individual

rather than communal and collective rights andoasibilities.

2.1.6. Democracy, gender equality, and adulthood
Students held to the fundamental principle thagdalthood, a form of gender equality
would prevail. As argued in Chapter 3, all studaarhphasised their rights to freedom
through the exercise of independent choice andpatgpreference, and that these qualities
would determine the course their future lives waakke. Moreover, students considered
that financial independence resulting from equatas to employment established a level
playing field, where gender did not dictate a peiséuture social position or social status.
As one female student said:
| think [today] it [becoming an adult] is pretty ©luthe same [for men and women]... A few
decades ago women couldn't do anythingo. obviously men were adults well before
women... [The] guys could go out and live by themsel[but] women couldn't. Whereas...
today there are opportunities [for both].

And in the words of another student:
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It [adulthood] is probably the same [for men andnea]... Everyone has to go out and get a

job and be responsible [s0] in that sense [it éssime].

Among students there was the prevailing senseathdthood arrived first, after which
choice determined the type of adulthood a persamdvove out. Thus, in relation to the
concept of adulthood, gender differences were dansd unimportant. As one male
student said: ‘I don't think there is such thisgaaman or a woman, it's just an adult.’
Rather than becoming culturally differentiated ‘rhand ‘women’, young people in
Wellington became undifferentiated adults who, @em@omous individuals, shared the

same rights and responsibilities.
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2.2. SHIZUOKA: NO ‘ADULT ARRIVAL’

2.2.1.Cross-cultural dilemmas

‘In Japan people don’t think in terms of becominglés.” This comment, on my first day
in Shizuoka, was made by my husband’s colleaguenvakking me about my research

plans. The idea of ‘becoming adult’ seemed asigg@o him as it seemed normal to me.

The issue of ‘becoming adult’ in Japan also trodibhee American anthropologist William
Kelly. He writes:
[A] constructive ambiguity surrounds contemporavgisty’s measure of full maturity. When
is one considered adult? When do young peoplefemiciety”? At the “ceremony of
adulthood” at age twenty? With employment, in tige of nearly universal wage work after
graduation? At marriage? Or with the birth of fint child, that is, at parenthood? (Kelly
1993:210).

Kelly’s questions are rhetorical and tangentia iscussion of marriage patterns, with no
further attempt made to address or answer theney @b, however, reveal assumptions
similar to those found for Wellington European N2ealanders, namely, that although the
line drawn between adolescence and adulthood iseudssarily absolute, there is the
cultural expectation of an arrival into a stated@ilithood. These assumptions informed the

YFP questionnaires and interviews that guided mg teldwork.

When, after our return from Japan, | attempted &a@rsense of my Shizuoka research, our
Japanese friend’s comment took greater effect.e@éfieldwork had cast doubt on earlier
assumptions that young people in Shizuoka ‘becamaalt’ in ways similar to those of
young people in Wellington, and that notions ofcting adult’ or, to use Kelly’'s

phrases, of attaining ‘full maturity’ or of ‘entag society’, were tangential to more
established patterns of thought in Shizuoka. pawents’ comments that they felt their
‘own thoughts were not really being consideredhia questionnaires, or that they did not
understand ‘the main point of the question’, atatigated that questions based on the
cultural understandings of members of one socigtydt slip easily into the thinking and

life experiences of members of another.

In Wellington, the notion of ‘becoming an adult’ ‘attaining adulthood’ suggested
singularity and equality within the membershiploé adult group. That is, the arrived state

of being, while personal and singular, was alsoroomto all members. Moreover, the
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notion of ‘attaining adulthood’ de-emphasised drssumed distinctions of gender as the
person referred to as ‘an adult’ was spoken okindgr-neutral terms. Kelly’s concept of
‘entering society’ (which also fosters the ideanfarrival) opposes adolescence to
‘society’ in the sense that an adolescent is nbagsumed to be fully ‘in’, or a full member
of, society. There is the further assumption thatiety’ consists of adults (mature
people). Arguably, then, the Wellington conceptgetting there’, which implies reaching
or entering a nationwide social group of full, elgadults (i.e. society), is the equivalent of
Kelly’s concept. As concomitants of legal constiots of maturity, these notions arise

within a modern nation state concerned with citstep rights of individuals.

Despite post-war constitutional changes in Japaned@oming of Age’ day for young
people aged twenty years, the notions and conoejlised above are far removed from

Shizuokan orientations.

2.2.2. The ‘Coming of Age Day’: the lifting of legl barriers

In Shizuoka the full legal age, as in Wellingtorgsaset at twenty years and was officially
celebrated. At twenty, young people could marrthaut parental consent (but see Chapter
5) and became eligible to vote. They were alsonpiged to legally drink alcohol and

smoke. As in Wellington also, other transitiongés in Shizuoka were legally set below
twenty. At sixteen a person could be tried fomaiin an adult court. With the approval

of one parent, a young woman could marry at sixtard a young man at eighteen. At
sixteen a person could qualify to ride a motor segavhile at eighteen s/he could qualify

to ride a motorbike or drive a car. And afterdéh a person qualified for the minimum

wage.

Seijin-no-hior the ‘Coming of Age Day’ was celebrated as a joutbliday throughout
Japan on the first Monday of January (New Year'ys Becepted). Japanese citizens who
were officially twenty years ofd were invited to attend official ceremoni&gijin Shikj to
mark their attainment of legal majority. The cecenes were held in municipal halls
where local dignitaries addressed young peopldandy members and presented

certificates to mark the occasion.

° In 2000/01 legal changes were underway to recheadult age for serious crimes such as murdet to 1
years.

2 Those who were ‘officially twenty’ were born betevel April of twenty years before the day of the
ceremony and 31 March of nineteen years beforddlgeof the ceremony.
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In its present form, the ‘Coming of Age Day’ wastituted in 1948 in response to the
postwar Civil Code (article 3) drawn up by SCAPfiaed above). Ceremonies celebrating
the Coming of Age had been observed in Japan fecgseventh century. In the
Tokugawa period they involved@empukyor Gembukd ceremony at adolescence,
recognising progress toward a change in status lajtared hairstyle and bestowal of
another name. After an interval (by the age afesir for women and eighteen for men)
gifts of adult clothing and, for a man, a pipe #mloacco pouch, marked an alteration in
status, at which time a person assumed new redpliress and was recognised as being of
an age that permitted an arranged marrfagéoncepts associated with the modern
Coming of Age Day, such as the recognition of nageirights, smoking rights, the gift of
a business suit or kimono from relatives and visitshrines have reconstructed earlier

concepts.

Despite attempts to formalise the coming of agenatde, not all young people take part.
As a (hon-Japanese) teacher from one high schiobfte: ‘Mostly the Coming of Age
Day is a bit of a farce.” Following nationwide Cmg of Age Day ceremonies on 8
January 2001, NHE television news reported that, on that day, over and a half million
(1,570,000) people had come of age. Governorarious cities were shown attending
ceremonies in school halls that were only parédilas had also been the case, viewers
were told, in the larger venues of previous yeditlse ceremonies in 2001 were described
as disappointing. Although young women were shtowmally dressed in kimono, not all
who attended took the day seriously. A clip waswtof drunken young men at one
assembly throwing paper darts and hurling abu#igeatnayor, while another highlighted
bouts of heckling during formal speeches. Oldepe asked for their thoughts of the
day, hinted that young people’s attitudes needéchpoove. One man advised young
people not to abandon their pursuit of goals. Aapsaid that young people could make
mistakes but must try again. Another lamentedybahg people these days did not know

how to speak properly, did not use honorifics, ditdnot respect the elderly.

Young men and women in their early twenties repleechy questions on the Coming of
Age Day with casual indifference: ‘The day is sotspecial’; ‘I went but can’t remember

if | got the paper certificate’; ‘I went—I thinkdot cards and a book token from the city

1 Shively (1991:722); Kodansha Encyclopedia of Jap@h1 (1983:16); Vol.3 (1983:17); Vol.5 (1983:4).

12 Nihon Hoso Kyokeia publicly owned radio and television agency kinto the BBC in Britain.
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council.” Less than half had bothered to attend, and only half had celebrated with family
and/or friends. Some did nothing. One young woman said her mother thought that to
purchase a kimono, and therefore to attend the ceremony, was a waste of money."”
Another transferred her own celebration to New Year when, at home from university, she
could enjoy a family gathering. Almost all were students who, after graduating from high
school, had gone on to attend unmiversity. From age nineteen most had begun living 1n
apartments 1n cities away from their families, and many had acquired a motor scooter,

motorbike or car.

Why was the Coming of Age Day (sometimes translated as ‘Adult Day’) so insignificant
for many young people in Shizuoka? Did they think they were already ‘adult’, and that the
ceremony was therefore meaningless? Or did they think they were not yet adult? Students
were bemused by my questions and could provide no satisfactory answers. A breakthrough
in my understanding occurred when, back 1n New Zealand, I started working through the
questionnaires. I noticed that, when translated into Japanese, two different terms had been
used for the word ‘adult’. No one 1n Shizuoka had alerted me to the existence of these two
terms. Not only did 1t become clear to me that different terms had been used 1n quite
different contexts, but also, by implication, that they probably represented two distinct

semantic fields.

In Japanese versions of the questionnaires, almost all references to ‘adult’ or ‘adults” were
conveyed by two kanji characters: *A . According to my dictionaries,'* the first
character X denoted ‘large’ or “big’ (as opposed to ‘small’), while the second character A
denoted ‘person/ human being’. The romaji equivalent was ofona.” In the questionnaires,
ofona was therefore the term used to translate ‘adult’ or ‘adults’ in questions concerning,
for instance, student attitudes to ‘adults’, the amount of time students spent with ‘adults’,
what things students looked forward to about being ‘adult’, or whether teachers thought

students would like to be treated as being responsible and ‘adult’.

3 A kimono cost between NZ$2.000 - NZ$20,000 (US$1,000 — US$10,000) or more. Informants told me
NZ$10,000 was not unusual.

' Random House Webster’s Pocket Japanese Dictionary (second edition), 1996, New York: Random House.
Kodansha’s Romanised Japanese-English Dictionary (new edition), 2001. Ed. Timothy J. Vance. Tokyo:

Kodansha International.

15 . L . . _
Romaji 1s the term used when Japanese 1s written in Romanised script.
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The other Japanese term used to translate ‘adult’ 1n the questionnaires was represented by
the two kawji characters Rt A . According to my dictionaries, the first character A
helped to convey the i1dea of ‘being mature’ or ‘grown up’ 1n the sense of being ‘of age’
when 1t occurred along with the second character A , which was ‘person/ human being’ (as
in ofona above). The romaji equivalent for this term was seijin. Dictionary examples of
how seijin was used were Seijin no hi (literally, ‘Coming of Age Day’) and Seijin shiki
(‘Coming of Age Ceremony’). Dictionary use of seijin also occurred in phrases such as
seifin-muki no meaning ‘intended for adults’, although 1t could also be used 1n sentences to
mean that someone had ‘grown up’. In questionnaires, seijin was used to translate the

words ‘adult’ or ‘adults’ only when these terms related to legal ages or civic rights.

My tentative conclusion was that people drew a sharp line between the concept of ‘being
adult’ 1n the narrow sense of legal ages and civil rights, and the concept of ‘being adult’ 1n
ways conveying an ability to show good judgement. This 1dea was confirmed 1n
correspondence with two of my informants, who made additional observations on the
terms’ popular usage. According to these informants, 1n recent times the word seijin was
not generally used in ordinary life at all. Seijin was said to indicate that there was a
difference between ages, or that a person was over twenty years old, and only in that sense
would seijin suggest that a person was ‘of age’. Ofona, by contrast, was said to indicate
‘maturity in mind’. The term ofona was applied to a person with this quality even 1f s/he
were younger than twenty. A person with good thinking and/or good judgement was

referred to as someone who ‘18 ofona’.

Because each Japanese term used to translate ‘adult” denoted a distinctly separate context,
the translation of questionnaires into Japanese had not always been straightforward. One
question to parents asked: “When did you start thinking of yourself as being adult?” A
number of alternatives were then listed as possible answers, ranging from ‘at age twenty’,
through ‘getting a job” and ‘financial independence’, ‘getting married’, ‘becoming a
parent’, and on to the practice of certain values. The Japanese version of this question used
seijin 1n the phrase ‘as being adult’ to cover the first possibility (‘at age twenty”), but used
ofona for ‘adult’ to cover all other possible responses. In fact, because these two terms for

‘adult’ in Japanese served separate conceptual domains, there was one question to parents
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where the more subtle distinctions of ‘adult’ copee and sought in the English version

were completely lost in Japanese translatfon.

A Japanese linguistic association made betwegim sand the ‘Coming of Age Day’ and
‘Coming of Age Ceremony’ unambiguously connectedhsitions at twenty with age-
demarcated legal adult rightsthoutreference to any other form of ‘adult’ maturityhat
IS, these transitions did not denotena(people with good thinking and good judgement),
although most Shizuokans expected people of twierityave a sense of responsibility.
Thus, in Shizuoka there was not the same semantiiecgence between concepts of
independent maturation and legal adulthood as thasein Wellington. In Shizuoka
cultural notions of a ‘continual becoming’ were iied by social hierarchies (see below)
and Buddhist ideals of constantly striving for setprovement. Reaching the age of full
legal adulthood was not therefore associated with angivinto a ‘state’ of autonomous
adulthood as in Wellington. As will be seen, cqtseof autonomous independence and
democratic rights were culturally foreign and unertant to young people in Shizuoka.
As a result, there is no easy Japanese equivaletitd concepts of ‘adult’ and ‘becoming
adult’ as they are used in Wellington, and no egjent linguistic terms for ‘adult’ and
‘adulthood’.

Unlike in Wellington, where high school studentesh self-reference terms such as
‘teenager’ and ‘young adult’ to signal social preggion toward adulthood and maturity,
most high school students in Shizuoka were averserins that implied an approaching
maturity. Not only did people refer to high schetldents as ‘high school students’, or
‘high school girls’ or *high school boys’, or aslbeging to thgudai (10-19 years)
generation: most students said tpegferredto be known as ‘high school student’ or
perhaps ‘high school girl’ or *high school boy’ eWw students (11%) said they wanted to be
known as ‘young adults”, and even fewer (4%) as ‘young men’ or a ‘young \®om
Although there was a preference for the neutrahtstudent’ over the gendered terms
‘girl’ and boy’, students nevertheless preferreddentity more closely linked to specific
age groups (‘high school student’ over and abose‘gchool student’ judai generation’

16 Question PQ68 in the Parent Questionnaire askedhehparents agreed that a person over 20 yrs, who
had life-management skills and who was obediettieédaw, but who lacked a sense of responsibigs
properly adult. Because the word ‘adult’ was tratesl byseijin, the question failed to convey distinctions
between the legal and ethical considerations irdphiehe English version.

" The questionnaire translator wanted me to omitihgadult’ as, in her view, ‘no one uses the term’.
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or ‘teenager’). Unlike Wellington students, thésoapreferred terms that stressed a link to
school. As one high school student pointed oetethvas a strong reluctance at this age
for a person to want to change and become resgerisibhis or her mistakes (a sign of
otong. Most high schools students projected this ftemsfar into the future. Of four

high schools, only Tenryu Forestry High School hadajority of students (57%) who
wanted to become adultstong). In the other three schools just one third es lwanted to

becomeotona

Some reference terms applied to Shizuoka studbotsesi awareness of their specific age
group; others represented a broader age-rangeleiR@983:195-196) notes with surprise
that senior high school students in Japan areregfeo as ‘children’odomg, contrasting
this attitude with ‘the American understanding thigth school students are, if not adults,
largely adult and properly viewed and treated astadas they gain independence.
Ackermann (2004:68) imputes that general use ofdlhmmkodomomust place unwarranted
social pressure on older youths by causing ‘thgdat-old’ to identify with ‘the same
social status and... self-image as the 12-year-ddd.M.White (1993:11,45,105; see also
Rohlen 1983:278-279) explains, however, adolescdoes not feature as a life-stage in
indigenous Japanese psychologies, while ‘teenage€cent linguistic borrowing
popularised through the consumer/media industneds@cussed on 15 year-olds, has no

clear age-range and no associations with conffidtrabellion as in America.

In Shizuoka, growth toward maturity occurred acrags cohorts and along gender lines.
Gender differences were clearly articulated. TWweye made explicit through language, as
described below, and through gender-linked behasiqatterns and social rol&5.
Although a gradual growth toward maturity was apated, there was widespread
reluctance, even among parents, for people to atieytwere ‘mature’. As one
interviewee explained, although everyone lookedougn older person, the older person
would not want to be thought ‘older’ or ‘wiser’ imore mature’ as such descriptions were

considered negative.

Maturity was not desired by young people in Shizuak a mark of being ‘grown up’, as in
Wellington. In the Japanese language, ‘wise’ Vel& and ‘smart’ (i.e. ‘intelligent’) were
said to mean ‘all the same thing’, conveyed throtinghsame ternkéshiko). While it was

18 Gendered qualities are discussed in Chapter 3id&ed roles are discussed in Chapter 5.
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agreed that wisdom was generally honoured, itsevatas said to lie ‘just on the surface’ as
‘most people would rather be seen as a young penseaning more immature’. Claims by
a person to maturity were associated by othersthahperson’s failure to observe
modesty; or they were associated with attitudes bexause they showed unwillingness to
be co-dependent and adjust for harmony, were ceresicselfish. Thus a typical response
to the statement: ‘You're wise’, would be deflettey: ‘No, my grades were bad when |

was at school.’

In Shizuoka, the tendency to deny maturity and rerypauthful was also associated with
people of middle age. The desire noted in someradults in Wellington to adopt the
language and lifestyles of younger people, howedidrnot occur in Shizuoka. Working
men, for instance, would not bleach their hair eawearrings. While adults in Shizuoka
did not want to claim maturity, the need to maintgliace kept people in recognisable
cohorts. Even so, life was compartmentalisedcehtain situations older people would ‘let
go’ and act youthfully, especially when alcohol vpassent, yet such activity did not imply
that demeanours associated with older people waengomised, nor that older people

were trying to identify with a younger age group.

People told me that while twenty was thought anartgmt age, it did not imply a state of
being ‘grown up’. Only two university graduate dgmts in their twenties thought they had
begun to approach beimgona most saying they were ‘far from getting thereeoen ‘still

a child’. Women younger than thirty (but also malsp disliked being thougltong
considering remarks such as ‘you are mature’ negjgti To them, being thought older
carried the threat of becoming an obasan (an ‘aonbjisan (an ‘uncle’) to someone
younger, a status hinting at the approach of middk® Thirty was thought the age by
which a person should be married and (particuliarthe case of men) starting a career,
and these events carried with them impending nepomsibilities and obligations. Yet
even the age of thirty, which was considered aromamt milestone, did not herald a final

point of adult arrival.

In Shizuoka, relative ages established the formasoelations would assume. Informants
pointed out that as age difference was so impqréanawareness of age was inculcated

from early in life (see also Hendry 1984:109). pleavould often ask me my age (as they

19 Obasanandojisanare literally ‘aunt’ and ‘uncle’, but can alsoeeto a middle-aged man or woman.
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would of others), or ask for the Buddhist animadryef my birth, in order to establish
proper relations. University students now in theenties told how throughout school, and
especially in Junior High school, the significaméeage difference was drummed into
every student. Younger students at school hadkonaaviedge and greet more senior
students by bowing and addressing them with haoerénd polite forms of speech. In
return, seniors did not need to bow or use horsréind could ignore a greeting if they so
wished. University students remembered how, inakutdigh school, respect practices
were ‘rules’ and, even when disliked, were neversjoned and always obeyed.

When high school students listed three things thewyld find difficult about being@tona

they included ‘to have a pure heart and thougtits'show resolve instead of weakness’;
‘to show manners and endurance’; ‘to show propiekihg, acting and speaking’; and ‘not
to act immaturely’. These concerns were linkedttdbutes of intellectual independence
and emotional control, both of which were considaemeportant signs of being grown up.
These descriptions revealed that students tooklsexgpectations of obligation and respect,
and the need to learn to maintain a proper plaasgy, seriously. As will be seen, such
considerations counterbalanced thoughts of freealoasnopportunity which, in Wellington,

tended to dominate students’ ideas of approactdagifeood.

As in Wellington, high school students in Shizuskere aware that legal restrictions
curtailed certain activities. Except for age riestons on driving and on earning the
minimum wage (of concern to around 40%), most sttedevere indifferent to them.
However, to about a quarter of the students leggtictions were a problem. In addition,
almost half the high school students thought tlekdrg age should be lower, and almost a
third thought the smoking age should be lower. ileBmmumbers thought the ages at which
restrictions were set were neither fair nor logidalterestingly, when students were asked
to list three things that they would find enjoyablieen they were ‘grown upbfong),

almost a fifth of those who replied nominated beabtg to drink alcohol and/or smoke,

and these activities ranked highest over all osligigestions, such as being free to manage
time and make choices, or having a career or aJdt@ Coming of Age Day lifting of

legal restrictions on drinking alcohol and smokimich was celebrated by many young
people, accounted for associations they made batveaehing the age of legal majority
and beingotona Since these activities were balanced by théicdit things’ students
identified withotong which could be realised only through time, thed/mbt indicate that
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students thought they had ‘become adult’ in thelMfbn sense. As one mother wrote on
her questionnaire: ‘If you watch coverage of tlmrihg of Age Day ceremony on the
news, there is usually more emphasis on rightsleges. But isn’t education [in values]

from a young age at home just as important?’

In line with the postwar extension of voting rigldsall over twenty, the Coming of Age
Day theoretically celebrated attributes of demogradowever, as young people in
Shizuoka were acculturated in a language of getidénction and hierarchised respect,
the egalitarian democratic adulthood suggestethéypbstwar constitution was in reality
extremely muted. The age of twenty did not sugtgegbung people | interviewed an
ability to stake out rights as equal citizens, that they could effectively create their own
lifestyles through free choice. Nor were thesiuatés suggested in questionnaire results.
Further, while half the teachers in each schoalraéfd there were classes in civics, the
comprehension of citizenship in Shizuoka, as mestil differed from that in Wellington.
Also, compared with almost half the Wellington staots who were ready to vote, just one
high school student thought s/he would enjoy beiolg to vote as an adult, and just one

other that s/he would enjoy contributing to a chaggociety.

The Coming of Age Day ambiguously cast democratic enaturity over a young
population having no interest in voting and no k@alcept or experience of egalitarian
democracy. Further, the traditional kimono worrwmymen reflected a historical period
before women had been granted the franchise amtebebtions of gender equality were
written into the constitution. Kimono were idergd with values associated with hierarchy
and respect. At the same time, these values ctedlwith an emerging assertiveness and
independence in women causing ambivalence aboutstih@al roles. What the Coming of
Age Day continued to emphasise, however, was thraagaability of men and women
over twenty and their readiness for taking on gpfanticeship’—whether through tertiary
education, a family business or employment—intodgeed roles. Despite a legal maturity
that included demaocratic rights, life’s transitiomere understood to stretch ahead in
accordance with certain qualities, values and esgieas in ways that, as will be seen,
contrasted markedly with those in Wellington desgibme areas of convergence. Thus,
although young people in Shizuoka attained legaltadod at an age identical to that of
young people in Wellington, their concepts of patsmd were very different. In place of

expectations among young people in Wellington adlatively short transition to
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autonomous independence, young people in Shizuttk@pated growth into personhood

as measured transitions over decades.

2.2.3. Principles mediating social relations in Jag
Values and attitudes basic to social relationsimpk&pan are tied to structured principles.
Here | give a simple outline of these principlessabsequent discussions about values and

attitudes concerning self and personhood are depé¢imth them.

Descriptions of life in Japan refer to paired cqotsehat together form interlinked sets.
The paired concepts are consciously employed agdibtically paired. These dualities
are the principles by which a person creates ardeis or her mental and physical
universe, and provide the organisational baserionkedge of how to relate to all other
people in different situations. There are no eglent dualisms in New Zealand through
which human relations must be negotiated. Theeotsanclude at least four paired
notions: 1) ‘outside’ versus ‘insides@to: uch); 2) ‘outside/front’ versus ‘inside/back’
(omote: urg, which can refer to spatial arrangements of idg(in the sense of ‘outside
others’ versus ‘inner group’), or to aspects of,sehen ‘face’ is opposed to ‘inner reality’;
3) ‘facade’ or ‘surface frame of reality’ versusuth’ or ‘inner feeling’ (atemae: honne
and 4) ‘social obligation’ versus ‘human or perddealing’ (giri: ninjo). For these and
other related concepts see Doi 1981:33-44; 19888351-156.

Doi (1988:158, 162) refers to these paired notessets operating across a 2-fold structure
of consciousness, where those concepts denotirignttes’ side (chi, ura, honnand

ninjo) sometimes interchange and merge with each adketo those denoting the ‘outer’
side goto, omote, tatemaandgiri). The two streams always remain in consciousagss
oppositions. Doi suggests that the 2-fold striectarfounded on a universal human trait
that occurs as a child learns to distinguish betvweleat to say and what not to say in front
of others. He further argues that the trait wadtivated to an unusual extent in Japan so
that it has come to represent a definite pattetivioiy’. These oppositions were

consciously known, used and easily articulated pynformants (see below).

Gradations from open familiarity to formal distamgj along which every relationship in
Japan is established, are socially structured dowpto these demarcations of ‘inner’ and
‘outer’. True ‘inside’ relations are found amoragfily members. For this reason, the

family is not ‘grown out of’ in the way it is in Wlengton as young people mature and
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become independent. Through socialisation a pdeswns how and where to place a
boundary between ‘inner’ and ‘outer’ in relationdshamembers of other groups (in
addition to family) to which s/he belongs. A persdso learns how and where to place
boundaries between group identities and outside+group relations. It is as a member of
these various groups, rather than as an indivisielalas in Wellington, that a person
achieves his or her sense of identity. The degreesideness or outsideness a person will
observe with another person can vary accordinguatson, according to who else is
present, and according to who may join or leavegtioeip. Boundaries distinguishing
‘inner’ and outer’ are continually shifting, everitlvn a single occasion of meeting
(Bachnik 1992; Koschmann 1993), as the line of deatan kejime separating ‘inner’
from ‘outer’ is never static. ‘[A] Japanese canwa@droitly from one standpoint to
another, so adroitly in fact that we are not sunéctvisomoteand which isura. The

distinction, however, never disappears.’ (Doi 1982)%°

Symbolic representations denoting degrees of immtugr exclusion are found everywhere.
As well as through language use (see below), degrei@clusion-exclusion are revealed
by shades of deference indicated, for exampleutiita person’s bowing or not bowing, or
through the depth of the bow, or rituals of exclegrag the degree to which ‘face’ is
maintained. Rituals at the house-threshold oclabal, such as the removal of shoes, and
rituals of purification for hygiene and health (QkiTierney 1984), protect the ‘inside’
from the dangerous ‘outside’. Knowledge of how twobffend, or of when to extend
courtesies, preserve the formalities of balanceremhony that every person, in order to
be socially accepted, must learn. So fundameatadlationships are distinctions between
inner and outer, and so necessary is the knowletlgew to manage relationships on the
foundation of what is in and what is out, of whansnd who is out, and by how much and
in which situations, that training in how the copiseare applied begins in infancy (Hendry
1984, 1986; Tobin 1992). Mastery over these catisaepall aspects of daily life is
important for living. As Doi (1988:154) has freauily been quoted as sayintA

Japanese is not considered to be an adulbfoagd until he has become aware of these

distinctions.” When referring to a person who eahin all situations using these concepts,

2 Kejimeis a distinction, a division, or a mental act efrcation. According to Tobin (1992:24gjime
refers to ‘the knowledge needed to shift fluidlckand forth betweeamoteandura’; and according to
Bachnik (1992:157) Kejimeconsists of the decision of how muainoteversusura one wants to convey’.
A more visible sign of demarcatiokejimé is the left-twisted ropeshimenawathat is tied around trees
thought sacred to Shinto throughout Japan andhaisg over house thresholds at New Year. The rope
marks thekejimeseparating any purified region from an impure oagieyond.
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one informant told me: ‘We say, “that person kegme”’ Another informant pointed
out that, by age thirteen, young people ‘know howadt like [as do] adults with adults.’
That is, by the beginning of Junior High schogbeason in Japan has acquired the
knowledge of how to conduct social relations widople of all ages in all social

categories, understanding when to switch modeagh ehanging social situation.

Besides the sets of dualities &tejime principles that mediate social relationshipsdpah
concern systems of rank, where deferential respesttown to those of higher rank.
Included here are hierarchically ranked positioainfgfmen over women (which can be
reversed through age and status differences)deft glersons over those who are younger,
and of persons with more social status over thageless. In noting how, in Japan, the
absence of an individual birth certificate defiagserson within a network of human
relationships, Ohnuki-Tierney (1984:216) coinciddiytoutlines concepts of rank within
the family:
A person is born into a family and is recordedhia family registry as the first son, the fourth
daughter, and so on, of the head of the family, iBhgually a male... In Japanese kinship
terminology, there is no word equivalent to ‘sister'brother’; both the address and reference
terms for sibling include ‘younger’ or ‘older’. Fexample anée (the reference term) or
‘onesan(the address form) means older sister, not sirsjgter. The same applies to kinship
terms for male siblings.

Ideas of rank are thus instilled from the firstigea

Social hierarchy was noted and deferred to astaopaormal daily life. One young
woman, for example, conveyed how notions of rankneated social relations through an
incident at a local bank. The woman and her mothibo thought they had been rudely
treated by a bank teller, made a formal complaiiite bank manager sent a representative
to their house to apologise to ‘the professor’ (ffmenan’s father, who happened to be out)
who had neither made the transaction, nor the caimpbut whose status ranked high.
The mother and daughter deduced that the bank raehag checked their background
and, wanting to be well thought of by ‘the profe§sand in order not to lose face, had

sent the representative with an apology.

Recognition and affirmation of hierarchy and place parameters within which ‘being a
person’ is conducted. These cultural forms anefoeced through the Japanese
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language® Through informants in Shizuoka I learnt that laage was used to demarcate
lines of difference between people of differinggsa between family members and
neighbours, and between neighbours and peopléanfaity?* | was told it was possible,
for example, to distinguish insiders from outsid#r®ugh action verbs and verb endings
since verb endings have honorific and humble forisnorifics were used to honour
someone or be polite. Humble forms were usedé¢alspbout a person’s own family to
someone higher (in polite conversation an addresasealways considered higher, even
when of equal social standing). As well, thereengtifferent language modes, usually
referred to as casual, rude, plain, and politee ddsual mode however could have
honorific and humble forms, just as the polite modeld have regular, humble and
honorific forms?® In the polite mode, the humble form would be usg@ person when
speaking of him- or herself in relation to his er insiders. The honorific form would be
used by a person when speaking with outsiders. digtiection between insiders and
outsiders could change, however, depending ondhtekt. For example, an office
worker talking to her boss directly would use tloadrific form when talking about him,
and use the humble form when talking about hersaffien talking to a customer,
however, she would use the humble form when talkimgut her boss, who in this case
would be her insider, while the customer was hésidar. Even when a person was
within the family group, respect required the ukbanorifics, although this could change
when speaking to outsiders. Thus a son would esgect terms to address his parents, but

in speaking to outsiders would always refer topaigents in the humble form.

In describing the exactness of such language, onegsywoman commented: ‘Because we
are trained to be so linguistically aware of insidatsider differences, we want to make

sure the difference is always clear.” This neeccfarity called for the strict use &éjime

2L While different forms of address systems cannatdrapared in terms of different measures of people’s
feelings, they nevertheless reflect different idgs and indicate different types of consciousresimple
address system composed of dyads (as in Englishjeg social distinctions while complex addressesys
draw attention to them (Braun 1988:64-65).

%2 Insiders areichi no motc= inside/of/persons = ‘persons of inside’.
Outsiders arsoto no mote= outside/of/persons = ‘persons of outside’.

% The example given to me was ‘to go somewhere’:
Casual formiku
Plain form:ikimasu
Polite form: - regularikimasu
- humblemairumasu
- honorificmiemasu
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(boundary placing). For instance, when referrmgdmeone in the third person, even
when all pronouns were omitted, the addition oédlion verbs would be used to indicate
whether the person was ‘inside’ or ‘outside’ to fpeaker. The example given referred to
the various ways one person could inform anothesgoethat a man had phoned. In every
instance the verb was used alone without pronceugs ‘Called.’ instead of ‘He called
me.’), but by adding the appropriate suffix to ledl the listener would know whether that
person was inside or outside her group. Maturatitmpersonhood demanded perfecting

the ability to signal these demarcations efficigathd precisely.

The literature on language use in Japan clarifiasds pronouns, nouns, verbs, and verbal
prefixes and suffixes all convey gradations inafhist, rank, respect and intimacy, word
choice is very important. And pronoun choice i8a}s problematic (Nakamura
1967:182¢* Context free utterance is therefore rare, préstucadical challenge to social
structures. The immediate reality of speaker alttessee determines the level and the
form of address. It also places an individualinlsumstances where the self is never
constant but is always shifting in relation to eth@Nakamura 1967:181-182; Ohnuki-

Tierney 1987:23). Misuse of correct shifts canéhawnegative affect on a person’s image.

Language use is also gender specific. Ide (199B&1points out that in Japan, where ‘the
inferior status of women is axiomatic’, women’s egle is by expectation soft, gentle and
formally polite. Hendry (1993:53) mentions casdeewme forms used mainly by men are
being adopted by women and girls in order to emigbakeir inherent equality with men.
One informant told me that the use of final pagtiehdings is changing to emphasise a
difference in generation (younger/older) rathenthagender difference. Again, in
interviews conducted in Japanese on my behalfugitadstudent interviewees used the
honorific form when speaking of their parents tdiaate gratitude for how they were
raised and for what their parents had done for th®ty translator remarked that, as
interviewees should use the humble form when spgaki an interviewer (an outsider),
this use of the honorific form was very unusual #retefore interesting. She suggested
that the interviewees might have wanted to showsdtipe regard and emotion for insiders,

24 Because pronouns, prefixes and suffixes indicait,rthey also indicate feeling. Any choice thelests
for attitudes that are humble, or respectful etay miso intentionally or unintentionally be selecte convey
attitudes of hatred, disrespect, flattery, dismiseta through that same choice (Nakamura 1967:#@0dry
1993:56-57).
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reversing the trend of putting insiders ‘down’ (aynto show respect for outsidef3).
Although people would always be expected to saytigeghings about outsiders, the
translator mentioned that her own parents now swdattitudes to match different
cultural expectations of those with whom they waseaking, alternating between praise
for their daughter in front of Westerners, andwadong of their daughter in front of

Japanese.

As will be seen, and in contrast to the situatiolkMellington, gendered roles were factored
into how young people and their parents perceieditand personhood. Despite changes
in language usage, it is nevertheless reasonableggest that men and women were

locked into gender roles as much by language a®btial expectation.

2.2.4. The issue of respect
Language and language use, recognition of soaahtdhies, and attitudes of respect are
so closely inter-related in Shizuoka that issuaeespect are included here as a sub-section

to the previous discussion.

In Shizuoka, informants appeared confused by neyrgits to explain New Zealanders’
concepts of autonomous independence, rights araliggand New Zealanders’
assumptions that the attainment of independendaeshadult people to freely choose the
conditions of their lives and social relations.eyhndicated that their outlook could only
differ since, despite increments in their age, tweyld always be indebted to others and
need to show respect to older persons (‘olderapah can mean one year older) and thus

would never attain such an ‘arrived’ state of fimad

Some scholars (Mathews 2004; S.Mori 2004) suggestchoices made by some young
Japanese represent a conscious desire to rejeciah @arder based on deference to
seniority. Other scholars (Kotani 2004; McVeigl02pargue that young people and their
parents are socially and politically conservatiBased on my research, there is no

conscious rejection of the social order despiteesattitudinal change.

When defining ‘respect’, older informants in Shikaancluded an appreciation of, and

visible show of, deference to persons who were kedgeable or senior, and deference to

%5 As this particular set of interviews was being donemy behalf, those interviewed may have elevated
their parents as if speaking through the intervieivane, a Westerner.
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those who were of higher social status. Informaetgertheless suggested that attitudes to
respect were changing. Older people regrettetbseof language skills as they
remembered them, just as they regretted a waningsjpect shown to seniors. Some senior
staff members at schools and universities willingdynitted to me that they did not know

all the codes of respect. Although respect langweas affirmed at home and in school,
one father | interviewed (a journalist) placed discussion of loosening attitudes toward
respect in the wider context of a generation gdp.noted that some members of the parent
generation were sufficiently appalled by attitudésome school students to refer to their
children’s generation aschu-jin (‘creatures of outer spacei$gei-jin (‘aliens’) orgaikoku-

jin (‘foreigners’). As will be seen, these generdisas sometimes typed an entire

generation through reference to extreme casescai@dtural divergence.

As did parents in Wellington, the majority (73%)parents in Shizuoka agreed that today’s
high school students were less respectful towad®ss than their own generation was at
the same age. Similarly, most teachers (75%) thiotings generation of high school
students, when compared with others in the pastaars, showed less respect to older
people and less respect to teachers, even thoaghetes tried to teach attitudes of duty and
respect toward self and others. On the other haigh,school students generally thought
that theywererespectful to their seniors. The majority of hgginool students said they
related to the parents of their friends and totieeswith polite conversation. Of those
who played sport (many had no time for sport),tfagority said they used polite
conversation with their coaches, while 10.8% shey trelated to their coach with ‘great
respect’. By comparison, only 4.73% of the studesaid they related to the parents of

friends, and to teachers, with ‘great respect’.

Interviews and discussions provided some idea @twdspect implied. Informants
indicated, often by default, a correlation betweespect and worthiness. One (non-
Japanese) high school teacher | interviewed, ftamce, said respect shown by high
school students to teachers was mostly negativieaity, occurring more because
teachers stood on a dais than because it was eaBmmdarly, a high school student
suggested that teachers holding double standartisat they expected students to endure
harsh winters in flimsy uniforms while they thems dressed warmly, did not deserve
respect. Another (non-Japanese) teacher indieatedrelation between showing respect
and controlling the emotions. He agreed that resioe teachers was mostly a formality
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yet nevertheless welcomed it, arguing that forragpect provided students with a sense of
self-discipline and prevented students from logiagtrol and lashing out. In another case,
respect was associated by students with maintaproger relations, such as keeping
conversations with parents of high school or otgmior friends on a formal level.

Several school teachers (who were also mothergybfdthool children) recalled their own
childhood experiences, offering comparative expiana for a lessening of respect for
teachers. Associating fear with respect, she sigdehat because the fear of teachers had
disappeared, respect had in turn decreased. Ansilggested that, because teachers and
parents were now educated to the same degreensiudie not respect teachers today as
they had in the past when teachers knew more them{s. Thus respect was

acknowledgement of authority and the control oésiitd resource.

In explaining ‘feelings of’ respect, university dents suggested that respect language was
used for those who helped people, or for people wie trusted. One named his diving
instructor as someone he respected for that reasother named the senior students in his
senior project team, while a third named his paefihese traits connect respect with
seniors who share a person’s concerns. Anotherb@eat this group respected his

teacher from high school, whom he still consultestause the advice given by him was
always ‘right on target’. A female student saié $&lt respect for ‘'someone who leads
using his thoughts or ideas’, even when the pensasiyounger. These students associated
respect with valued knowledge. Despite distinctibatween the categories of respect that
were ‘felt’ toward another and the convention afppect shown toward others, all students

agreed that visible and spoken signs of respea wgportant and ‘part of being Japanese’.

High school student respect for schoolteachersanobrs was maintained through
language use and social formalitiestémag over and above genuine feeling®iing. As
both family and work environments encouraged defsend respect, reluctance by a
person to show respect jeopardised their own ar fémily’s social place. Parents as well
as teachers indicated that, although the ‘felt'ssahce attached to respect might have
lessened, negative conformity was still importamtétemae(the outward form of social

obligation), and most young people with whom | spakreed.

While parents both in Wellington and Shizuoka mamed a reduction in respect in young

people, cultural expectations and values in eaclegoplace respect issues into such
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different categories that direct comparisons ateeexely difficult. In Shizuoka, respect
relationships acknowledged the worth, helpfulnegskanowledge of others, indicating an
‘ethics of indebtedness’ (Benedict 1989) togethin an appreciation datemae In
Wellington, the lessening of respect in young peapiplied the replacement of authority
by negotiated rights and equality in social relasioyet | found little indication in Shizuoka
that a reduction in respect was accompanied byspiaof equality. In Shizuoka, respect
language and formal signs of respect continuegbhmld hierarchical principles, even
though the degree to which they did so was saitht@ lessened in relation to the past.

2.3. CONCLUDING REMARKS

In Wellington, personhood and maturation in youeggde was associated with their
‘being adult’. The concept of adulthood held byigg people and their parents in
Wellington was that of a state of being into whydung adults arrived in their late teens or
early twenties. It was the final state in a seoestates that involved stages of growth and
maturity. Adulthood implied qualities of maturiyesponsibility and independence.
Ideally, attaining these qualities was consisteittt tihe attainment of full legal adulthood
at twenty years of age, give or take a few ye&tepped legal ages created some
frustration and cynicism among young adults yebenaged in them a desire for full legal
adulthood as a sign that immaturity and restraattendant on minors had been overcome.
Attaining adulthood implied an inner transformatemd the realisation of an autonomous
self. This self was identified with a rights-basedependence focussed on the
independent person rather than on answerabilitiyegaollectivity, although values of
tolerance, equality and fairness associated widlitagan democracy were considered
important. A perceived equality between the geméecouraged a focus on young
people’s becoming autonomous, gender-neattalt individuals rather than culturally

differentiated men and women.

In Shizuoka, the timing of a person’s maturatiorswat closely identified with gaining
legal adulthood as in Wellington. In Shizuoka leagulthood represented the attainment
of rights and responsibilities in a few areas pkason’s life, namely, the right to vote, to
marry without parental consent (but see Chaptaio5jrink alcohol and to smoke. Unlike
in Wellington, where people conceived of a cleat eslatively abrupt (from late teens to
early twenties) transition to a state of autonomeigthood, parents and young people in

Shizuoka anticipated transitional changes througti@mientire course of a person’s life.
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These transitions did not imply growth toward awtoy but involved a self-in-relation

with others, where a person’s social place andioglswith others were determined
through gendered roles, seniority and status. Ygaople in Shizuoka, therefore, did
not—as did young people in Wellingterseek to ‘claim’ or ‘own’ their lives as adult
individual selves in an egalitarian environment.Shizuoka, young people’s relations and
identification with others were conceived of asigea part of a whole social fabric. These
relations were, in different and changing situaticalways established with precision and
reinforced through use of language and boundargipdakejimé that together marked out
gender distinctions, seniority and status as welradations in relations between inclusion
and intimacy on the one hand, and distance an@cesp the other. Rather than claiming
autonomy as a sign of maturity, as in Wellingtoouiiyg people in Shizuoka anticipated a
slow development toward full social maturity in rdie life.

As will be further elaborated in Chapter 3, develepnt toward ‘being adult’ in Wellington
accentuated biological, emotional and intellecgralvth toward autonomous
independence. In place of the inner struggle épasation and autonomy sought by
Wellington students, young people in Shizuoka sotiyiough self-discipline to transform
themselves through time into good (social) pergbhsVhite and Levine:1986), able ‘to
show proper thinking, acting and speaking’. ldeadevelopment in Wellington may
support psychological theories that human developmpeaks at the end of adolescence
(summarised by Drewery and Bird 2004:11-15,17-2@)tgese theories are at variance
with Shizuoka students’ anticipation of transitibaaanges throughout their lives (see also
Rohlen 1976), and the twenty to thirty year-old ggaup’s denial of maturity and of being

otona

Of greater significance, perhaps, in the formatbthese different perceptions of growth
into adulthood in Wellington and Shizuoka was aatan in notions of national belonging
and state allegiance. In Wellington, a relativabyupt transition to an autonomous
adulthood that more or less coincided with theiattant of full legal adulthood at twenty
implied ‘an autonomous legal personality derivitizenship not through family or
kinship but in its own right’ (Fortes1984:114). aths, becoming ‘an adult’ and ‘adult
citizen’ meant assuming civil rights as an autonosperson. The idea that autonomy
adhered to legal adulthood was, however, absemt frerceptions in Shizuoka where, as
already discussed, citizenship was determined givaund associated with familial
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allegiances recorded in theseki(family register) system. In Shizuoka, becomiegadlly

‘of age’ did not convey notions of independent agtoy as a citizen of Japan.

Several concepts held by students in Wellingtometated with and perhaps partially
echoed libertarian views of the day. The studemt’emely self-focussed concept of
responsibility (see also Chapter 3) obscured aestnad citizenship implied responsibility
to other citizens, and upheld the supremacy ofrttiwidual as a self-sufficient entity
possessed of the same freedoms and choices thidatibns associated with competitive
voluntary contract. Jesson et al. (1988:17) sugbes, in cases where market competition
reflects not simply individual strengths but alsattars of class, ethnicity, and gender, a
focus on self-interest alone is insufficient astsis for social organisations or the
functioning of a society. Thus it will be seenttr@anong high school students in
Wellington, student affirmations of gender equadibyd the ‘sameness’ of adulthood for
men and women encouraged both young men and wanrssek and develop a career, yet
assumptions that individuals shared free and eapedss to work through individual merit
overlooked a social reality where more permanegttlizipaid positions were held by men
than womerf® Further, men’s incomes were on average higherwanen’s incomes

and, since women’s careers were often interrupyetid birth and care of children, more
women needed to work part-time than mMén.

Two striking themes in student-parent relationgdellington, namely, an emphasis on
student-parent negotiation in place of the parenegation’s obedience to parental
authority and the need for a young person to takércl and ‘be oneself’, paralleled
Gullestad’s (1996) descriptions of parent-chilcgtieins in Norway, where a rhetoric of
negotiation and independence had replaced a fazmphasis on ‘obedience’ and ‘being
of use’. As in Wellington, where similar generatb changes (Park 1991:29-34;

Rosemarie Smith 1991:76) can be linked with ecordmansitions from a social

% |n 1997, 13.6% of the male workforce and 8.9%heffemale workforce were legislators, administistor
and managers: 11% of the male workforce and 15#heofemale workforce were professionals. Among
European New Zealanders, the male median incomé&&83 per week while the female median income
was $550 per weelNew Zealand Official Year Bodl®98:310, 321).

2"1n 1996, almost 8 out of 10 workers receiving anual income above NZ$40,000 were male, while just
over 6 out of 10 workers receiving an annual incdralew NZ$10,000 were female. For all workers aged
24-64 years, the highest female median income sasrlthan the lowest male median income regaraiess
age, and gender was the dominant factor. Of tHe mark force, 59.6% worked full-time and 8.6% wedk
part-time. Of the female workforce, 34% worked-fithe and 19.1% worked part-timdléw Zealand
Official Year BookL998:320-321).
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democratic consensus to a more libertarian philego@ullestad argues for a
correspondence between economic and sociocultuaaiges in Norway. Gullestad
(1996:26) links sociocultural changes with ‘an decded globalization of capital,
information, ideas and lifestyles, as well as... gemin production processes’. She
describes this complex as the variously termeé”lat ‘advanced’ capitalism which she
links with the sociocultural ‘post’ or ‘late’ modwty depicted by Giddens (among others).
That is, Gullestad’s analysis upholds Giddens’ ggtions of a global progression from

‘classic modernity’ to ‘transformed modernity’.

As noted in my introduction, an Anglo-American mbdemodernity is not globally valid
and does not represent modernity in Japan. Whamsuizing shifts in economic theory
during the second half of the twentieth century,gge (1996) depicts a period in the 1950s
and 1960s when, based on an assumption that teghcalimperatives ‘would pull
modern liberal politics in [their] wake’ (Berger3®:14), theoretical economic models
converged globally. By the 1990s, however, theesey were largely replaced by a
recognition that valid and alternative forms of italsm—such as the market-based
economies of the United States and England, anddtietal and state coordinated
economies of Japan and Germafgpexisted, each type being characterised by diftere
institutions, practices, values and politics. Witthis framework, the 1980s New Zealand
economic model advocating an open, deregulatedainal market aligned with the

economies of the United States and England.

More recently, as described by Berger, renewednaegis have surfaced on behalf of
economic convergence, based on assumptions that isstitutions and rules for
capitalism are unique and natural, and thereforeertegitimate, than others. According to
this view, systems based on concepts of free anttdde (as in the Anglo-American
system) are seen to be unique, natural and ledeéimbereas institutions and market rules
of capitalism developed by late-comers (such asdlud Germany and Japan) are
considered as distortions of history, or unfaithgaged by powerful government or
corporate groups. In a comprehensive study ieiidty Berger and Dore (Berger and
Dore eds.1996), however, no evidence has been flouradle facto'global’ convergence

of economic institutions of production and disttibua in advanced capitalist economies,
while predictions concerning future convergenceusreven. Significantly, the ‘world
economy’ is shown to be international rather thiathg (Wade 1996:84-85),
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interdependent rather than integrated (Streete:398), and the universal adoption and
application of any one single best practice is saioe unimaginable (Boyer 1996:30).
Diverse institutional influences are argued to poterdiverse yet rational alternative
systems (Gourevitch 1996; Kester 1996; Kosai 19%8hile aspectof convergence are
deemed likely through the diffusion of best praetikester 1996; Kosai 1996), or through
international negotiations over rules and institug (Kahler 1996; Ostry 1996), it is also
argued that integration of philosophies, policregulations and practices within each
system imply that small institutional changes \Wallve national systems relatively
untouched (Woolcock 1996). Moreover, specificraties by any one nation to negotiate
micro-changes in another nation’s economy are showrave failed in the past
and—unless politically superimposed in a regional ursach as the European Uniesare
thought unlikely to succeed in the futdfeFrom a different perspective, two authors
(Streeten 1996; Dore 1996) argue that some conweegeould emerge should the
opportunism of market forces erode the ability afional institutions to protect their
particular sets of values, ways of life, and stgesommunity. Dore (1996: 373) argues
that protective measures are necessary to safediiming ways of life, while Streeten

(1996:353) points out that all economies, inclusiV&ee trade economies, are ‘managed’.

Given the above, and although similarities canragvd regarding socioeconomic
transitions and cultural understandings in Norwagy Bew Zealand, there are no grounds
to assume that these same sociocultural progresareroccurring in Japan. On the
contrary, just as we saw that no strict comparatesuellels could account for the different
respect relationships in Shizuoka and Wellingtont svill be seen with other phenomena
that a different complex of values and understagglinfluenced and affected the

perceptions and choices of young people and tlaeents in Wellington and Shizuoka.

8 The Structural Impediments Initiative agreement®90, by which the United States attempted tdaitait
changes within the Japanese economy to redregmaeke-United States imbalance of trade, failed to
impose fundamental moves toward deregulation iJépanese economy and was seen as an intrusive
bilateral agreement (Upham 1996; Kahler 1996).
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CHAPTER 3

QUALITIES ASSOCIATED WITH MATURATION AND PERSONHOOD

Different concepts of personhood in Wellington &tdzuoka implied that valued qualities
in the maturation of young people in Wellington é&fdzuoka lacked common ground. In
this Chapter | continue the task begun in Chapt#réxploring the cultural complexities
of personhood and maturation in Wellington and &bka. My aim is to argue for
different modernities, and to clarify and enrichr msufficiently developed understanding
of young people’s maturation into full persons bynparing quite different social
contexts. My focus here will be on the range ddldes associated with full personhood.
While, on the surface, some of the qualities valimed/ellington may appear similar to
those regarded as important in Shizuoka, in retdlgy partake of quite different cultural

logics and social structures.

In Wellington, in response to the questionnairestjoe ‘What makes an adult?’ students
and parents, regardless of gender, identified fioain qualities: maturity, life experience,
responsibility and independence. In this chapeplore how, in Wellington, the
development of young people toward autonomous laglodt was associated with the need
to attain these attributes. In Shizuoka, whersg@rood was identified witbtona
(maturity in mind), valued qualities associatedwatperson’s development included
responsibility, leadership, judgement, challengpgit, honesty and harmony. | analyse
perceptions of these and other qualities in terfiiBedr significance and relative
importance in the maturation of young men and waménlike in Wellington, maturation

in Shizuoka does not imply the development of atidaomous individual'.

3.1. WELLINGTON ADULT MARKERS: MATURITY, LIFE EXPE RIENCE,
RESPONSIBILITY, AND INDEPENDENCE

A general consensus among parents and studentaatiatity, life experience,

responsibility, and independence signified adulthpointed to consistency in attitudes

across the generations. In particular, the associaf adulthood with every person’s right

to self-assertion and self-development as an aaotone individual implied a focus on the

self over and above others. Fear of dependenmlations with others marked

independence and freedom of choice as ethical, exeal, ideals (Rose 1999:83-97).
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Attitudes in Wellington were consistent with thakescribed for other Western societies
where self-actualisation is seen as a moral affionaof truth to self. Giddens (1991:80)
notes that self and self-identity in the modern $#%m) world implies a personal integrity
where a person’s ‘first loyalty is to him [or heglf’, while Swidler (1980:138-9) claims
that the ‘cultural legitimation of “selfishness”irs many ways a claim on behalf of
adulthood’. Accordingly:
The moral ideal is the person who is complete in or herself, who is able to stand alone,
whether or not she chooses to do sswidler1980:137)
The following analysis of student and parent un@dedings of maturity, life experience,
responsibility, and independence illustrates whase¢ qualities implied for adulthood, and
how this knowledge affected student self-assessnemelation to becoming or being
adult. Parents were not directly interviewed agsthqualities and their comments are

generalised.

3.1.1. Maturity
As discussed, in Shizuoka maturity was an undesjuadity whose connotations of being
clever and wise opposed values of modesty and rengayoung. Wellington students and

parents associated maturity with adulthood as matds quality.

Students in Wellington defined maturity as knowitayv to draw boundaries and keep to
rules, or as being realistic omtelligent’ and ‘sensible about things’:
[Maturity is] just that you've gone through lifecan learnt things and... know how to deal
with certain situations... You're mature enoughriow what's best for you.
Accordingly, adults knew ‘when to be mature and wiebe joking’ as maturity provided
judgement. Maturity was therefore learned but &ideed to an innate or intuitive ability
to apply reason:
Someone... [who is] not responsible... just won't matuYou need to be] brainy enough to

know not to do [things]... [Then] you might not neexperience.

Students suggested that wider experience in pail &ovironments aided the maturation
of young adults, while some doubted that studengsuniversity or polytech environment
could be ‘properly’ mature:
When somebody leaves school at our age and is mgpfiltime [s/he] is likely to be more
mature than we are because they've had a muchr oge of reality... The people... we

know that are going to university... are likely toyming, slightly.
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Attaining maturity was understood to be age-linked described as ‘growing out of
childhood'. It was, as one student explained, il through resisting delinquent
temptations:

I've been taken to the police before for... thrapleer bottles on the road at the cars...

I've matured a bit [since then]... [But] I'géll got a devil in me.
Growth away from childhood toward maturity alsamaled students to recognise
ascending levels of development, with expectattbas maturity would arrive with legal
adulthood: ‘By twenty most people are sort of ¢oesed as adult, as reasonably mature.’
General associations made between maturity andhadal could, however, be proven
unreliable, as when older people appeared both addl'young’:

I'm the only kid in [my] whole theatre [grduBut... they're all really young people... Drama

people... stay young... There's even a fifty yeargulyl... quite up with the play on... all the

lingo... Andit's quite... nice.
Associations between maturity and age were alstbooded when adults were observed
drunk and ‘act[ing] more... immaturely... than you'thththey would... [for] their age™
You... tend to think of adults as being more... selfitoolled and calm... But... | went to this
party at my friend's house... There was a womarsaet... forty or something and she's
acting like I'd expect a sixteen year old to acReally having fun... really letting her hair

down and stuff.
While experiences such as these led a few stuttenisestion whether all adults matured,
their comments upheld the view that mature adudirevexpected to act their age and

remain ‘calm’ and ‘self-controlled’.

Friendships between younger and older people aatdwork against general correlations

between adulthood and maturity. A twenty-yearwlw had attained adult status was not

considered mature by one student who had knowadarfriend for a long period of time:
M... talks about herself a lot and her experieraresif you're talking to her... [you] remember
when [you] did that... She's not really mature gon't think of her as an adult. But then...
she's married. And she has a job, and she paysamebills and cooks her own food and

everything.

A number of students suggested that maturity wagsadity that could be assumed at will:
I'm a child when I'm with my friends... | show off.l.try and get attention... Not recently.
With friends now [I] want to go out nightclubbing.l.can... be immature when | want to...

[or] | can be mature.
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Students who associated maturity with the appearand demeanour of an adult person
were able to ‘clothe themselves’ with maturity.bg@lief that people rose to new levels of
maturity, together with the notion that maturitywe accompany adulthood at around the
age of twenty, encouraged young people to ‘tryroaturity, enabling them to assume and
discard it at will. The association made betwederaal physical appearance and dress
made this possible:

It would be from the way they look that I'd dec[de person is adult]... And the way you

dress. | mean if someone... is dressing [in]... treteg@yage clothes | wouldn't really think of

them as an adult as much as if they were wearinguitar something.
By dressing and acting appropriately, or by apgyimakeup or assuming different
hairstyles students were able to suggest they aldeg and more mature. One student
described qualifying to enter a nightclub in thigyw

[l try to] look older... [lI] stand tall... [and] jusiress up... [I] don't wear jeans. [You] wear

your dress pants. [And you] wear a tie... to g the club... [and] take it off when you get

inside.
Students were also adept at faking identity cards ‘tegitimised’ an assumed older age:
‘Fake IDs are easy to get hold of. They cost abwanty dollars... [to] get a good one.’
Some students owned a selection of identity catusfling them to appear older or
younger as the occasion demanded: ‘I've got efididifferent IDs saying different ages.’
The ‘faking’ and ready assumption of an externalumty in order to appear more adult
illustrates the desire on the part of studente&eih adulthood in order to enjoy its
privileges and status. By the same token, a consadoption of alternating images either
as young adults or adults illustrates that studplaised a high priority on the ability to
choose and control situations that involved thé sel

In sum, attributes of maturity that students expedb acquire as they became adults
included discernment, intelligence, good sensgaahgement. These attributes
complemented parents’ ideas of maturity. Pareaisraaturity as possessing a balanced
outlook and the ability to make appropriate decisicomprehending social and moral
boundaries, and showing good judgement. The digtim students made between ‘young’
adults and ‘mature’ adults was occasionally digaeby friendship, for instance, or
because adults were ‘immature’ or acted young.sé&experiences were exceptional and
did not erode associations made by most studetigbe maturity and adulthood. Rather,

student appropriations of more sophisticated imagesin access to the privileges and
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status associated with being adult revealed a caunsawareness of the tight cultural

connections between maturity, age and adulthood.

3.1.2. Life Experience
Over half the students interviewed referred toditperience as essential for becoming

adult or a defining attribute of adulthood.

Students agreed that the kind of learning requimeddulthood could not be taught at
school:
| don't think you really learn a lot... about [lif§ achool at all... [At school] you're merely
training your brain... |think it [learning] is... den.. within the theatre [of life]... You

know... [in the] outside [world].

The ‘outside world’ referred to a social environmbayond the experiences of home and
school. Parents were concerned that social prabéerd dangers faced by young people
had increased since the time of their own youttabRm areas most commonly mentioned
were those associated with cars, easy accessotooslnightclubs and drugs, and the
availability of new entertainment through videolpars. They also included the
prevalence of sexually or intravenously transmittesgases such as HIV, hepatitis and

AIDS,! and increased violence, including bullying.

Looking back at their own youth, the majority of@ats considered that the current social
environment was more dangerous, and that youngeeopfronted temptations at an
earlier age. Speaking of her high school daugitterparent remarked: ‘They got into
Shooters and got into Barney’s [both Wellingtonmadubs]... It worries me... |didn't...
drink or anything at that age.” This group of pasereferred to their comparative naivity
when young, or their lack of similar experienceslunlater age. However, a minority of
parents held that exploration among young peopkugaal and that dangers had always
existed. One father who, in the 1960s, identifigith the Beatles and Rolling Stones,
doubted that dangers were greater now than theg mvdris youth. Experimentation and
mistakes were to be expected: ‘It's just partwing)... just part of the learning process.’

This group of parents, however, conceded thatahge of risks had multiplied: ‘It's the

! AIDS was first identified in New Zealand in 198By the end of 1997, 641 people had been identifitd
AIDS, of which 501 had died, while 1231 were repdras testing HIV positiveNew Zealand Official Year
Book1998:174).
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availability [of choice] within society that's défent.” Most of this group concurred with

the more generally held view that:
The whole of society has changed... There's just mobre... danger out there for them, a lot

more traps to fall into. And it's harder.

Some parents, concerned about the early age ahwbicg people were exposed to

alcohol, drugs and alternative media viewpointsught childhood ended too early:
They [young people] don't seem to have... much dfilalcood... From thirteen on... they
seem to want to do adult things instead.

Along with proliferating choices, parents worridtt peer pressure increased the

likelihood of major risk-taking. Parents said tpaer pressure was ‘probably more

dynamic and complex just because of those she@érashb They worried that what was

once considered daring was now thought ‘coolsophisticated.

Parents also commented that the younger genembtitudes to sex were more open than
in their own time when sexual matters were ‘lefsaid’, where ‘a lot of communication
was by inference’ and where ‘you weren't necessgivlen direct answers to questions’.
One father mentioned that the Catholic Collegettended taught: ‘If you kissed a girl,
that was going to lead to a sinful occasion’, wioifee mother said:
| didn't know how you got pregnant... We had no education at all... [For] most people my
age... their mothers couldn't talk about sex, anthaecould their fathers. And we had no sex

education in schools.

Parents remarked that social inhibitions of thaly doncerning sex before marriage, lost
female virginity and pregnancy before marriage,dmetp change from the 1960s with the
availability of contraceptive pills for women. Thaoted with some relief that today’s
young people were better informed about sex antraceptives even though the
prevalence of STDs was a cause of anxiety. Mamgnpsisaid that they encouraged open
and frank discussions with their children about, sexl accepted or condoned sexual
relationships among high school students. Pasdstscounselled their sons and daughters
to develop a sense of responsibility, advising tlagainst marrying and having children at

an early age, encouraging them to keep their optien. As one mother commented:

2 A measure of the increased ‘danger’ of concematents was the doubling of recorded crime in New
Zealand. In 1978 there were around 2.5 milliomes known to police while in 1992 there were arobind
million crimes known to police (Pratt 1994: 216).
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At that age [seventeen] there's lots of options.cabee most of them [young people] aren't
thinking that they have to hurry [to] quickly setdown and have a family... [If my son or
daughter said they wanted to get married] I'd @stut die of shock... Both of them... have

said to me repeatedly: “I don't want to have kigs | don't want to get married.”

Students understood life experience as risk-takimtjexploring the ‘outside world’ in
order to gain knowledge and become responsiblesohte, learning about life meant
making mistakes, while a few thought tlealy by making mistakes could a person know
anything. Students’ claims that maturity followfeoim experience clashed with the
expectation of some parents that young people dimibuided by parental advice alone.
Protective barriers thrown around students by ganeere often regarded as obstacles to
the kind of learning required for coping one dayasadult. They preferred partial
freedoms for life experiences that would ultimatelgd to adult independence:
By giving me my own freedom... she [i.e. mother] doetell me what to do. She suggests
things, but | don't have to do them. | don't hawvaurfew. | don't get grounded. | look after
my own money [and] my own financial situation..uslually get myself about... It's like
teaching life skills... If you learn to be dependentyour parents when you're younger, then
when you go out in the world you just will fall dovand crash... You just don't have that

ability to stand on your own feet.

In order to the gain the experience necessarydorbe an adult, most students deemed it
essential to leave home and become financiallydedederit
You have to start thinking about real thingdand] be practical and have the experience... [l]
have all the ideals. [But] it's putting them imi@actice that really makes you an adult.
A few students, however, dismissed the relevandiéeoéxperience for attaining
adulthood, since a younger person could have mgrerence than someone older, ‘even
more than someone that'’s thirty.” One concluded the end point of experience was the
achievement of individuality:
| don't think it [life experience] makes you motfeam adult... It just probably makes you...
more different... [with] different outlooks... By thine you're eighteen or something...
you've learnt who you actually are hopefully... ihnthyou develop on that.
Most students, however, thought life experience @ssential for becoming adult and

‘making really good decisions about things’:

% See Chapters 4 and 5.
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You['ve] got to have freedom. You['ve] got to exjnce things... You['ve] got to undertake

the problems of adults... You['ve] got to pay rant look after yourself.

In sum, students used the term ‘life experienceéhtiicate release into the ‘world outside’,
freed from the bounds of school and parental aiithoilLife experience’ also signalled
knowledge gained through such experiences. Famtjerity of young people and parents
alike, life experience was a prerequisite to adulth teaching young adults how to make
viable choices and decisions in order to be conmpeted mature. In desiring to
‘experience life’ first hand, however, young peophallenged the protective, counselling
role of parents whose rules and expectations watsidered restrictive, inhibiting

transitions to autonomous independence.

3.1.3. Responsibility

Students viewed adult responsibility as a finitét$ftom being answerable to others to
being answerable to self, described through comsrarth as: ‘I take responsibility for
my actions’, or: ‘I am responsible enough to laak for myself.” Self-responsibility also

meant: ‘Making sure you don't go to the pack.’

Concepts of self-responsibility encompassed sewéide’s domains, including ‘personal
hygiene’ and ‘being able to know what's healthy keeping fit. These concerns ranged
from the avoidance of junk food and excessive igénte in, as one student put it, ‘sex
and alcohol and both of them at the same time .apltl. yeah | guess I'd say drugs’.
General wellbeing also meant taking responsibibtythose aspects of personal
appearance required for adult social acceptari€eeging yourself looking tidy...
grooming yourself... [and] wearing things which lookecognisable... as clothes.” These
aspects of self-responsibility overlapped with ane for self-definition and a chosen

self-image.

An important aspect of adult self-responsibilityssthe ability to make independent
decisions, free from the control and authority thfevs, and deal with ‘all the different
consequences’ (Bellah et al.1985:23-24). Takiogtrol of one’s own life and destiny
involved flatting away from parents, or embarking on tertiary stugeglf-responsibility

meant deciding ‘what you're going to do’ and ‘theedtion where you want your life to

* ‘Flatting’ is a colloquialism meaning to rent alixk in a house or apartment, usually with one oren
other single people of either gender as a household
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go’, and ‘knowing what you want out of life and heevget it.” These visions of an adult

future based on independent decisions implied &auippih independent lifestyle.

Financial autonomy was considered another impoespéct of adult responsibility and
self-reliance. In discussing financial respongipstudents mentioned the ability to save
and take judicious care of money, meet financiahmitments and pay for
accommodation. Only in dire circumstances wouldiehts ask family members for
financial support, even while living at home:
If I don't have money for something then [thattéghlly my problem... | could ask for some,
but I don't think | would because | think that itly responsibility... But if it was something
huge, like something really important to me... themy parents would probably help me out.
Inexperience and novel situations sometimes madenf@ase about the responsibilities of
approaching adulthood. One student recountedrtkiets she felt when boundaries were
removed, and the relief at having met the standairdssponsibility her parents expected
of her:
When | went away over the holidays | was quite...neaf... Just being able to... drink all
night, and... sleep on the beach if | wanted to... lagidg able to do things that | wouldn't be
allowed to do normally. But... nothing like thatgpened... My parents would've been really
proud... So | was really quite happy with mys&ibat that. There was [sic]... thirteen of us
girls but we met up with a whole bunch of guys frAockland, and they... moved into our

tent, and everything... was just, like, mixed.

Because of associated apprehensions, responsibilifynancial and other matters was
sometimes regarded as the ‘down side’ of approgculthood, as were legal aspects of
responsible adulthood:

When you're an adult you have to take respongihilitA year ago | could have done

anything, even something illegal. It would go on my record but it would be... wipeff

when | was eighteen... When you're an adult... yanitdhave that sort of security...

Everything you do can be... brought up later.

A few students extended their concept of self-raspmlity to responsibility toward others,
or even for others. Being responsible ‘to’ othessally implied that one’s actions should
not impinge on others in a negative way. Studsptke of ‘not endangering anyone's
life’, or not upsetting others by entering theiaep: ‘You have to respect other people's...
privacy and their views.” Responsibility ‘to’ otfeemeant balancing behavioural options.
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When someone acted foolishly or dangerously, thesa recognised limit to how much a
person might interfere:
It's really hard to tell someone, like a mate [fwotlo something dangerous]... if they want to
do it. You can tell them what you think aboubiiit you can't really stop them. They have to

make their own decision [and be] responsible fentkelves.
A non-interfering responsibility to others is wimabst students had in mind through
comments such as: ‘You have to be able to rel@teathers well, [and] in a... proper

way: in an adult kind of way.’

Some students associated responsibility with aexdpom others that confirmed a sense
of achieved adulthood:
The majority [i.e. major thing] that makes you ahulhis the respect you get from everyone...
for being responsible... The respect | get from oge®ple is more of an... adult respect. But
at home it's got to be improved... It might happeifil... settle down with a job and start
being proper, and working myself financially aneehing.
Correlations between adult status, responsibihity mutual respect (Lukes 1973:125)
were hinted at by another student:

I... don't think it [being adult] is entirely to doitlv you... It's to do with what other people
think of you as well.

In addition to respect, one student mentioned asst quality that accompanied his
responsibilities as team coach at school:
They give me the keys to the gym. They trust menseesponsible for [them]... 1... let

everyone in [and] | lock up [and] put all the gearay.

Occasionally ‘self-responsibility’ included respdribty ‘for’ others. In some cases, the
‘others’ were animals. ‘Other’ people for whompessibility was felt were referred to
tangentially, perhaps through tasks performed eir tiehalf such as for family members:
‘I've got a lot of responsibility at home. Theydmthat I'm a responsible person. | do the
housework.” A few students were responsible fbeat through babysitting, an
experience which one student claimed made hefrfemk adult’. Alternatively, student
perceptions of adult responsibilities for otherseveypothetical: ‘If you've got kids... [it
means] looking after them ... If the wife has toayt somewhere [you must] babysit for

her and so on.’
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One student described various phases in a perswvetall development, noting that
responsibility for young children would occur itader phase. In this case, independence
preceded responsibility ‘for’ someone else, whédH-sesponsibility indicated arrival into
adulthood:
| think you need to take responsibility for youfsell think that's what becoming adult means.
It means... taking responsibility for yourself andred percent... Being reliant on somebody...
in my mind [is the] childhood stage, like beingiaat on your parents... [You] then becomle]
independent. But then actually bemagponsible for somebody [else], | guess that'siéxe

step from independence.

Self-responsibility, then, along with respect ‘fothers was how young people conceived
of responsibility as a marker of adulthood. Altgbistudents were sometimes divided
over whether responsibility was more important thmelependence, it is clear from the
above that the two went hand in hand. In the wofdme student:
I think they [i.e. independence and responsibiljg]together... Completely... You can't have
independence without responsibility... Otherwisa'se just going to... completely flop

whatever you do.

To a degree, parental conceptions of responsilmititycurred with those of students.
Parents, for instance, associated responsibilitly 8elf-accountability, the ability to make
decisions and solve problems, and ‘not blame otlf@rsnistakes. They also included the
kind of practical experience that enabled a petsdlwok after’ him or herself. Yet,

unlike students, ten parents associated respansiith ‘accountability to others’

through decisions made and actions taken, incluléigal responsibilities for children.

3.1.4. Independence

Students referred to independence in a number w$ wad easily described its parameters.
As one said: ‘[Being independent means] being abiirvive on your own, being able to
feed yourself, clothe yourself, pay the bills, haw®of over your head, [and] hav[e] a job.’
And another student said of ‘being independerihat’s what | think a good adult is.’
According to students, knowing how to be indepenheaers acquired through ‘trial and
error’, often with the help of parents who encoedtheir young adult children who
possessed ‘some sort of intelligence’ and who fggdghings well’ into taking sole

responsibility for their lives.
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Talk about independence was easier than its peadtavever, as notions of independence
ranged from the ideal and emotional to the matesahool students who acquired a sense
of emotional independence while still at home gasilagined they were almost adult,
while ignoring issues of income and accommodation:
[Being adult means] complete independence... Yadgrapletely in control of your own life.
Your Mum can't say, “No, you can't go out,” you kndcan't do this, can't do that,” because
you're an adult taking care of yourself. | thinkt.just comes when you turn eighteen. When
you leave school you just become an adult... Mabdifferent in each person's case. | think

for me it will be when | leave school.
Some students who claimed they were already ‘guitependent’ were often merely
confident that they could act independently, if arieen put to the test. One student, for
instance, who was still dependent on parents fod nd shelter but ‘felt’ independent, did
not doubt she would manage if asked to leave hodie would ‘probably crash at a
friend's house... hunt for jobs... [and] probably staoking for cheap flats’. Failing that,
she would ‘bludge off other people’. Independefocehese students was equated with

freedom from parental controls.

Some students imagined independence as the rewfos@hdescending attitudes: ‘[As an
adult] you don't get patronised. | mean that regllgks.” Others saw it as the removal of
interference from others:
I think basically... [independence means] standingaur own two feet, being able to stand
up for yourself... [and] finding your own entertaiant [i.e. pleasure].
Independence was also co-linked with freedom iraamer already described with
reference to life experience. However, whereadestts desired life experience in order to
achieve independence, independence was associiiteavachieved freedom to enjoy
life. Often this view of independence was assedatith ‘some mode dprivate]
transport and... [a] supply of income [i.e. a jolahd hence was identified with material

attributes and consumerism.

Independence as ‘freedom to do what you want’ meglanticipation of activities classed
as being ‘adult’. One student associated indepe®with: ‘being able to do... fun...
adult things... | love the whole idea of... being a@uid going to a cafe and drinking
coffee and having discussions.” Another was ‘logkiorward to all the privileges’ of
being adult:

Pubs... [and] get[ting] into R18s [movies for thaser 18 years].
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Another imagined being adult as a university studea flat in Auckland:
Just to... have a bit of freedom and feel like arlteathd... do what | want... [l could] work
for my living and... not have to depend on them [maygmts] all the time and not have to tell
them where I'm going... Just not having to consujfome and just being able to do impulsive

things.

Independence was associated with self-sufficiemclyslf-reliance (Bellah et al.1985:55-
56). Ideas of independence as freedom to maksidasi(Lukes 1973:127-130)
incorporated the same notions of self-centrednedself-responsibility previously
mentioned. Although independent persons were @gath as autonomous and morally
self-responsible (‘accepting the consequencesytarr own decisions about everything’),
students assumed that, when independent, they vianrtel no responsibilities for others,

including parents and other kin, a matter they ired ‘quite important’.

Many day-to-day activities about which studentdreéesto make their own decisions
required negotiation with parents. These inclutii®@s of access to the family phone,
duration of calls, when and where students coutibtiee with friends at night and for
how long, transport arrangements for social ortapgevents, permission to drive the
family car, and informing parents of their whereatiso Students wanted more freedom to
make decisions in order to learn how to be indepetdirguing that coping with day-to-
day problems would prepare them for making majaisiens concerning their futures
(Feldman and Elliott 1993). They saw it as a qoasif choice and control:

[Choice is] just how everything works. Your whealetire life is a series of choices... all the

time... Aslong as you can do that [i.e. make obgliyou can to some extent control where

your life is going... | think you've got to be inrdool.

Students often discovered that they were not alwagsntrol of the decisions they made.
They therefore expressed a longing for experiendenaaturity to be wisely independent.
One student described his confusion when endimgayear relationship with his
girlfriend:
I’'m hoping that I'm going to make a right decisionl.can’t really make up my mind. 1| think
it'd do both her and | a lot of good... | sat foreagn the last two days, trying to make the
right decisions and | don’t know if that's respdasior not.
The inadequacy he felt was then compared to thedgtate of clarity he anticipated:
[Maturity will come] when I've got my head screwed a bit more... | know it's there but |

just don’t know how to use it at the moment. Net, Yout I'm slowly learning.
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Students said that if parents made decisions abatters they considered their own, they
felt their control had been usurped. When, fotanse, a student’s desire to leave school
had been ignored, she felt bewildered yet resigned:
| actually really wanted to leave school at the ehlést year... | would've gone to varsity... |
think at a certain point you can make your own sieos about when you've had enough of
it... [My parents] didn't seem to respond... Mum Ji&e, “You'll stay and do Seventh Form

won't you?” And | was like, “Oh, suppose so”... §18 just how it works.

During transition years toward independence, bouesl@f control constantly changed.
Some parents emphasised the need to value andnasieie children while giving them
space to learn independence. They pointed toadttnaits such as trust and honesty, while
allowing their children the freedom to try thingstoencouraging them at the same time to
speak out and question established ideas. Byibgittbnstructive relations with their
children and raising their consciousness, paramgdhto instil ideas of responsibility and
good judgement. Other parents spoke of providingtenal and practical support, such
as attending their children’s sport matches, andiging the ‘resources’ to help them
make appropriate decisions. Many saw the needotade their children with ‘an
environment’ that promoted the learning of rightsl aesponsibilities, or ‘a framework’
allowing them to make choices. Some parents wdliagvto serve as a ‘fall back’, or a
safety net in the event that their children mehvatoblems. Nevertheless, most parents
held firmly to the idea that each individual waspensible for the choices he/she made:
‘You can only advise, that’s all you can do... | cave them what | think, then it's up to
them.” Or: ‘They'll make their own... choices, andyou hope] they can make their own

rational judgements, and not screw up too much.’

Not only did parents expect their children to beeandependently responsible for their
decisions and lives: they encouraged them to bagimg so from an early age. Parental
attitudes that anticipated and encouraged indepeed&ere correspondingly met with
their children’s expectations that they could andutd make decisions for themselves.
Several parents mentioned the young age at whiddireh began to assume control:

My eight year old... is now in a situation where hi#t.w by the time he's ten... start making

choices [in such a way] that either of the paremy not have any control over [what he does

or thinks]... That's the situation with M [his sigteyear old son].
Parents were quite negative toward attitudes tbegidered might encourage dependency.

As one mother said:
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| think the whole exercise of helping your kid$&ping them to become more and more
independent... | don't believe that it's my job take decisions for my children and | think
that the younger that they can begin to make thegisions the better... | certainly don't see it

as... the role of parents to try and create depunyde

Believing that children should be encouraged infttedom of choice, parents concurred
with the expression: ‘It's her [or his] life.” Asne parent observed: ‘She's getting more
mature and she'll do what she does, you know, whatkat is. She'll have to [take
responsibility for her own actions] because thebe'lno-one else there to [do it]... That's
life.” Another parent expressed the general consenagupdatents were not finally
answerable for the actions of their young:

If a child achieve[s] something, that is their @s@ment not their parents' achievement. And if

a child bombs out and turns out badly... they cdalle the parents for the bad things they've

done.

Few sanctions were available to parents to folestgirevent decisions their young adult
children made that verged away from parental hopasdigious sanctions, by and large,
had disappeared, as had social sanctions of sh@me.mother, who anticipated that her
daughter would gain tertiary qualifications, nekietess enumerated possible choices her
daughter could make in the future without causimanse:
She could drop out and go and live in the bush..t dBe would still be who she is, and | think
she's a neat person... And it's her life... | trustto make choices that are appropriate for
her... I'm not worried that she'll do something thashame me or anything like that...
because I'm not that concerned about what peoiplle th
One student, in speaking of her mother, expressddme sentiment:
The way she's brought me and my brother up is tlt'at,. your own life. And if you want to
stuff it up then... so be it... if that's what you wamido. But if you... want to actually make

something of your life then... I'll support you...'slt. your life. You can do what you want.”

Leaving home and having a job were regarded by stagents as the ultimate signs of
achieved adulthood. For most students, finano@d¢pendence marked the divide between,
on the one hand, financial dependence on paredtivémg at home (the two being
correlated as living in a dependent state) andherther hand, autonomous independence
and adulthood. Adulthood was so closely identifaath financial independence that most
students considered it crucial to have ‘your owbi jor the transition. As one student
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remarked: ‘It's important for getting there. lane.. you can't be a full adult [if you're still

dependent].’

While wanting adult privileges, many students fotimel prospect of becoming financially
independent daunting:
I want to be a kid. | don't want to have to staniking about huge things like student loans
and money... Money’s the big one.
One student regretted losing the financial secuatitigched to childhood. Asked whether
he was looking forward to becoming an adult, hdiedp
Not really... [l will] have to pay bills... pay for fwl and stuff. You know, pay out money...
The cool thing | reckon about [being] a kid [istlhgou get free everything really.
Students were also aware that young adults weralwatys successful in the wider world,
as was the case for one student’s older brother:
He's still living at home. He's.totally dependent on Mum and Dad... He... lives froeek
to week on his pay... [He] hasn't saved anythingJaan't save. [He] gets [paid]... two
hundred or three hundred bucks a week. That's.gomithin the weekend. He'll never have

anything.

As school ended, young people became responsibpafiong board at home or supporting
themselves in a communal flat. Students appraovscdattitude. As one student aiming to
move to a flat at nineteen or twenty said: ‘Nesaryl have to pay board [to my parents].
[At] eighteen, we pay forty bucks... That's fair..t éighteen you should be
[independent].’ Students planning a subsisteriestiile flatting said they would take on
part-time jobs or survive on loans. Associatioasseen financial independence and
adulthood became more tenuous in cases whereayestisdents who, while classifying
themselves as adults, were partially supportethantially indebted to their parents. A
few students, however, accepted financial assistdnm parents without a sense of
obligation: ‘I'm pretty independent of [responsthas to parents and kin]... They

[however] can contribute, for sure.’

The question whether adulthopghuireda person to leave home was debated among
students. Most saw leaving home as the touchstbadulthood:

[Being an adult] means not relying on your paréatsupport you any more... If | was still

living here [at home]... two years from now, | dotiitnk | could call myself an adult.
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Others were more equivocal. The issue concerngdriestudents who were not

financially independent, presenting a contradicbbbeing adult and not having a career:
I guess you'd be still considered an adult [agtaty student in your twenties]... | think [the
age of] twenty is probably when everyone thinks's@an adult... But—oh it's kind of
different, because you're studying for... your camewhatever... It's hard to explain... I'm

not sure [if you would be an adult].

Students were more certain that having a job améans of transport qualified a person as
independent and adult while living at home, proditigere was ‘a decent understanding
with your parents’:
[It means having] an agreement of what time yogwing out and what time you're coming
home and as long as they know where you're goirgetaoughly, [it's fine].
Co-residence with parents, however, was alwaysdegaas a temporary measure.
Students considered it important to be permanentlyy from their parents’ home, if not at
the end of school then certainly within the follogifive years. People who remained
living at home failed to ‘grow up’ and become prdpadult:
I know someone wha's still living with his Mum ahd's fifty five... He has no freedom...
He's under her wing all the time. He hasn't bagn oor without her... at all... He's just like

an extra arm on her... It's not healthy. You'vetgdiave your own... space.

Despite variations in attitude over accepting teedhto become financially independent as
school ended, and over delaying leaving home ierai@ gain further qualifications,
financial independence was considered fundamemslf-responsibility, maturity, and

personal freedom.

In sum, students at high school recognised the faedthancial and material
independence in order to live the separate lifg ttentified with being independent and
adult. They desired emotional independence frasr fharents and control of their own
lives by becoming self-sufficient and self-reliamzking their own choices and decisions.
These sentiments echoed parents’ideas that indepeaaneant being self-reliant and
capable of managing one’s own affairs. When rafgrto an independent person parents
used phrases such as ‘an autonomous person andrsnuning [his or] her own life’.
Only occasionally would a parent say that beingpahdent did not preclude teamwork or
some degree of interdependence, or exclude thigyabilkask for help or accept financial

backup or assistance from the State.
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As young people approached adulthood, they and plaeents were attuned to cultural
expectations for autonomy and independence inlaoldt These qualities implied living
separately from parents and assuming self-resptitysitvhile freedom in decision-

making and self-reliance implied a focus on thé ®eér and above responsibility for
others. Experience in life was said to instil méyuand good judgement as qualities that
would enhance the independent self and extendsamperunderstanding of self and others.
As adulthood approached, issues of leaving honwyshg a career, needing money, and
travelling became symptomatic of independence.hiaclerscored the open-ended nature

of life stretching out as school routines ended.
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3.2. SHIZUOKA: QUALITIES AND PERSONHOOD

In Wellington, young men and women alike were enagead to develop into autonomous
independent adults with qualities of maturity aetf-sesponsibility gained through life
experience. In Shizuoka, young people were exgdotdevelop and identify as men and
women with distinct gendered qualities as welll@red ones. This section explores

qualities deemed significant in the maturationhaf person in Shizuoka.

As will be discussed in Chapter 4, connotationsdépendence in Shizuoka were very
different from those of autonomous independend&/@llington. Moreover, independence
in Shizuoka was valued only in so far as its atitels could co-exist with qualities integral
to a young person’s identity as part of a socialigr such as a domestic group, work
group, school group and so on. A social group pvasleged over and above the

individual person by providing its members withitreense of identity.

Scholars point out that, in Japan, an identity depat on relations with others does not
imply that the self is completely subordinatedre group, as suggested for example by
Benedict (1989). In every distinct context, as ldatima (1967:263) has noted, a person
is a ‘discrete entity’ who is given his or her ‘owtatus and value’. The ‘self’, however, is
seen as contingent and in a relative positiongratian as an essential subject in a stable
and central position (Berque 1992), as in New ZwhlaRosenberger (1992:13)
characterises individuals with no essential suhjigtas people ‘shifting among modes of
experience—sometimes spontaneously expressing ami@ions and unique
characteristics in intimate relations, and sometiisciplining themselves to enliven
more formal, hierarchical group life. Japaneséemerges as neither entirely collective
nor completely individualistic.” This manner ofibg, first encountered through the home,
is refined through pre-schools where children aadised into the art déejime(the
knowledge and ability to shift easily back and lidoetweeromoteandura) as part of the

‘process of growing up and becoming a person’ (Mdl§92:24-26).

Another point made in the literature is that a peisidentity as primarily group-related is
acknowledged from pre-school age. As Hendry (1PB8k117) explains:
Ultimately it is not a matter of co-operating witie group or being individualistic, as Befu
sees the Western view representing things, ittheeraco-operation or being left out, being

happy like everyone else or being laughed at, &celmetween compliance and ostracism. [I]t
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is a matter of being one of the group or nothingllatin the end it's not really a choice. It's
the way of the world.
M.White (1987:27) goes so far as to say that iradapere is ‘no conflict between the
goals of self-fulfilment and the goals of socidkigration’. In discussing the significance
of formal education, M.White (1987:11, 13, 27-29;34, 47, 111) details how ‘becoming
a person’ in Japan is thought to be a national@mmand how, through all grades of
school, learning is considered to be a moral agtivhere self-fulfilment and social

integration are encouraged to merge, a positiondda be the case in Shizuoka.

In Shizuoka, as elsewhere in Japan, young men antew were expected to learn how to
become a ‘self-in-relation’ to others. Such knalge was gained by adopting valued
gualities, many of which had a sense of moral @iosn derived from Buddhist or neo-

Confucian thought.

3.2.1. Interrelations between qualities, gender, ahpersonhood

In Shizuoka, high school students, parents anchezaavere all asked in questionnaires
and interviews to select three qualities they thmwagppropriate for defining how a man
and woman ought to be. In their responses, gealdontributing to a person’s relations
with others outrated or complemented those thathasiped the individual. Also, qualities
selected in relation to a man or woman tendedltanta two distinct gender sets. The
degree to which high school students had learnegpoeciate gender distinctions is
illustrated in Table 2. The first six of the ten qualities that studesettected as being
appropriate for men and women are listed belownftile most favoured (1) to the least
favoured (6):

Qualities appropriate for men: Qualities appropriate for women:
1. responsible 1. dutiful

2. competitive, hard working 2. gentle ahedient

3. tough, vital tBoughtful

4. can enjoy life 4. can enjoy life

5. leadership qualities 5. popular among friends

6. independent re&ponsible

® The questionnaire format was adapted from AndraadiFujimori (1998:73)
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Some student selections were role specific. Fsiante, being competitive, hard working,
tough and vital reflected the work environmentsvliich men, and hence fathers of high
school students, were placed. Similarly, beingfdiigentle, and thoughtful were

qualities associated with wives and mothers. @&lgeslities are discussed in Chapter 5.2.
The remaining qualities, some universal and someerespecific, strongly influenced
young people in Shizuoka, creating assumptionsastitddes that differed from those of

their Wellington counterparts.

The selection of qualities by parents and teagbartscipating in questionnaires were not
identical, yet there was some overlap (Tableséh®4). Parents and teachers were asked
to select from lists of ten qualities those thegsidered important for children to learn.
Note that two of the four least favoured qualiireseachers’ responses, namely, success
and leadership, were not emphasised in schoolsedtamony rather than open
competitiveness was encouraged. Although over(Bdfo) the parents said that they
would choose identical qualities for boys and gialfigher proportion of parents from
Shizuoka High School did so than parents from osicbpols. Table 4 indicates that,
overall, qualities selected by parents with sonsevaémost identical to qualities selected

by parents with daughters. The main difference thas at the lower end of the scale,
parents preferred responsibility for girls in pladecapability for boys. Table 4 sets out
the six most preferred qualities selected by teaciied parents to highlight the major
distinctions between them. Almost all parents (0% re determined that their sons and
daughters would reach an understanding of impovialnies, although parents were evenly
divided as to whether they hoped their own valuesld/be sustained or considered that
change was inevitable. This discrepancy partlectéd the degree to which parents did or

did not adhere to concepts of discipline, discusssow.

Meanings associated with some qualities identifigdr thought important to respondents,
or the value placed on them, differed from simylartamed concepts in Wellington. In
descriptions that follow, | clarify the differenteanings ascribed to responsibility,
leadership, judgement, challenging spirit, empatiopesty and harmony (the remaining
terms in the tables are self explanatory). Atdhme time, | elaborate the significance of
these qualities for self and personhood in Shizudkescriptions of harmony are
accompanied by a discussion of the concept ofritiwidual. The chapter concludes with
a discussion of concepts self and identity.
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Table 1. SQ49: What kind of a person do you thimkoaan should be, and what kind
of a person should a man b&hoose 3
[Numbers in square brackets indicate the ordeegonses from most favoured to least favoured]
Quialities in order Preferred % of total Preferred % of total
presented in qualities for a | responses| qualities for a | responses
guestionnaire woman man
1. gentle and [1] dutiful 20.72 [1] responsible 19.59
obedient
2. independent [2] gentle and 14.19 [2] competitive, 15.77
obedient hard working
3. competitive, | [3] thoughtful 13.74 [3] tough, vital 13.74
hard working
4. with leadership [4] can enjoy 12.16 [4] can enjoy life| 13.29
gualities life
5. popular among [5] popular 10.81 [5] with leader- 9.68
friends among friends ship qualities
6. thoughtful [6] responsible 10.59 [6] independent 6.75
7. responsible [7] tough, vital 4.05 [7]pbar 6.31
among friends
8. tough, vital [8] competitive, 3.83 [8] dutiful 541
hard working
9. dutiful [9] independent 2.25 [9] thoughtful 2.93
10. can enjoy life | [10] with leader- 1.13 [10] gentle and 0.45
ship qualities obedient
no reply 6.53 no reply 6.08

Between schools there was some variation in therarfithe first six selected qualities, but nothie
qualities selected.
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Table 2. TQ11 Whahreequalities from the following list would you rate the most

important for your students to learn?

[Numbers in square brackets indicate the ordeegfionses from most favoured to least favoured]

Quialities in order presented in theQualities in order rated by teachers% of total
questionnaire responses
1. obedience [1] responsibility 22.78
2. responsibility [2] challenging spirit 17.78
3. challenging spirit [3] judgement 5.00
4. capability [4] empathy 11.12
5. empathy =[5] honesty 10.56
6. leadership =[5] harmony 10.56
7. honesty [7] capability 8.34
8. harmony [8] success 1.67
9. success [9] leadership 0.56
10. judgement [10] obedience 0.12
no reply 0.00

Table 3. PQ44 Which of the following qualities ylmu consider the most important to
try to pass on to your sons and daughtetdfdse three
[Numbers in square brackets indicate the ordeegfionses from most favoured to least favoured]
Qualities in order presented i Qualities in order rated by | % of total
the questionnaire parents responses
1. obedience [1] bharmony 27.22
2. harmony [2] honesty 17.50
3. leadership [3] challenging spirit 8%
4. capability [4] leadership 12.77
5. responsibility [5] judgement 10.83
6. success [6] capability 5.00
7. honesty [7] responsibility 3.61
8. judgement [8] obedience 1.66
9. empathy [9] empathy 0.55
10. challenging spirit [10] success 0.27
noreply 5.00
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(Qualities are listed in order of preferejice

Table 4. The six qualities most favoured for yopegple to learn

Qualities Qualities Qualities Qualities Qualities
favoured by | favoured by all favoured by favoured by favoured by
teachers parents parents with parents with parents with
sons daughters sons and
daughters
responsibility harmony harmony harmony harmony
challenging honesty challenging honesty judgement
spirit spirit (=2)
judgement challenging honesty challenging | leadership (=2
spirit spirit
empathy leadership leadership judgement challeng
spirit (=3)
honesty judgement judgement leadership honesty (=3
(=5)
harmony capability capability (=5 responsibility capabylit

(i) Being responsible

ng

Young people told me that responsibility was amddde quality in Shizuoka, while parents

I interviewed considered it a quality they woulkklitheir children to acquire. Further,

responsibility headed the list of qualities thatcteers thought important for students to

learn. According to my informants there were tudes to the idea of responsibility. On

the one hand, responsibility implied fulfilling deeluty in relation to specific tasks at

work, and to persons, such as to parents in tleeiirdng years, or to a wife. In the case of

graduate students, fulfilling one’s duty to selflastudies included obligations to parents to

pass exams and be careful with money as parentsanad for them in the past and were

often financially supporting their studies. On tither hand, responsibility implied doing

things properly so as not to burden or trouble ithé self-responsible person avoided

situations that could cause inconvenience, sadoe#ise betrayal of trust to another, each

of which would require an apology or correctionlthAugh some concepts of self-

responsibility in Shizuoka might appear to overah those in Wellington, underlying

motivations were different. In Wellington, respilmiity to others, such as a reluctance to

interfere and impinge on another’s private spa@s based on respect for another’s self-

sufficiency and independence. In Shizuoka, matwvetfor self-responsibility were based

on a fear of causing embarrassment to, or beinggthtadiscourteous or selfish by, others.
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In Shizuoka, another aspect of responsibility war$gpming a good deed for someone
without being asked. Such acts could be reserdgeduse of the obligation to reciprocate.
A person could, however, be induced to act by hgpgue recipient might mention the
good deed to others. Favours could go back artl bk@tween donor and recipient until
they became manageable, at which time honorificramdble forms of language changed
to casual forms to mark the newly formed relatigpnsiBy not returning the favour a
recipient caused anxiety to the donor, who wortted s/he would be talked about in a

negative way.

Voluntary ‘good deeds’ did not equate with act&iofiness to another, as in Wellington.
The driving motive was to show a positive assertbthe self, one that released positive
energy within a cultural form of potential recipityc When, for instance, a neighbour
organised to drive my husband and me to a disteoyppng centre for items not locally
available, nothing was said of a side plan to asibld village on the Tokaido road and
the Hiroshige Ando museum. These visits occurheast as an afterthought although
they were designed to show us more of the loca. a@ur appropriate cultural response
(one that we learned over time in similar circumsts) was to admire the deed and
express appreciation and respect while, at the siamee feeling humbled and indebted

(this combination of emotions 8njo).

Stepping forward to take on some responsibilityyéweer, was generally avoided. To
determine who would be responsible for communityise jobs, for instance, people
frequently resorted to games suchaaken(‘scissors-paper-rock’ game). Equally, people
avoided speaking out. People’s reluctance to sffeakminds, or finish sentences in
general conversation, was explained by one infotrasmnwillingness to be held
accountable for ideas or thoughts that others naghstrue as disruptive to harmony.
Although caring about other people and putting liest were thought important virtues,
people needed to watch out for what others thoalgbtt them. Young children were
constantly reminded to act correctly in front di@ts so that no one would talk negatively
about them and bring dishonour to the family nai@&ildren learned that their own self-
esteem was based on other people’s perceptiohemwi. t As one informant explained,
children were taught not to speak out to prevessgo which proliferated as people were
unable to discuss personal feelings to resolvelgnod As gossipers remained polite to a
gossiped-about person face to face, people hadessgvhat others really thought about
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them, which led to anxiety and fear. Direct spewel therefore restricted when

discussing others:
In the Japanese culture generally everything gebsi the door and so everything is hidden
and no one says anything directly. Gossip goasnareverywhere and the whole scene is
about you and behind you. You're the last to kwavat's going on... | see [communicate
with] some old women in the neighbourhood, and thawpt to complain about their daughters-
in-law. [One old woman] talks about things butrtlsle often says just a verb - doesn’t say the
object. Or she says the object and doesn't sageiie Or she just says the subject. Or she
says, “Yes... and dot dot dot” And | don'’t quite gétat she’s trying to say, so then | have to
say, “Excuse me, what are you saying?” But thenfshls so uncomfortable having to say
things so explicitly, because then it becomes aingk she becomes responsible. Her words! ...
Without saying everything explicitly she’s not het&bponsible. [If | supply what she’'s maybe
saying] | can always go back and say, “Well | didpiite understand but just guessed,” so then

no one can be responsible.

Just as not speaking out was often a form of gelfeption, providing brief answers to

questions was also a sign of politeness, as thelat®r of some interviews conducted for
me in Japanese pointed out. Where some intervimstopns had been answered with a
simple ‘yes’, | was assured that this did not neagly imply of a lack of interest. A brief
answer was a sign that the person was a ‘goodhéspaspeaker whereas full sentences

and longer answers could convey that the persorowasassertive and impolite.

Due to a reluctance to ‘speak out’, a person coardely make a stand for any particular
orientation or attitude unless s/he were willingitk being different from others, a risk
few wanted to take. Conversations proceeded wariart-sentences, where guesswork
as to what the other person implied led to furfieat-statements, as speakers did not want
to compromise themselves through full expressiorone example, confusion occurred at
the start of a phone call by a university persoa tity council employee. Caller: ‘Oh, this
is N and I'm calling from the university.Recipient (who did not hear the caller's name):
‘Excuse me, but...” The caller, uncertain as to what needed excusamgained silent, and
the recipient repeated, ‘Excuse me, butwite more. Here, the recipient was asking for
the caller’'s name but did not want to say so far f& displaying inattention or ignorance.
| was told it was possible to lose the thread eiversations since other people’s values,
and what others thought important, became morefgignt than whatever the speaker

considered important or meaningful. The progressithinted part-statements also
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occurred when people discussed problems or pogsids of action. These
discussions-unlike those in English that ‘follow the line ofagoning—were typically
circular, ‘going around and around until all poiofsview are presented’ with no felt need
to ‘come to the point’ as all views surroundeddbfdon and Kurata 1974:78; see also
Moeran 1984:259). Such a process, knownemsawash(‘digging around the roots’),

elicits perspectives from all present (M.White 199718).

The need to be responsible for what one says, aid enistakes, were identified with the
virtue of maintaining silence since, according moodd Buddhist proverb: ‘The mouth is

the front-gate of all misfortun®{Hearn 1971:182). Reluctance to speak out had als
created a preference for what is oblique, andamgtdistaste for analytical or logical
consistency (Singer 1973:50; Doi 1988:29-33; Moerd®5:198; Ben-Ari 1990:145, 153,
158n.11). Nevertheless, Kosaka (1967:256) wrag #ithough ‘the Japanese has deemed
strong self-assertion ugly... the virtue of non-sefertiveness that was once respected is
now either inappropriate or insufficient for modearciety.’

In Shizuoka, as elsewhere in Japan, values refatsgpeaking out’ were changing, but this
change was not generation specific or widespréaat. was there consensus on whether
‘speaking out’ was thought more or less responsibiea science faculty at one university,
for instance, a junior scientist was appointed aadHof Department over a senior
candidate as the latter was considered ‘too qulatmetaphors attuned to Olympic games
of the time | was told: ‘Silence used to be goltehnow is only bronze’, and that: ‘To
speak is golden: it means survival. The neeccfange appeared to be more urgent in
science (where models from the United Kingdom anddd States were being followed)
than in some other disciplines. Yet staff compdithat today’s science students were
more reticent and lethargic than their counterpadeneration ago. In a second case, a
young woman employed by the Yamaha Company saidgpeaking up’ was permitted in
the Nagoya office but not in the office in Shizuokghe indicated that regional variations
and the larger size of Nagoya city might have anteaifor these differences: ‘It just
depends on the place and the people and who rarfftbe’ as to whether ‘speaking up’

is accepted or considered inappropriate and ‘taspmken’.

® Kuchi wa wazawai no kado
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Parents were evenly divided over whether high skcéinolents were more willing to

‘speak up’ than students of their own generatioiatsame age. Teachers were also
divided over whether this generation of high schstotlents was more open about their
ideas and opinions than others in the past tersyeslightly more teachers thought that
students were less open than those who thoughersidzere more open, although
Shizuoka High School students were thought to fees more open than students in
other schoolg. A (non-Japanese) teacher | interviewed at ongicjigating school said that
it was nearly impossible to achieve any classro@ougsion as students disliked
answering questions for fear of directing attentmthemselves. This teacher managed to
achieve class participation only through negatincentives. For example, he asked the
students to stand in a circle around the room wishow of hands to answer questions.
The last student standing was asked to sing a sbhg.desire to be inconspicuous was
associated with the reluctance to put oneself ardrabove others for reasons of modesty
and the need to keep relations harmonious. Keeplog profile might also have avoided

being targeted and bullied.

Students also received mixed messages about sgeakifrom staff members. One
graduate student said that the emphasis, espeiridilgh schools, was on students
‘knowing the text’ rather than initiating class dissions. On the other hand, several
people said that students were taught to value thlegtidentified as the ‘Western model’
of speaking out in moral education classes (whexegpts of the Buddhist classics were
presented in stories for discussion). In othess®#a with the same teacher, however,
students who attempted to speak up were told tot'$bur mouth and listen to the older
person’. It was explained that although teachestally accepted the merit of ‘speaking
out’, their reaction against it ‘comes from the tied As one said:

Teachers are not used to that [our speaking diitgy’re used to the... traditional system and

the way of respect... When the students speasiaimey were taught to, the teachers don't

like it and put them down: ‘hammer the nail stickiout’. So there’s great confusion among

young people.

’ Shizuoka High School had a high reputation fodshi motivation and academic performance.

8 Informants clarified for me that the act of thingiwas normally understood to take place in thethea
(kokorg. Kangaery ‘to think’ or ‘to have the idea’, was used toaefo thought when it meant to consider,
or when it involved calculation or was mathematicghis kind of thinking was believed to take placehe
head.
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In this instance, the expression ‘hammer the niakisg out’ refers to seniors demanding
conformity among juniors. At other times, and kealthe New Zealand ‘tall poppy’
syndrome where peers attempt to regulate equatipng themselves, ‘hammer the nail
sticking out’ is associated with peers’ effortsatthieve group harmony.

In contrast to the situation in Shizuoka, younglsdn Wellington were encouraged to
express their views, as indicated by the mannehich young people were willing and
able to participate and freely express their opisim the YFP interviews. Likewise,
parents in Wellington were outspoken during therviews. A culture that encouraged
open exchange was further apparent by the manmwemich young people and their
parents were willing to discuss personal conceiitts ypung unknown interviewers.In
Shizuoka such social exchange required the nesthiatain distance, care over what was

said, and codes of respect.

(il) Leadership

High school students in Shizuoka identified leadigrgjualities with men. Nevertheless,
some parents thought their daughters should |leactership (see Table 4). A person who
became a leader was greatly admired because lbgugslities were difficult to attain
and attempts to attain leadership were perceivedtiaeat. Since looking ‘not so
confident’ was the key to harmony, if a man triedecome the leader of a group by
looking confident, being assertive, and finishimng $entences, he would be looked down
on, or put down, because a positive self-imageawasidered snobbish and socially
unacceptable. A clear thinking man whom otherpeaeted would attain leadership only
by holding to a sense of modesty. Further, he dbelable to articulate thoughts and lead
a group only for as long as he refrained from appgaonfident and assertive.

Informants referred to the saying: ‘A hawk mustehhis talons.’They pointed out that a
potential leader in an office, for example, hathégin by putting himself down in the
humblest forms of the Japanese language. He need@dance capability with modesty
and observe polite forms of respect language t@edn office cleaners, in order to
maintain his position and following. Once attainagberson’s leadership was valued. A
leader’s influence did not come, as in Wellingttimipugh telling others what to do and
dictating a course of events: it stemmed from(diiten indirect) suggestions, and the

willingness of others to hear, respect, and follesvopinion.

® Interviewers in Wellington were aged between tlié-twenties and thirty.
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(i) Judgement

Judgement involved how to relate correctly to mthélhus, good judgement in Shizuoka
referred to the ability to conduct oneself well,esas in Wellington it meant knowing
from experience how to calculate and evaluate riskdVellington, students and parents
elaborated judgement in terms of maturity gainepart from making mistakes, while in

Shizuoka judgement meant the proper applicatiacodés of conduct to avoid mistakes.

Informants in Shizuoka described good judgemebagpetence in speaking and acting
correctly and effectively. It implied knowing whand how much to speak, when to be
silent, and how to properly show respect to othéralso implied the ability to do all these
things as if by instinct and with ease. In nantimge difficult things about beingtong
high school students included attributes bound itlp the possession of good judgement.
They named, for example, showing resolve and na&aleng weak points; avoiding
problems and mistakes; observing manners and emekjraot acting immaturely; being
more responsible; and thinking, acting and speagiogerly. Young interviewees in their
twenties—most of whom considered they were notgteina—agreed that good
judgement or its attributes came with mental andtenal maturity, which included the
ability to act so as not to upset another persaraase others to doubt your ability to act
appropriately, and reaching ‘my parents’ thinkiegd!'.

(iv) Challenging Spirit

According to informants, motivation was the kewtalerstanding a challenging spirit. It
meant responding in a challenging way to peoplpisions or situations that questioned a
person’s capabilities. One young woman explaihatl@ person was usually encouraged
through negative feedback, or by being put dowathBr than receiving praise at work, a
person would be told: “You didn’t fill that in pperly’, or: ‘That’s not a very good
summary. Do it again’, or: “You forgot to do thisSelf-motivation, a necessary and
admired quality, was thereby stimulated. Oftereespn about to sit an exam, be tested in
a sports activity, or perform in a drum festivaluebtie a band around the head to
symbolise that s/he was willing to meet the chagéenChallenges of various kinds
throughout a person’s life would be met by a sinaiftitude. More than half (58%) the
teachers who responded to questionnaires agreesttitiznts today were less willing to

cooperate with teachers, and had less of a sertgyofo achieve and do well than other
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students known in the past ten years. Theseddstaould explain the teachers’ high

rating of a challenging spirit. Most parents alatued a challenging spirit.

(v) Empathy

Empathy was fourth highest in the qualities thatkers’ preferred students to learn, but
was rated very low by parents. Graduate studemigeu out that normally empathy was
not respected or valued as it ran counter to parettitudes toward discipline. One
informant who taught young children said that ptseld not usually empathise when a
child was experiencing some difficulty, and wougdtainly not do so in public. As an
example she cited a mother’s apparent indifferéader ten-year-old child’s crying in a
classroom where something had caused the chikketdrightened. Indeed, the mother
told her child to stop looking sad and to put oreatra smile and make herself look happy
to be like everyone else. According to this infant) a parent’s first reaction would be to
discipline the child, believing the child must ledo become strong and bear hardship.
This attitude was in tune with the Buddhist ididmattsuffering or endurance would always
precede happiness: to want happiness withoutrsujfevas considered greedy or selfish.
A young woman with overseas experience pointedt@aitempathy was quite foreign to
notions of harmony. People in a group strivinglfarmony were said to be more afraid of
making incorrect comments than in searching forahmggtic common ground. On the
other hand, Hendry (1986:88) mentions that empathg/valued in kindergartens to avoid
‘the causing of trouble or discord in relationshwathers [and is thus] regarded as good in
the sense of aiding and incorporating ideals ofahdevelopment’. In the Shizuokan
guestionnaires, the choice of empathy as a prefguality by high school teachers was
probably desired for similar reasons. There was alneed to promote mutual
appreciation among students as a safeguard agegesit escalations of bullying in
schools where victims were randomly targeted. Agnoarents, on the other hand,
empathy’s low rating related to a need to teach tieldren the ability to cope well in the

wider (public) environment.

(vi) Obedience

In questionnaires, both teachers and parents odiedience as less significant than the
other qualities, perhaps because the focus wasphnon children of high school age.
Nevertheless, informants mentioned obedience ieratbntexts® M.White (1987:27-28)

19 See Chapter 3.2.2. and Chapter 4.2.5.
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includes obedience among those qualities valuethpginese in nurturing a child.
M.White’s term for ‘obedience’sunao,also glossed as ‘compliant’) is similar to thatdise
in the Shizuokan questionnditend is categorised as a positive outlook thatpgnh-
minded’, ‘truthful’ and ‘co-operative’. She pointsit that negative connotations of
‘obedience’ identified by English language speaksush as submission to an authority,
occur only when a child is thought to be in needafection. One parent descritmthao

to me as a way of fostering understanding throyggmaoess, with the result that a son or
daughter with no experience would listen to theegigmced parent knowing that the parent
‘speaks sense’ and would accept the advice offerdobut question. Such an attitude
differed from the emphasis placed by many Wellingttudents and parents on the need

for a person to gain his or her own knowledge tghopersonal experience.

(vii) Honesty

Honesty rated as an important quality in both peaad teacher responses, although it had
more support from parents than teachers. It was@nsidered important by interviewees
in their twenties. Although | was told that honyeisicluded the idea of keeping a promise,
in Shizuoka connotations of honesty in their ehyidiffered from those in Wellington,
where notions of honesty and individual integritgrerlinked. Cultural connotations of
honesty among English speakers in Wellington ndsniedsignated a moral quality that
integrated truth to others with truth to self. @&anese informant who had spent some
time in the United States told me: ‘It ['hones&g understood in English language usage]
is sort of unheard of here because harmony, orikgépe peace on the surface, is so
much more important.” In interviews, graduate stutd said that, when they were with
people who were older (even by a year), they woftieh agree with what was spoken out
of respect, while ‘in the heart’ they disagreeche@nformant in his sixties told me a
Confucian expressioWyashite douzezexplaining that it had become a part of Japanese
thought with the meaning: ‘Keep harmony with oghleut keep your spirit and do not
compromise it.” When | asked others about thisesgion, one woman said it was an
expression used by older men, meaning somethimg ke lines of: ‘I/'you can still

belong to the group even if I/lyou don’'t agree vetimething they believe in.” Younger
informants, who had never heard the saying begaid; ‘Actually in Japan people

compromise’; and: ‘We tend to consent too muchagree, especially with the boss.’

1 The questionnaire used the charactejdjum as inobedientdocile
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The sense of honesty that was ‘sort of unhearchdhizuoka alluded to how, in the West,
a lapse in honesty resulted in a sense of gudttfig a person’s sense of self-integrity
and/or relationships with others. This understagaif honesty was not one that my
Shizuokan informants had grown up with. The ddfezes in understanding between
Wellington and Shizuokan views were consistent wifferences between a person as an
autonomous individual and a person as a relateglal As Doi (1981:48-49) points out,
whereas the sense of guilt is an inner problenafdfesterner, in Japan guilt ‘shows itself
most sharply when an individual suspects that ¢ti®m will result in betraying the group
to which he belongs’. Doi adds that, in Japamdyal can lead to a person being cast out
from the group, as all members of the group suffersame sense of disgrace as the
betrayer. The offender would be remorseful forlierayal and required to apologise,
even though an apology may or may not redeem him/hleus group identity, although
essential, is also quite fragile. Similarly, Hen¢t®84:111, 116) and M.White (1987:42,
46) mention that, from early childhood, peopleapan learn that being different from
others means rejection and alienation, and tharfoare suspect. Fearing alienation,
people therefore dislike acting independently, @haut consideration for members of
their group. Doi (1981:54) goes so far as to kay actions betraying a group are deemed

‘treacherous’.

Even so, graduate students in Shizuoka indicaidytioup loyalty did not completely stop
a person from acting independently. Self-intecestid over-ride group loyalty, just as any
independent action by a member could fracture ¢nses of identity other group members
had developed through the group. At one univeriityexample, the successive departure
by two graduate students who separately decidddoytheir post-graduate studies for
personal interests was construed by teachers dad fgudents in the group as a betrayal
of loyalty and commitment. On each occasion thenbexs of the group experienced a
sense of broken trust or ‘dishonesty’. Ties betwib®se who had left and those who
remained were completely severed. In this contdxtyhite’s (1987:17) comment is
instructive:

[T]he distinction that Western societies make betwisocial’ and ‘personal’ morality is rarely

made in Japan: a moral dilemma is almost alwayardeed as a social orterpersonal

problem, not one to which prescriptive or prosevipabstractions can apply.
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The moral interconnection between the personatlamgocial noted in concepts of
honesty is further emphasised through the quatityaamony, discussed below. First,
however, the socialisation of children and youngpbe is considered in relation to the

transference of valued qualities.

3.2.2. The question of discipline

Knowledge of valued qualities, and good judgemetaw to observe them properly,
were skills learned through ‘being disciplineghitsukgin moral training, that is, training
in etiquette and correct conduct instilled fromlyahildhood. Hendry (1984:103-104;
1986:12-14) draws a useful distinction betwshbitsuke as ‘moulding’ and ‘growing up a
child’ in the desired way, andtaery, as ‘discipline’ in the sense of ‘forging’ and
‘hardening into shape’. People | spoke with asgedi all these concepts wihitsuke,

saying ‘someone was or was hot shitsuke-d’, or‘8ratsuke had been done to a person’.

Shizuokan parents expressed some ambivalence thieoidiea of discipline. Some
reactions were similar to those described by He(®$6:71-72) who notes that mention
of shitsukeembarrassed parents, who confessed that theyduistipline their children,

or suggested that children learned ‘naturally’.Shmzuoka, however, the idea of discipline
appealed to some parents who distinguished bettieeexercise of strict discipline and
the teaching of reason, and the balance betwedwtheOne father, for instance, who in
self-conscious confusion remarked thhitsukewas ‘very old-fashioned’ subsequently
proved himself a firm disciplinarian of his youngugjhter. On the other hand, a mother of
a high school son and daughter told me that heitigaof her children had been ‘a
complete failure’. She yielded to their requestsdandies at a young age, after which they
reached a stage when they could no longesuip@o(‘obedient’). She said the lack of
respect they showed her as a mother (the son rspeke to her while the daughter spoke
to the mother as if to a friend, provoking the neoth anger) demonstrated how training at
an early age was very important and she hopedtfeat years at university would change

their thinking for the better.

A weakened sense of self-discipline in younger ggiens was of some concern to both
young and old: there was no generational dividéhenssue. Members of the younger
generations were upset by incidents that showadladf knowledge of proper ways, even
when these related to lesser offences of etiquéttgoung working woman in her mid-

twenties regretted that some of her friends hadaeh properly taught basic decorum.
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Her example was her friends’ public applicatiorfaafe make-up on train stations, which
she found deeply offensive. Similarly, a gradwstelent was appalled when, travelling on
a train, she overheard an unguarded discussiorebattwo unknown younger women
about love hotels. She was further upset thatdineersation was overheard by a male
stranger. The content of the conversation didupset or embarrass her as much as the

public context of the conversation.

Several people pointed out that parents of todgysger generation were born just after
World War 1l. As children of parents who, in thetruggle to survive the first decade of
postwar reconstruction found their values challelhgeany of today’s parents themselves
lacked the experience and knowledge of some vasssciated witkhitsuketo pass on to
their own children. In questionnaire responsesstmparents (76%) said they changed their
styles of parenting to meet the needs of theidcéil, or to compensate for time spent at
work and on outside activities (7%). Almost noa&ghey attempted to reproduce how
they themselves were raised. However, a thirth@flarents agreed, while half disagreed,

that becomingtonainvolved practicing the traditional values asstamawvithshitsuke.

Discipline was the responsibility not only of patebut also of people who were socially
senior, such as teachers, and those above juni&evgan the workplace. One concern
linked by parents and others to a perceived faibdfidiscipline was an increase in bullying
and the drift of young people into crime. Slipsagvirom traditional values in the younger
generation, along with incidents of petty crimeyevgenerally seen as leading toward a
lifestyle of casual employment. A casual lifestylas regarded by many as a failure, not
because a person had failed to matriculate fror $dtpool or qualify for a career, but
because casual lifestyles were thought to lackechiualities, including a challenging
spirit, responsibility, and judgement. Besideslymg an unwillingness to persist through
difficulties and work hard in the socially approve@@nner, a casual lifestyle was also
considered economically precarious. To many pareatsual work symbolised an
alternative but lower status option for their statghildren that could also involve loss of
family face.

Most parents in Shizuoka wanted their childreretor to ‘fit into’ Japanese ways. There
was no valued quality in Shizuoka, as in Wellingtohautonomous independence
permitting sons and daughters to freely divergenftbeir parents’ outlook. Unlike parents

in Wellington, who wanted their children to findethown way, be responsible and
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account for themselves, parents in Shizuoka wathigid children to learn values of group
identity and harmony and to be responsible mamhglation to others, even though

imparting these qualities proved challenging fongn&hizuokan parents.

3.2.3. Harmony and the individual

Of all the qualities considered important for yoyepple to learn, harmony was especially
significant. The relation between concepts of rarynand ‘the individual’ has received
attention from Western anthropologists. Hendry8@d:204-105, 113-114), for example,
agrees with Befu (1980) that ideologies of ‘Westiadividualism and Japanese groupism’
have made it appear, erroneously, that in Japaexiséence of ‘the individual’ and ‘group
harmony’ are mutually excusive. Befu argues thatli societies the individual does not
disappear into the group but consciously submitotoperation, and hence ‘the
individual’ and ‘group harmony’ always co-existorSe anthropologists (e.g. Moeran
1984) have also noted, and tried to account fograargent individualism in Japan.
Nevertheless, notions of the individual in Japak ke ‘centred’ self found in concepts of

the individual in the West.

In Shizuoka, university students were hard pressexplain the meaning of harmony
(wa). They agreed that the practice of harmony wag meportant, and that harmony
inevitably referred to social groups and not traivildual, since ‘one person alone cannot
havewa . However, they articulated ideas about harmonythadndividual only by
discussing group conformity. One student named, @ssitive aspect of conformity, ‘the
sense of being in a group with everyone’, thougtoeding to another informant who had

experienced life abroad, group conformity coulcekeme:
Harmony is a positive value in Japan. People teirdryone always has to be the same to fit in
the same circle. People watch for difference anddifference is hammered up or down. For
example, appearance, the way you speak, how smadng - you can be too smart or not
smart enough. In school you are praised if yowd, but if you don’t do well you are looked
down on. People must stay within what is considi¢éhe normal band, otherwise they are
regarded as being strangenggative trait], and the range of acceptance k#wéen 47 and 53
in a count of 100. If you are beyond the normabeyou are pushed out of the circle. One
current fad is for high school girls to wear logseks. They [the students] glue the socks to
the legs to keep them at a certain height. Thiddaalled ‘showing individuality’, but really it

is not. One popular person shifts the level, oestieemed group shifts, and the rest follow.
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University students were perhaps less restrictadhiat they did than people raising
families or those at school or work. When desoglgroup allegiances, almost all said
they would, without much sense of guilt, be ablegfoise an invitation to join a party of
friends at night, or could attend for part of thed only, as long as they apologised
sincerely and had legitimate reason, such as ngédicomplete some work or having to
be up early the next day. One student took igfanted that the custom of making
amends to restore acceptatfaeould make up for any mistake, or for something tias
regretted. At the same time, students said thaydvieel guilty for refusing to attend a
function when a boss had made the invitation, atccaot refuse, even when believing ‘it
is not good to value conformity too much’. In amathypothetical scenario most students
agreed that, if someone were to decline the graapitation, they would assume that
‘there was no other way’ (it couldn’t be helpe@ne student would not discuss
conformity without its first being defined. Wheindlly it was defined (‘to get along with
others’), he refused to discuss theoretical sibuaticommenting: ‘That only weakens my
judgement. Unless | am really in that situationy, thinking will not work at its fullest
extent.” Another student said that to speak inaihstract about an ‘ability to conform’ did
not say much. He disliked it when company repriedems ‘blindly believed’ affirmative
answers of prospective employees concerning thdityato maintain harmony. In his

view, the real test came only after a person edtdre work place.

According to students, group conflict could be fesd through discussion. One said:
‘Each of us will talk about many situations and ab® the best answer among them.’
Another said:
I will think about it and [if 1] still think that i opinion is right, then | would insist on it... lIf
regretfully think that the other person’s opinisrright, then | would bent.
Trying to conform and keep harmony, however, prodfitult for a young woman in her
mid-twenties working in a TV company. When | askedv she negotiated harmonious
group relationships while retaining her own conwigs, she confessed it was problematic.
At university and especially at high school, shedu® tell her friends that she would
never compromise her ‘own way’ by falling in witlgeoup opinion if she did not agree

with it. In her estimation, 70% of her age groupst#gg men as well as young women—

12 ymeawase'to fill up [the holes] and put together’

13| was told that the idea of ‘to bend’ was for agom to ‘fold down’ his opinions and ‘take in’ tis¢her
person’s opinions, or to let the other person Hasevay.
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preferred to function in groups, as she did, wingri@ions were negotiated. In group
relationships among company members at work, horystie often had to compromise

her own thoughts or feelings by bending to senidrms.relieve stress, she took up the art of
the tea ceremony, through which she altered her perspective. Shebw®ieved harmony

to be part of ‘the Japanese character’ and ‘theé mgsortant thing’ in maintaining a good

relationship with another person.

According to young people in employment, althougieeson should decide whether or
not to go along with the group, a person would domes agree to something ‘for the time
being’ in order to ‘keep the peace in that envirenbjust at that momentLater, the
person would say that ‘the environment forced mihad position’. A person usually
participated in several groups. It was possililerdfore, that in one group a person felt
compelled to comply with others in a way that coompised him/her with members of
another group. When a person in a given groupdis®vered acting in ways that were
not accepted by the group, and if s/he were chgdlérabout it, s/he would have to leave

that group.

Although harmony was highly valued, people wereegalty aware that attempts to foster
it might have negative consequences, one of whethtive need to repress personal
opinions and ideas. A young woman returnee frognthited States mentioned that,
because people withheld their thinking from oth#rs,result was ‘a kind of pretence’.
She added that in such situations: ‘Harmony’s almabvays fake... But it's not a game,
it's everybody’s life.” The need to strive for haony also created problems in situations
where there was competition between people. lkudsng the problem of maintaining
harmony among teaching staff at schools, a midgegtavoman said: ‘Everybody knows
it [there are problems], despite the emphasis dlacebeing a group.” She pointed out
that if, for example, a teacher who taught musiphorsical education did things well, but
differently, students might like it, but other tbacs and parents whose children were not

in that class might not. In such a case harmorg/disrupted.

The clearest articulation of what was implied bynhany was made by an older man in
consultation with his wife. He suggested a neediligpart of your own thinking’ in order
to be socially at ease. Initially he said he waabttle bit different from others’, not caring

1% For the social and spiritual significanceotiado(the tea ceremony) see B.Mori (1996:117-134).
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about harmony or whether he had ‘bad relationshifisi his colleagues (‘I simply don’t
care’). His wife reminded him, however, that aligh they had raised their children—
now all over 18 years—to value independence, tlaelydiso taught them ‘the skill of
harmony’ until it became ‘automatic, almost animsf, because it was very important.
They both agreed that if a person could becomestmaied to ‘letting something [an
opinion or an idea] die’ for the sake of harmorfiaeswill ‘be comfortable’, whereas a
person who insisted on his or her own independen'saire to be uncomfortable’.
Another informant pointed out that as (Westerngpehdence contradicted the need for

co-dependence and the need to adjust to othergriou@, it was considered selfish.

Kejime or the ability to draw appropriate boundariesaen ‘insiders’ and ‘outsiders’,
was very significant in enabling harmony. As om@imant pointed out: ‘What is private
to us is very private so we don't really sharetfad! truth. It takes time to consider
someone an insider.” Language use immediatelyfielhmwhere people stood in relation to
each other and relegated relations to a comfortalxeanageable zondatemaeor ‘the
facade’, or ‘surface frame of reality’ within whiehgroup of people managed their social
relationships, was also a means of setting bouesla®ne high school student from China
who had lived in Shizuoka since the age of tersst#é to me the value of understanding
and keeping up atatemaerelationships:

In Japan it is important to knotatemae Honne[truth/ inner feeling] relationships are very

rare, so other relationships with people are ingyror you get left out. You have to keep

‘face’. If there is a party and you don’t wantgo, you go anyway and make an excuse to

leave early, or you are not included again.

In this context, Doi’'s (1988:152-4) comment on hanwyis instructive. In each situation a
person constructs an outsiaer(otg to protect the insidau(a) of self, and can take the
standpoint of either themoteor theura of self while ignoring the other standpoint
completely. Doi suggests that although this mayeap contradictory to a non-Japanese, it
is how the Japanese handle ambivalence withouufthe to eliminate ambivalence for a
higher integrity’. According to Doi, people in Japprefer to minimise contradictions by
avoiding as much as possible the need to showrth@énside) to others. They have
therefore idealised harmomyd) as a social concept:

The Japanese love to speak of providing for pespla[harmony], which is an expression of

the ideal. But it is extremely difficult to acheewa. It is difficult enough [to achieve]
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between two people; it is virtually impossible whhare is a large group. Still, it is imperative
to do something to create an atmosphemgafind so we set up general principles and, under
the supreme command wh, agree on them as the pubtimote]outside form]. In fact, this is
the true form otatemae(Doi 1988:153-4)

Informants told me thaatemaeprotected group harmony, pointing out that if espa
failed to conform to the spirit afa by being over-assertive, or too independent, sther
became antagonistic toward him or her. Many infomta of all ages said that it was often
impossible for them to speak out in a group for ffadestroyingva. Others mentioned
distancing themselves from returnees from abroanl Whough expressions of
independent thought or action, were viewed as befvagceptably ‘aggressive’. The ‘duty
of modesty’ and, especially for women, the quaditypeing dutiful, was an important
counter to self-assertion. The extent to whichrtbed for modesty and an identification
with a role affected the creation of a public faces revealed in one interview with the
mother of two senior high school students. Unsidi@ny strong identity (‘I have never
thought about it... Now I think | am a housewife’heshad been confined to the home
through responsibilities to care for husband’s parewith tennis her only outside activity.
Undaunted, she had undertaken and completed a felastgree extramurally. More
recently she had resumed part-time teaching ampdisiied, would confess she was a
teacher. For the rest:

Generally | hide. | never say I finished my M.Ararely tell my friends. It's not necessary...

It's a kind ofkenjo no mitok{iduty of modesty], don’t you know? ... If | say,¢an do this

thing, | can do that thing,” I'm afraid the peojpleould] hate me.
She thought her husband was equally modest. Ingiaion modesty was as important in

men as it is in women.

Attitudes ranged from those showing support fonvemrtional modesty to those where
‘speaking out’ and being assertive were favourgédch case depended on the situation,
gender, and age of those present. Yet, even thooglnformant categorised the present
period as ‘a time of change right now when yourggsaple might sense that individuality
is important’, sociocultural constraints prevenitieel emergence of any concept of an

autonomous individual as it was understood in \Wgtbn.
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3.2.4. Issues of self and identity

One obstacle to understanding Shizuokan perspsairas that concepts described in
English as ‘independence’ or ‘individuality’ cardiguite different connotations when used
by Japanese speakérsThere were no equivalent terms in Japanesedentify’, ‘I.D.’

or ‘identity’ precisely because there was no cohoé@an autonomous individual. A friend
who interviewed a number of young adults in Japamesmy behalf had a hard time both

understanding and explaining what these terms meant

In my conversations and interviews dealing witheaspn’s identity, respondents mostly
equated the idea of identity with ‘being JapaneS®me graduate students, whose actions
conformed with standard cultural values, denied the&ing Japanese’ was greatly
significant (‘the world is opening up’). In suppathey mentioned their own

‘international’ outlook as familiarity with sciendition, American and British movies,

and pop music such as U2 and Simon and Garfurdler students, however, took the
view that the ‘soul of what is Japanese is very, @iting such practices as the tea
ceremony, karaté&abuki(a form of theatre) ankiendo(traditional fencing). Others

thought ‘being Japanese’ meant being born in Japparents who were Japanese. A few

said they had never thought about identity, as tirene concerned only with their work.

In answering interview questions and in generalveosation, informants in Shizuoka
rarely offered evaluative abstract or general contsier examples. By contrast,
Wellington interviewees frequently made generalisealuations, such as: ‘a lot of boys
are slackers’, and: ‘in a lot of single parentifaas... things have worked out for the
best’, and: ‘most people can [easily] buy alcohdJnless they had been overseas,
informants in Shizuoka usually provided answerslétailing specific instances. To
illustrate an answer or point, informants oftendewith a phrase such as, ‘In my case...’
followed with a known occurrence. Such particiariechoed the precise placement of
each person in each social context, and linguisicouragement of generalisation. In
discussions of self-identity, informants in Welling used general abstract phrases. They
spoke in terms of ‘sorting out who you are’, ofstructing your own personality’, the
ability to ‘reflect on yourself’, of ‘constructingnd reconstructing yourself’, and ‘being
yourself'. Such comments indicated a concept [ifidentity that marked a person out as

an individual, one that was unfamiliar to Japaneg&@mants. Their abstract nature,

'3 |Independence is discussed in Chapter 4.
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however, glossed all people as ‘individuals’ in ecoam one with the other, yet each phrase
was unable to provide any explicit content thatkadra person’s specific individuality. In
one sense, therefore, each person in Shizuoka beutdore aware than a Wellington
person of his/her separate identity.

When questioned about self-identity as opposea identity as ‘Japanese’, however,
people had trouble conceiving of a ‘self’. Whea lapanese interviewer asked
undergraduate and graduate students whether tldegvea described themselves in a
written CV, most agreed that they had. They ewantpd out that while descriptions in
their CVs may have been exact, these were not satkgysaccurate or complete.
Expanding from this basic concept of a ‘self’ iI€¥ to a discussion of self-perceptions,
however, proved exceedingly difficult. Some studexdmitted to omitting positive
characteristics from their CV, with only one stutleaming such a characteristic (‘strong
will power’). In one early interview the Japané@sterviewer had persevered, but drew a
blank, by asking: ‘What do you recognise or, wétaduld | say, what “identifies” [the
word ‘identifies’ was in English] you?’ She thexperimented with how to proceed.
Students were asked, for instance, how they woesdtribe themselves to someone else
who did not know them. Apart from one specificlyeipom the student who had
mentioned strong willpower (‘I stick to my plansdawork hard at all things’), answers
were general and modest. One student’s idea offteowould go about self-description to
another person was:
Well, the ordinary way... Some small conversatiol @0, right? As assumed [as people
would normally expect], [I will] explain my hometawetc... where | come from, what kind of
things | have done. Something like these. Witlimgs like just starting a conversation [by
feeling the way into a conversation] with that jpersl think it is best if that person could feel
the kind of person | am.
Others students said they would talk about, ‘whHeve experienced in the past’, or ‘the
positive outcome of what | have been doing’. Amotbaid that she would say she was a
student at a certain university, and perhaps meigy favourite author, Haruki
Murakami, ‘for he is well known but a little diffent from other authors, so maybe they
[would] understand what | think a little’. One dant, however, said that for another
person to have an idea of who he was: ‘The only iw#0 see [get to know] me in the
long run’; while yet another thought: ‘Myself iset only thing that knows all about myself
in myself’, adding: ‘That is a strange questid@r. | cannot answer... As | said [before],
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actions are to make the real me meet what othecgipe me as'® When young adults
with jobs were asked similar questions, they ansd/énat they would give their names,
the company they worked for, and the town they chora. Answers from young
unmarried men or women never included informatinrheir family, as such information

belonged to a person’s ‘inside’.

These self-descriptions to others tended to exéynphat people spent time doing or
reading. Only one person characterised himself vaterence to a trait or quality (‘strong
will power’). No respondents appeared to haveahility or desire to objectify
themselves as subjects. Although such responggd hmve appeared vague, they
reflected the inability to socially centre a smfiiself-in-relation, along with an

appreciation of values that preserved a sense désty and respect.

3.3. CONCLUDING REMARKS

My aim in this chapter has been to contribute t@matinropology of personhood by
fleshing out the attributes of personhood/adulthimodew Zealand and Japan. The
chapter sets out comparative descriptions of tbgritive component of personhood’
respectively held by young people and their paren®ellington and Shizuoka and
which, as Giddens (1991:53) notes, is prerequisita person’s being a reflexive actor.
Apart from indicating differing cultural orientatis associated with modernity, these
descriptions clarify that, in each society, valuese clustered and linked by different
webs of meaning. Respective values and attridatesach society suggest that attitudes
in Shizuoka placed a greater emphasis on a personigectivity with others than did

those in Wellington.

As young people in Wellington approached adulthdlogly and their parents focussed on
their self-development toward maturity and selfpassibility. Young adults were
encouraged to seek independence in ways that ugitetdnoral right to assert
themselves, and to know and develop themselvesddapéndent individuals while
respecting the rights of others to do the sameShiauoka, by contrast, young men and
women were encouraged to develop some qualitieésviére gender identified, such as

modesty in women and tough vitality in men, andaadle expected to learn skills directed

' The Japanese translator was bewildered by thigigéien, saying: ‘When the interviewee startsirad
about recognition of himself, nothing made sensm¢o | listened to this part several times, aaddfated
word for word.’
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towards a morality of harmonious relations withesththat fostered modesty and respect.
These skills included understanding and practiattigoutes associated with responsibility,
judgement, a challenging sprit, and ‘honesty’ ia $ense of not betraying loyalty to one’s
group. Whereas growth toward maturity in Wellingtmplied the conscious construction
of an individual self-identity, in Shizuoka the sa@rientation of young people demanded

a conscious construction of a self-in-relation vathers.

The concept of self and personhood expressed bgstsiand parents in Wellington
reflects the autonomous individuated self thassoaiated with the dichotomous
individualism:centrism characterisation of Westeom-Western selves. Parents and
students in Wellington mostly conflated awarendsseti with cultural conceptions of self.
That is, awareness of the need to be ‘true to diiéfiad oneself’ etc. presupposed the
existence of an independent autonomous self. Ale§iad (1996:30) points out, when the
concept of ‘being oneself’ is rhetorically centfas in Wellington interviews), not only is
the ‘centre’ perceived as existing within the indual, but also ‘the social anchoring of
the individual becomes conceptually and ideolodydaks visible’. In Wellington
interviews, the interdependence and connectivitstadients with relevant others, such as
with parents and siblings, friends and teachesglabol (see also Chapter 4), and friends
and others beyond home and school (e.g. a theato@ gnightclubbing friends, and
friends at a beach and house parties), were unchaketerdependent relations since
concepts emphasisng negotiated and contractuaragres with significant others
overshadowed the social base of these relationslkipghermore, the interdependent
nature of people’s relations in situations thatewguite possibly motivated by caring
attitudes (e.g. a person’s living with an ageinghmeo) were assessed in terms of a lack of
independence and negatively judged. As Greenhd@€2:239) notes, ‘individual
discourses define personhood as one’s abilitysstreurrendering one’s interests to those
of others’.

The concept of autonomous individualism of counrsslptes late C20th New Zealand
politics and is not altogether subsumed to libeatathought. Gilligan’s (1982:17)
observation, that ‘the qualities deemed necessargdulthood-the capacity for
autonomous thinking, clear decision-making, an@aasible actior-are those associated
with masculinity’, however, is echoed by New Zealacholars who query libertarian
values. Jesson et al. (1988:17) note that quaktnel freedoms assumed by libertarians to
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be universal are those identified with males, inipalar with male heads of households.
They point out, as does Gilligan (1982:164-1653t ihfocus on self-interest and rights is
ultimately non-nurturing and obscures the ethicark associated with responsibility.
Likewise, Armstrong (1994:127) points out that ‘theertarian right’s vision of the
individual is not compelling... people do not workddive in families, whanau,

communities.. as individuals, they work togethéoriginal italics).

In the Wellington interviews, neither male nor fdenstudents and parertgnany of

whom distanced themselves from libertarian vievgsiestioned the validity of the concept
of autonomous individualism which, as will be sé€hapters 4 and 5), was the ‘cognitive
component of personhood’ against or with which tfeeynulated their lives. The 1970’s
shift in American women'’s self-perceptions, frormarality of selflessness and self-
sacrifice to one embracing the interests and lagity of the self, is associated by Gilligan
(1982:19,149) with women’s adoption of the notidmights. An emphasis on individual
rights places the self above others, thereby strgseparation rather than connection and
the individual rather than relatedness with anddteers. This shift, together with
attitudinal shifts already discussethamely, from ideas of ‘being of use’ to ‘being
oneself’ that occurred with a relational move inaidparent relations from ‘obedience’ to
‘negotiation’ (Gullestad 1996)also occurred in New Zealand, and New Zealand women
began to identify themselves alongside men withctmeept of an individual and

negotiating self associated with rights (Park e8l1}9

In Japan, valued ascriptions of gender differemeesthe public affirmation of respect
have not been obscured by notions of individuditsd’ Moreover, despite postwar
constitutional changes and uneven social recoriginjconcepts of responsibility that
acknowledge debt to others and uphold respecefupsaty and the need to manage proper
relations with others encourage the retentiosusfao(‘obedience’) as a valued trait in the
rearing of children. In Shizuokaynaoand authority were not closely aligned whereas, in
Gullestad’s account, obedience and authority areety aligned. As M.White and LeVine
(1986:58) point outsunaodoes not mean giving up the self, as does obeglientie West
(including New Zealand). Rather, througinaothe self is enhanced and appropriately

expressed by working with others. There is lessliob, therefore, between the idea of the

" In Shizuoka, less than half (47%) the parentseaijtkat their children were more focussed on ritias
on responsibilities. According to one informanttwbverseas experience, ‘human rights’ and ‘equialiere
new concepts about which people were in any casecemfused (‘they don't get it).
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actualising individual andunaoin Japan than in the idea of the actualising iildial and

obedience in New Zealand.

In sociocultural analyses of Japan, the ‘centritisnirelational’ aspect of the
individualism:centricism characterisation of the &¢gn:non-Western self is associated
with representations of the Japanese self whicly danntegrated, solid or subjective self
(e.g. Benedict 1989; Ohnuki-Tierney 1987,1993kuggest that the self exists only in
relations with, or is centred in relations withhets ( e.g. Doi 1981,1988; Nakane 1970).
However, only when no account is taken of the caxipks of theatemae:honne
dualisms which, in Japan, are consciously substrid@nd which influence public and
private representations of self, and when no addasuaken of the importance of striving
to achieve harmony in relations with others, deéheepresentations appear to greatly
contradict Western perceptions of the self. Bettetbr instance, cannot reconcile
Western concepts of integrity with the Japanesdigobter/formal:private/inner/informal
paradox otatemae:honnahereas Ohnuki-Tierney, who is sensitive to thplications of
tatemae:honnegfocusses on the need for continually shiftingspectives as people
interrelate. Doi’'s and Nakane’s descriptions drpublic realisations of self with others

and do not deny the awareness of a motivated ouleding self.

A common idea that Japanese selves ‘are mergea isttared communal identity’ through
empathy (see Lindholm 1997:405) can also resuth facfailure to consider the
significance otatemae:honnéualisms and the ideal of harmony. In Shizuokfprmants
clarified that harmony was never a given, nor tichply an empathetic merging of
identities. Attempts to achieve harmony were gogdrby the fear of making mistakes
and concerns to set aside or hide unacceptableesadnd emotions, all of which indicate
an active subjectivity and self-awareness. Sulbgeewareness and agency were essential
for managing relationships. They were requiredjristance, in using appropriate
linguistic boundary placementsgjimé, in making judgements over how to perform well,
and in calculating the risks of offending others &sing group allegiances (e.g. whether
to attend a function, or continue with a degreeseu They were also necessary for
knowingly concealing achievements for modesty (#g.acquisition of a higher degree in
later life), in compromising the self for group eptance, and in recognising that

individual circumstances were specific to that vindlial alone.
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In refuting notions of a Japanese ‘sociocentritf &t lacks self-awareness, Shimizu
(2000) argues that the private experiences of tleemagers reveal a dynamic relation
between elements of both an individualist and szmeitric orientation. In my view,
Shimizu’s study illustrates the teenagers’ socaion into a better understanding of
tatemae:honnéorms of social interaction. Shimizu’s analysading to his (2000:209)
contention that ‘self-awareness transcends culjucahstructed selves’ is, however,
guestionable, since he substitutesmneconstructions of self for a transcendent self-
awarenesy’ | accept, however, that in Japadialogueexists between a person’s self-
aware self and culturally constructed forms of sgite, as mentioned above, subjective
self-awareness is essential for managing the demancbetweetatemaeandhonnein

relations with others.

As will be seen, these different perceptions digetson in Wellington and Shizuoka
significantly influenced young people’s outlook astibices and their orientations toward

the future.

'8 The three adolescents comprising this study weleegvely (not randomly) chosen and attended @jun
and senior Christian high school in Japan locabearded as an ‘Americanized school'.

19 Shimizu bases his argument and analysis on camdepived from Heidegger and Tillich along with
Western philosophical assumptions that are notgsacidy universal. Further, his adoption of Tllie
concept of choice toward the ‘courage to be’ ieta&ut of context. Shimizu bypasses what is Tillic
(1963:41,49,175,181) Christian existentialist calrirgument that ‘courage to be’ implies takindaand
against non-being (death/anxiety) through the ageha higher power (God).
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CHAPTER 4
INTERRELATIONS BETWEEN SCHOOLS, COMMUNITY AND THE
MATURATION OF YOUNG PEOPLE

In both Wellington and Shizuoka, young peoples’uration was shaped by community
attitudes and values, which affected the decisamtschoices young people made. This
chapter explores how personhood and maturation played out in certain social
contexts. In particular I will focus on secondachooling, part-time work and family life.
A major interest concerns how choice, freedom adeépendence were differently

understood and enacted in Wellington and Shizuoka.

In their senior high school years, young peopleabegaking transitional changes toward
life beyond high school. Institutionalised systeshgducation, consumerism, peer
cultures, and a concern with future employment veeramon to young people in both
societies. Many areas of choice appeared identidaése included choices involving
school subjects and future careers, part-time watkide of school hours, and the
spending of time and money. These similaritiesawbeowever, superficial in that the
Wellington and Shizuoka communities were each sttgapoung people toward different
types of full ‘persons’. In these two societidgerefore, the world of school, part-work
and money was experienced and lived in differengtsywaach of which exemplifies a

different way of being modern.

Young people in Wellington were expected to becoasponsible individuals as
autonomous adults. These ideas guided young pedradasitional development in their
senior high school years. Parents, teachers ambypeople adjusted to them in ways that
emphasised and encouraged student growth in sglénsibility and independence and
steadily reduced hierarchised relationships betvgaahents and teachers. Student
engagement in part-time work outside school houppgsrted concepts of young people’s

becoming self-choosing independent adults in alitagan society.

In Shizuoka, relations between teachers, parents@aents were based on values of
hierarchy, harmony, and respect. Parents werelglatentified with their children’s
schools, and schools were responsible for ethicaladl as educational aspects of

students’ lives. Students were encouraged to becesponsibly independent in ways that
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blended with valued norms. An exploration of noti®f individualism, independence and
freedom in Shizuoka illustrates how communitie$Mallington and Shizuoka were

engaged in producing different kinds of indepengEnsons.

While choice, freedom and independence were conthmmes in both societies, these
concepts meant different things to young peoplethad parents in Wellington and
Shizuoka. Although certain scholars (e.g. Gellt#86; Ivy 1995; B.White 2004; Sakurai
2004) argue for a convergence towards a common mibglevhere individualist values of
freedom and choice reign, my research suggestaihegppendence and choice must be
understood in terms of quite different culturalitsgand structures of social relationships.

These differences are set out below.

4.1. WELLINGTON: INTERRELATIONS BETWEEN SCHOOLS, C OMMUNITY AND

THE MATURATION OF YOUNG PEOPLE
In the 1990s, social changes within the New Zeakauiety affected senior high school
students’ and their parents’ attitudes to educadiwh employment choices. In response to
globalising market forces, industrial bases hadibhdég move offshore, altering
employment patterns within New Zealand. The pdddloouring jobs available dwindled
in size and variation, while employment openingsernvice industries and information
technologies, for which a tertiary education waseasial, increased. Further, an active
women’s movement promoted women’s higher educatactaevement and better paid
career employment, undermining the value of womaatsuring roles in the home. At
the same time, educational policies were beinguesitred toward a more broadly based
National Certificate of Educational Achievement () to better accommodate Maori
and Pacific Islander interests, while neo-rightiser pays’ directives capped funding for
tertiary institutes and introduced higher feesdeer the shortfall. Students and parents
were adjusting to the need for most young peop#tend and finance tertiary courses as
a gateway toward a better future. These trendsrneeed into the C21st (Higgins 2002;
Vaughan 2003).

At that time, as now, in accordance with the ‘Piphes’ laid out by the Ministry of
Education, the New Zealand Curriculum for schoetscburages students to become

124



independent’. The ‘Principles’ also stipulate ttia Curriculum ‘will foster... attitudes

that will empower students to take increasing raesiility for their own learning

When YFP student interviews were carried out, & sgtlabus of linked subjects in junior
and senior high school years, with minimal choieess accredited by public national
examinations in the third and fifth year of higlhsol (Forms 5 and 7 respectively).
Students in Forms 5 and 7 were externally examaéle year's end with minimal input
from internal assessments. Form 6 was internallgssed throughout the year, and end of
year marks were scaled up or down between classelseiween schoofs Students could
repeat individual courses between Forms 5, 6 ahthéy had not passed the relevant
subject. At the time of the YFP research, theileagchool age was raised from sixteen to
seventeen years. Few students left school betorpleting Form 6, which provided the
minimum requirements for securing a reasonabletifuk job. A student could, with
excellent grades, proceed to a university aftem=@y or with general passes could
proceed to a Polytech. Normally students wishigttend university were required to
complete Form 7 (Bursary), while students unsurheif futures, or planning to attend a
Polytech, could remain at school but take fewentdrsubjects. New Zealand high
schools require no entrance examinations and aremaily ranked®

Interviewed students were in Form 6 or commencioignF/. A few students were

repeating some fifth form subjects.

4.1.1. Maturation through senior levels of high sobol

Interviewees in all four high schools saw the mfyeen junior into senior levels as the
crossing of a notable divide: ‘Everyone kind ofgrup a bit when we stepped from fifth
form to sixth form. It's a good step.” With nodepf-year external examination, sixth
formers spread their outside activities more evewtpss the year than iff gand later 7)

L wwwi. tki.org.nz/r/governance/nzcf/principles_e.php

2 Indigenous terms applied to form levels 5,6 amekeve ‘School Certificate’, ‘University Entrance’r(o
‘U.E.)) and ‘Bursary’. The NCEA introduced a sylas with maximum optimal choices requiring internal
assessment and external examinations for the dgqoivaf Forms 5, 6 and 7.

® Ranking occurred according to parental wealthstatlis or religious affiliation in what were onaévate
schools (now re-categorised into the state systethjjc factors in Maori language-based schoold, an
gender factors in single-sex schools. During th&t fen years schools have been assessed and tanked
determine state levels of funding for each schefééctively typing schools into more recognisalitené&c and
socioeconomic categories than in the past. Witiénpast three years universities have been néliona
assessed on the basis of performance. There aneiversity entrance examinations over and abokieac
matriculation qualifications.
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forms. Seniors regarded themselves as more matgralmost adult, and recognised that
most teachers shared the same view: ‘When yaihdiage of fifteen or sixteen, they
[teachers] think of you more as an adult than &chiMy aim in this section is to explore
the ways in which schools (and parents) assisty@aople through the maturation

process toward adulthood and autonomy.

(i) Assuming responsibilities for schoolwork
Students entering the senior years noted a reduictiteacher controls over schoolwork,
while detentions formerly received for uncompleteatk became a thing of the past.
Senior students appreciated that success with bebdodepended on their own
initiatives and were aware of the consequencesttid) work slide. Some sixth form
students, however, preferred to pursue other desyidescribing the ease with which
schoolwork could lose out to other interests:
Usually [after lunch I] go to a lot of free spellsEither [I] go swimming or | go to... touch
[rugby] trainings, [or] cricket trainings. Or | do my girlfriend's until about six... After tea
[1] just watch TV really... I'm going to have to statudying again... [But] everyone's going,
“Come out with us,” you know... I'm only passing t@othree subjects out of six this year...
| usually bribe them [my parents] into thinking thian doing all my work and that I'm passing.
A Bursary student entering seventh form was comscibat the social habits of her sixth
form year needed to change:
Homework is the main thing that | want to do mofe.ol'm really bad at saying no to
things... [but] I've got to do it... [I'll] just do mypart-time] work, and Youth Choir, and
School Choir, and ISCF [Inter-school Christian &etthip] and that'll be all... [I'll] have to

try and not do extra things as well as that.

Reduced teacher controls did not imply teacheffex@ince. Students pointed out that:
‘They [the teachers] look out for you... They wantuyto pass.” At Wellington High,
promoting self-responsibility and independence s@®ol policy and self-motivation was
essential for achieving success. Academicallyned students appreciated this emphasis
as an incentive to learn self-reliance:
It gets a bit too relaxed with the teachers occwsip... Basically you've got to be able to
work yourself... [It is] good preparation | think for universityecause [at university] you're

doing a lot of assignments... as well as exams.

Senior school also implied a shift from parentahitaring of homework to student

responsibilities and initiatives. Students optedtudy in their own rooms where

126



homework was easily avoided. Students often adhttt ‘slacking® and of making
efforts to work only for forthcoming tests or on texdal that was internally assessed.
Most students agreed that their parents never adi@at homework, or if they did, that
they rarely checked on what was required. Onlys$wlents said they would have liked
their parents to show more concern, and only twotioeed that they appreciated their

mothers’ interest in their work.

Students claimed that parents were rarely ablenio dutside interests that interfered with
schoolwork, such as part-time work or sport, wbitdy two parents said they took a
strong stand against part-time work on this basesachers, students and parents alike
took the view that senior students would take rasgolity for their own academic

success and that in matters of schoolwork senimiesits should become independent and

responsible.

(i) Assuming responsibilities for school and clasendance
In senior years students were expected to become masponsible for school and class
attendance. However, school policies concernitepmdance differed markedly. At
Wellington College, attendance rules for seniorglyachanged from those applied to
juniors. Seventh Formers were privileged onlyhattthey could leave school grounds at
lunchtime. Absence from classes without permisgian still punishable. At Wellington
High, by contrast, responsibility for class attemcawas entirely given over to senior
students. Students who skipped classes ran thefrfailing courses:
[Teachers] usually ask for a note [for an abseaod]if you don't [have] one it's an
‘unexplained absence’... If you... get more than #a@rnt unexplained absences you forfeit the
course... My friend got seventeen... It [happenshilie dropouts... They try to enforce
you being in class but they really have no coraxar it.
Only if a student’s schoolwork lapsed were the paraotified. By being granted this
freedom, Wellington High students did not inevitabecome more casual about
attendance. Significantly, students valued theodppities for self-discipline.

Wellington Girls’ and Wainuiomata College took addllie line concerning school
attendance. As at Wellington College, privilegesewnot granted until 7th Form. Also,
attendance was required in courses in which stsdeate enrolled. Students at

Wellington Girls’, however, enjoyed a greater freedthan students at Wainuiomata

“‘Slacking’ implied ‘having a casual attitude’.
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College, as seventh formers explained: ‘You candeany time you want during the day
as long as you make all your classes.” And agafiou can write your own notes [for
class non-attendance]. Students at Wainuiomata College were allowe@#wvé school
only when they had free periddand only after they had obtained signed permissaias,
an approach that some students said decreasedchtemgptto stay away. Other
Wainuiomata students, however, resented the negabtince a note to explain absences.
An eighteen-year-old exchange student from Finlariehse sentiments were echoed by
other students wanting more self-responsibilitygregsed the latter attitude:
In Finland... when you become eighteen... you can wiym absences yourself and you're...
responsible [for] yourself... 1 just couldn't standhat if | miss a spell | should have to bring
a note [saying] where I've been. Because | habeeh wagging—! would have had a flute
lesson or the choir or something. So | never bthoaghote and they didn't like it... They
would say... “Well, it's procedure.” 1 just...[saidWell, I'm not bringing one”... It was just

something | had... to [do]... to prove that | am resgble.

Despite variations between schools, all studentseabthat attendance rules for seniors or
seventh formers were more relaxed than rules faojs and saw them as a sign of their

growing maturity.

(iii) The liberties of mufti
With the exception of Wellington College (whoseesgth formers wore items of uniform
distinguishing them from lower forms), schools alél final-year students to wear
ordinary clothes in place of uniforms. Wellingtdigh students wore ordinary clothes
throughout high school. Senior students saw iadthanges recognition of their
individuality, sense of self-responsibility and @mendence, and sense of maturity. They
also noted improved teacher-students relations:

In Seventh Form... teachers actually... relate to yDoey... treat you like real people... Out

of uniform they [students] are suddenly... not thidgdle girls.

® Other privileges noted for seniors at WellingtoinsSwere the use of a common room, the use obsth
lifts. Form time was twice weekly instead of dailit Wellington College, seniors no longer hadite up
outside classrooms, could talk in class, and sévienimers could leave school at lunchtime. At \ivigiion
High, seniors had a study.

® A ‘free spell’ or ‘free period’ was granted to asiyident not enrolled in, and therefore not reqiice
attend, a specific class.

" To ‘wag’ meant to choose to miss some classetagrasvay from school.
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Ordinary clothes freed students from associatioadarbetween school uniforms and
children: *You don't have to walk down the strartl be classified as... a school kid.’
The sense of elevation into being young adults feltanore equal to other adults was
daily appreciated when students merged with thempadiblic. One student referred to the
public’s expectation that, on a crowded bus, sttgleuld give up their seats to adults:

| won't miss having to stand up on buses that'stioe... That's one of the benefits about being

in mufti this year, because they [the public] dén'dw [you are still at school].

Senior students welcomed the opportunity for irdlinal self-assertion through the way
they dressed: ‘With... uniforms... you can't exprgssrselves through clothing.’
Seventh formers chose to wear clothes they felt cmsfortable about, as did all
Wellington High students:
You really get to discover your own style... Youtjugar what you want everyday and it's
just really casual.
Students also welcomed being able to express thesesstrough current fashions such as

‘piercings... and long hair and... dyed hair, sayingtthlt is] freer... It's pretty good.’

By dispensing with uniforms, students became valblerto distinctions of wealth and/or
ethnicity reflected through dress codes. A studéiVainuiomata College, who resisted
pressure to align himself with an ethnic groupgedadhe ethnic identities and associated
problems among his peers:
To me everyone's different... [But there’s a lopodssure to conform]... In this school... if
you're white, you have to be a skinhead. ThaslByrbow it goes. Almost all the sixth
formers now... [have] shaved their heads and tridzbtbogans or something... [If you are
different, you are] thought of as a dork, a geekK], §ay... I've got heaps of people after me...
just because | don't hang round with them... Maskipheads and home¥s.
Wainuiomata was a small community and geograplyicsdliated, hence long associations
between students in local primary and intermediateols eased ethnic tension while at
high school:
You don't get all these groups [at school]... [beeheserybody knows everybody... They've

all grown up together.

8 Groups identified themselves with Maori or Pacifitanders, or were seen as ‘neo-Nazis’. Studarite
Wainuiomata community named ethnically charged gsdhomeys’, ‘skinheads’ and ‘bogans’. ‘Homeys’
were said to be Polynesian identified, ‘skinheadsr’e labelled ‘white supremists’, and ‘bogans’ wavhite
trash’ [of lower socioeconomic status].
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Students at Wellington High tolerated social gréagmations’® saying of other schools:
‘There's a lot of racism there and you don't se¢ @ur school.” Wellington High students
stressed, however, that each high school had itsasmbience and was known for its
character. One student, for instance, charactevgellington High school by

commenting: ‘Quite a few of the old hippies... séneir kids [here]... [Or] the more

open minded parents... [more] left wing [parents dahile another described it as ‘non-
religious, co-educational, multi-ethnic... quite lddck and... quite cruisy [there is a
friendly staff].” Students at Wellington High alaed that separate group identities at their
school created few problems and that not all stisdelentified with groups, especially in
the senior years (Bradford Brown 1993:178-179).

Students were not questioned on how they understmocklation between ‘self’ and
group associations. Their comments, however, |idhat participation in groups on the
basis of ethnicity may have been for reasons adaoty, while participation in other
groups was based on common interest. In either, tasvever, the suggestion is that
group participation was voluntary and, in that idfesation with any group was seen to be
an act of choice, group participation did not negaperson’s sense of, or search for,

individual autonomy.

One student, noting that groups tended to formralang to different types of peer
identities causing some friction, commented:
Maybe [there is] a little bit [of conflict]... | cddn't fit myself into one [group]... A lot of...
my close friends... [are] out of school... [And] I'get... close friends that I... spend time
with at school ... [where] | spend time with indiva or a couple of people, but not groups.
Growth as an individual with a developing self-itignenabled this student to completely
dissociate herself from groups. Her awarenesg/péd’ identities was sharpened by
participation in a polytech student’s photo shootvhich she dressed appropriately to
represent different group types:
It was... a collage of me... It was really interestagging me in all these different clothes... |
just looked completely convincing in each one... Bdbn't... think | was any of them... |
even had a bogan dress on with white boots... tlaéelkb completely convincing..l was
shocked. Itwas... a lace tie-dye dress with a..ngliaup the front, with a little lace up

bodice... It was... hideous.

° Groups named at Wellington High included ‘homesatsolute homeys’, ‘bogans’, ‘scabies’, ‘dungeons
and dragons’, op shop clothes types, designeradaiypes, ‘surfies’ and ‘skaters’.
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At schools where ordinary clothes were permittéadents felt less programmed by

school authorities and freer to discover their @@nse of responsibility and directions.

(iv) Changes in student-teacher relations

In relinquishing some controls over classes anividdals, many teachers attempted to
meet senior students on a new social level by dgiccefhem as young adults who desired
more control over their lives. Teachers trod amatine between adopting more relaxed

relations with students, and meeting their own eespbilities as sources of authority.

Changes in teacher-student relations noted by stsdeggest that teacher authority was
muted through mutual but conditional respect: Y fieachers] treat you... how we treat
them... If we treat them with respect [and] maturityhey'll treat us back [the same
way]. If we... get smart to them, they won't respet Other comments suggested a
levelling in relations: ‘[I] work hard... so theyetat me quite fairly... They don't look
down on me.” Students also noticed a reduced esigpba outward discipline and a
stronger emphasis on openness and encouragenidmy [teachers] are just caring...
They want to teach you... When you're a seniortg¢hehers treat you like... an adult...
They don't really punish you.” One student noteat teachers became more considerate:
‘They [teachers] treat you totally different... Theyreally nice to you.” If seniors were
interested in a subject and wanting to learn, teactvere more willing to give of their
time: ‘Some teachers... make a special effort tonawe]... if you're talented.’

Additional teacher interest in the work of somedstuts nevertheless had its limits: ‘Most
of the teachers will go out of their way to helpuyo [But] since they've got hedf®f

pupils, there's no... big time for them to have asdenvolvement with you.’

Students consciously attributed changes in stuaaher relations to their own growth
toward adulthood: ‘You [are]... more open to theeafthers], [you] talk to them better,
[and you are] more mature as well.” Students atsed the effects of their wearing mufti
on student-teacher relations: ‘The teachers réggemore... And they treat us... more
as equals than they did in the past.” At the shme, these changes were taken to
represent the general equalising of relationsdbaitirred as people ‘became’ adults:

When you get older you get more equal... It woulbda'just... teaching and learning... You

could actually... talk with the teacher... in a di#fat way.

19 ‘Heaps’ means ‘a great number’.
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Improved communication indicated a new dimensioaaaieptance where exchanges
between students and teachers could occur on $éxesbs: ‘“You can... have a good
conversation that's not to do with the subjectdtal;’ The ability to meet teachers on a
conversational level was frequently cited as orenpmenon differentiating senior and

junior students.

In describing their relations with teachers, sotneants used the terms ‘friends’ or
‘friendly’ to indicate a more approachable attitutan in earlier years. Use of these
terms, however, was always qualified: ‘Teacheessart of quite friendly’; and: ‘They
[teachers] are... friendly... and joke but they just'tlo. go overboard with it
‘Friendliness’ indicated one level of compatibiland equality between students and
teachers: ‘I get along with most of them.” On titleer hand, students were suspicious of,
and quick to condemn, those teachers whose iddagmdliness overstepped institutional
bounds. They criticised teachers as ‘being no$eyhder the pretext of ‘being friendly’,
they showed undue interest in student’s livesyifig to be all friends with the students...
makes everyone totally disrespect the teacherd: aih annoys me when they [teachers]
do that... It doesn't work because they're just espg to be teaching and they... try to be

real friendly... They shouldn't do it.’

Student-teacher friendliness was always boundetidhierarchical nature of the teaching
institution. Students were therefore never conabedble to meet teachers on an equal
footing. At Wellington High students could addrésachers by their first names, yet one
student who did sd noted: ‘There's always that teacher student thivigu can't... get
away from it really... You're instantly in it.Rather than seeking more equality, some
students resigned themselves to hierarchisedaostatiSome even excused teacher
indifference on those grounds:

[Teachers] are like [a]... separate species... Théybestressed, too underpaid, [they've] got

too many problems... What you see of them isyaalhimal... They tell you to be quiet,

they tell you to do this that and the other, anddg/our homework... But you don't really see

them as real people.

Whether appreciative of being ‘more equal’ withcteers, or resigned to being ‘not really

equal because they [teachers] are teaching ydsealor students resented being thought

1 Two other students said they used first nameshlytwhen teachers introduced themselves that way.
First name use was outlawed as a form of addreesthers at the other high schools. Six of nindents
said they used first names for sports coaches.
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of as ‘kids’ or ‘children’. These terms and thaacompanying attitudes were considered
demeaning and were roundly condemned: ‘One teatlsmhool... talks to everyone like
they're eight years old... She's really rude antbpaing and everybody hates her’; and:
‘[Teachers] should at least listen a little bit..on%e teachers... [think we’re] children... |
just ignore them.” The more authority the teaahesrcised, the greater the resentment:

‘Our Principal said to us, “Hello kids,” at assembl It didn't go down well at all.’

Equally important in senior student-teacher retatiavas a teacher’s teaching ability and
handling of classes. Benchmarks for respect ahtes, without which students claimed
no learning could take place, were the teachemswkedge of their subject and their
ability to ‘get the point across’ and create ing¢tte ‘keep you tuned in and motivated'.
Student respect for teachers also depended oepdhbdrs’ ability to control classes.
Students wanting to succeed often held a contriicteia of student-teacher roles:
It's basically... student-teacherish. | do whatekley [teachers] say... If they have
expectations | meet them... | have expectationseds @f course, of how | should be
taught... [and of] whether they are good at teachinghave the right to... make sure they
taught properly and taught everything | should nieedhow... [l] accept that they know more
than us, [and that] they have worked to be whezg #re... They're there for us and they

should be treated accordingly.

By their senior years students had discarded antitgexs school children subject to
authoritarian and hierarchical control. They suib®t as young adults to cultural notions
of an egalitarian adulthood, claiming the righteéspectful and profitable relations with

teachers at school.

(v) Choices and the future
Many senior students felt that they had outgrovghsichool: ‘You're still there with
kids... (aged) thirteen and fourteen... You're stilthe same group as them.” To many,
the remaining school year(s) ahead appeared uctatea As one said: ‘I've been there
for four years already and there's going to beunprsses. It's going to be just the same...
except harder.” As there was no consistency it staff regarded or treated students,
students seeking recognition as young adults veéredping with swinging emotions:
At school... teachers are telling you off... And yeelfso little... Next period you might be
talking to a woman... about next year and movingafitome... And you think... “l am

quite old.”
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Very few senior students said they ‘liked’ schodhose who did chiefly enjoyed
friendships with groups of students, or apprecifusta few classes. In the main, when
senior students discussed their perceptions ofot¢they spoke more of endurance,
switching almost mechanically to discuss overridangssure to obtain ‘qualifications’ for

the future'?

Students found that having to select optional suibji their senior years meant having to
contemplate the future. They commented: ‘Thertuts where everyone looks really, all
the time. Everything we're doing now... is for tlkuire’; and: ‘There's been pressure
since... [the] beginning of fifth form about what yaere going to do for the rest of your
life... You think, “I'm fifteen, | don't want to béeciding now.” In line with socio-
cultural views that destinies were individuallyded and social roles were mostly free of

gender ascriptions, one student reflected:
The options are so wide... The whole world is theistudent’s] oyster... There's so much to
do in this world... Where do you start? ... It's acheall.

In some schools students were required to talk taibeir options with career advisors,
listing their long-term goals before selecting cas. When reasons for taking up courses
shifted from desire to obligation, students resgétibe change: ‘I don't... think you learn
much if you are doing something because you thimkshould, rather than you want to.’

In senior student vocabularies, notions of ‘shaultteding’ and ‘requiring’ merged with
those of ‘the future’

Once you get to seniors, you're... planning aheadPeople start to say]...“l have to... go to

this class so that | can get my qualification.”

Responsibility for decisions over school coursgssiguarely with the students. Parents
played a minimal advisory role, supporting a stu@estecisions because they approved
the student’s choices or because they left chacése student. Rarely did parents try to

impose their will over senior students and, wheayttiid, their attempts often backfir&t.

12Gaining qualifications’ meant gaining passes ibjeats that provided better prospects for employtroen
entry to tertiary institutes etc. Technically thegre awards indicating levels of achievement rratan
qualifications.

13 Six instances were mentioned in the interviewstwim cases, one or both parents insisted that a son
wanting to join the police academy or the armeddershould first prepare for a university degréae son
complied. The other refused. Of the remainingesasne father insisted his son take six subjeciscth
form, but left the subject choice to the studdnttwo cases, although parents insisted that astutbntinue
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Although some students sought or took parentalcagtiney remained convinced that they
were in charge of their own choices and livesdéetide them [the subjects] and then tell
them [parents]... If I'm a bit unsure I'll ask thaout it’; or: ‘They just give me
suggestions but... it's mainly my decision’; or: &yhhave a hand in that... [but] it is still

my choice.’

Students said they had ‘some idea’ of possibleréubs or careers, however tentative.
Overlapping areas of interest for male and femldets included careers in science,
dentistry, design, the arts, sport related occapatand the police force. Female students
alone specified an interest in careers in medigsegchology, law and commerce,
languages and journalism. Male students alone danp®ssible future in engineering,
building, the army or airforce, and train drivin@nly the latter group suggested gender-

linked choices belonging to an older tradition.

Just as a student’s social life could underminddbas and discipline demanded by study,
so also taking up part-time jobs together withgbeial rewards that flowed from them (as
discussed below) added extra demands on a studiem¢'s Equally, as senior years
became more challenging, they could also become tedious and monotonous and
school appear too confining. Students complairigeh just getting bored’, and: ‘I can't
wait to leave school.” Students avoided aspecsslobol they no longer found acceptable.
They abandoned classes they disliked for alteraahool activities: ‘I do as many
sports activities as | can, [to] get out of classraich as | can.” Most frequently, however,
students ‘wagged’ classes or school due to dislikeachers and subjects, or because a
subject no longer appeared relevant. Personakstieoften outweighed concerns over
school attendance: ‘[If] something comes out... Blkeew Korn album®... you just wag
school... for the last two spells.” Students alsgge& classes to free themselves from a
sense of institutional entrapment: ‘It's a bigtegs school, and you've got to try and beat

the system.’

Many students completed the final years of schabl because their futures depended on
it. Connections students made between educatidmaalifications, jobs, and further

training, rather than with interests and inspimaticaused students to become ‘more

with German, one student skipped the classes. olsledmother insisted that her daughter take mudiicfw
the daughter failed) rather than the economic @tire daughter wanted to do.

4 Korn was a popular band on CDs.

135



responsible’, ‘knuckle down’ and ‘make the mositpfor to work at subjects they found
irrelevant. Parents said they encouraged theldrem to persevere, agreeing that success
implied gaining qualifications for a job or caréeading to financial independence and
status-> Many mentioned that, if their children desiredeave school early, they would
explore their reasons and try to dissuade themngdpat their children would

commence, if not complete, tertiary studies and ttake responsibility for themselve¥$.

The end of school was often seen by Wellingtonestiglas the ultimate shedding of
childhood and as a sign of ‘becoming adult’. Mamysitions toward adulthood began
during the senior years at school, including theettgoment of attitudes encouraging equal
competition between young men and women towardmgitareers and jobs.
Authoritarian and hierarchical teacher-studentti@tes often moved toward mutual
respect and the future practice of egalitarianticela in adulthood. The learning of self-
discipline and responsibility in senior years aidgaerson’s growth in maturity, as did the
practice of endurance. And an emphasis on indalicesponsibility encouraged a spirit of
independence such that, by the end of high scktaents already bore traits of those

qualities they recognised as being ‘adult’.

4.1.2. Maturation through part-time work

(i) A purchase on freedom and independence

Student transitions from a structured world of figrand school into free-choosing
independent adults were aided by participationairti-pme work, which removed the need
to rely absolutely on spending money acquired fparents with its associations of

dependence, gratitude and/or indebtedness.

The incidence (83.8%) of high school students wuaglpart-time after school, at
weekends, or during holidays was sufficiently highoe regarded as a common social
practice. At the time of being interviewed, oniy students had no part-time job and, of
these, three had formerly had jobs while one wakisg part-time work. Students sought

employment as assistants in shops, supermarket$asifood outlets, or as cleaners.

1> Across New Zealand, girls were more likely thay$to remain at school, achieve qualifications, gad
to tertiary institutes (Davey 1998).

16 Between 1986 and 1991, unemployment levels amtteg teenagers trebled, forcing many onto welfare
benefits (Davey 1994:55).
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Other frequent sources of income were paper rudsahysitting:” Occasionally a
student would find a job at the workplace of a paw# relative. Less frequently, students
received a small sum for attending to family howseélcthores although, in cases where
parents paid an allowance, some students were texpechelp with jobs at home in order

to receive their allowance.

During school term, the hours worked by studentsairt-time jobs ranged from twenty-

one hours per week to four hours per week, at thtganged between $8.50 (US$4.25)
per hour before tax to $4 or $5 per hour for batipgi. Students working in a parent’s

firm or other ‘under the table’ jobs could avoidypay tax and thus earn more, as did one
student earning $10 per hour as a cleaner. Staidenstantly assessed the amount of time
they worked and the monetary value of their jold, avhen hearing of better paid

opportunities, sought higher paid jobs.

Half the students (54%) received some form of afloge from their parents in addition to,
or in one case in place of, earned income. Theuatsaeceived when averaged on a
weekly basis ranged from $10 to $20 per week. Rakecisions to provide an allowance
were not solely determined by their household ine@tthough, in lower income
households and households with more dependentehjldllowances were less common.
Only in exceptional cases did students not recgiaim allowance also not work part-time,
merely asking parents for money as nee€dellost students with no form of allowance
sought out jobs, or were prompted by parents wjbs as did one mother who stopped
her daughter’s pocket money and located her atjpiaaDonald’s. Another student’s
babysitting job was her sole source of income:

If I just wanted to stop earning my own money, Bhether] would say, “Well, you do

understand that this means you will have nothingAs. much as she [mother] would want to

contribute, she can't... |[do babysitting]... totdtlgcause of the money.

Students with substantial allowances, however, sdsght jobs. One who received $50

pocket money per week worked an average of eiginmshper week at MacDonald’s to

" To ‘babysit’ means to look after one or more yoehidren for a few hours while their parents dpsent.

'8 These consisted of four students. Two had workguba in the past, one prioritised sport, and loae
inherited money invested on his behalf.
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supplement her allowance. Another with $25 pockehey per week was motivated to

seek a well-paying job after taking a holiday job.

Part-time jobs involved the interests of parentaalt as students. A third of the students
(30%) said that one or both parents had encouragexdd them to find a job, or found a
job for them. Some parents (24%) encouraged stedersave their allowance or part of
their earnings for a specific target, such as aacabsmetic course, or a contribution to a
superannuation fund. Often parents advocatedtipagetjobs to free themselves from their
son or daughter’s demands for spending money.tukests said, parents ‘wanted me to

work because they're sick of me borrowing... [andligg money off them all the time’.

There was no trend suggesting that only studeoksng basic commodities desired jobs.
The inability of a single parent to provide for alstudent’s needs could, however, make it
necessary for a student to work, as could a chemfgenily circumstances. One student
began working twelve hours a week when his newfatiegr stopped the allowance that
his mother had previously provided. In anotheeg¢asstudent took a government
Independent Youth Benefit after her parents sepdrathis student used the benefit

money to flat with tertiary students while workipgrt-time for ‘personal luxuries’.

The possible generalisation that students fromlesipgrent backgrounds needed to work
for lack of income was offset by instances whenglsi mothers provided substantial
allowances for their children from the father'svabiny. Moreover, married parents in the
highest income bracket also encouraged their sahslaughters to work or found jobs for
them, at the same time reducing or cutting allowancStudents in high income
households frequently mentioned that parent inconsg to mortgage repayments or
superannuation funds with little to spare. In otteses, parents with higher incomes
advocated part-time work for their children, belieythe experience would teach them the

value of money.

Parents favouring part-time jobs observed thagdoying their own money and learning
its value, their children would realise that paseoain’t always nurture them [their
children] at home’, and that ‘money just doesrmivgon a tree or come from the skies’,
and that parents could not always ‘bail them outirf any predicament. As one parent
said: ‘They've got to understand we’re not a hottess pit... [If] they want something,

they’re going to have to do something about itardhts explained that through part-time
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work their children could become more responsibigoy a semblance of financial
independence, learn budgeting skills and time mamagt, and arrive at an understanding

of the ‘real world’.

Not all parents wanted their sons or daughterake on a job, believing it would interfere
with study. Five students who found jobs on tlo@mn initiative mentioned parental
apprehension that schoolwork and other commitmentd) as music practice, would
suffer. On the other hand, two students with pare jobs also worried that job
commitments interfered with study. One, a stuaetit a paper run, tried to earn more by
babysitting yet found the experience too exhaustisigother student commented:

Last year... | was working four days a week [or] fdays a week after school... It just burnt

me out... If you're doing school you shouldn't bekirig a lot... Four hours a week is plenty

for me.
Usually, however, students did not allow school ootments or extra sport or cultural
activities to limit the hours they worked at pani jobs. Students most actively engaged
in extra-mural events were also those most aativseeking work and holding down part-
time jobs for long hours. Moreover, students segkobs, or parents seeking jobs on their
behalf, would often settle for whatever jobs wolithg the best returns, putting up with
shifts and flexible hours that often included somekday afternoons or evenings as well

as weekend hours.

Students admitted that part-time work was oftemand and long hours worked outside
school hours were not always convenient, espeandign work shifts occurred the night
before a school test. Many students also agrexddtibir work became monotonous or

dull, or complained that work left no time for fnigs after school, yet few students were

prepared to relinquish their jobs.

Students provided a number of reasons for wantamgtpne jobs. Some mentioned
enjoying the challenge, or the chance to gaugedudptions: “You notice what the real
world’s going to be like... [and] see the whole pretu A few others said they worked for
fun, or in the holidays to escape from youngerisgs, or worked in order to save, or that
they found a job because others had jobs. Modests, however, said that they worked
for the money, perhaps because they had no all@yanan insufficient allowance, but

always to be able to buy what parents were unatilefased to buy for them. By working
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part-time jobs, students learned not only the valumoney, but also of their ability to

provide for their own needs: ‘They [the parentsjwi get it [for me so] I'll buy it myself.’

With self-earned money students discovered theesainmdependence that working for
and possessing their own money could bring: ‘Ehtae one thing that makes you
independent... When you work for your money. Wheun get money.” Students were
aware that self-earned money granted them an etesh&eedom from parental authority.
When parents attempted to influence the way stsdesed their money, they were often
unsuccessful. Students withheld information otfest¢d questions about their spending,
or ignored parents’ advice about how to use itcaBmnally students admitted that
parental concerns affected their spending, but mayectly. One student imagined that
her parents would interfere if she spent in disapgd areas, such dmiying drugs or
something’ Another student, who had free rein on his moneljewed his parents would

comment only if he spent it all on fast-food.

Students were reasonably sure of their reasonsdating to earn money before seeking
part-time work. Most wanted money in order to edfoonsumer items, entertainment and,
lower on the list, to save:
I'm still looking for it [a job] because | want &arn money. If | don't earn money, how am |
supposed to go out to parties and things... [orlese®vie or something like that?... When
I'm earning... [I'll spend my money on] label clothe<CD's, [a] decent tape player because |
haven't got that good a one, probably a mini sysiesomething. [I'll] probably buy a few
computer games here and there [and I'll spendi aftii on foods, clothes, and... I'll probably

save a bit as well every week.

Students would often say that parents paid for g@hool clothes while they themselves
provided much or all of the rest. These purchasdaded clothes and accessories other
than basic clothing, thus student monies providedélf-chosen personal fashion in
which they felt comfortable and appropriate in toeenpany of friends and new
acquaintances. Consumer items required or desyrgdung people for their personal and
social life therefore belonged in a category coeigd distinct from parent responsibilities,
comprising items that parents thought that yourapfeeshould pay for by themselves.
Parents would not normally buy their sons and dtargltigarettes and alcohol, or pay for
parties students frequently organised (‘sometinvesyesingle weekend [or] twice a

week’), or dinners or nightclubs. Student spendindapes, CDs, movies and computer
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games afforded them access to the youth cultutewliich they identified, and through

which they communicated among their peers.

As well as the above, students spent their own mnondransport for social activities,
thus providing themselves with mobility to expldife beyond the limits previously set by
family, school life, and a pushbike. Even thougtv Students had permanent access to a
car and only two students owned a car, friendsuafent car owners, or of students
holding licences with access to a car, contribtwepetrol costs for shared rides. All
students were of an age qualifying them to posadisence, yet obtaining a licence or the
use of a car, as well as having access to a d¢an pbsed problems for students and
parents. Some parents encouraged their son ohtdaug learn to drive only when they
tired of taking them to different destinations.u@&nts who had access to cars likewise
tired of driving others who were not members ofrtbe/n family, just as they tired of
conflicts over which family member should use the cMoreover, some parents were
reluctant for their son or daughter to use theis.c®ften they refused to pay extra car
insurance to cover young drivers, effectively diseging their son or daughter from
wanting to learn to drive. Other students had esire to drive, despite parental

encouragement. Students without access to catdgrgpublic transport, or walked.

Whatever forms of transport students paid for, wstedents travelled to places and events
beyond activities associated with home or scha®y thsually had to use their own money.
They also knew that the ability to pay for theirrotvansport and hold a driver’s licence
was essential for their freedom:
People... my age do [own a car], but | don't... Bytihee you're seventeen you need your
licence... It's a freedom thing... A lot of people getting freedom from their whole living
situation, to do what they want. And so a car geils that... Even [if it's] just borrowing
your parents’ [car]... [and] being able to go placedn a sense it [access to a car] is

freedom... Financially it's not... [s0] there issj@ll a big freedom to not having a car.

Most students spent their money to gain socialenta life semi-independent from
parental and school controls. As one student egida
Last year... | was working fulltime in the summer..ourspend on food and alcohol... going
out to the movies... entertainment... and things likehes... | bought lots... | bought a
snowboard and a surfboard and... stuff that was gxpensive. And [I] went down [to the
South Island].
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Only a third of the students were attempting tcesanoney, largely because they had
independently decided or agreed to do so. Margestis were discouraged from saving
by comparing how little they earned with the cdsh desired item:
[There’s] nothing that | can save up for in a hurryThe only thing that I'd be interested in
getting would be over a thousand dollars, whiclesahkalf a year, and | [am] not interested in
waiting that long... [I'd like] a stereo, or my ovgersonal computer.
Although students were aware of the rising costeiary education and the need to save
for courses, most preferred to spend. The attidiadme student who chose to save for a
holiday rather than for tertiary fees and relatepemses was typical of many:
| think the amount that I'd save [for Polytech] winit really make much difference... | prefer
to enjoy myself now instead of saving up for theifa... I'll get a loan [for Polytech] and

then get a good job and pay it back.

Students who were motivated to save had definigdsgbat they wanted to meet. One
student was saving for a car, one for a motorbikeao, another for a drum kit, and two for
holidays. Six students were saving, or tryingaees to offset the cost of tertiary studies
which many parents were either unable or unwiltmgneet:® Two of these students said
they both spent and saved, while one mentionedttheats easier to save during school
terms than during the holidays. Students who ladessfully accumulated money tried
not to spend it. Some students saving for terahycation accepted that students should
be responsible for paying costs: ‘Basically eveeyoow has to pay for their own fees
so0... that's fair enough.” Others wanted to avoiotsiérom taking student loans:
Nowadays...we need to get jobs if we're going totbdents... We just need it [jobs]... to

save up [and] have real money of your own and ebre independence... | don't want to get

a huge loan. It just scares me.

Students with part-time jobs were therefore in tmiads about how to use their money.
On the one hand, they felt that they needed todspearder to explore new forms of
social life and step away from parental controld e confines of school life. On the
other hand, they recognised the different respdigb attached to saving versus

accepting a loan for tertiary studies. By the titmey began tertiary studies, or

91n the last decade of the twentieth century a guvent sponsored loan scheme for tertiary feeviog|
expenses became income tested on parents’ salatiestudents turned twenty-five years old. Efiesly,
parents were asked to assist in paying all or smets of tertiary education. The alternative veagdss the
cost onto their sons and daughters. Unless thieitipair own way, students were made dependent on
parents until well after they considered themseaddt. By taking a loan, they become indebtethéostate.
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commenced full time work, most students, howevewn el have tasted the freedom and

independence that their own monies were able teigeo

(il) Social aspects of part-time work

Part-time work placed students in work environméés expanded their social relations
with other workers and the wider public. Througbrking part-time jobs, students
became conscious that their sense of self was ofgafrgm one primarily defined through

membership in a family group and school to one ttasidered ‘more adult’.

Whatever their attitudes to jobs they found, oth® low pay they received, students
enjoyed the actual experience of working, espgcialenvironments where they worked
with others. Typically, one student, who made aidnugh at a fast-food outlet, said:
I normally just do dough and stuff, and answer @son It's just the same thing over and over
again. It gets boring... [But] at least at workahaget around and... talk to people.
Students discovered that, by working, they mixethweople who in normal
circumstances they would never meet, whose agedlyisanged above their own, and
with whom they developed social rapport as co-wmaké&ome students bracketed
themselves with workers between eighteen and thy ®genties, extending by
association their self-perception as being ‘neadylt’. As one seventeen-year old said:
They're adults... They're in their twenties. Theeetange from eighteen, to like, twenty five
and | consider them all sort of the same age beddey all hang out together... It's kind of
weird... We [my age group] can socialise with adultd can talk to them... about the same

things that | can talk to about with my friends.

Students describing their work environments ofteted a strong sense of equality among
workers—juniors and managers alike:
[At] work everyone is... working together... You... tglkst like you're all friends... It
doesn't really matter how old you are... Even tlen&fjers are down at our level... The
Managers are just... shift Managers... [They're] peayho... work alongside everyone else.
The students’ concept of equality is similar tat tth@scribed by Lukes (1973:131,133) as
being centrally based on respect, which involvpsraon’s treating others as (actually or
potentially) autonomous and capable of self-develent.

The social levelling that students experienced agweorkers was augmented by the use
first names and informal terms of address: ‘WHeverk, | don't even know my boss

R...'s last name, | just call her R.” A studentkiog in a supermarket commented:
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All the people at work are called by their firstm&a Most of them are adults... And they call

me by my first name and | don't know their last ram There's this guy who's like, sixty...

and I'm the youngest person there in the deli...r@bea big wide range... of ages.
Students who worked in jobs at their parent’s wtakes, or when babysitting, likewise
used first names. Another student who worked seceetary at the local bus company
said she ‘gossiped’ with managers on a first naasesb

First name use among workers, as well as betweglogers and employees, created an
atmosphere of social familiarity that de-hierareldigarlier student experiences of home
and school. First name use elevated students doacant status through inclusiveness
among workers older than themselves, and equatlms@drelationships with others who
were adulf® It reflected an egalitarian ideology that softbtige realities of salary and
status differentials among staff and promoted asgimary equality and inclusion that

students ‘felt’ to be real.

Many students commented that through having paue-fobs they ‘felt’ older or more

adult:
| feel more adult at work... [by] being treated diffatly... and also [by] people not instantly
knowing that you're young.

Another student felt more adult at work throughédfterts to show independent initiative:
When | was working at New World [l felt more adulffou kind of feel more: “Oh I've got a
job”... You feel more independent because you gourself.

Another student said he felt more adult becausa,sapermarket checkout operator, he

related as an adult with customers of differentgrgeips, while adult interaction with the

parents of children a student babysat created dwmament in which the student said she

‘felt more adult’.

Work experience in part-time jobs provided studevita knowledge of their social
transitions from ‘teenagers’ or ‘young adults’ indalults’. The possession of money they
earned created knowledge that independence ardbfreom parental authority and
family obligations were associated with an indemgmdncome. Participation in the work

force also conveyed to students the idea that laolit was associated with informality,

20 Even though a simple address system, as amongsEsgleakers, may not necessarily make speakers
perceive each other as equals, first name useditedi@ sign of, or a desire for, more intimatetiaia than
relations achieved through address by titles aldree latter designate rank or occupation and uinaan
asymmetric use of names or address terms, oftegestigower differentials (Wardhaugh 2002:267-268).
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the use of first names and sociability, where alimental sense of equality prevailed

among adults despite wage disparities.
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4.2.SHIZUOKA: INTERRELATIONS BETWEEN SCHOOLS, COMMUNIT Y AND THE
MATURATION OF YOUNG PEOPLE
We have seen that, in Wellington, young peoplejseeience of senior years in high
school, part-time work, family life, and preparaisdfor the years ahead, led them toward
an appreciation of themselves as being almost gmtgnt and almost adult. In Shizuoka,
students were placed in a hierarchised society avititus on respect and harmony, which
considerably altered the way education and theosgeirs of high school, family life,
part-time work and preparations for the years alezr@ perceived and experienced. In
the following section | will distinguish the expenices of students in Shizuoka from those
in Wellington, and indicate the influence and impafcthese experiences on young people
in their maturation toward full personhood. Siyoeing people in Shizuoka, as in
Wellington, equally aspired to becoming independerdt competent in making choices, |
aim to clarify the way young people and their p&sen Shizuoka understood

‘independence’ and related concepts of privacyfeaetiom.

4.2.1. Issues of education, rank, hierarchy, and pracy

An exploration of the limitations placed by the &loka Board of Education on research
questions concerning the educational backgroundaadpation of parents led to a
number of insights described below. These concderelations between schools, parents
and the Board of Education, but also cultural fextadfecting young people’s maturation

in Shizuoka. The latter included the way schootingld determine a person’s social
status and class, how a person’s gender influehis#ider educational opportunities, how
privacy and an ideology of harmony muted ethniaess and how educational practice and
constitutional principles diverged. These factmstributed to the social outlook in

which, as they matured, young people developedaakhips and approached their future.

In Shizuoka, as elsewhere in Japan, governmenbkpbbcy implied equal access to
educational opportunities. In theory, a standadimsnd uniform education system under
the Ministry of Education (Monbusho) controlled sohcurricula and the approval of
textbooks throughout the country. In practicezatning into general and occupational
government schools created an educational envirohafeanked schools. This
hierarchical system had a direct and sustainedenfte on young people in their

development toward full personhood.
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From pre-school yeafs children entered a meritocratic educational systeahultimately
placed the highest social security and economiargswith a ‘select corps of male
permanent employees’ who worked with large cormooagianisations (Steinhoff 1994:35-
37). Elite universities trained a limited numbé&young men for positions in privileged
corporations and government management. Youngseeking good employment in
subsidiary and contracting firms serving large ooape companies also needed to perform
well at university. Employment in family businessxcepted, the alternative was for
young men to work in contract jobs offering no esr@dvancement or long-term
economic or social security. Although women hagumeto take up careers (including
roles in management) beyond traditional femaleomgstiof teaching and nursing, they
received little encouragement to pursue permaraeecs and, when they did so,
competed largely with other women (Steinhoff 1984373).

Throughout Japan, schools, colleges and univessitaxe ranked according to perceptions
of student abilities to make the top gré@leTeachers were ranked according to the schools
they taught in, and students were ranked accotditige schools they attended. In
Shizuoka city it was well known that Shizuoka Higthool was Number One, and that

throughout Shizuoka Prefecture public schools wan&ed above private schools:
In Tokyo... a private school... is better than pubtbaols. But here in Shizuoka prefecture
it's the opposite... And the social rank... goes adicqy [to] the rank of the school, or what

[it] is perceived [to be] in society.

In Shizuoka, as elsewhere in Japan, consideratibhierarchy and rank were significant

factors when families calculated which high schotddiary colleges and universities their

2L Some parents,at high cost, entered very youndrefilinto kindergartens or special classes to tam
competitive advantage. Except where regulatedrdawgpto income, monthly kindergarten fees rangedf
15,000 —27,000 yen (NZ$300-540; US$150-270). $petasses nurtured creativity and the use of caenpu
and cellular phone technology. Of the 44% of alifdaged 1-6 who stayed up past 10pm, 80% tookedas
in addition to nursery school or kindergarten, wita figure reaching 50% for 3-year olds.

22 Japanese schools and universities were rankedcampleted for the best reputation and name. The
Ministry of Education set high school examinatiémisuniversity entrance. These examinations were
uniform across the nation. In addition, each ursiitg set its own entrance examination, choosing el
candidates according to their results from the sthniversity examinations. Student placementite
universities were heavily contested. Universitpaiéments invited candidates with top results & th
government university entrance examination tohsit particular university’s entrance examination to
compete for a place in the department’s undergtadt@irse, thereby attempting to upgrade their own
departmental reputations. In each of approximéai8lprefectures there were usually two government
universities, one prefectural university, plus ptevuniversities.
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children should aim for through entrance examimetioStudents competed to enter high
schools and tertiary institutes, and candidatedavoarmally sit examinations for more
than one high school and tertiary institute to e their choices. For the superior high
schools and all universities, candidate numbersecked places available. If unsuccessful
in gaining admittance to a university, studentsesferced to spend a year guéu (a
cram school providing supplementary courses durorgnal school hours) and re-sit
entrance examinations. Since in daily and profesdilife the selection of high schools
and universities influenced a person’s public andgpe status, entrance to an appropriate
institution was of paramount importance and reqluile balancing of a number of factors,
including a person’s marriage prospects. One mptbeinstance, specified the qualities
she would look for in her daughter’s choice of rarst
The school [university], and his work [and] his pia®. [Also] the health is the most
important and the second is character, | alwayféel
Although all state schools were co-educationaldgems well as other factors influenced
the selection of a state high school. In one fanidr instance, where the choice made for
son and daughter differed, both students in coasaift with their parents nevertheless
avoided the most competitive schools. Their motioanmented:
There are many schools and... there are levels.tdghschool, the second school... There's a
rank. So, if [our son and daughter] enter a végh level they'll be very busy [i.e. have to

endure great pressure to succeed]. But if we @hem into] a normal high school, they can

enjoy their lives.

Unlike in Wellington, few married women in Shizuokauld seriously contemplate a
professional career while almost all young peopkicgated married life. One (non-
Japanese) high school teacher estimated thatagjidscupational high schools paid only
lip service to the idea of a future career, althogils at general high schools showed
more determination. While most teachers deniedfference in attitude between male and
female students toward study or professional aspirs, around 20% of teachers thought
that male students showed a more competitive détithan female students, and were
more willing to struggle with difficult subjectslust over a quarter of the teachers agreed
that more male than female students hoped forldifig profession through undertaking

university courses.

It is clear that school students in Shizuoka wélleged to make life-determining choices
at an earlier age than their Wellington countespaince horizons in Shizuoka were
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narrowed by factors of gender, class, high schelelcton, and entrance examinations in
ways that did not occur among students in Wellingt®he ranking of schools recently
introduced through educational reforms in New Zeahwas comparatively negligible.
Moreover, in New Zealand any person over twentyicctake up university courses
throughout life without formal qualifications, whithose under twenty were required only
to have matriculated from high school. Similariops were unavailable anywhere in
Japan. Further, whereas in Shizuoka a personfsdulgool ultimately determined his/her
level of tertiary education and future social stsaamong the British/European population
in Wellington social hierarchy was de-emphasisatidapended less on educational

achievement than on wealth and/or ethnicity.

Principles of equality and democracy outlined ipalés postwar constitution included
equal educational opportunity for all citizefisyhile the government’s promotion of
Japan’s ‘middle mass’ suggested that most peopbyeth middle class equality and
opportunity. In practice hierarchy prevailed, vehgiovernment guidelines for teaching

methods and school curricula promoted conservaisss.

In both Wellington and Shizuoka, schools taughtlacaic knowledge and practical skills
enabling students to move into higher educatioenter the workforce. Their overall

effect however was very different. Wellington salsofocussed on academic achievement
and encouraged the development of freethinkingziddals who could function
independently and contribute in an egalitarianetyci In Shizuoka, the focus on academic
achievement sorted people into different levelsafial status and social place.

Informants pointed out that a person’s educatitsadl would always impact on personal
relations and on personhood, more so for thosehalanot attended tertiary institutions
than those who had.

In Shizuoka, general conversations that includezbtjons about, or merely referred
obliquely to, levels of education could be condtras seeking background information

about a family’s social status and were resentexhasvasion of privacy. One mother,

23 Educational reforms proposed by SCAP Headquarnters enacted in the Fundamental Law of Education
of March 1947. The preamble establishes that ‘afilie... aims at the creation of culture, general éetd

in individuality’, while Article 3 establishes equapportunities in education regardless of ‘raceged, sex,
social status, economic position, or family origirrticle 5 establishes that institutions will be
coeducational. (Lu 1974: 207-208). For an ovemaé SCAP’s proposed model of education see Rohlen
1983:63-76.
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whose daughters attended Shizuoka High Schooliraetd to Shizuoka as a newly
married young woman. She described conversatighsacal women with whom she
had worked as public servants. The woman had keista assumed that her co-workers
in Shizuoka had attended a professional colleghasad done. Her remarks to them had
included comments such as, ‘Oh, so you got mardetyou, right after you graduated
from university?’ or, ‘Oh, you started working eftyou graduated?’ Their ‘unpleasant,
uncomfortable’ replies indicated that she had deprsed some line: ‘| made [a]
mistake... After that I'm very, very careful aboatking about educational background.’
She explained how a ‘quite conservative’ outloakt fhlaced less importance on
educational rank among women was coupled withudits of embarrassment or
resentment at references to educational achievenvhith carried implications of a
higher social rank.

Any specific attachment to a tertiary institutideaindicated status, as shown through the
common exchange of professional business cardaioarg such information. When
reflecting on the Board’s block on questions concey parents’ educational backgrounds,
one informant suggested that my questions wereeadiyy problematic as parents were not
asked to name the university s/he might have agndhe general knowledge that a

person had acquired tertiary qualifications woudtli m his view, have caused a dilemma

By disallowing questions on parents’ occupations esucational background, the Board
acted to protect itself against criticism from pdse It also facilitated my research since
parents may otherwise have refused to particiatesiisons of privacy. On another level,
information on parents’ educational background ecclipations would have revealed
different social classes and rankings between gowent schools, contradicting the
government’s position of a ‘middle mass’ socieBurther, the Board’s function as
mediator between individual schools, each of whiels protective of its own status,
meant shielding access to information that mighehandermined a school’s public
image. On these separate levels privacy and idsises merged, as within each
community family identities were linked to locahsols that the Board was obliged to

protect.

The Board’s position on parents’ occupations aneational backgrounds marked the
significantly different attitudinal environments $hizuoka and Wellington concerning

educational institutions, educational achievemsntjal place and privacy. The YFP
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questionnaires distributed to parents through dshwad not only asked for and received
information on parents’ education, but had alsamested and received information on
parents’ individual incomes. In contradistinctimthe protective and formal constraints
shown in Shizuoka, in the open, egalitarian envirent of Wellington differences in
education and occupation were thought relativeiynportant and access to and analyses
of this type of information was accepted and enaged. These cultural factors are
illustrative of the differing social attitudes aodnstraints to which young people are
exposed as they mature.

The Board’s decision to repress information onaretiities also clearly related to issues
of privacy. Japanese-born foreign nationals, ngtbreans and Chinese, as well as
Burakumin and Ainu, were disadvantaged in mattéraarriage, employment and social
security yet, over some generations, a numberdwtéd to ‘pass’ as mainstream
Japanese. When | was told: ‘In Japan it is bé&ttessume that everyone is Japanese’, the
speaker was advocating concepts of harmony whiahled a glossing over of
discriminatory realities. This attitude prevailadschools. For instance, a non-Japanese
teache?” had discussed in class the famous ‘I had a drepeech by Martin Luther King,
asking students to write an essay on ‘problem’assuro her surprise, not one mentioned
race or national identity. In reply to her quehg Japanese co-teacher remarked that
these topics were not an issue in Japan. Asked spacifically about Koreans and
Burakumin, the co-teacher commented: ‘These thamgdest not stirred up.” Moreover,
differences among school students were played dowmnimise incidents afime, a

kind of bullying discussed below.

When compared with the wider range of ethnicitie®Mellington? variation in Shizuoka
was minor and people looked physically alike. &e8 advocating a collective sense of
belonging were more easily promoted than in Welbngwhere ethnic variation was more
pronounced. Whereas in Shizuoka ethnic variatiegre suppressed and regarded as
problematic, in Wellington they were openly ackneslded. A person’s identity was
associated with choice and freedom of expressidrsanior high school students often

%4 This incident occurred in a government school s not involved in the questionnaire survey.

% New Zealand citizens have migrated from a widegyeaof countries and regions, including the Pacific
Islands, Australia, S.E.Asia, China, North Ameri8authern Africa and the Near East.
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emphasised their ethnic distinctions or sympatfeas through dress) as a mark of

personal independence and individuaffy.

Overall, in Shizuoka issues of rank, gender antbnal identity as well as formal
constraints of privacy and harmony created param&tghin which young people needed

to negotiate their lives.

4.2.2. The nature and role of schools and their resnsibilities

The educational emphasis in Shizuokan high schfftsed according to whether
schools were general or occupational high schoolspmbined general and occupational
high schools. However, unlike in Wellington, athsols also took formal responsibility
for the moral development of students and mediatiedr legal infringements committed

by students.

Participating schools in Shizuoka city and the |@ssperous rural town of Tenryu
reflected regional distinctions that cut across $wbool types. The schools also differed
in terms of academic aspiration and rank, which lieatting on some questionnaire
responses. Shizuoka High School and Futamata $tigbol were general high schools
leading to universities. The former was in Shizaioky and ranked more highly than
Futamata High School, based in Tenryu. ShizuokacAtural High School and Tenryu
Forestry High School were occupational high schtedding mainly to professional

colleges. The former was in Shizuoka city andlatier in Tenryu.

Unlike in New Zealand, where factors other thardacaic performance, such as sporting
prowess or decile levels, contributed to a schqmlislic image, a school’s public profile
in Japan was determined by its academic succdssie Tvere some obvious distinctions
between the participating schools reflecting dédferattitudes concerning educational
ranking that affected individual strivings for ingming or maintaining their social status.
Over and above other teachers, teachers at ShitligkaSchool thought that students
regarded school as a place providing the chaneatar a high status university, while

more parents at Shizuoka High School thought tttehdance at a high status university

% See also Williams (undated) and Grenside (undated)
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was necessary for their son/daughter’s future sfat@®n the other hand, at both general
high schools more parents than at the professhighlschools agreed they would like
their son/daughter to have a university educatidnle more parents at the professional
high schools agreed they would like their son/déeigto attend a 2-year tertiary college.
However, a fair proportion of parents agreed thatlength of their son/daughter’s formal
education was a matter for the son/daughter talgétiAmong the students, almost all
students at Shizuoka High School (94.5%) and Futaiegh School (95%) wanted to
attend university. At the professional high sckp8t11% of students wanted to attend
university, 31-35% wanted to attend a tertiaryegd, while 40-45% wanted to seek

immediate employment once they had matriculatewh inaggh school.

Despite differences in attitudes to educationakirammand status, answers to life-style
questions revealed, with few exceptions, littleiatawn between schools or else variations
that fell only within a 12% range of differenceenfyu Forestry High School students,
however, spent considerably more time in familyétets and pursuing outside interests
than students in other schools. Responses algesiggl that students at the general
schools were more focussed on study than studgatsdang occupational schools.
Occupational school students watched more telavigi80%) than students at general
high schools, for instance, while more studentgeateral high schools used their own
space for homework, and more (22-25%) owned their computers than students at

occupational schools (14-11%).

Encouraging students to obtain nationally compegiticademic results was in one sense
irrelevant to the relationship between schools,ilieamand students. All schools

ultimately attempted to fulfil the same structui@es of being responsible for and

%" percentages of parents who thought that attendsraeniversity/tertiary college with a good regtian
was necessary for a son/daughter’s future ste8tiizuoka High School 31%; Futamata High Schod¥%20
Shizuoka Agricultural High School 6.25%; Tenryuéstry High School 0%.

%8 percentages of parents who would like their sargtiter to attend university:

Shizuoka High School 75%; Futamata High Schod¥74&hizuoka Agricultural High School 12.5%;
Tenryu Forestry High School 12%.

Percentages of parents who would like their sorgtitar to attend a 2-year professional college:
Shizuoka High School 0%; Futamata High School®.&hizuoka Agricultural High School 31%;
Tenryu Forestry High School 12%.

9 percentages of parents who agreed that their sogitder should choose the length of their formal
education:

Shizuoka High School 22%; Futamata High Schod¥;1$hizuoka Agricultural High School 28%;
Tenryu Forestry High School 41%.
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protective of students, and of mediating betwee eaild, his or her family, and the
future. Although working toward high grades was #greed goal in schools where
academic achievement was paramount, most (73%)denagreed that parents and
teachers wanted students to do as well as posstoieimber (20%) of teachers, however,
indicated that parents expected teachers to taketah responsibility at high school for

the future of their children.

In Shizuoka, a state school’s protection of itso#ad students was associated with
responsibilities that prefectural boards and parerpected of schools in general. These
responsibilities far exceeded those expected aidshn Wellington. According to a
teacher I interviewed: ‘Schools are expected tdrob students’ lives’, whereas schools
and teachers in Wellington consciously sought liagiaish much of their authority in
senior high school years. A (non-Japanese) teacl&hizuoka explained that for years
parents had given over to schools the primary respdity for their children’s moral and
social development from an early age. Moral edanatlasses drew on Buddhist tales
and Confucian classics, inculcating values of haryrend respect. Harmony was sought
throughout each school through theemaeof respect relationships, while harmony within
each class was sought through student identificatith the class group. In Wellington
schools, teachers encouraged the morally deferale@s/ of self-responsibility and
independence associated with adult autonomy, vdeif@minational schools (primarily
Christian) transmitted religious principles, altgbuthese were not mainstream valtfes.
There was nothing in Wellington, however, compagablShizuokan schools’ moral
instruction whose content diffused into all arebkfe. University and college students
who had studied overseas were, for instance, oftenwhelmed by the independence they
encountered that resulted in a deep sense of abanadne woman who studied for one
year in an English university described how shesedggroup identification with fellow
students there:

| wanted to have a tie with them, and... stay [ba group] with them... and eat with them,

but they wanted to have their alone time [be sglitand independent]. | couldn’t understand

about that... [and was] sad and... lonely.

%0 Among Wellington student interviewees there wef@hFistians, 4 casual attendees of youth groups, 3
agnostics, 22 atheists, and 1 unknown. Most stsdeid their parents had no religion. Among paren
interviewees there were 9 Christians, 9 who hath@gs@an background and were nominally, ‘looseby’,
‘non-church —based’ Christian, and 14 atheists.
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Areas of students’ lives that, in Wellington, weegarded as the responsibility of parents
were often, in Shizuoka, the responsibility of swlso Whereas in Wellington teachers
were responsible for student activities only ato&ttand during school hours, in Shizuoka
teachers sensed they were permanently on*duRestrictions placed around students had
not been greatly revised through the years. Maenevixed by law, such as restrictions
against drinking, smoking and driving, and by sdhiegulations against students having
part-time jobs. Yet, school control over studévgd extended beyond these restrictions
outside school hours, linking student and parestities to specific schools. One
seventeen year old who attended a private daydagbol for girls showed me a letter sent
out to parents at the beginning of every vacatisting twelve points that students had to
observe during the holiday period. These inclugledhibitions against having a job,

riding a motorbike or motor-scooter, riding in gefrd’s car, organising a party, staying
overnight at a friend’s house, smoking and drinkiagging drugs, going travelling with
friends without the school’s permission, staying later than 9-10 p.m., wearing anything
other than a school uniform on trips to the citgying a boyfriend without the parent’s
permission, and ‘doing something’ (having sex) véthoyfriend. On separate occasions,
the student had been reported to school authofitresearing plain clothes to the city
during holidays, and for riding through the cityaapassenger on a motorbike during the
holidays. Although these rules were thought sonatwld fashioned and related to girls
only, they portray the range of general resporis#slthat schools were expected to bear

on behalf of parents.

In the case of small legal infringements by stuslet@tachers mediated between the law
and parents. As explained by one teacher, wheadhér discovered that a student had
broken a law by drinking, smoking, riding a motdsbdor engaging in petty theft, the
matter was not referred to the police. The teaalwerd reprimand the student who then
had to write a formal apology with a promise notdenffend. Depending on the student’s
attitude the matter might rest there, or be taketihér by the teacher by notifying the
homeroom teacher, who could then request the tesidieard group to take disciplinary
action. In serious cases, a student might be sdsplebut remain responsible to the
teacher and work at home, where s/he was stilliredjgo wear school uniform. This

action served as a warning to the parents to take mesponsibility for their son or

3L For teacher out-of-school-hours monitoring of stus see also Rohlen 1983:197-198 and M.White
1993:16.
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daughter. If outsiders reported crimes committgthigh school students to the police, the
police dealt with the school authorities, who tinetified the parents if the matter were
serious. In order to protect the school name dsasghe student and student’s family
from public exposure, most petty crimes committgdhigh school students remained
internal concerns of the school and the school conityn  Only when serious crimes

occurred did the information become public knowkdg

Legal ages restricting drinking, smoking, gambliagd marriage have been cited abtve,
as have ages restricting employment and licencdgeue a car and ride a motorbike or
motor scooter. Restrictions concerning employnagak driving licences were not clear-
cut. While high school students in Shizuoka werage legally qualified to take a job,
schools in Shizuoka, unlike schools in Wellingtprghibited enrolled students from doing
so as jobs were thought to interfere with study scitbol activities. Likewise few parents
encouraged their children to take jobs, not wantiegn distracted from study or tempted
to drop out of school. Parents whose children aditd take on part-time jobs were
required to write a letter requesting the schopéemission and receive the school’s
formal approval. As will be seen, some studentskea part-time. As regards transport,
most high school students used public transpambde pushbikes, the latter being
favoured. It was illegal to ride motorbikes anghpowered scooters at high school age.
Also licences were expensive.As a result, few parents would buy a scooter otombike
for their student children. Occasionally (but igr@ school in a rural area would allow a
student to ride a scooter or small motorbike tastif there were no other form of
transport available. High school students werewéehe qualifying age for a car licence.
Students rarely drove a car without a licence amlbes were severe, especially when

caught driving after drinking alcohd.

In Shizuoka, as in Wellington, problems connectéti experimental smoking, drinking
alcohol, and sexual activity occurred among somedestts as early as junior high school.
Parents, high school students and graduate stutbddit:ie that experimental drinking and

%2 Chapter 2.2.2.

3 A licence for a larger scooter or motorbike was,008 - 200,000 yen (NZ$2,300 - 4,000; US$1,150 —
US$2,000). A licence for a large bike or car #86,000 - 300,000 yen (NZ$ 4,000 - 6,000; US$2:000
US$3,000).

% An employed person caught driving after drinkifigphol lost his/her licence.
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smoking by high school students were done in a@ldook cool’ and impress peers.
Some students smoked in secret (‘a fence was regggssvhile others were free to smoke
at home. High school boys who smoked publicly aipstin a McDonald’s restaurant
quickly extinguished their cigarettes and disappedirthey spotted anyone on patfol.
Some families allowed underage students to drio&radl at home or at house parties,
either because they were unable to prevent it caume they wanted their children to
know the effects of alcohol before reaching thalelyinking age. Student questionnaire
responses suggested that two thirds of parentsedlar negotiated with their children as

to whether they could drink and smoke.

Students, teachers and parents collectively faoedéed to conceal smoking and drinking
activities from the police. Some schools were niaveurably disposed toward the
students’ situation, as seen in the following ecttfeom an interview with a mother whose
daughters attended Shizuoka High School:
When my elder daughter was at high school [ther®med] much regulation, and they [the
students] are quite free. They sometimes do... amgoknd drinking... after the... cultural
festival... or field day. Most of the class go tergoplace... [such as a] club, or... the
riverbank... and they give... a party... Parents knoat.th And teachers know that... Once,
the neighbourhood of the people living by the fbaatk called the police and so after the party
they got [caught]... They were taken to the... pobffice[station]... The vice-principal of
the high school... was called at night.. [to] takernthout... What the teachers said after
everything was, “Why do you do it just beneathkbban[police sentry box]?” Th&obanis
just by the riverbank... “Do it somewhere else!”..eathers think those kind of party is
important for the students, to get close to eabbrotind... [make] friends [to] help them to

get over some tough high school days. So teacimelsrstand.

While some parents were prepared to discuss wittheieattitudes toward student
smoking or drinking, no parent discussed infornraibout sexual activity among high
school children. Personal knowledge of or attitugiesex were almost never mentioned
or openly discussed. Students’ attitudes to sehtiiave changed following on the legal
availability (since 1999) of contraceptive pillsahgh prescription. Access to the pill,
according to one student, was easy: ‘You just haym to a hospital and ask a doctor for

it.” A high school student, who told me she ateshdtudent parties, said that many high

% In compliance with the law against smoking ungieawenty, the restaurant employed people to wdten
names of under-age offenders.
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school students ‘do sex’ and that high school git® became pregnant (about 5% by her
estimate) had abortions. A graduate student kaicthhe percentage of high school

students who became pregnant was very small.

According to M.White (1993:155,170-189), young pleapot advancing to tertiary
education begin sexual activity earlier than ursitgr and college-oriented students, while
by fifteen two thirds of Japanese girls are sexuallare in that they are ‘sexually
sophisticated if not always sexually experiencéd'White maintains that high school
students rarely date as couples or attempt to kegpterm relationships. While sexual
activity per seis not discouraged, to preseta¢emae—including the social balance
demanded by group friendshipsexual relations are kept strictly private and afsam
public scrutiny. Moreover, borrowed English termsch as ‘boyfriend’, ‘girlfriend’ etc.
have altered Japanese meanings. A girl's havimgy&iend (boifurendo) implies a

close friendship with a boy with sexual innuendelile having a lover (abad or
‘koibito’) indicates a very close friend with fantisisedt bot necessarily realised, sexual
relations. ‘Going steady’ impliespablic social tie with sexual overtones that both
partners acknowledge (Rohlen 1983:288-289; M.WI#@3:155-156). As steady
relationships are negatively sanctioned by paramdisteachers, most students’ sexual

experiences occur in brief liaisons.

School involvement in disciplinary action over gattime meant that staff duties could
become onerous. One teacher mentioned having tio ghool on Sundays to deal with
instances of petty theft. As classes were hel8atnrday mornings and school outings
often took place on weekends, a teacher’s free waselimited. Extra duties were
therefore resented. Schools were, however, exghéatiirow a protective barrier between
students and the law in areas where guardianshsestowed on teachers. Parents
expected teachers to fill this role and complaiagdinst the teachers and school if the

school did not meet its responsibilities.

Overall, unlike schools in Wellington, Shizuokalhnigchools were expected to teach and
transmit codes of morality. They were deeply imeal with disciplining students’ social
lives to a degree far beyond that in Wellingtonagdh. While students in both societies
complained about rules, teacher attitudes andutistnalised education, students in
Wellington, unlike students in Shizuoka, experighseme independent choice and

freedom in wearing mufti and assuming responsybiitit use of free spells or school
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attendance. Also, outside school hours, Wellingtoidlents were legally permitted to
drive a car or ride a motorbike, and were freak@tup part-time work. In Shizuoka,
however, as young people matured, school discipipacted on their lives both inside
and outside of school hours.

4.2.3. Schools, independence and choice

Superficially, students’ lives in Shizuoka and d®asi they were required to make
resembled those of students in Wellington. Initgadociocultural ascriptions of rank and
gender in Shizuoka and maturation through time stastent lives into a different
framework. In Shizuoka a person’s maturation iexgbla person’s gradual transformations
while attending to his/her social connections as jpart of the whole social fabric of life

rather than, as in Wellington, becoming a whol@aamous individual.

Ideas of choice, independence and individualismewegnificant concepts in the
maturation of young people in Shizuoka and Weltmgt In Shizuoka and Wellington,
however, the terms ‘individual/individualism’ anddependence’ did not mean the same
thing. Thus, comments made in Shizuoka advocatioge individualism’ among young
people, or suggesting that contemporary students \were independent’ than students in
former years, carried different connotations framiker comments among Wellingtonians.
The ‘individual’ in Shizuoka did not, as in Wellitan, imply the idea of an ‘independent
self'. Nor, as in Wellington, did ‘independencenvey ideas of individual separateness or
autonomy, or involve strong self assertion whichnated, was associated with selfishness
and an unwillingness to adjust to others. In Stka,)showing independence as an
individual implied showing competence in qualiteessociated witlotong such as
responsibility, judgement and a challenging spastwell as intellectual independence and
emotional control (see below). Ideally, ‘being@peéndent’ in Shizuoka was akin to
having self-assurance in knowing how to relatett®rs, as described by Allison
(1996a:139):

This ‘independencejifitsu) is not the ability or inclination to chart on&#n course and act

without the help of others, but rather the abildynternalise certain habits of self-maintenance

that are expected of students. [The advocacydspandence] means the development of

patterns, skills and attitudes that enable theldbiladopt and perform successfully the labours

of school (and later, work).
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Most high school students in Shizuoka strove facess in schoolwork and examinations,
competing for placements at tertiary institutiorfsose rank affected their futures.
Success in examinations was attributed to selfiegupdn in study, rather than innate
ability or genuine interest, and was seen as a wiaalkperson’s strength of character. By
comparison, success in Wellington was measuredlessccessful competition in
examinations than by an individual's focus on hesfimnate abilities and the development

of the self.

Parents and teachers in Shizuoka noted undercsiméstudent anxiety and anger against
the pressures of schoolwork in preparation for sthwatriculation and university entrance
examinations. In senior years students becameustddy worked well into the night, and
had no time to play sport or relax. One universttydent described the usual pattern of

high school and university life:
At high school, students work to achieve theirtfaisn, to enter a university or college. Later
at university or college, they work in their finaidergraduate year, or as graduate students,
toward a good job. Between these times [in eanjeugraduate years] they... play and

explore... They have no goals, only those set biesoc

Junior high school years were associated with ygartiblems’. By senior high school,
the competitive system and social attitudes preagesérious students from pursuing the
extracurricular activities that, in Wellington, veeenjoyed by students and socially
approved as a mark of their independent autonohtme majority of Shizuokan students
were therefore more confined in their social cotstagocial activities and life experience,

than high school students in Wellington.

For lack of time, few students chose to take uptsppor cultural activities beyond
compulsory participation in school clubs. Sentoidents who regularly played the most
popular sports-soccer, volley ball, baseball, skiing or snowbaaggdiswimming, and
track and field—amounted to 2-6% for each sport, while less thtmrd chose to play
each sport occasionally. The number of studerdssihg to participate in cultural
activities was also comparatively low, most takingsic (31%) while waiving other
options, with the exception of calligraphy (7%).

As mentioned, school policies did not let studevibsk part-time jobs outside school hours
without written permission. Rohlen (1983:197) sotieat teachers may veto part-time

160



work and vacation jobs through fears that contatit eider men or gangsters could
potentially lead to teen pregnancies, prostitudiod crime. Students in Shizuoka
nevertheless took part-time jobs and the majofitstudents (76%) said the decision
whether to work part-time was their own. Whilésidifficult to accurately assess the
numbers who worked, they were much lower than itlitMgon. In questionnaire
answers, 68% of students denied having a job V%% affirmed having jobs. Responses
indicated a far higher percentage of part-time woslat Shizuoka Agricultural High
School than at other schools, perhaps becaussda®l was in the city where jobs were
more available, and students at this school, mamhom did not plan to enter a
university, were less pressured with study. Jakiv half (43%) of Shizuoka Agricultural
High School students had weekly or fortnightly pjaids, while other schools had none to
two students each in these categories. Howeves, df6Shizuoka High School students
did not reply to this question, while in other solsoonly one each did not reply. Thus
responses were irregular. Furthermore, only astexgents (8%) claimed to have weekly
contact with employers, suggesting that jobs wetermittent, while the vast majority of
parents (90%) denied that their high school childrad regular part-time jobs. Since
graduate students admitted that, when they wenghtschool, students took part-time
jobs without permission, a proportion of the 25%stfdents who said they had jobs could

have fallen into this category.

Although, as in Wellington, Shizuokan students she&y worked ‘for the money’, their
experiences of part-time work did not, as in Weilon, lead to a more autonomous
identity through egalitarian, casual relations vattier fellow workers and some
employers. Nor did they associate self-earned mand the work environment with
‘becoming adult’. According to M.White (1993:67)70apanese school students working
part-time represents a need in families for exteaime rather than student desires for
increased independence. She further points ouhthsat families, even when on restricted
incomes, give disproportionately to provide théifldren with sufficient pocket money,
peer-approved clothing and other trends in a speibere ‘market forces rule a child’s

social acceptability’.

Shizuokan student relations with employers anaWellvorkers involved social distancing,
polite conversation and hierarchised relationsvedbeless, as in Wellington, some
Shizuokan parents saw adjustments to the ‘adultldibrough part-time work as
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beneficial to students as long as it did not imerfwith study since, as one informant
explained, young people ‘develop the ability toally catch onto things... and calm

down when they start working'.

The lifestyles of most high school students in 8bka were centred on school, study,
family and friends. Parents and the schools thigin school children attended were
generally mutually supportive. Over two thirdspairents agreed that school activities
were important occasions for keeping families tbget Furthermore, most (65%)
students positively valued school, while 24% saitbsl was ‘OK’. Teachers were the
most significant non-family category of ‘grown-upgith whom students had contact. A
high percentage of teachers (76%) claimed thaesitiscconfided in them about personal
problems and sought advice, suggesting that teattael the trust of a considerable
number of students. Even though teachers (77%g imgolved in club activities where
students were able to approach them more informdityance was always maintained
through respect relations.

The out-of-school time students spent with friemds often curtailed through pressures of
homework and study. A relatively high percentaffg?) of parents agreed that their
children needed encouragement to spend more tinselwol activities and homework,

yet most parents (78%) indicated that their childieeded encouragement to spend more
time with friends. Among student responses, ‘gamuogwith friends’ was the activity

most highly favoured, yet occurred far less fredlygthan among students in Wellington.
When questioned about activities pursued with fferand how often, students said they
organised activities among themselves monthly ratien weekly. Students therefore
spent less time with friends than parents would, lifet activities with friends were highly
valued. In descending order of enjoyment, actsitvith friends were shopping, eating at
MacDonald’s, watching videos, playing computer ganaad going to the movies or
karaoke bars. Informal contact between friend=saah other's homes was not included in
the list of possible responses. Students selddartamed friends in their rooms,

however, with only a fifth (18%) agreeing they dimla few times a month or even less.
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Almost all Shizuokan students (93%) received pooketney, usually once a fortnight or
once a montfi® Four parents named the amount given, which vérédeen 3,000 and
10,000 yen (NZ$60 and NZ$200; US$30 and US$18@)me students received a

clothing allowance at different times, while otlmoney was given by parents for meals,
club-related activities, buying books once a ystationery, and shopping trips, or else bus
fares, snacks, hobbies and social expenses. Bamshigrandparents traditionally gave
money at New Year, and most did so for birthdalise actual amount of income students
received and spent did not appear excedsam mostly came from parents and/or other

relatives.

Students were in charge of their own money and 1(8d$b) tried to save, while their
spending patterns resembled those of Wellingtodestis. Items that students bought in
descending order of priority and importance, webs @nd tapes, gifts, movies, junk food,
CD players, make up, meals, clothes, film and phaad bus/train fares. Parents bought
these items for their children in the reverse oafgariority. More teachers (86%) than
parents (61%) agreed that students had more almcesmey than they did in the past, and
most parents (70%) thought peer and TV influenses students spending were stronger
than their own influence. Almost half the paresdseed that their children’s spending
reflected values different from their own and ceelain them a measure of apprehension.

Although study limited students’ out-of-school sdaontacts with friends, most students
owned a cell phone and kept in touch with frierdsuagh text messaging. Also,
according to teachers, other peer related actviiieeh as computer games and movies
interfered with study except among students aintongnter higher ranked universities.
Peer influences therefore contested general expmdahat students would necessarily
place a high priority on study. As M.White (19936} notes:

For most Japanese children, priorities aréwgéamily and school, and the remaining

unchartered territory is claimed by friends, thedragconsumer activities, and goals tying

teens simultaneously to friendship and the market.

% This compares with 54% of Wellington students stibh received some form of small allowance. Six

students (16.2%) in Wellington received a weeklgwance averaging $5 - $15 per week (total average
$9.75). Three students (8.1%) received a clothllgyvance averaging $10 - $30 per week (total ayera

$19.00). Twelve students received pocket moneyagieg $5 - $60 per week (total average $23).

37 1n 2000-2001, the cost of living in Shizuoka waswe twice that in Wellington. Comparative items i
New Zealand dollars were a $10 CD in Wellington$860 in Shizuoka, a basic $2 hamburger in Wellingto
for $6 in Shizuoka, and a $2 soft drink from a disging machine for $6 in Shizuoka. Clothing wasrov
twice the cost of clothing in Wellington.
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Students’ attention to homework and study variecklation to their choices for the future.
High school students had some idea of the typatafé work they desired. Students at all
schools claimed that they had decided their sufyjetthough 34% of parents said a
compromise decision had been made. Substanteslgifparents of students at city
schools claimed input into these decisions thamm tweinterparts in rural schools. Parent
attitudes to future careers for daughters varigeliation to the schools their children
attended. More parents at general schools sumptirteidea of careers for girls,
especially those at Shizuoka High School, althotaykers for boys were considered more

important than careers for girls.

A number of occupational fields desired by highasdistudents appeared relatively free
from gender bias. In reality, as men dominatedyrwdrihese fields, fewer women were
able to persist with a full time career and competehese jobs. The theoretically
‘gender-neutral’ occupational fields desired bythaghool students included psychology,
counselling, social and welfare work, teaching,divé service, and the arts, most of which
required a university degree. On the other hamls, \gere attracted to home economics,
food processing and medically related occupatisdle boys preferred law, computing,
and areas related to architecture, building, marufang, and sports. More of the gender-
identified courses were taught at professionakgasé (polytechs) than universities, and
were preferred by more students from occupatioctadals than students from general
schools, who preferred to attend a universitycdntrast to career choices in Wellington,
where student choices were not compromised by geddseles, many career choices
selected by Shizuokan girls doubled with home egts, suggesting a cautious or realistic

appraisal of their future.

Schoolwork and study involved a much tighter camfagion of study, examinations and
future prospects than in Wellington, where studémtassed more on self-development
toward independent autonomy. Concepts of indeperedm Shizuoka supported growth
in competence and self-assurance in academic aiml Bfe. However, among students
with no ambition to enter a highly ranked univergit tertiary college, choices to
participate in part-time work and more peer grocivdies outside school hours appeared
reasonable. A lessened respect toward senioss¢tegperation with teachers, and more
willingness to speak up could suggest a swing tdwiaore assertiveness. Teacher
responses indicated a greater tendency in théclagtears for students in general schools
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to act independently and with greater confidene@ tudents in occupational schools.
Two thirds of teachers also thought that in thé tlxs years students had become less

willing to work together as a class group, while #ame number said they encouraged
students to form their own opinions rather thangnrait prescribed orientations.

Although most (63%) parents indicated that toddgsh school students were no more
independent of parents than those of their own ig¢ioa, some regarded a desire for more
freedom and independence as age-dependent andalhats one mother said:
Everybody has that feeling when they're very youndglrobably they want to decide by
themselves so no advice is necessary for themy What to be quite independent
[intellectually] and... that's a quite natural thing.
To this degree many parents tolerated or endutiddss and values that they disagreed
with in the expectation and hope that conventigadiierns would reassert as young people

grew older.

4.2.4. Choice and change

High school students in Shizuoka faced social piresscommon to large-scale industrial
societies. These pressures arose from fairly dgitsions of labour, economic recession,
globalisation, consumerism and social mobility. ritteratic-based educational

institutions functioning according to codes of seity, rank, respect and harmony, and
advocating student self-discipline, channelled stiweéxpectations and horizons at a
relatively early age. Where students were unablenwilling to adjust to expectations, or
where student attitudes and behaviours were caresideacceptable, the authority of
schools whose responsibility it was to impart slogral moral values was called into
question. Extreme cases of rebellion or maladjastrwere held up as a moral rebuke to,
and major transgressions against, codes of harmetyespect, suggesting a breakdown in
the social order. Media articles covering thes @ther social issues presented images of
social disintegration, while some parents typedetitgre high school generation @ashu-

jin (‘creatures of outer spacei$ei-jin (‘aliens’) orgaikoku-jin(‘foreigners’). Since, in
Japan, generational or cohort labelling has sugdagtneration gaps through time, these
terms form part of a line of similar epithets irgilog, for instancekyojinrui (the ‘old

Homo sapien for those born between 1947 and 19%€higozoku(‘strawberry group’ or
‘fifteen year olds’) for those born between 1968 4881; andhinjinrui (the ‘newHomo

sapiensor the ‘new breed’) for the youth of the 1980s.
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In Shizuoka, more often than not, parents thouggt differences between the generations
were not hard to bridge and traditional values wawentually prevail. Parents were
divided over whether younger generations in Japare \Wwsing direction, and whether
changes that were occurring were for the bettdrth@e who gave definite replies, a

slight majority thought changes were for the be@éthough many were non-committal.

Changing attitudes most widely criticised by paseand teachers concerned the lessened
respect shown by juniors toward their seniors.e@these criticisms meant only that
students sometimes ignored restrictions set bynp&ugs teachers who monitored student
behaviour. Parents compromising on their childsel@mands could also appear
indifferent toward school values. Some criticsugd)that many students transferred their
allegiance and respectjuku teachers who encouraged competitive attitudesicgu
schoolteachers (who emphasised harmony) to logentla@date over student discipline.
When parents also failed in matters of disciplstadents were said to be falling between
the cracks® | was told that parents who were not very sudoésscontrolling their
children would criticise the school for failing meaintain standards. If a parent overly
criticised any one teacher, however, the familthat student could be harassed by the

community.

Students of both sexes used fashion trends sugleashed hair, earrings and faddish
clothes to assert a generational or group distiangss and their own identification with
peers. As these images were also associated etittolsdropouts and rebellious
behaviour, state schools and most private schamigpaigned against them, requiring
students to wear a compulsory uniform, remove egsrand, at the start of each term,
revert to black hair. In schools where fashiom@n-conformist trends occurred, many
teachers and parents spoke openly against theteadher at a girls’ high school in
Shizuoka described dyed hair and earrings as sigdegeneration’, while viewing the
students’ ‘sitting on the floor and eating on tleof’ as abhorrent and unhealtfiand
against accepted practices. Other teachers’ amthigaattitudes were ambivalent. One
mother | interviewed taught at an experimental stlbatering for students who had left or
been expelled from regular schools. Similar scheare found in most large cities and

offered students a second chance to qualify foiatgrstudies. The school, run like a

¥ The Japan Time® December 19993apan’s ‘new children’ a real problem

%9 For Japanese concepts of germs and space seeiQfemey 1984:21-27.
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university, had no uniform and students could freeime and go: ‘It's very new and very
unique. They are the top. |love it.” She ddsedi her own attitude toward breaches in
traditional modesty and respect as ‘going withftbe’ (‘1 just go in front of the river. |
don’t refuse’). She did not, however, want her dwgh school son and daughter to enter
the school, fearing that with peer pressure andguomnformity they would ‘become

similar’.

Parents were generally unable to prevent younglpaogpdoption of fashion trends.
When, for instance, a fifteen year old son hadehispierced and wore baggy clothes
against his father’s wishes, the mother took thréssside ‘so he won't leave home'.
According to graduate students, young people thocggual and individual dress styles
‘looked cool'. Taking a new image was not consedeain expression of a person’s
individuality and independence, as in Wellingtoat &s ‘being modern’. Informants
corrected my impression that young people were @atpfVestern’ images, saying the
casual look was uniquely ‘modern Japanese’. Thayhasised, however, that looking
international (modern) on the outside did not implging Westernised’ on the inside,
which was neither liked nor accepted, and that moshg people would ultimately let go

of casual pop images which were unacceptable imwtrk environment.

‘International’ influences were both encouraged disdouraged in Japan. Goodman
(1990:170-173) refers to returnee children beinglpged within the education system,
where a set quota gave them access to most ma@oanme minor universities without
sitting entrance examinations. In some elite retarschools a superficial
‘internationalness’ had become fashionable andparents were taking or sending their
children overseas to qualify to enter them. Knalgkegained through wider experience
was harnessed to serve national interests thrasgducation back in Japan. S.Mori
(2004:163) suggests that young returnee recruithoectmpany positions might
encourage more young people to study and gradwvatseas, bypassing and thereby
challenging the Japanese higher educational sy$tancurrently reproduces the Japanese
social ordef’® On the other hand, many Japanese returning fra@rseas experienced

problems re-integrating in society. One young 8bkan woman, for instance, who had

“0'In 2000-2001 there were 46,810 Japanese studentt t universities with 11.8% in other educationa
institutions) in the United States of America (SiV2004:169 fn.8). This figure equals 1.47% of the
3,135,392 tertiary students studying in Japan ughty the same period (Facts and Figures of Japag 2
edition).
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lived in Europe and the United States, explained tbturnees found it hard to fit in and
‘be considered Japanese’:
If you look Japanese but yet act like a foreignehey would see you as an outsider and they
would never include you in that kind of harmonygooup... It takes a long time to be accepted
here if you're different... They expect me to beapahese, looking like Japanese, and
speaking Japanese, being a Japanese citizen... rAmbi [like that anymore].
In Shizuoka, most families of men appointed to sgas positions remained at home to
avoid problems associated with reintegration igoah and ensure continuity in their

children’s development and education.

Parents generally disapproved of life-styles thadtndt reflect willingness to work hard

and achieve goals. During the ‘bubble economyhef1990s some young people chose
freer lifestyles, living for their own interests $port, or as singers or designers. As part of
a new phenomenon referred to daritah (‘freeter’),** such a person would earn a living
or supplement his income by taking any availabke-pae work, with no social insurance
or social security. While some could be identifeeddropouts, especially when working at
unskilled jobs as waiters or at petrol stationeeat were freeters by choice and worked at
clerical or computer jobs, or other skilled wo®nce the economy collapsed and jobs
became scarce, the term ‘freeter’ altered in meptannclude people of all ages, some of

whom were lifestylers but others who were unablén regular jobs.

Mathews (2004:7,128,133) inconclusively debatestidreyoung people become freeters
by choice (‘forsaking the career paths of theihéas’) or by necessity (through failing to
secure regular employment), and whether freeteragents of change to the social order,
or losers’? In 2000 and 2001 Japan was officially in recassiBedundancies created
unemployment and, among households of low econetatas where education no longer

seemed a route out of poverty, young people waseleen to study hard. In Shizuoka,

“l‘Freeter is a term incorporating ‘free’ and ‘Aiiber’. ‘Arbeiter’ (arubaito- or baito) is derived from the
GermanrArbeiterand is used to refer to a student who works paw-t Patois the term for part-time
workers, usually women/housewives, who receive sgovernment supportPatousually implies skilled or
qualified workers, wheredsaito jobs are unskilled.

2 Mathews and B.White (2004:7) suggest that, of #hé 2nillion young people aged 20-34 years, 3 millio
are freeters. Mathews later (2004:134n.6) givesathe range of freeters as 15-34 years. A cortberva
estimate would therefore put freeters at 10% oflth@&4 year age group. Mathews argues, howe\ar, th
27% of freeters ultimately want full-time employnieh6% hope to be supported by a spouse, and 296t 3
hope (unrealistically, according to Mathews) tdfteelance professionals. Only the latter couldieéscribed
as ‘forsaking the career paths of their fathers’nfothers), i.e. just 3.2% of young people.
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older informants told me that compared with thenoyouth, younger generations were
passive while some tended to drift. Young peopl@osing freeter lifestyles were often
regarded as undisciplined or scholastic failurespaiated with a loss of family esteem.
There was little concept, as in Wellington, of gagnlife experience through free choice,

and most parents emphasised high school study isngdoward a better future.

Having to succeed at school induced negativityomes students. Some graduates blamed
parents for increasing pressures for student sacces
The position now is that parents want riches. Tggh their children to do many extra
curricula [subjects] early on, especially langua@hildren really want to play. Children are
so busy they rebel.
Other pressures burdened high school boys in p&atievho, aware of the competitive
strain endured by company employees, sensed theybeeg pushed toward a way of
life from which ultimately there would be no relieSporadic outbursts of violence by
high school boys, much publicised in the mediaevadtributed by some parents to boys’
anxieties ovekaroshi(death from overwork) that had become the re&itya number of

hard-working family merf®

Parents and graduate students said pressure teltdatwchool was deflected infjone, a
form of student bullying that involved cell phorals demanding large sums of money.
Amounts requested could reach 50,000 yen (NZ$1,088$500). Threats of retribution if
the money were not found sometimes led to suicAlthough most cases gime

occurred at junior high school age, senior studemet® occasionally affected and in a few
cases provoked to violent crime, including murtfeiVhen | asked one mother whether
young people who were rebellious were going throaiginowth phase and would become
responsible in time, or whether society was undeggmadical change, the mother placed
her anxieties in a wider social context. She tedabn areas of social concern that were
presented by the media as an interlinked web, dnctuthe overworked husband, the
caring mother, and the need for educational refGrm.

3 See als@he Japan Time80 May 2000. These issues are discussed in @hapt

“When we first met, graduate students raised isstigsuth crime, referring me to three recent slwogk
and highly publicised murders committed by 17 yadrmale students who weijame victims.

5 These issues are discussed in Chapter 5.
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Media explanations ajime crimes discussed with students ranged througlestadailing
to qualify for a preferred high school, revengeiagigparental betrayal, the solitary
reading of magazines and playing of video gamesr, fgaching methods in schools, to
poorly coordinated investigations by school auti@siand police into incidents gime.*®
The media also connected overworked and therefisera fathers with juvenile crime.
Without a father’s influence and discipline, boysrevsaid to lack the ability to cope with
examinations or search for a job, and easily beczdatent?’ Other articles referred to the
‘school refusal’ syndrome and a general increaseng-term truancy. The Minister for
Education at the tinf8 denounced the postwar education system as onedsaeading
Japanese students to cut classes because ofridismported values. In his view,
students were refusing to attend school ‘becausaisglaced respect for [Western]
individualism, misplaced freedom and children’shtiggto do whatever they warif all of

which were considered alien or foreign to Japamesss.

Although juvenile crime in Japan was comparatively,”® graduates said it was important
to understand the era in which they were living esghrded media explanations of these
and other like incidents as inadequate. One yaworgan said that, although she would
like to marry and have children, she sometimes @&nb children as she was not

confident about raising and controlling them suéiintly well to avoid crime.

While rebelliousness, student crime and new phenarsach as freeter lifestyles affected
only a minority of students, their social realityatlenged values associated with
principled and disciplined lives. Against attitgdmnstrued as “Western-type’
assertiveness of the self above others was thenatibn of an individualism whose inner

direction was consonant with principles of harmang respect.

6 SeeThe Japan Timed8 May, 24 May, 30 May, 1 August, 8 August 200@inichi Daily News 8 August
2000;The Daily Yomiuri29 May 2000; NHK news, 7 August 2000.

47 ‘Fathers in the Shadows. Motherly love a hurdietéens’ inThe Japan Timedvlay 2000; ‘Fathers must
do their duties’ inThe Japan Timed 1 July 2000.

“8 Nobutaka Machimura
“9The Japan Time¢ February 2001.

*Japan’s juvenile crime rate in 1999 was lower ttea of the U.K., Germany, France and the U.SFActs
and Figures of Japar2000:85-87.
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4.2.5. Financial and intellectual independence frorparents

When discussing qualities associated with beingvgrup’ (0tong), a distinction was
drawn between financial independence, intelleah@d#pendence and emotional control.
These three categories were selected by high sshaaénts in all schools without
exception (although in varied order) as the mogtartant signs of beingtona The fourth
category selected was either ‘getting a job’ orng@ay wages’. Almost no students
considered that finishing their education, or fargha partnership and marriage, were
important signs of beingtona And, in contrast to Wellington students for whigaving
home was an important mark of adulthood, only Od3%tudents in Shizuoka saw leaving

home as a significant sign of being ‘grown up’ (Sable 5).

Table 5. SQ51 Important signs to high school estisl of a person’s
being ‘grown up’ ¢tong (choose 3)

Criteria Percentaged answers Ranking of answers
Intellectual independence 26.80 1
Emotional control 23.87 3
Finishing your education 2.25 6
Leaving home 0.90 =
Getting a job 9.23 4
Earning wages 9.01 5
Financial independence 25.23 2
Forming a partnership 0.68 9
Getting married 1.13 7
No reply 0.90 =8

It was common for working young men and women irz&tka to remain with their
families before marriage, while some young couplesl in extended households after
marriage (see Chapter 5). The kind of ‘separatimgthat occurred between parents and
children in Wellington, where independence impkedonomy, did not feature in the
maturation of young people in Shizuoka where neiggsical separation nor intellectual
and financial independence cancelled a young p&rsiett, obligation and respect for
his/her parents. An emphasis on jobs and moneyewer, reflected male and female
students’ awareness that financial independencédwyaravide them with a measure of

freedom and a means to negotiate their futures.
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There was no consensus among parents as to whebdban to think of themselves as

being ‘adult’ ptona)(See Table 6). Half the parents noted no clesmdition between

childhood andtona A third (31%) of the parents, however, begathiok they were

otonawhen they became a parent, a transition markaifiignt to only two Wellington

parents. Around a quarter (27%) began thinkingdevesotonawhen they had a job and

financial independence. For 15% of parents, thtmughbeingotonacame with marriage,

while 11% said such thoughts occurred when thewsdaempathy, harmony and

responsibility. Only 3% said they began to thin&yt wereotonawhen they reached

twenty. The majority of male parents began tokhirey wereotonawhen they had a job

and financial independence.

Table 6. PQ67: When Shizuoka parents begann& themselves adulbfong
Criteria Percentaged Male Female
answers respondents respondentg
At 20 years 3.33 1 3
With a job and financial independence 27.50 7 26
At marriage 15.00 1 17
When you became a parent 31.67 1 37
When you showed empathy, harmony  11.67 0 14
and responsibility
Other 2.50 1 2
No reply 8.33 1 9
Total 100 12 108

While young people in Shizuoka did not seek autopndhey did seek intellectual
independence from parents and emotional contrdobagh these transitions mostly
occurred over many years. Parents tried to cuétimecertain intellectual independence in
their children, but this independence was, unlik@ellington, infused with respect and
obligation. The father of a high school girl lentiewed, for instance, had fostered his
children’s development througtunao(the combination of docility and honesty), expegtin
them to respect and trust his opinions as he guitsd toward independence. In more
recent years he had secretly prepared vacaticBanada for his daughter to improve her
English, encouraging her at the same time to belgne was acting on her own initiative.
He further encouraged her to work part-time aftdos! (with the school’s permission) to
pay for undergraduate courses in Canada. He leelithat his approach allowed his

children to ‘go their own way’. Following the imt@ew, however, he criticised the

172



daughter—who had returned from her part-time jodh\@as working at the computer—for
sending daily emails to a boyfriend in Canada,rsgayhis was too frequent and should
occur fortnightly. After a brief altercation, hestribed to all present the demeanour of a
Japanese friend’s American wife. He thought she Ye® independent’ and ‘nesunao-

na’ (docile and openly trusting) as a wife should lmenmenting how her independence
made him ‘angry’ With reference to his daughter asuwhaohe added: ‘This is a value

women and wives should show. Not men.’

There was no clear distinction between a fathartb@ity and a son or daughter’s
independence (knowing how properly to behave)thénabove case, it was not clear to me
whether the daughter should willingly adopt, asdwen, the father’s values, or whether she
should assert herself independently (in the prag@sy) to seek harmony with the father.
These grey areas were apparent in the situatiarnwénty-five year old woman who was
unrelated to the family but present at the sanmerwew. During the woman’s
undergraduate years her father had paid for hetutdy at a university in England. Being
currently employed as a television frontsperso8hizuoka, she lived away from her
Tokyo family. She phoned her parents daily towusscall aspects of her life, including her
friendships. Her two ‘big problems’ related to wdérarmony and the issue of
independence since, unlike her younger sister wbwed ‘more strength of character’,
she was often uncertain. She had begun to wonkether she was living her own life, or
her father’s idea of her own life:

My father... maybe... has a dream [of] what | havedo b [But] he never say, “You should

do that”... But...his eyes said, “You should have got to that usityer You should be an

announcer.”... | want[ed] to be like that. | waniJ¢o make their dream... But now...

sometimes | think, “Is it my life?” Now | want whange my character. | have to decide

everything for myself... but... | don’t know how... to ¢i.

In raising a family, another mother and her huskashdsed their daughters from their own
experience to think about and consider the parepision and make their own decisions.
When | asked the mother how she would react idaeighters made choices that differed
from those she would like, the mother replied: rtipately | haven’t had that kind of
experience so far’. As with the TV frontspersoer, blaim that one daughter had herself
decided to work toward a profession turned outaweetbeen the mother’s ‘dream’ on
behalf of her daughter.
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They [the daughters] always say that, “I devant to be like mother”. Because... if something

happens to my husband then my situation will beyplad off>*... They want to get married.

They want to have their own family but they... alsanivto work... They just don’t want to
work at some office... They just want to [have] somprofessional career... [Also] if my
elder daughter wants to marry... [and] | can’t... apgr.. [then] | probably advise [against
it]. That's why | advise her often to get somefpssional job. Then you can live by yourself.
And sometimes you can feed your family also. Solyave to be very independent. That's
what | have been teaching... That's my purpose...t'Smay hope. That's my dream... [but]

| can't... force them.
The independence spoken of here referred to piofedjualifications and financial
independence as a hedge against future uncertaintie

Young people in Shizuoka who made their own deossdid not think they were gaining
autonomous independence, as in Wellington, notldigl desire it. In one case, the parents
of a graduate student held no plans for her fut@iee explained that, since her parents’
lives were ‘so different’ from her focus on scientteey were indifferent to a university
education and felt unable to advise her. At higtosl she had received no counsel from
her parents yet longed for someone to tell her wdhdb. Her parents were financially
supportive and she respected and valued them imamneshe was able to put into her

limited English (‘oh, much much much, very..."), bbey forced her to make her own
decisions unaided: ‘Choose what you like (but)'tlomoose not correctly’ [Choose what
you like, but make correct choices]. She commented

I think maybe my parents... [are] a little bit diféet from other families... [and] are not so

concerned about their children. Maybe they thusk [if] we feel happy it's very OK.

High school students generally valued their farsib@d enjoyed being with them and
participating in family activities. Growing intadependence did not mean striving to
break away from family participation, as in Welling, where young people preferred
autonomous, chosen social domains. In Shizuoka,ttean 4% of students were negative
about being with parents, sharing family mealgang on family outings and holidays,
and less than 6% did not much enjoy these actviti®/ithin the home, students had some
private space for themselves where they indulgextiivities of their own choosing for

relaxation and entertainment. By 12-15 years dregamost students had their own

*1 The mother, like most Japanese women with growas so daughters, followed a number of unpaid
pursuits (called ‘hobbies’).

174



rooms, using them for doing homework and listeimgiusic, a solitary activity for

almost all students (91%). Almost half the studemitched TV or videos in their rooms,
and slightly fewer (up to 35%) played computer game€he relatively recent phenomenon
of children occupying their own rooms could be &dko a more independent attitude in

some high school students.

Independence did not mean that high school studenight to make their choices
independently of parents. Less than a third ofp&ragreed that today’s high school
students showed more independence than in theithaytnschool years, while almost two
thirds disagreed. On the other hand, 76% of par@mteed that high schagitls were
making more choices and taking more initiativesithad previously been the case. A
high percentage (94%) of students in Shizuoka apkeehts for help in decision-making,
and fewer than half (42%) wanted less parentalli®mment. As in Wellington, aspects of
student socialising were issues that parents aidchildren negotiated together. These
included the times that children would return hahtbey went out with friends, and the
need for them to inform parents of their whereabawtien they went out with friends.
The bulk of Shizuokan parents (84%) affirmed thatytwould not allow their high school
son to stay overnight at the home of a girlfriemdgaughter at the home of a boyfriend,
and approximately two thirds of parents would dlavatheir children to go to a party
with friends unknown to the parents. These resposaggest that limitations placed on
students in Shizuoka were stricter than those dlagamnany Wellington parents on

students of the same age.

Parents and teachers said that the first reabtestividual performance came when
students took the entrance examination for higloalcht age fifteen or sixteen. The first
time young people needed to make an independeisiale¢or when independence came
up as an issue) was when they had to choose a caireanted to leave home. Yet, as
mentioned, ‘leaving home’ and ‘becoming independeste not synonymous. Several
working women in their twenties or early thirtiebevlived with their parents thought of
themselves as being financially and intellectuadependent. | was told that for older
sons or daughters it is ‘an OK image to live at bgrparticularly for sons working in the

family business.

When parents were asked where they would prefa@rgbas or daughters to live after

completing high school, a small percentage (10%)tachithem to live in the parental home
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permanently if possible, while a fifth (19.17%) weah them to live at home until marriage.
Most wanted their sons and daughters to live ia@artment at some stage after finishing
high school, although school type and expectatimes tertiary education affected
responses. Most high school students respondedraly to the idea of living separately,
either after high school finished or when they wiartheir twenties. In Shizuoka, living
separately from parents did not, as in Wellingtomply flatting with others or living with a
partner. Most students in Japan preferred toifive@ngle apartments. Occasionally two
students would have separate rooms in a two-ro@rtrapnt, although an unmarried male
and female student would not share the same apatrtrha/ing separately from the family

implied the chance for students to develop strenfttharacter.

Most parents paid for all or most of their childeetertiary education costs which, except
in cases of hardship, were considered a familymesipility.>®> Students took such support
for granted as part of the cycle of duty and ohiara In questionnaire responses, over
30% of parents said they would always be respomédvitheir sons and daughters. These
parents worked hard to support their children uhgly became financially independent. A
further 20% of parents actively provided for theifldren until they had a job, while a few
(8%) said they would do so until their children wenarried. On the other hand, around a
quarter of the parents (27%) indicated the agegdlladulthood (twenty years) as the cut-
off point for financial support. One father whased his children to be independent said
eighteen years, or the end of high school, markedttirning point’ when he was no
longer responsible for his children’s decisiong] #rat four years later he would

‘financially separate’ from them.

University students who left home considered thairtties with parents were, if anything,
stronger than before, and that relations with thanents had improved. Students conveyed
great respect for parents: ‘They are so impottaatt| think | would not be here without

my parents’; ‘I have only one father and one mothé¢hey are irreplaceable to me’;

‘They are so important that | cannot answer’. TlRentiments were not simply because
their parents had supported them financially. é®jesome students in Shizuoka, as did

®2 National or prefectural university fees plus hagsand living expenses for one year ranged frorarato
NZ$64,000 (US$ 32,000) in Tokyo to around NZ$36,008$18,000) in Shizuoka. Some graduate students
took government loans, or loans from NGOs, to saipeint what their parents could afford.
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most in Wellington, thought parental financial saggonstrained their ability to make

choices.

Working young men and women living at home whdhatsame time, considered
themselves financially and mentally independeravilse greatly valued their parents.
Constraints imposed by living with parents wereitaled for as long as the arrangement
proved workable. Some acknowledged the benefitmbheeding to worry about cooking
and other household tasks. One working woman iifabe twenties advised me that, in
student questionnaires, an option reading: ‘Yowo'tdwant to live separately from your
family’, should be included. Contrary to the stiaa in Wellington, she assumed that a
high number of students would, like her, prefelive at home. On the other hand, life
with parents could prove stressful. A 32 yearwtdking woman living at home, who
described her parents as ‘the important ones’,essafd there were times she would prefer
to live alone. The curfew imposed on her by h#rdg which she obeyed, was not the
main problem although it limited her freedom. $lesired to live separately to remove the
need to maintain emotional control:

[Naturally] because | am working, I'm trying not$bow my concerns [troubles] on my face

and in my attitude, trying to avoid worrying my pats when it's not necessary. [If] they sense

[my troubles], they'd worry when | live with them.

In clear contrast to the Wellington situation, guts in Shizuoka said that financial and
intellectual independence from parents was ‘orthgginning’ toward becomingtona
Mutual obligations between the generations meagpikg family bonds and intellectual
independence in balance. In Wellington, indepeodevas associated with an
autonomously independent ‘self’ which, having safed out from others, maintained
relations with others by choice and mutual agreembnShizuoka, independence did not
imply autonomy or apartness. Intellectual indeere@ (involving ‘the heart’) implied the
ability to exercise good judgement in trying to gd®rmonious relations with others and
managing this feat competently and with self-agstea Financial independence and
intellectual independence were both important sgfmeaturation toward full personhood.
Independence, however, also involved being resptnsi one’s relations with others and

the ability to maintain emotional control, the ingaltions of which are discussed below.
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4.2.6. Freedom, privacy and responsibility
Intellectual independence, emotional control arspoasibility were measured against
notions of freedom. The years between finishirgtichool and taking on responsibilities

of work, marriage and family were considered ‘mive2’ than other periods of life.

Aspects of their lives that graduate students vhasefreedom included organising their
activities and finances independently, and beirged from’ family activities. Ideas of
freedom were combined with a sense of privacy, egast to me by one student as ‘mental

freedom (pointing to the heart)’:
When | was living with my parents, maybe | was ledfwatched] by my parents, particularly
my mum. So | don't feel freedom for [from] her dinBut now my mum cannot look at [see]

me so | feel freedom.

Freedom implied gaining space to learn emotionatroh an important aspect of being
responsible. One interviewee pointed out: ‘Inaiggeople are not supposed to talk of
real—deep—emotions. It's actually tabu to talk about postines, and it's easier to show
negative ones.” According to one young woman inl&ie twenties:
When it comes to feeling—feeling especially—we vy everything, you know. Especially
love, or any positive feelings, are never expresmszd.
She added, however, that some teenagers might ganv&lentine’ type of sentiment,
while another informant mentioned that email and teessaging signs enabled the
expression of emotions that could not be spoken.

Knowing how to control emotion included knowing whicircumstances permitted its
expression. In established groups interactionmaie spontaneous, while in groups at
drinking parties, restaurants or karaoke bars meeple less formal. As many emotions
belonged to the personal and private realm, how@veuestions about emotional topics
graduate students would sometimes |&tigh lapse into silence. Controlling feelings and
their expression was linked to keeping tina part of self private, as well as keeping ‘face’.

The suppression of strong emotion was considexeduee (Kishimoto 1967:116-119).

In formal interviews, university students were fathcoming on personal matters.
Students told me it was not uncommon for universitydents to have a girl- or boyfriend.

These relationships were not easy to detect evemstudents worked closely together, as

3 Nervous laughter was often used to hide someibirig cover-up.
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public displays of emotion or affection, particijyaiouching, were rare. Although
undergraduates formed casual relationships, gradudten began searching for a marriage
partner. Parents were usually not informed of r@tgtionship until one developed into a
potential marriage. At that point formal introdiocts were made to the parents.

Classes and clubs at university and college wareces of contact for new acquaintances
which could be freely made and explored but thesgdcnot escape the social values
expected from other group allegiances. Young wayknen and women organised group
meetings among themselves, keeping relations wéttsimilar age band:
If one of my friends have a job as a doctor, faregle, and | have a job at TV station... | can
gather a partner [from the] TV station and shegather a partner [from the] hospital—maybe
doctor, maybe something—and we can have a parétheg
The more structured aspect of young people’s stieed in Shizuoka differed from that of

young people in Wellington who could freely fratseacross wider age groups.

Ideas of what freedom implied differed accordin@tperson’s age and social status. One
informant clarified that: ‘Parents see freedonchildren as ‘going wild’ and refuse to
entertain the possibility of freedom for their clnén.” Since it was commonly believed
that ‘to say a thing is to make it happen’, par@vsided speaking in ways that might
result in their children’s ‘going wild’ and spoke ierms of wanting their children to study.
The idea of ‘going wild’ was linked to the expreassito stretch out the wingshéne o
nobasy), a concept that more nearly equated with idedieetiom in Wellington. It
required anonymity in an environment geographicadiyoved from family, where a
person no longer represented the family:
Young people feel that they [can be freer away f&itizuoka]... When you go into the
different part of the world that your family’s notassociated with... you can ‘stretch out the
wings’. You... don't have to worry about what othéhnink about you because they don’t
know you, and they don't care... [You become likgdrant birds. But... if you are to build a
house in a different place, then that's a diffeistoty. Because you'll be... actually living
there and rais[ing] a family... So then the imagmes on again [and you] fold your wings
down again.
The sense of liberty experienced by ‘stretchingwiregs’ was temporary as the person
ultimately returned home. The danger of ‘goingdwlas that a person’s ‘free’ actions
could become linked to and discredit the familystag loss of ‘face’.
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Freedom was defined as privacy from family membarseparateness from the family
identity. Privacy, rather than independence, \made¢ature that attracted students to living
away from home. Privacy, however, did not equatk autonomous independence.
Students affirmed the family as the ‘inside’ gravigh whom their identity, security, ‘face’
and rank were all intimately bound. The need tintain the family’s ‘good image’
tempered and counter-balanced young men and wordesire for freedom. Even when
living away from home, young people were conscibias their actions reflected on their
family especially, as was often the case, whenative lived in the vicinity. The privacy
and freedom sought by young men and women weradediaby the responsibilities
associated with independence and the need to keap parmony. Ideas of freedom and
independence held by young people in Shizuoka astetd with those understood by
young people in Wellington for whom independencplied the right to self-determination

and self-creation.

4.3. CONCLUDING REMARKS

In Wellington and Shizuoka, young people’s matarativas shaped through school,
community and parental involvement in producingeipendent and responsible persons.
The focus in Wellington was on creating autonomadsviduals concerned with the
development of ‘self’ whereas in Shizuoka it wascogating persons capable of
performing well individually and in their relationips with others.

In Wellington, senior high school students devetbpgalitarian attitudes through more
levelled teacher-student relations, and in soeilaltions in part-time jobs which provided
them with a sense of being ‘adult’. Egalitariatitedles, which were expressed in
community and school support for men’s and womenqisal employment opportunities,
enabled student consideration of a wide choiceaddars. Independent responsibility was
fostered through student accountability for schaskaand school attendance, part-time
work and the earning and management of money amidehconcerning its use. Part-time
work was seen as a step toward financial indeparalensign of independent autonomy.
Student participation in peer activities, paidvioth their own earnings, encouraged

individual separation from the world of family tomdaindividual autonomy.

In Shizuoka, gendered roles and a meritocratic &thrtal system supporting
socioeconomic rank and status narrowed young psapiéions, and choices determining

their future chances were made at an earlier ageithWellington. Teachers encouraged
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students to work hard to gain entry to tertiaryitnges, taught codes of morality and were
involved in the discipline of students’ social lsvbeyond school hours. Students were
encouraged to become independent, which impliediang the ability to exercise good
judgement and knowledge of how to relate to oth&art-time work outside school hours
was discouraged, yet chosen by some students wietoged their handling of the respect
relationships demanded in work environments. RarerShizuoka advocated principled
and disciplined lives whereas parents in Wellingadaocated experimental life-styles as

matters of individual choice and life experience.

In Shizuoka, young people did not, as in Wellingtoonstrue the end of high school as the
shedding of childhood for adulthood. Nor was irglggence in Shizuoka associated, as in
Wellington, with gaining autonomous adulthood atusrd the age of twenty and separating
out from the family. In Shizuoka, becoming indeghent meant gaining financial
independence and growing in intellectual independemd emotional control. Financial
independence was highly valued and considered itapioior beingotona though not
essential. Unlike the situation in Wellington, wéertiary students undertook part-time
work to support themselves and/or supplement gowvemt loans in an attempt to be
autonomously independent, most Shizuokan paremdsqatheir children’s tertiary
education. Some students financially dependemaoents were nevertheless intellectually
independent. At the same time, some working yqeaple in their twenties and living
away from home were not intellectually independefgain, financially and intellectually
independent working young people who were stilgroften chose to remain living with
their parents into their late twenties or earlyttbs, while some married couples chose to
do so as well. Financial and intellectual indepsmad were often considered ‘only a
beginning’ toward becomingtona Apartment life, which for unmarried young people
was solitary, provided privacy and was regarded elsance to develop strength of
character. For tertiary students, privacy wasaghygealing aspect of living away from
home, which was not seen, as in Wellington, asvenwe to autonomous independence.
Living away from home provided Shizuokan studenith wemporary freedom from some
family constraints yet, as family was the ‘insidggbup with whom identity, security, ‘face’
and rank were all intimately bound, individual fdeen did not imply autonomous

independence as in Wellington.
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There are clear correlations between ideologicalvations, the shaping of persons and
personhood, and the form modernity assumes in aeysociety. In Wellington and
Shizuoka, different moral imperatives linked to thmaginary and visionary and therefore
ideological components of personhood affected parattitudes and choices regarding
schoolwork and part-time work. Most parents inlliigton, for instance, reneged on
making decisions regarding their children’s futyiebeing immoral to think or act on
another’s behalf while autonomy and self-sufficiemere recognized aims. In Shizuoka,
where wrong choices could lead to insecurity aatlistloss, most parents considered it
their moral duty to overtly or covertly guide thehildren’s decisions to a degree far
greater than parents in Wellington. Again, par@mi®/ellington actively encouraged their
children’s desire to work part-time, abiding by amality of ‘earning one’s way through
life’. In Shizuoka, in accordance with a moralafyself-discipline and self-improvement,
parents emphasised a focus on study toward a skrture and considered part-time work
an unwelcome distraction. Young people in Shizuwka might have queried their
parents’ influence (e.g. the TV frontsperson),egretted their parents’ inability to offer
advice (e.g. the science graduate), neverthelesgmezed the importance of social ‘place’.
In Shizuoka and Wellington, ideational moral imgimes ultimately diverged in relation to

the significance or lack of significance accordedantarkers of social identity and place.

The networks of relations in which persons in Wigiton and Shizuoka exist and live their
lives differ in kind and meaning. Choice, indepemck and freedom are valued aspects of
personhood in each society yet the configuratidmeeaning associated with them differ,
just as the forms of social relations in each sgddfer. Whereas in Shizuoka
independence is linked with competence in a hibreat society where harmony, respect
and self-discipline are important, in Wellingto@pendence is linked with being
competent as an autonomous individual. In Welbngind Shizuoka personhood is
expressed and enacted differently, in differentdmutally modern realms.
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CHAPTER 5

FAMILY TIES, GENDER ISSUES AND INDEPENDENCE

In Wellington and Shizuoka, concepts of personhafidencing the maturation of young
people interconnected with understandings of ‘fgindffecting choices young people
made and their relations with others. In Wellimgtevhere becoming an autonomous
person involved ‘separating out’ from family, theel to recreate family was optional and
required balancing autonomous independence wish with others. As a nuclear unit, the
family could take one of many forms and was pradid@n mutual commitment and, at
least ideally, roles that were minimally genderé&u Shizuoka, where almost all young
people anticipated and desired marriage, gendenecepts of personhood were
determined through marriage and family roles. Mae united two families rather than
two individuals, included ancestral spirits andptigh reciprocal obligations, provided a

person with social ‘belonging’ and ‘place’.

Chapter 5 examines concepts of the family and thedtications for young people in

terms of social roles, a sense of ‘belonging’, prajections toward the future.

5.1. WELLINGTON: FAMILY TIES, GENDER ISSUES AND IN DEPENDENCE

In a sociocultural environment protective of indival independence and choice and where
people sought to control their own lives, ‘familyas no longer associated with a secure
sense of ‘belonging’ or permanence of ‘place’. has been described for Anglo-American
societies, attachment in family systems compriSigng feeling and deep involvement...
threaten[ed] individual autonomy’ (Swidler 1980:3@eliance on careers and jobs for
economic independence and individual identity @ealissatisfaction with roles entirely
dedicated to raising children. Family ties, mayeiand other domestic arrangements were
seen as persoraisometimes temporarymatters of lifestyle choice. Young people no
longer prioritised marriage as a mark of statusahdthood, nor was marriage seen as
significant in the maturation of persons for whomtomomy and freedom of choice were

principle values.

5.1.1. Concepts of ‘family’ as a domestic group
The European New Zealand family system was graaftlyenced by English practices

which, as argued by MacFarlane (1978:198), comgpraseextremely individualist system,
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‘the simplest form of molecular structure’, whictegated and survived through
industrialisation. The New Zealand late C19th-@2tuctural division of labour among
Europeans, in which male heads of households weptoged in the public sphere while
women were unpaid domestic carers in the privatergpof the home, had retrenched in
early postwar years only to be challenged by wosigradual entry into the workforce as
they sought greater choice and equity with men (itaan-Boyden 1978; Bell and Adair
1985; Pearson and Thorns 1983:170-190; Park 198B28By the 1970s, women'’s rights
activists began to press for legislation (the Edta} Act 1972, the Human Rights
Commission Act 1977, the Parental Leave and EmpémyrRrotection Act 1987, the
Employment Equity Act (repealed) 1990, and the HufRaghts Act 1993) enabling
women’s more equitable access to employment, waiggsalaries, and public status. At
the same time, the 1976 Marital Properties Act @alseorce procedures, a domestic
purpose benefit granted some recognition to salents, and legalised homosexuality
(1986, 1993) opened the way to public recognitibgay and lesbian households.
Although legislated changes did not, overall, dyeatprove women’s working conditions
(Briar and Cheyne 1998}which worsened under the Employment Contracts Act o

1991—they resulted in dramatic changes in householdtstres in one generation.

Born into a world where marriage had been the $acian and social expectatidmparents
in Wellington often compared the rare occurrencdiwbrce and separation in their
childhood days with the current social acceptaric®lm, separated, reconstituted aled
factorelationships alongside traditional marital relaghips> A twice-married mother
observed of her most recent separation:
| can't think of one friend... when | was at schawhpse] parents weren't together... When we
got separated... [my daughter] said... there [weref bmb in her class... [whose] parents
were together... She said: “Don't worry about it.. hywWould it affect me?... Everybody's

the same.”

! Of 35 parent interviewees, the parents of only ltam separated. They divorced once the childreridfa
home.

2 Of 35 parents, 17 were married, 2 re-married passed or divorced and living as solo parentdaney
and 12 in reconstituted de factorelationships. In 2005 a new law recognised eigibns and same-sex
unions.

Across New Zealand, between 1991 and 1996, diverceeeased by 22.4% males and 21.8% femalew/(

Zealand Official Year Book998:114). In mid-1997, solo parents who wereiladigfor government benefits
numbered 107,62New Zealand Official Year Bodl©98:144).
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Just as types of family groups now varied, so alaoriage was no longer seen by parents
as a necessary future for daughters. The multipdéces their daughters faced stood in
stark contrast to their own limited opportunitiaghe past, as one formerly married mother
now in ade factorelationship expressed:
Certainly [during] childhood [and] growing up... te&pectation was marriage and children...
| thought that... to get divorced... would be... theralite in personal and social failure...
[Marriage would be]... when | was a grown up... in mgenties.
Another mother, now separated, made a similar point
Getting married was... one of the few options... adddo me really... Either [that] or...
continue... working and stay[ing] at home until llhgavas old enough to go flatting... maybe
[at] about twenty... [My daughter has] a heap of@p... She doesn't quite know which ones
to choose... | certainly didn't have that at her. age
Often mothers found thinking about these contrastally challenging. A divorced
mother whose youngest child (a daughter) was segargaid:
| had two parents and my kids don't... By... the agekids are now, I'd left home... |left
home at seventeen. | got married at seventeertan't imagine me in their situatiohs.
Young people’s identities as adults and full pesserre not necessarily linked to marriage and

family. Marriage was one life choice among many.

In Shizuoka, boundaries of who could and couldo®imembers of ‘family’ were very
distinct and socially highly significant. In Waelljton, criteria parents cited for someone’s
inclusion or exclusion as a member of a family groéten representeatl hog fluid
arrangements associated with personal choicect8tally, there were few uniformly held

criteria other than the co-habitation of biologioalsurrogate parents and children.

Of twenty-seven parents discussing family, mos#{y8nderstood ‘family’ to imply a
nuclear grouf. Each parent also included his or her own bildtéraextending back at
least one generation and from one to three remiovie® side. The nuclear group
comprised parents or step-parents who were maorieda ‘stable’ partnership, and

children. A symbolic ‘blood/marriage’ foundatiom the idea of family was similar to that

® The average age at marriage of male parent ieteBgs was 22 years, and of female parent intereie®
years. Nationwide in 1996, the average age far marrying for the first time was 29.9 years and fo
women 27.1 years\ew Zealand Official Year Bod©98:115).

* Nationwide in 1996, the | family household predpated at 63%, falling from 65.9% in 1991. Other
household compositions were 1 family plus otheme6.2%, 2 or more families 2.5%, other multi-jpers
households 5.2%, 1 person households 20.1%, argtholas not elsewhere classified 3% e\W Zealand
Official Year BookKL998:105).
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portrayed by Schneider (1968) for the United Stafeerms used to describe relations
within the nuclear group were loosely applied. @rade interviewee who considered
himself ‘married’ was in a long-terahe factorelationship. His partner and her two
daughters from a previous marriage comprised waaldscribed as his ‘kit set’ or ‘ready-
made’ family. Only one parent from a nuclear grougntioned that children could be
adopted as family, while two others allowed fotifie kin. Family members living outside
the nuclear group were considered beyond day-tcedatact and responsibility. They
were described as those who ‘come in and out’ wilfa or as those outside the group and
‘not important in the same way’ but neverthelegsigicant. In only two cases did
interviewees include the dead as members of thdyfanm the first instance the
interviewee’s reason was the frequency of contatwéen his grandmother and him and,
in the second, that the dead were ‘part of a merbank of the family... or [of] the family

tree’.

One variation on this theme, described by two garenvolved a larger nucleus comprised
of siblings and their spouses together with thieildcen in one large co-operative
household under one roof, or as neighbours. Iaticeg however, the basic nuclear units
were retained. In one case, the larger houseldldee sisters, their spouses and children
proved unworkable and had recently disbanded. oifgh living as one household, each
child had known his/her her parents as their owmleaparents had been responsible for
disciplining only their own children. In the otheaise, three sisters and their spouses lived
close by each other to create a supportive netandkshare ownership of some material

possessions.

Four parents rejected the idea of nuclear groupiessribed above. For one female
interviewee, ‘family’ comprised her ex-husband,itlsen (who was flatting) and two
teenage daughters, her partner and their younghgomparents, her grandmother, and her
partner’'s parents. She included in ‘family’ allevhad active and meaningful contacts
‘even though it is stressful’, and even though merabvere not living as one household.
Other parents who rejected the nuclear conceptespbgroups or networks. A male
respondent in a reconstituted family, who had as with extended kin-‘largely [because
of] geography—focussed on those with whom he lived, as did hitnea He described

‘family’ in the following way:
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[Family is] not... a mother and father and childre shen extended... That's the old
version... A family [is]... a group of people who lietosely together and enjoy each other's
company and choose to do things together. Thest beusome kind atlationship in some
way... through marriage or biological connections. s &family now... we've got sort of mini
units within the... family... There's... the two of tisen M (the son of his partner’'s and her
ex-husband). He's definitely in a different pasitin the family now because he is getting
ready... to leave the nest. But we have R’s [hisvég-s and his] two children as well, and
they come and stay with us at times. We... sort@ferin groups, but | consider us all to be
the one family.

In one case a female interviewee who, when newlyiath had joined what her daughter

described as a ‘hippie’ community, now thoughtfafmily’ as extended relationships and

connections without any nucleus:
I've never felt... any great desire to... copy thatleacfamily model... An extended family
was healthier ... They [her children] have got tvadf brothers and two half sisters and...
numerous [others] because... their Dad had two oglsltips that produced children and | had
one... Their Dad's been in a stable relationshipr.. foen years or something... so his partner
has been influential in their lives too. And thbare's... all the relatives that live in
Wellington... It doesn't matter what your family is But... the more extended that it can be,
and [the] more... support and... different people tatesto, the better... Although it started
out the nuclear family we became part of a [hipp@hmunity... From then on... you

couldn't go back to... wanting to be a little unit.

One interviewee married with children included tigks in the concept of ‘family’ and
also friends, as long as the latter lived closay formed a common support network. In
her case, ‘family’ evolved from a radical Christigmoup to which she was attracted while
at university. After marriage, members of the gridought houses in the same street or
neighbourhood and continued to meet regularly gretaie as a form of collective. This
larger ‘family’ group included fictive parents asiblings in an extending and diversifying
network (‘not... a static group’) that was ‘an im@ont baseline for our parenting’ and, as
such, instructive for their young:

Within our network of friends... there are lesbiamgles... [and a] gay couple, one of

whom... died of AIDS... There are people who are galent families and there greople

who are... in couple families... There’s a diversityour network that exposes them [our

children] to an awful lot of different life choices
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When discussing concepts of ‘family’ a few parejqisried the status of couples with no
children, arguing that couples sought their primdgntification through their childhood
families rather than in a separate nucleus. Pagatierally affirmed that couples at some
point made a transition from their birth connectioa identify with each other and

networks of friends.

Three-generation households were uncommon. Intardycases were one or more
grandparents part of a household. Three-generatiaeeholds were also uncommon in
the previous generation. Only one interviewee mggiothat a grandparent had lived with
her parents and siblings for a prolonged perioshasgrew up. Although many
grandparents kept in touch with their grandchildred adult children, they were viewed as
providers of care and gifts rather than as depesdemeed of care. Most grandparents

lived independently until entering a nursing home.

The great variety of socially acceptable domestiaragements strongly influenced
attitudes in the younger generation who, as wilséen, were disinterested in marriage or
long-term partnerships other than as matters afgmed choice.For young people, full
personhood involved the freedom to situate thenesalv contractual arrangements made
and continued through mutual agreement, shouldgbelesire it. Within that framework,

young people would structure their own conceptiseddnging.

5.1.2. ‘Being Family’

Ideas of ‘being family’ partly reflected whethetenviewees saw family as possessing
historical depth, or as primarily insular, nuclead contingent. Of fourteen parents
commenting on what created a sense of family, theeight that ‘blood ties’ and being part
of a family tree created family connections, pravida boundary extending through time
and distinguishing family from non-family friend#n their view, biological connections
were pivotal for bringing people together and dstalmg support networks. Of the five,
two thought that biological connections producearstl histories and memories that
continued through the generations and, accordirmgéy included family knowledge of
physical resemblances and behavioural traits. cBhsidered that, ‘as an independent cell

within the family tree’, she had added ‘anothemistd to the tree/network. Biological ties

® In New Zealand, all people over the age of 65yeeceived a government benefit which assisted thei
financial independence. In 1996, superannuitadsived between NZ$252 and NZ$379 per week before
tax (New Zealand Official Year Bodl998:146).
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also provided a sense of belonging and identityp&rents in some reconstituting families

who connected back to their own parents.

More commonly, however, interviewees thought thairig family’ involved experiential
phenomena, relationships, and material conceriysexperiential phenomena they meant
shared day-to-day involvement that created memaneshonds. They specified ‘working
together, playing together and... just doing evenghbgether, and being supportive of
one another... Just generally being there.” Whephasising the importance of family
relationships, interviewees specified qualitiesiofierstanding and trust between family
members as well as tolerance, acceptance and cading interviewee mentioned the
importance of commitment and reassessment in ngarrighile another in a reconstituted
nuclear unit spoke of needing to ‘work at maintagnihe relationship’. As bonding
qualities required interaction between family mersbparents in one family complained
that their daughter ‘shuts herself in her roomtargher than ‘associate with the rest of the
family’, thereby minimising the contacts that ‘matemily. Few parents explicitly

mentioned financial support as primarily resporesibr the sense of ‘being’ family.

Personal ties in intimate family and partner relasi, and the emotional satisfaction derived
from them, were therefore contingent upon dailyfreaations of commitment and mutual
trust rather than duties and obligations associattfda formal institution. Giddens
(1991:93-8) outlines a similar conditional baserfarital, partner and friend relationships,
suggesting that a ‘balance of autonomy and mutigalasure’ and a correlation of personal

agendas is required to build and maintain them.

5.1.3. Social change, gender equality and parentles

Changes in family lifestyles in Wellington includad increase in the number of mothers
who worked to supplement family incomes. Somemtareommented on the negative
affects of this change: ‘A lot of parents areivtays at home with their kids... It's sad.’
The work realm and a ‘lifestyle enclave’ (Bellaha&t1985:83) were, however, considered
equally important as areas in which autonomousrssffonsible persons could seek to

express and develop themselves.

When considering their children’s futures, manygpés noted the changing roles of
women, in particular women’s increasing participatin the workforce and altered

attitudes to women in paid work. Parents commeateddow, when they were children
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growing up, most women stopped working when theyriedto become fulltime
housewives and mothetsTheir mothers had worked (usually as clericaisaasts or
teachers) only part-time after marriage, and ofterdheir children were settled into
primary or high school. Even then, some were a@sid out of line:

My mother went back to work when | was twelve... Bleaised to look down on me a bit...

[and] make comments... My youngest brother was twnty

By contrast, contemporary young women contemplateduninterrupted or several
sequential careers over a lifetime, attitudes paramked to changes that occurred rapidly
after 1970. Parents, moreover, hoped that their daughters would have permanent jobs
and careers. While suggesting there was prejudjaenst women employees in large
corporate organisations, parents nevertheless tisd¢goung men and women were no

longer ‘locked into the traditional male/female It

The former emphasis on women as birth-givers amtlirers was also being challenged
with the disappearance of rigid gender roles. Ae mother said:
There is a... biological difference... It's still womaho are giving birth and breast-feeding...
| do see more men getting actively involved in pérg and... that's great... It's healthier
that... the roles are... less polarised... and that theoeme crossover. Men and women then
become more whole as people. And then their ahildire able to... have... greater options
available to them. Not just what they do in tHigies but in their... emotional... and...

personal development.

In parent interviews, men did not comment on tpesition as fathers. The change for
women from a primarily home-based existence toxethbase of home and work may
explain why women analysed their role as motfiersess than half the women
interviewed found motherhood singularly importand aotally satisfying. The majority
said that motherhood had compromised their senselbf They experienced a loss of
autonomy and freedom: ‘I can never really do whaant’, and with small children felt

‘completely tethered’. They suggested that, ifythad no husband or children, they could

® Of 28 mothers of parent interviewees, 13 had tie@aid work and 15 were housewives/mothers who had
not worked. By contrast, of 26 mothers of stude®@swere in paid work. Of the remaining 6, tworkexd
part-time, one did voluntary work, while three wéutime housewives/mothers.

" Of 26 parents who discussed their reactions togogarents, 12 (6 female and 6 male) respondediyeg;

while 5 females responded negatively. Four parghfemale and 1 male) gave mixed positive and tinaga
responses. Three females were resigned to thatpate while 2 parents (1 male and 1 female) rdwetion
the social significance of parenting.
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be teaching fulltime, doing special courses andinga&hoices without having to consider
the effects on others. Motherhood was also saisbinye to cause a ‘loss of self’: people
recognised them as ‘the mother of John and Madyipging their other identities. Mothers
complained: ‘You lose a lot of your identity’ aade ‘pushed into a little corner’. With
motherhood, women also assumed new householdthalethreatened to obscure their
sense of self: ‘I really struggle with keepingah bn who | am in the big picture when I'm
not being a mother or a wife or a cleaner or... sother role.” Women mentioned that,
even when parenting provided the core of theirtitheand became a priority, it was not
completely fulfilling:

You want to make some wider contribution to socatywell... It [parenting] can’'t be my only

life work... | couldn’t fulfil all my needs if youike, through them [the children].

In attempting to account for frustrations with matmood, women referred to an equation
made between a person’s identity and his or heecar job. One woman argued that
recent redundancies exposed the strong link thatnreele between their work and
identity, as indicated by their saying ‘| am a lawnyfor example, rather than ‘I am a
father’. Women also pointed out that having clafdrarely resulted in fathers giving up
their work or identities. By contrast, many wonsaid their work-related identities were
‘lost’ or forfeited after having one or more chidr. Other women, however, observed that
feminists had mistakenly offered women a choicebdike a man and have that identity’,
whereas women’s experiences as mothers gave tisethand identity that did not depend
solely on work or motherhood. Nevertheless, waykimthers said they acquired
satisfaction and social approval from holding weelated identities (many as part-timers).
Social approval also triggered self-approval:s‘itot like... | am only a mother, [or that
that is] all  do and all  am.” The need to mainta work identity also affected young
mothers. One interviewee commented on the *hugélict young mothers had when they
unwillingly put their young children into child aain order to pursue careers and maintain
employment positions, for which they had workeddremd were fearful of losing. By
doing so, she suggested, young mothers were denyngogical urge to remain strongly
bonded with their young children and the desiredntinue parenting full time at home.
Only two interviewees (a married couple) who equsahared the care of their disabled

child affirmed that fathers are equally capablemividing homecare for children.
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In Wellington’s industrial/consumer society, theli&pto earn was a mark of a person’s
independent worth. An ideology of autonomous irahejence conflicted with the mother
role in that attributes positively associated vadif-development were largely identified
with jobs and careers outside the home. To fottestidentity was perceived as an
unacceptable sacrifice, an attitude expressedidest comments below. As Swidler
(1980:138) argues, people ‘no longer believe thaault’s life can be meaningfully
defined by the sacrifice he or she makes for spousaildren’. When speaking of their
frustrations with motherhood, Wellington women rede to a loss of the identity, freedom,
autonomy, time and opportunities associated by twémthe careers and jobs that had
contributed to their social status and prestigkesE desirable values and attributes that
parents in general, and especially mothers, hap&edgain’ once their children left home
were precisely those values and attributes thampainculcated in their children,

regardless of gender, as they approached adulthood.

In analysing the social conditions of New Zealaraimen’s lives, several feminist scholars
(Else 1992; Bunkle and Lynch 1992; Craig 1992; Kelbting 1992; Du Plessis 1993)
point to factors contributing to the formation dfitades such as those expressed above. In
general terms they suggest that, whereas many wdewred the choice, freedom and
rights associated with an ideology of individuatanomy, many wives/mothers had little
chance of attaining them. The problem was se¢heaState’s positioning of
wives/mothers within ‘family’ as a natural phenoraentaking it for granted that their

work as wives/mothers was natural also, and unplaai.social policy purposes, therefore,
individual wives and mothers were treated not dssiduals, but as members of
households and families. The fusion of ‘individwaith ‘household’ undercut a
wife/mother’s or caregiver’'s competitive chanceshie market world, which was treated as
separate from the home, often leaving her at thrgimmof a career or as a part-time
worker with lower wages and reduced access to iecoor wives/mothers, this position
spelt dependency on men rather than autonomy. MeiK(1992:78) notes that a woman’s
unpaid work increased by 60% at marriage, by 91%namother, and that retired women
did eight and a half hours of unpaid work. Munf¢t892:94) notes the ambivalent
feelings commonly associated with motherhood, iiclg the satisfaction of watching a
child develop yet frustration that the task divisaf households restricted valid choices.

Collectively, these analysts indicated a genersirddor wives/mothers’ unpaid work to be
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measured and valued, for recognition to be givemwoafe/mother’s ‘reality of difference’

rather than her invisibility, and for an increasedess to childcare.

5.1.4. Separation from family and independence

Parents encouraged their children toward indepeasgjdree choice and self-responsibility.
Their children’s ultimate future directions werdther the parents concern, nor their
responsibility, as seen in parent responses whHadasbout their children’s future in ten
years’ time. Of a total of fifteen parents who eoented on the future of their children,
one mentioned a daughter’s hopes to complete @ngursurse, while another cited a son’s
hopes to do business studies. Five suggesteth#iathildren could complete tertiary
studies and find employment, while others saidagrieducation was possible. All
qualified their suggestions with ‘maybe’, or ‘prdib or ‘it is likely’, or phrases such as:
‘But who knows?’ and: ‘She's got to paddle henamanoe.” Half the parents gave vague
answers about their children’s futures or said thedn’t know'. One suggested that his
daughter would pursue ‘her own little vision’, wdénother said his children would have
‘left home’ and could settle or might drift. Othaairents said: ‘They’ve got to develop
themselves’, or that: ‘They'll start on their sexta lives’, or that: ‘The future is the big

unknown... They could be anywhere.’

Although concealed in vague terms, parents nevegbexpressed the hope that their
children would find a good job and reap enjoymeont their lives. One father observed:
‘You've got to be able to encourage them [the céiiflinto any opportunities that they
create for themselves’, while another envisagedithe when he was free of his
responsibilities:
[l am] making sure that... they [his children] make best of their opportunities and the best
of their capabilities and... recognise what it isytimant to do, and don't just sort of drift off
into nothingness... [l] have this view that if thggt to university or somewhere else that's

suitable, at that point we can sort of relax and.sélt's over to you now mate.”

When speaking of their children’s futures, mosepé#s did not raise the subject of
marriage or partnershifisThey focussed on student part-time work and ethrca
anticipating their children’s need for qualificatefor a career or job and financial

independence.

8 Of 32 parents, only 2 parents suggested that au@fireating a family was significant for becomémy
adult.
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The cost of tertiary education concerned many paras costs fell partially or wholly onto
parents or their children. In the latter instarthe,children needed to take part-time jobs
while studying, or take out a state loan. Pareatgrasted the cost of tertiary education
with that of state-subsidised education and stulifent their day. Most objected to
paying for their children’s tertiary education amtouraged sons and daughters to work
part-time to cover some or all tertiary expendearents disapproved of students’

dependency on them and the accumulation of debtiseocompletion of their courses.

Parental disquiet over tertiary student dependengearents (or the state) related to
associations made between ‘becoming adult’, leakiomge and financial independence. In
discussing their own transitions to adulthood ptreevealed that, despite social change,
their pursuit of independence had followed pattesinglar to those they advocated for
their children. Many parents had sought some tGirindependence while still at school
by earning their ‘'own money’ through part-time workhey had also left home in search
of independence. The ages at which parents halddefe ranged from fifteen to twenty
four, with the majority below twenty, while reasdos leaving included getting a job,

going flatting, beginning tertiary courses and iggtmarried.

In several other ways contemporary attitudes maltthese parents had held in their past.
One was that adulthood occurred at around twerdysyley which time young people
possessed a certain maturity. Another was thecedgm between adulthood and getting a
job, even when having a job preceded leaving hoAwain, leaving home had been seen
as ‘a big step... in independence and adulthoodVveasloften identified with gaining
freedom and self-responsibility. These attitudase into play as parents contemplated
their children’s potential dependence on them thhowt their tertiary studies. One parent
who had left home at eighteen, as had her brotferd her, recalled their actions as a
‘lemming like drive to get out of home... [A] sensk.. it's time to [leave]’. This attitude
affected her reaction to being made responsiblédoistudent son until the age of twenty-
five:
| think that's appalling... Apart from the financiaiplications for us... it must be an
intolerable state of affairs for young adults... ¥lden't want to be beholden to their parents.
I would have loathed being... indebted to my parehtsanted to... make my own decisions,
live my own life [and] do things which... [were] myaice... If | was... earning my own
income they couldn't [do anything]... It'd be impib#sto have a sort of no strings approach

[if you were dependent on parents].
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Parents were torn between wanting their childregaia tertiary qualifications and wanting
them to become independent and leave home sodher than later. They nevertheless
anticipated that their children would leave homédoome adult, using phrases such as
‘when they become an adult and they leave homater®s commented: ‘They're going to
grow up and leave home’; or: ‘They'll start onitteeparate lives’; or: ‘That [i.e. leaving
home] is going to happen. It's a matter of whdrapipens. And... of working through so
that it does happen at some stage.” Parents s@gd of imminent departure: ‘We're
starting to now separate out, and... the older orestarting to do their own thing’, or:
‘He is getting ready to leave the nest.” (Park1284) Certainly parents thought it
important that their children leave, commentintj:dbes them [young people] a lot of
good... once they're working, to get out and go ith@ftand... enjoy life... You've got to
get out from under your parents’ wing... at thagstaf life.” Parents also thought that
leaving home was crucial for their children’s beatge to make independent decisions.
Interviewees whose children had completed theinitrg and already left home believed
they were ‘on the right path’. One parent who furemotionally difficult to separate
from her own parents nevertheless considered the & do so very important:

Kids need to bust up from their parents... | thin&tt.. mature autonomous human beings

need to do that [for] moral and emotional autonomyt doesn't have to be acrimonious, but it

has to be quite definite... You certainly have tpdbeing physically dependent, but you also

have to stop seeking their approval.

Some parents were not ready for their childrere&wé: ‘It [parenting] is a job... I'm
having problems now letting go... They're not firsdhwith me yet, and I'm not finished
with them really yet.” A few parents showed mix@adotions. One mother said that when
her son left for university she found it ‘sad sgeimm leave but... exciting too’. Half of
those parents who discussed their children’s lggliome hoped to ‘stay in touch’. Some
described themselves as a base to which theirrehilcbuld ‘fall back’ to seek guidance or
assistancé. Of all those hoping for continued contact, howetew had any definite ideas
of what this would mean, and few anticipated gréidoen. Just two mothers said that
they would like to be grandparents, and just otieefa with his two stepdaughters in mind,
thought of an extended family as he planned toadbbgch: ‘It's going to be a place where

they and their families can come.’

° Of 18 parents, 9 fell into this category.
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No parent imagined s/he would have continuing resitdlities to their children once they
became financially independent. Neither did paeee their children as an insurance
against old age: ‘The... idea [that] they're goiadp¢ here to keep you going when you're
old... You wouldn't want that.” Most parents assdrtieey would regain space and time
for themselves when their children left home: ‘Wéke to break our shackles... from the
limits of having children.” Many wanted to reclalost independence and selfhood:
having ‘time to myself and time to do my own thinglothers spoke of taking up hobbies,
taking university courses, or moving into full timerk. Parents expected to enjoy more
freedom and planned to save or travel. Couplasipated more time together: ‘We're
getting our lives back basically’, while one eantyarried mother wanted to make up for
lost time. Parents readily admitted that it wathir own interests, as well as their
children’s, to make their children independenteittichildren’s independence implied their

own resumption of full personhood.

Adulthood required that a young person became er@gnt, outside and separated from
the parental home. Young people accepted and antistpated these implications of
adulthood. Almost all students welcomed the idhed they would leave the family home.
Indeed, almost half the students said they wouddiepito live independently of home even
while still at school, but were prevented from dp#o by lack of monedf A number of
students wanted to leave home immediately aftempdetng school. Others wanted to
remain at home longer, usually for financial reas@s paying board was cheaper than
flatting. Students planning to attend a universitypolytech often said they would remain
at home for the first or second year—or occasigrfall the entire course—to postpone or

avoid taking out a student loan.

Even though school students anticipated leavingehahey recognised the value of home
life and associations with members of their farsili©ften students desired only freedom
from parental restrictions, or disliked the locatif the family house:
Just to get out of the Hutt [Valley] is the maimsen [for wanting to leave home]. Just to be
closer in to town [Wellington], so | can do more There's things like being able to have my
music up louder, and... being able to smoke in thesa@nd do things that | want to do. [l
could] come home when | want to... But, | don't knolis pretty good at Mum's house.

Another student expressed awareness of the mabeneafits of home life:

12 One female student was already flatting and ameestt mentioned another who was also flatting.
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I might [leave home now for good]... if | actuallydha job that would pay a rent... | might do
it... next year... I'd stay around home for a whiledgse... meals are cooked for you and

things [are] done for you... It's... a pretty good isee

Parent attitudes could complicate students’ deassver leaving home. A student from a
close-knit family said that parental agreement erasial as to whether she would live in a
university hostel or go flatting:
The plan was that | was going to live in a hosteNow one of my friends is going up [to
Auckland]... We're... thinking about getting a flat.They [my parents] are a bit sceptical
[saying]... You know, “It costs a lot to set up acerything.”... We talked through a lot...
My Mum's a bit negative, but | think that's justhase she doesn't really want me to go.
Even when parents accepted that students needigd tdoser to a university, their
attitudes could make leaving home more difficult:
Flatting in Wellington's fine [with me]... My Mum kially cries at the thought of me leaving
home... They [my parents] will miss me heaps.
In other cases students thought their parents aager for them to leave, or connived for
this to happen:
I'll get kicked out... because Mum won't want merlyiwith her anymore. She wants her own
space... That's probably why she wants to send mvagsey [University, in Palmerston
North]... She wants me to do a... computer coursgonit want to do that though... She
[wants to] buy a [student] flat [for me there]. eShiouldn't help me get it if she didn't want me

out.

However much individual circumstances affected yppeople’s leaving home, it was
given that self-responsibility, maturity and indedence implied a young person’s

separating out from family to become adult.

5.1.5. The independent self and relations with othg

When students spoke of surviving ‘on their ownthe manner of autonomous adults, they
did not imagine a life entirely separated from o$heOn the contrary, they suggested their
lives would be greatly enriched through social ectg with peers, flatmates in shared
accommodation, and new friendships:

[Being adult means] you can do what you want... Yiaue lots of friends because you've...

met a lot of people through... lots of experiences.
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Students also expected to receive emotional sufoontothers. To one young woman
‘being adult’ included: ‘Being aware that in timefsneed you can ask other people to
support you... It's important right through youelib be able to do that, and to have
people around you.” This student spoke of ‘a grotipeople [being] there to support each
other's needs’, who would be the equivalent of lamShe saw no contradiction between
responsible independence and seeking support estohneed:

| can be completely independent without any supfporh my parents... If... they were to

move overseas... I'd just find other people whichuld [trust]... That's an important step,

being totally independent... and being able to loibéranyself. | can do that completely so

[in] those areas | think I'm an adult.

Relations with parents required financial and eora@l adjustments before young people
were recognised by their parents as equal ad8lisdents often wanted their own ‘space’
to establish their own households, ‘find’ themsswdiscover new relationships, and act as
they liked. Most students did not anticipate the@toming independent meant completely
severing ties to parents and siblings. In plantinigave home, students experienced
tensions associated with imminent separation tftahavent away with maturity. Asked
whether they would still see their parents in forden years time many students were
affirmative, although the expected frequency oftaohranged from ‘reasonably often’ to
once or maybe twice a year to ‘not much’. Twicerasy female students as male

students anticipated some contact.

In their relations with others, students were abal/&®oking for equality. They wanted an
adult world that did not reflect the hierarchy andhority associated with age
differentiations of their youth. They sought redaships that were mutually respectful,
non-patronising and non-dependent. They envisalgadng a flat with adults of an
indeterminate age, where relationships were nonadeing and loose:

As adults...a lot of the time you might only live with flatnet or something... They could

just be that, flatmates, that's all. So you'lld@dter yourself.
While students considered non-binding friendshipsag peers important for forming
opinions and gaining energy and motivation, a féamaed that adult independence might
change in a future partnership:

If you're looking after somebody else... you've gotrhore... considerations... You're far

more responsible.
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Likewise, a few students imagined that the possolf caring for children would mitigate

an independence focussed on the self:

Having children... changes things... | guess thaés#xt step from independence.

The desire for autonomous independence was thertforpered by a need to be with, and
perhaps care for, others. Transitions in relatiwitls others, however, involved moving
away from a structured world of given relationshapfiome and school and entering one
where nothing was a given any longer. Particigatman adult world entailed making
independent decisions and choices. One studeatiloed the ability to do so in terms of
acquiring a new vision:
I think it's... a sense of how far you can see imffiaf you... When you're a child you... might
not have many choices... You can only see samfapnt of you...[in relation] to you and your
immediate surroundings... Now you can see... whatfsggon around you, and you're more
informed and you're more aware of your environment.
Transitions to an adult world also created a measftiuncertainty. The world of a child
based on social foundations of family and schdeldould quickly change to one of
shifting relationships conducted without recours&riown principles. One student felt
inadequate about communicating with people, sasiregneeded to acquire this skill in
order to become adult:
[If] you don't know how to express things [you aa competent]... On a basic level, being
able to tell people how you feel and what you'ringao do, and things like that, is really
important... That's part of being adult... It's allseenportant part of life.
Autonomous independence did not therefore indiegigtential apartness. It allowed for
give and take, friendship, loyalty and sharingwdis opposed to dependencies that
cancelled a person’s sense of being in chargenofheirself or created a sense of ‘losing’

self.

5.1.6. Relationships, personal choice and marriage
Young people were far more focussed on achievidgpendent lifestyles than on marriage
or long-term partnerships that might lead to théhtaf children. The muting of older

gender distinctions and roles contributed to natioha mobile world.

Parents did not distinguish between a son or daugtgarticipation in household tasks,
leisure activities, or open future. Aside fromaguising social dangers that young women
faced and acting to protect daughters, parents toirovide equal opportunities for sons
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and daughters. Several parents consciously rejgeteder-linked social roles. One
mother said: ‘Neither [roles]... have been satigiact. If we can make small inroads...
into changing... the polarity... I think that's impamt’, while one father said:
B [my wife] and | would... not let J [our son] see udeing... a housewife or a bread earner...
We... didn't want J [our son] to fall into the gendele trap as we saw it at the time... That

was an issue for us.

Students considered that women'’s ability to beddiedn was the main factor
differentiating women from men. Women'’s realisatad this potential, however, was seen
as just one among a number of possible choicesdaren:
There's that whole mother-child rearing thing whithink is a lot to do with becoming a
woman. Not that you have to take that on. Ndbday's society. Butit's there... Being able
to have children, and being ready to... Guys davehthat really so much... That's the main

difference.

Young adults of both genders deferred thoughtsanfiage or partnerships with children
to a distant future. Only half the students sh&ytwanted a marriage or partnership with
the possibility of children; of these twelve spokerague terms, and five in terms of
‘maybe’. The remainder were either unconcernethadrnot thought aboutit.

Marriage and having children were not thought essleor even important in the passage
to adulthood. When speaking of children, studergse negative about early pregnancies
and saw no connections between having a child endrbing an adult: ‘You can... have a
baby when you're... fourteen or sixteen. Real youhgloesn't really make you an adult.’
Students concurred, however, that the responggsil@ttached to caring for a child could
encourage qualities associated with adulthood aakkra person ‘more like an adult’. But
they also agreed, as one student said, that &if itsstill doesn’t make you... an adult’.
Although admitting that having childrexfter becoming adult would bring increased
responsibilities, students considered that havimighlen was ‘an experience’ that would
compromise a person’s freedom. They supposedytmathave to sacrifice a lot... It
changes your whole perspective on life’; or thahbying children you had ‘to calm

down... You've got to... stand up for your mistake®’that, ‘you have to be rather

In New Zealand, marriage rates were decliningl986 the mean average of 17.1 marriages per Hh000
the not-married population over 16 years comparid thhe mean average in 1988 of 23.34 marriages per
1,000 New Zealand Official Year Bodl®98:115). In 1996 there were 33.1% of ‘never mdimales and
27.7% of ‘never married’ females. Between 1991 #9@6, the ‘never married’ males increased by 2.9%
and ‘never married’ females by 7.8%gw Zealand Official Year Bodlo98:114).

200



mature because... obviously your children are gaingdtch your every move and...

mimic it in some way’.

Students also agreed that marriage did not sighdtteood: marriage, like giving birth to a
child, could occur before people were mature and baccept responsibilities: ‘“You can
get married at sixteen. It doesn't show that yoarr adult. It shows that you're stupid if

you ask me, getting married at that age.’

Most students disliked the idea of formalised penghips. As described above, they lived
in a society where children born out of wedlockamsolo mothers were not stigmatised,
where divorce was common, and reconstituted fasniligt infrequent? Most students
preferred notions of partnerships dictated by eomati and sexual attraction to ideas of
formal marriage. Those who thought marriage algiabtion seldom saw it in religious
terms or as a principle ordained by God. Someesitsddismissed the idea of marriage
becausdhey held no religious beliefs:
I'm not a Christian, which makes me wonder if liddayet married... The whole philosophy
of it is Christian... You could... [deal with legakiges] in a Will... You don't really need to
get married for it... I'd probably live with somelyod in a really long term relationship...
You wouldn't need to... swear to be with each otbeefier and ever... It's a pretty big
commitment forever, you know. Pretty big.
Legal marriage contracts were seen here to inteviéh freedom, although the legal
implications of a formal marriage escaped the moticsome students altogether:
‘Marriage doesn't mean anything to me. It's jugieste of paper... [with] no significance.’
To one student, a formal wedding was important aslya ceremony: ‘I'd probably get

married for... the dress and the reception.’

A few students favoured marriage, just as somenpafavoured marriage, as a way of
structuring life, or as providing some form of pamence or respectability should children
be born. One male student, who disliked the natfdmeing bound, nevertheless thought
that marriage sanctioned a child’s social accegtanc
I'm looking forward to having children... It [margq] is like a ball and chain... I'll get
married but I'm just not looking forward to it.don't think I'll have kids before | get married...

What are they called? ‘Bastards’, yeah somethkagthat... | knew it was a swear word.

12 parents of at least a third of the interviewedstis were divorced or separated or in the progfess
separating.
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Another male student who preferred to marry befaéng children was, however,
ambivalent about its necessity, as well as abouhbahildren:
I don't think I'd have a kid if I wasn't married. nlass the girl | really liked... didn't want to get
married. | probably wouldn't really care much|agy as | liked her enough... |think it's nice
to have kids... |reckon the whole purpose of lge.ito reproduce, but | wouldn't really mind
too much [if I didn’t have children].
One female student said she would marry beforenlgashildren so she could share child-
caring responsibilities with her spouse:
I think I'd prefer to get married before | had kitsat least... | wouldn't be left with the
responsibility of looking after them all the time.
Only one student advocated marriage at a youngBgerhaps eighteen or twenty. He
approved of lowering the age when a person cogjallie marry without parental consent.
All other students suggested the mid-twenties ag#rliest age for any long-term
relationship, while many wanted to delay a comrditiglationship until thirty or beyond.
And one male student suggested a cut-off age dfibeven years for marriage:
About that sort of age you'd think... something'sseds passed me by. I'd probably rush out...
trying to get a wife... Or... [perhaps] by then | paty wouldn't really want one... But... I'd
hate to die alone. | think that would sugk.

As marriage or a long-term partnership negatedormomised ideas of independence and
freedom, students preferred keeping their optigreno
They [my friends] don't really seem to be the karfigheople that would really think about it
[marriage and children]..l'd want to live a lot before | had kids.
Long-term relationships were less important thdreotonsiderations. The desire for
overseas travel (Bell 2002) and associated ‘expeei® were frequently given precedence
over thoughts of marriage and a family.
It's not like a big priority to get married and leashildren... I'm sure I'll do that one day...
[First | want to go to] university, and | want tostudy overseas and just travel. All the sort of
normal kind of things.
Parents also endorsed students’ plans to travel:
My parents are really keen for me to [travel].hey'd be quite disappointed if | didn't... see
everything and [if I] just met a guy and got madrie They'd just think that was a bit of a

waste of time.

3 To ‘suck’ is a slang term indicating disappointmand disgust.
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The need to secure a job, a career and a reliablees of income diminished the
importance of marriage or children. Whether theynned or established a partnership,
male and female students alike desired a workfegalnd planned to fit any future children
in and around their jobs. Only one female studensidered putting marriage above a
working career. Although a few students had careid juggling a career with having a
family, most wanted to secure their career firstgdi@ one male student:
[l would like to marry] in the late twenties. [Birl want to] have fun, get some qualifications,
[and] get a job. By then, | should have one anywyvant to] get it stable... where I'm
getting the money and starting to get used to iThen I'd get married... I'd wait a couple
more years until my job's completely [secure] befonave kids so as | have enough money to

support them.

Because students had choices other than gettingeshand having children, many—
especially female— students preferred to defer ntatiese decisions. Some students
would eventually marry or form long-term relatioqmhand some would have one or more
children, while others would ultimately choose ¢éoniain single. These aspects of social
existence were not deemed significant as adult ensrklLong-term partnerships of
whatever form were based primarily on emotionahatton and concepts of equality
between the male and female partners. Such psahipsrwere not a priority; nor were they
viewed as part of a tree of life, or as a link iooatinuum of generations maintained
through respect and affection. Instead, the familgieus was aligned to parental careers

in a market economy where jobs, income, travelrandility remained the abiding focus.

Parents and young people confronted transitioasltdtthood in a sociocultural
environment where materialism and market forcesshggblanted a liberal tradition in
schools and universities. Young men and women egually entitled to pursue careers,
and status was identified with paid work. In sacsociety marriage patterns had widened
to includede factoand reconstituting relationships, reducing théditgdof the next
generations to track their kinship identity and/reh kinship for support, yet affirming
family relations conducted on the basis of respmcthe independence of individuals. In
the form of contractual relationships based sabelynutual commitment, and as domestic
arrangements that young adults would leave, thrilyadid not offer permanence of
‘place’. Each individual constructed his or henmosense of ‘belonging’ with others
through choices s/he made although, ultimatelyeragn’s ‘belonging’ rested with the self.

An identity dependent for status and self-fulfilhen involvement in paid work altered
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women’s attitudes to the role of motherhood, whias often negatively perceived as self-
sacrificing rather than self-affirming. Althoughnents had difficulty imagining their
children’s futures, parents acted to impart theuls@s and understandings they themselves
had followed when young in support of self-autonaang freedom of choice. As adults,
young people assumed an independent future entieglgndent on self-affirmation and
individual choice in all undertakings, includingpe of commitments in long-term

relations and having children.
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5.2. SHIZUOKA: FAMILY TIES, GENDER ISSUES AND INDE PENDENCE
Unlike the situation in Wellington, where each dghdrson was free to choose his or her
lifestyle and create his or her own sense of betgpgersonhood in Shizuoka was always
tied to family. ‘Family’ was where a person beledgand the institution of family
remained stable and central, standing as the ghsederence point for individual family
members. In attempting to explain the significaottamily, one mother referred to the
family as a separate community:
Family’s something more than friends... [With] fra=) you are individual to each other...
Even though you're close, you should keep somammtst Well, | do good for them, and they
do good to me. | respect them [and] | admire theand they do. But... we should keep some
line, some space... Cousins... know your backgroundhey] will not be as brothers and
sisters. But sometimes they can advise you bibider some friends... Sometimes friends are
better than relatives. But [they are a] differemtnmunity. A different relation[ship].
A person’s ties with family were structured througbognition and celebration of
ancestral spirits, recognition of lifelong indebteds and responsibilities to parents, and
through marriage and gendered roles. For mostgpeople, these aspects of family were
basic to the formation of identity and personhaofluencing decisions people made and

their relations with others.

5.2.1. Concepts of the family

In Shizuoka, perceptions of the nature and comipostf ‘family’, and of social roles of
family members, were a mix of two systems legislatedifferent periods in time.
Although the first system was abolished by the pestwar constitution, many families
continue to keep some practices associated with it.

The first family system is that of the Meig, brought into legislation as a definition of the
family unit coincidental with the creation of thation state. Under the Meiji Civil Code
(1898), all people were required to register imalfigenerational) household register
(kosekj'* so as to be part of ag*° which literally means ‘house’. The was headed by
the father and succeeded by the first-born soii be, were unable or unwilling, by another

son, or by a daughter’s husband adopted as ansgkof/oshiwho took the name of his

14 See Chapter 1.4.2. and Appendix 1.
'3 |nformation on Meiji and postwar family structuriesaken from Traphagen (2000:367-9); Nishikaw@6L9

(224-6); Kurosu 1994 (183); Kelly (1993:208); Uri®93:303); Buckley (1993:347); Orpett Long
(1996:159); Rindfuss et al. (1994:200-1); Cho amrdi&’ eds. (1994:9); and Benedict (1989:55).
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wife’s family. Descent in are could therefore proceed through either malesoafes.
Rights to inheritance implied that the (first-boson would assume responsibilities for his
father and mother in their declining years, altHougpractice these responsibilities fell to
the son’s wife. The household head had the dutyoiship ancestors, as well as the right
of control over family members in such matters mgperty, location of the family
residence, marriage, and naming of newmembers. Although the structure was based
on lineal descent from ancestors through the patrieo future generations, the
incorporated all who were registered in Koseki In practice, power to decide on behalf
of theie was vested in the oldex members rather than in an individual. Contraihefie
remained effective through common loyalty am@&ogekiregistrants until loosened by a
person’s marriage, or by a person’s non-succesgoréfased on respect and obedience,
theie became the basic unit of the nation state and carder the power of the emperor.

In theie system, the main houseonkg was distinguished from branch housegnke, the
latter ideally being established by males in thiilpge who were not successors to the
headship. In practice the head of a branch houglet miso be the husband of a sister or
daughter of the main house head, or the adoptinélszbra 1984:22-24). Because of legal
changes after World War I, many branch familiesitres, and people lacking strong kin
ties, lived more or less as nuclear households thargh thee system was in some cases

retained®

Postwar constitutional changes introduced new {argign) concepts of family, many of
which have not been fully taken up. The 1947 GBolde, drafted and guided into
existence by SCAP, abolished the legal authoritthefe, the mandate to continue family
lines, and primogeniture inheritance and successldre new family ideology promoted
equal inheritance by all children, and the freeiohof spouse and career. It included
equal rights for women, who could now manage prypehile married, inherit part of the
husband’s estate, have freedom of residence, andcditheir spous¥. Family

registration could be in the name of either hush@naife, who then assumed headship of

the nuclear family.

' For examples see Lebra 1984, Hamabata 1991, Taapt2000.

7 According to the postwar constitution: ‘[M]arriagbkall be based only on the mutual consent of bexies
and it shall be maintained through mutual co-openawith the equal rights of the husband and wiéts
basis. With regards to choice of spouse, prop@hys, inheritance, choice of domicile, divorcaelather
matters pertaining to marriage and the family, latall be enacted from the standpoint of individiighity
and the essential equality of the sexes.” (Bucki@93:347)
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Significantly, the old system was able to survivetigh two legal measures. First, a
patriline could still be maintained by repeatedhs$fars of thee registry to a first-born (or
another) son, or through adopted sons bearingathéyf name, even though the conjugal
couple had replaced the patriat€hThis was possible since the family registersgkj

was retained in law. Second, the person who wprddiously have been the head of the
house, or the legal successor, was to legally sacaad preside over worship of the
ancestors by inheriting ownership of genealogieabrds, utensils of religious rites, tombs
and burial grounds, although in other ways inhaaéacould be divided (R.Smith 1974: 33-
34). Thus households were able to retainghdeology and control extended family
members, especially for business purposes andrpmegeare for parents in their old age.
Even when many households abandonedetb&ucture, certain attitudes associated with it
prevailed. Notably, spouse selection and a theseation co-residence pattern were two

areas resistant to change.

In the rest of this chapter | examine the attitugfegoung people and their parents to
aspects of family life that created ties to famépd choices that perpetuated them or
offered release from them. In so doing, interrete between ideas of personhood, family,

and the maturation of young people, will be claii

5.2.2. The family name, the family line, and ancest worship

Pre- and post-war systems merged through concéfite &amily name, the family line,
and duties to ancestors for the protection of famiémbers and the continuation of the
line. To some informants, in order to be significa ‘family name’ needed links to
ancestral lines of high social rank, either of mtdility, or of new family lines made
successful though business. Another view assatitmily name’ with the ‘good image’
of a family.

Informants in Shizuoka agreed that ancestors coutdolidate family lines and thus social
status:> Most were mindful of their ancestors, and thougimportant to clean and

'8 Because the Meiji code forbade polygamy,ithalso observed the priority of the conjugal bofidhe wife
of a patriarch sometimes assumed great power wpdsm house-head, and sometimes became sucaessor t
the business after the death of her husband (W896:219).

91n some cases, the family line was preserved wifiime husband of a married couple was sterile, th

couple sought artificial insemination using spemnated by the father of the husbarite Japan Timed6
Sept 2000.
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protect the family grav8 regardless of class. A few thought the family rand

ancestors were not important. Attitudes, howediernot divide neatly. Opinions differed
also on the importance of celebrati@gon the annual Festival of the Dead, during which
the spirits of dead ancestors returned for two dayke land of the living, to be welcomed

into the home where they were entertained as hedagyuest$?

Among a sample of ten graduate students and yownkjivg men and women, five
favoured maintaining the ancestral family line, ewehen the name was not of high social
status. One suggested that, although in othertgespatterns were ‘flexible and
interesting’, in Japan ‘the [family] register isryeerfect [exact] [so] names continue. In
this view it is nice to have a line.” Three of tinee considered that keeping the family line
was a matter of choice. According to one:

Well, I think that is up to the person. In my cddeave been told by my grandfather that |

would carry on the house [family line], and... iny dream to do so. So there is my value that

I would like to pass onto [the next generations]| Bope my child [children] will carry on.

But if someone claims that that does not mattemn that should be just fine too.

Significantly, eight of the ten informants consigiéiit important or a duty to protect the
family grave, and eight thought ancestors were mamb, believing they protected their
lives. One was especially attentive to ancespleging daily ritual offerings of tea and
rice on the family altar. One, who did not consithat his ancestors protected his life,
nevertheless said: ‘Rather, | think it is meanimgd go to the grave to show respect to the

parents.’

While only five of the eight who considered ancesimportant celebratedbon all eight
nevertheless visited their ancestral grave8kminandHigan’” and continued to pray for
ancestral help and protection. However, not alingpmen and women were attracted to
Obonfamily gatherings. As one woman in her mid-twestexpressed: ‘I want to have a

good time with my family. But | don’t [always] wato have a good time with my cousin

20 A gravestone was inscribed with the family’s lasime and held the bones of members using that last
name.

L Obonwas a family occasion and a Buddhist festivalugtoShinto also celebrated, and was commonly
held on 13-15 August.

2 Higan (the other shore) was a Buddhist celebration edrin the spring and autumn equinox marking the
spirits of the dead reaching Nirvana after crossimegriver of existence.
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or something. It's OK sometimes. But... on everywW¥éear’s Day [and] everpbon it's

tiresome for me.’

Now that ancestral links were no longer essenpial/alidating family lines, ancestor
worship in some families had become just a mafteespect and affection for deceased
family members, or was linked to Buddhist rituatgluding memorial ceremonies in
remembrance of deceased family membB&rBor one father, who explained that after the
war ‘every structure, every system in Japan wasaesd and a new model came up’,
memorial rituals were a personal response ratlagr éhtraditional duty, representing
significant occasions for bringing family membeygéther.In some families Buddhist
rituals were not taken ‘too seriously’, althougre@raduate student pointed out that,

whereas ‘people in Japan are not religious, theyderemonies and festivals’.

The keeping oObondid not necessarily imply that people celebratedf@r or respected
their ancestors as a duty or in search of a blgssinfamily’s celebration o®bondid,
however, imply some formal connection with ancestdn parent questionnaire responses,
most (75%) conveyed th@tboncelebrations helped keep the family together.s Tigure
was similar to that regarding celebrations at NexarY(83%), and birthdays (70%), as set
against the significance of day-to-day activiti®g%). Although informants told me that
ancestral links were not thought as effective feing families together as in former
times, almost half the high school students needtis agreed that the family tomb must
be treasured and passed down to posterity. Whestiqned about their relative

‘enjoyment’ ofObon 80% of high school students responded positively.

In Shizuoka, keeping links with departed ancegpaits helped unite a family regardless
of descent lines or family name, and perpetuateehae of belonging and solidarity. By
contrast, family members in Wellington structurkdit own concepts of belonging without
recourse to ancestors. Without ancestral linkgihglto bind family members, young
people in Wellington could more easily separatefaurh family to seek autonomous

independence.

23 Rituals for the immediate dead were conducteéatlar intervals until the 80anniversary of a person’s
death, and for remote ancestors on thé"1@80" and 208 anniversary of death (Robert Smith 1974:77).
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5.2.3. Issues of inheritance and the care of eldgrparents

Family members in Shizuoka were also united thraugicognition of indebtedness to
parents. Unlike young people in Wellington, forami an ideology of autonomous
independence brought a certain ‘amnesia about erfebwes one’s parents’ (Bellah et al.
1985:82), young people in Shizuoka considered gdantheir parents a reciprocal duty
for the care they had themselves received. Yowople in Wellington believed a parents’
nurture was a child’s right, as had their parefitsese attitudes encouraged a linear
projection toward gaining freedom of the self, emtthan a cyclical view linking family
members through mutual intergenerational respditsbiof give and take through time,

as in Shizuoka.

As mentioned, descent within tleeoccurred through primogeniture succession or an
adopted substitute. The system favoured thebiost-son, or the husband of first-born
daughters adopted as a sonukoyoshi Few young people supported the idea of adoption
to maintain the family name, as did few (4%) highaol students, while most (75%) high

school students thought perpetuating the familyenammportant.

A first-born son or daughter was once firmly cortedawith rules of inheritance and the
duty to care for elderly parents and therefore nmpbrtant. When asked whether a first-
born was more important than other siblings, ongngovoman answered: ‘Not really, not
in my family. And | don’t think it really is truen most families here.” Although concepts
of equality between children were eroding the digaince of a first-born, all children

retained a strong sense of responsibility to caréhfeir parents.

Among seven graduate students and working youngandrwomen (interviewed in
Japanese on my behalf), only dnea female, with no brothét thought the eldest (her
sister) should inherit all parental property. Adkehether a first-born son should look after
the parents she replied: ‘I find it [a] strangdef]. It can be the eldest son, but [also one
of the] others... Someone among the children.” Aaptvoman among this group
indicated that, as first-born, she would inheritrejanaintain the family business and
grave, and perform ancestral duties. Howevehafdecond born (in this case a brother)
should receive more, the above obligations shoetbime his responsibility. Four others,
two of whom were first-born sons, believed the pta’eproperty should be shared equally,

though a third (an only son) insisted ‘it is a raafthat] the parents should decide.’
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Respondents felt personally responsible to caréhfsir aged parents less as an obligation
than a response to having been raised by theinggar®©nly one of the seven, a student on
a scholarship and an elder son who favoured equalah of the parents’ inheritance, did
not consider the care of his parents a personajailuin: ‘I don’t have enougihoyuu

(‘time’, ‘energy’, ‘heart’, ‘composure’) to take oaof other people’s lives.” The Japanese

interviewer commented that this attitude was sosunlit was ‘almost unheard of’.

When high school students were questioned on whptrental care was the duty of the
eldest son, and on who should inherit the pargmtgerty, their responses were similar to

those discussed above.

Studies on care of the aged indicate widespreadsiaveto institutional care and nursing
institutions, which were seen as ‘prisonlike’ anggested abandonment (Lebra 1984:286-
287). For the elderly who were frail the altermatwas usually co-residential family

care?* Orpett Long (1996:167-172) writes of the contithpeeference for family care as
the ideal and norm as well as of its necessitgltesnative care in nursing homes was

available to only a small percent of an ageing petjan 2°

Although younger generations in Shizuoka felt aidigo care for ageing parents, not all
parents wanted such care to fall on their childr@®uestionnaire responses indicated that
almost a third of parents fell into this catego#yfifth said they would prefer to be
independent, which would be difficult to maintaihewn frail. With sufficient income,
elderly couples or elderly siblings could maintainuclear lifestyle and receive home care
through visiting care providef§. A surviving parent or parent-in-law could alseelinext

to where a younger family member lived, as didgrendmother of one young woman:

My father's mother lived with my family in TokyoBecause my father’'s dad [is] dead... she

was alone. So they got her. But everything isssp you know, entrance, and kitchen and

24 ‘Co-residency’ refers to a household when an ggednt or relative has joined a son or daughtertsear
household.

% Figures she provides, taken from a 1983 publicatitaced less than 2% of those over 65 in nursing
homes, and 90% of the physically and mentally imgghunder family care. Orpett Long further mengion
that alternative care in nursing homes would dostiation a ‘staggering sum’, referring to demobrap
predictions that by 2025 a quarter of the poputati@uld be over 65.

%6 |n the 80-plus age group, 68% of men and 93% ohemlived in three-generational households. In

younger age groups (70-79 and 60-69) men and waaemonly lived in couple only households (Kawabe
and Shimizu 1994:121-133).
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everything... Just [the] bathroom is [the] samem8iimes my mum go[es] to there and
make|[s] a picnic, or make[s] her orange or somethike that. But almost all day she [is]

alone. But it is good for her and for my mum.

In Shizuoka, however, most frail and bedridden dydeere ultimately cared for in a son
or daughter’'s home, or hospitalis€dGrowth into personhood involved the acceptance of
responsibilities to care for ageing parents aslfamembers, a responsibility that in

Wellington played no part in most people’s concebtamily or adulthood.

5.2.4. Intergenerational family relations

Among Shizuoka parent respondents, 40% of housshedde three generational. Three
guarters of these comprised the father’s pareaisef and spouse and children, while a
quarter comprised the mother’s parents, motherspndse and children. Some of these
three generational households (‘extended househ&dilswed theie pattern, in which a
son/daughter and spouse lived with parents in #énerpal house from the time they
married. Others were co-residential in that ag@iagent/s or parent/s-in-law had become a
part of a son/daughter’s nuclear household. Oldamhilies had two children (44%) or
three children (41%), with a few families (9%) hayifour children.

A family structure based on marriage and mutuas t@tween the generations made for
greater responsibilities in three generational Bbokls than in nuclear households. A
small number of parents (14%) said that, once tieidren married, they would prefer to
live with a married son/daughter and their childirean extended household. Often such
households were connected with small family busiees Most parents, however, said they
would prefer their married son/daughter to livautlear households while maintaining

close contact with them.

Unlike in Wellington, where just three parents eiptited becoming grandparents and the
remainder were reluctant to predict their childsehiture lifestyles, all parents in Shizuoka
anticipated their likely involvement as grandpasen®n first becoming grandparents,
however, parents in a nuclear household suppocatinglderly parent or parent-in-law

" An insurance system, inaugurated in April 2000ykich every Japanese citizen aged 40 or more
contributed, aimed at providing for nursing assistafor citizens aged 65 or over to supplemeng stat
contributions.
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could be reluctant to take on the care of the yenng as well, as they hoped to pursue

their own interests, or take on part-time jébs.

Parents’ attitudes to grandparenting impacted an deughters projected toward future
careers, marriage and children, as full-time graneipting would permit
daughters/daughters-in-law with young childrenditofv careers. One mother |
interviewed insisted that the care of grandchildseild not be her responsibility:
Interviewer: Do they [her daughters] think abowrriage and a job? Do they think they
can manage both?
Respondent: Yes they think so. But elder daughtguite sneaky so she wants my help.
But | don’t want to.
Interviewer: Your help in looking after childredfthhmhmhm} You don’t want to?
Respondent: No, no. | don't want to. | never‘sas.” No, they should do by themselves.
Likewise a couple in their late fifties, whose pasewere deceased and who lived with
their high school daughter in a nuclear houselittinot see future grandparenting as a
role they should fill through duty. In certainustions, however, they would take on the
role, as explained by the husband:
Well, | don’t think it is any kind of autly or... obligation... But | would do the help if the
need it... As a parent... | think I'll be glad to habe chance to help them.

Parent questionnaire responses indicated that@%twanted to be full-time grandparents,
while 75% clearly hoped to combine grandparentiity wther interests. Even though not
all Shizuokan parents (30%) thought that garandysreere duty-bound to care for their
grandchildren, believing their own interests anebglires were also important, almost all
(91%) would help out if the parents worked, whiketthirds (64%) were willing to do so
just for a short interval. Such willingness didwever, include notions of responsibility to
Kin.

In Shizuoka, being raised in a family structure thaluded notions of intergenerational
contact and care strengthened a person’s concefaiity and family bonds which, in the
Wellington nuclear and re-constituted householdd,f@useholds with few biological kin,

were more tenuously maintained through individwshmitment and mutual trust.

8 Lock (1996:94) describes how some middle-aged woemelured the role of caregiver in hardship or
misery.
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5.2.5. Marriage or a single life

In Shizuoka it was widely assumed that a persoe&idy included marriage. The
institution of marriage linked two families rathtbian two individuals, promoted strong
familial relations and created new, extended botesdor a person’s ‘belonging’.
Attitudes contrasted with those in Wellington, waésw students contemplated marriage
and most, anticipating the autonomy and freedorhofce associated with adulthood, left

permanent relationships open to the future.

In Shizuoka, full personhood and marriage weregasgble. Almost no high school
students (below 5%) wanted a single life, the @dgeptable alternative to marriage.
Unlike in Wellington, where household arrangemevise a matter of choice, unmarried
people in Shizuoka did not live together as ‘padhaor did non-kin flat together forming
households De factopartnerships and household arrangements wereenétipally

sanctioned nor socially accepted.

Young people approved and desired marriage, knoatinghat age in their twenties they
planned to marry. Most (82%) also wanted childr&he majority of parents thought it
important for their children to marry, indicatingwever that decisions to marry and have
children were for their son or daughter to makehil@/a third of the parents agreed they
would support their son/daughter’s choice to rensangle, the majority opposed single

lifestyles.

The age by which a person was expected to marrydahtly risen to thirty years. Recent
surveys on single lives reflected the ‘accelerapage of delayed marriage’ rather than an
increase in numbers opting for single lives (Na#suk994:135-143). Perceptions of a
single life were commonly negative. Men who hatethto marry and father children by a
certain age were regarded as marginal (Tsuya 109%:XCompanies favoured married
men over single men for promotion, while marriatieveances (up to 10% of a male
worker’s salary) and reduced housing rates for imducouples were normal company
practices. Creighton (1996:212) observes thatenanorkplace the failure to marry within
the accepted age bracket ‘evokes pity at best aridlsebuke at worst’, while unmarried
senior women were regarded by junior women asflieeeminders of the horrifying

possibility of spinsterhood’.
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Rosenberger (1996:26-30, 37) critiques magazinga@saf young women ‘enjoying the
single life—marrying later, divorcing more freebnd having fewer children later’. She
points out that women followed neither the leisacgvities and consumption patterns
promoted through magazine messages, nor the goeeatrpnomoted life of work/duty to
family, noting that those on lower wages could aftdrd the lifestyle portrayed as
‘internationalism and individuality’. Brasor (1988notes that many companies had
policies of not hiring single women, landlords fueqtly refused to rent premises to single
women, and ‘office ladies~especially those in their twentiesarely earned enough to
afford a one-room apartment within commuting dis&afrom their work. Moreover, as
‘selflessness’ remained the feminine ideal, youngls women were censured for placing

their own desires before ‘responsibilities’ as veiand mothers.

According to informants, the number of young pedplang a ‘free lifestyle’ increased
during the ‘bubble economy’ of the 1990s, when bassmen earned enough to live in
high-class apartments and ‘spend money freelydikaristocrat’. At that time, a newly
coined termdokushin-kizoku{dokushin ‘single unmarried personkizoku ‘aristocrat’)
became popular. With economic recession, this felihmto disuse, and people once
referred aslokushin-kizokdisappeared from the social scene. Informantstiair own

futures would be compromised by economic recession.

Many graduate students, working young men and womaaah high school students (64%)
were tolerant of single lifestyles although thegrttselves wanted marriage. Roughly half
the high school students against single lifest{®386) claimed that ‘happiness lies in
marriage’. Other young people thought a singkewas ‘not good’ in situations ‘when a
person, without thinking much, follows the tren@®ne female respondent worried about
children and companionship: ‘If | could live (stw@/make my living) alone financially

and mentally, then | think it's just fine. Butliftvant to have a child, or to have someone
mentally supportive, then a form called marriagk (be needed).” A male respondent was
likewise concerned about companionship: ‘Theretrbasa sense of loneliness
somewhere. Itis a great mystery to me how thesple keep their minds off that.’

29 Philip Brasor, ‘Japanese women say single life fiif they're financially independentThe Japan Times
15 April 1999
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In Shizuoka, not only was marriage considered irtgmdy but a single life was measured
against marriage and found wanting. Moreover,espersonhood and marriage were

inextricably linked, young people found it difficub imagine any alternative.

5.2.6. Solo parents, divorce, and remarriage

In Japan, ‘solo parents’ referred to divorced meth\®omen and people whose spouse was
deceased. The term did not refer to the Wellingigumivalent of ‘solo mothers’, a category
which in Wellington represented a lifestyle adopbydome women whose relationship
with the child’s father proved untenable. Tsuy894:96) estimates that only 1% of
children were born to unmarried mothers. Goverrtmehcy supported marriage and, as
children were always registered in the family reggigkosek), those of unwed mothers

were recorded as illegitimate. Since birth detaise required for school enrolments, job
applications and passports, a person born to asotber had a difficult life. Few women,

therefore, gave birth out of marriage.

Unlike in Wellington, attitudes in Shizuoka towativorce and solo mothers were largely
negative. In the year 2000, two out of one thodgaeople had divorced, the highest rate
ever recorded® Most divorces occurred between couples in thet@@sid-30s, with fewer
people divorcing in their mid-40s to mid-58sThose pursuing a single life were largely
women, since divorced women and widows, unlike itigd men and widowers, did not
commonly remarry (Tsuya 1994:114). Just 1.83%onfskholds in the parent
guestionnaire sample comprised only fathers andrem, while just 3.33% comprised

only mothers and children, some of whom may haesnladowed rather than divorced.

Prior to World War I, divorce for women was esdigi difficult and divorced women
were stigmatised? A (non-Japanese) Shizuokan high school/univetsigher said that
divorced people were still referred to as ‘one nmaghinst them’fatsu ich), while

graduate students said that when they were atdaigbol, a person with divorced parents
would feel intense shame. Some informants sugdiéisé attitudes to divorce were slowly
becoming more tolerant perhaps because, withiculrent decade, television

documentaries occasionally featured child abusesin rape and violence in the home. As

%0 1n 1998 the figure was 1.94 per 1000 (Facts agdrés of Japan, 2000:12)
31 Statistics from a government survey reporteditie Japan Timed 1 July 2000.

%2 See Lebra (1984:152-153) for attitudes that stiggad women.
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divorced men were likely to remarry, single fatheese generally solo through the death
of a wife. Single divorced men who lived with thehildren were generally better off
financially than their female counterparts who,haatimony set but not enforced and
inadequate state benefits, usually endured econoanéship®

The Japanese interviewer who questioned univesgiyents and young working men and
women on my behalf was reluctant to include anystjae on divorce, believing the issue
was intrusive and ‘too difficult’. Eventually wgeeed on a compromise. Interviewees
were asked whether legal divorce was acceptable éouple with no children who had
lived separately for a long time. The questionlietgpthat any grown-up children might
have left home. Although the question was drogpetiway through the interviews,

respondents either agreed with divorce or quehedeed for a formal divorce.

Questions on divorce directed to high school sttglenplied situations in which parents
had children living at home. A third (33%) of teieidents did not know whether parents
should be able to divorce. Another third (37%gctgd the idea of divorce, as it made
caring for and supporting children difficult foraaparent. A quarter (27%) favoured
divorce on the grounds that each parent could skek a better life, possibly indicating a

more accepting attitude toward divorce in the rgexteration.

Few graduate students objected to the remarriagenadow/widower, although one
female respondent said she would prefer to be ¢must adding: ‘Maybe we will agree.’
High school students were largely accepting of reiage for a widow/widower. Over
half (58%) agreed remarriage should be the parehtge. A further 20% said it would
depend on whether they liked the new partner.

Problems associated with the interview questiondieorce suggest that, as family was
regarded as the central structure in a perso@sdivorce was an issue that undermined the

security associated with family ‘belonging’.

%3 State benefits for single mothers or divorceesvbeiow the poverty line (Buckley 1997:354). 1r0Q0
state benefits were 42,370 yen (NZ$ 847; US$42B8jmnth for one child, and 47,370 yen (NZ$947;
US$473) for two children (Miyatake 2000:72).

3 According to Lebra (1984:163) a widowed mother mask her child’s permission before remarrying.
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5.2.7. Spouse selection

In Wellington, marriage implied the union of twoudtd whose concerns were their own.

In Shizuoka, marriage in the system had united the concerns of two househattenr

than just two individuals and, despite constitusilochanges, marriage continued to unite
two households through obligations and the caeddsrly. A person was therefore unable
to contemplate a relationship that functioned galethe self-interests of two individuals.
Young people in Shizuoka applied this knowledge méearching for a marriage partner,
yet choice played a part within given parameters.

High school students (94%) preferred a ‘love mgeidren-ai fall in love and get

married) to one that was arrangetidi: arranged first meeting marriage). A ‘love
marriage’ did not imply a contract system betweenasm and woman based on romantic
love. Couples got married for the institution adimage and sought to achieve the ‘best
match’. A young woman in her mid-twenties explairieat when her female friends
decided to marry, they would ‘begin to search’dgrartner. Informants agreed that,
should the search fail to find a suitable partagrerson would normally accepirgai
marriage where family friends of the parents, tgaabetween’ matchmaker, arranged to
introduce the son/daughter to a potential spousieeiope that they would find each other
suitable.

Although young people were more active in choosisgpouse than in the past, graduate
students said some people ‘do nothing and waih fmarriage arrangement’. Parents said
that, if their children were passive, they wouldphechieve a marriage. Parents were also
prepared to reject a son or daughter’s choice ofisg: ‘If my elder daughter wants to
marry some guy that | can’t... approve... | proballyise [against it].” Parents
prevented a marriage by refusing to enter it infémeily register, by which act a marriage
was legalised® One university student told how, influenced by pingers and film stars,
his 22 year old sister wanted to marry her boyftitar passion but his parents flatly
disallowed it. Graduate students noted that pareftén hired detectives to check the
background of a potential son- or daughter-in-lawshitability, and against family
associations with crime and genetic dised8espart from screening potential

son/daughters-in-law, most parents left the chofcgouse to their children.

% Marriage ceremonies at a shrine asked for a Iigszit did not confer married status on a couple.
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Attitudes among twelve 20-30 year old people wevaldd between marriage types. One
(a male) had not thought about marriage, whilesaid they would accept either a love
marriage or an arranged marriage. One considexestatus as elder daughter among three
girls ‘special’ although responsibilities assocthvath a first-born reduced her chances of
finding a suitable spouse. She accepted ‘datgsirosed on her behalf in the hope of
finding a match. The remaining five preferred aelonarriage. One, a young man, said: ‘I
want to fall in love and get married solidly (iretthantoway: ‘the right path’, or ‘socially
accepted way’).” Another wanted a love marriageei ‘In an arranged marriage you
wouldn’t learn much about the person, so | wondeetiver itwould work out fine.’

Qualities that young women valued were ‘a man wiags me shine’, ‘a man who is
suitable for my life’, and ‘a man who is honest gahtle, who loves children’, while

young men hoped for ‘a kind person’, ‘[a good] ad#sappearance’, and ‘someone who is
quick witted’. All sought partners of a similareagince respect factors complicated social

interactions of married people whose ages werdgrézan 3-4 years apart.

No-one among these respondents regarded the fanalgr value of the parents’ property
important in selecting a spouse. All agreed thatriage to a first-born could entail living
with in-laws, while marriage between two first-bsrcould create conflict if each felt
responsible to care for ageing parents. For om@gonan, living with in-laws was a major
issue, while several women preferred to live separérom a husband’s parents. One
woman pointed out that choosing a spouse wouldrbedoo complicated were she to
worry about the character of a potential mothelaim- Although she argued that a

couple’s desires concerning living arrangementsishprecede the expectations of the
parents, she accepted that her in-laws would be¢mmnparents and that she would respect
them. Some respondents suggested that a womald shvamid marrying a youngest son

who had a female sibling, since the latter wounlaee the mother-in-law when she died.

Since women depended on men to provide a qudiydiperson’s income, education and
occupation (where the occupation with a greatesrime was ranked as better) were more
important for women than men. One woman said ¢feech marriage had risen to thirty
because job security in potential husbands waglagriority. Young women |

interviewed were quite frank about wanting to mdatyfinancial security rather than

% Formerly, the chance that a prospective spousatmagry hereditary diseases was always investigate
(Ohnuki-Tierney 1984:147-148).
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romantic love, as the following examples show. fitst is an excerpt from an interview

with a seventeen-year old high school girl:
Interviewer: If you were to get married, what tpgrfor you would be very important?
Respondent: Ohhh, it's money. Money. | thinioll [are] loved [that's one thing], but you
can't live [on love]... |think [to] marry is a vetlyig... change in life... So
[you] must have money. But [to] love somebody gofimarry is a [different
thing] Yes, yes, [it] is very different.
In another interview, a woman in her mid-twentigplained:
Maybe the most important thing is a feeling becausdnave to stay [together] so long time...
But we have to live. So income. Income—what higsle—or [if] his job is OK or not. Or [if]
he graduated from university or something like thés very, very important for me.... This is

[the] important thing.

Urban women were more concerned than rural stuaattighe income of a potential
spouse and living separately from parents-in-l&wce in urban areas men’s professions
were linked to income levels, and since tertiamgle of education were commonly
associated with well-paying male professions, etioicavas important when choosing a
spouse to almost half the female students at Skézhiigh School. According to
Natsukari (1994:151), young women now placed striconditions on spouse choice, with
an emphasis on personal attributes rather thae descent lines. She suggested that,
among young people, there was ‘an increased awss@fie¢hemselves as individuals and
of their growing economic, social and psychologiodependence’. Criteria used in
choosing a spouse, however, promoted ‘traditiopatterns as much as they indicated a

growing awareness of independence.

In these different ways young people weighed up t®ice of spouse. Unlike partner
choices of young people in Wellington that weredolasn free association and
commitment, the decisions of young people in Shaueould have lifelong consequences
in terms of status, identity and belonging.

5.2.8. The mother role
In the past and still today, marriage for womenlisgpmotherhood, a status bestowing
strength and value. Lebra (1984:141,161-164) éxpldat the role of a new wife in &

was to supply a son and heir fercontinuance. In fulfilling her duty, a new wifedame
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honoured, completing a transition toward matutiigttbegan with her acceptance as

daughter-in-law.

A mother’s strength today was no longer undersyradarily in terms of the production of
any heir. It came from her role in nurturing heildren associal persons, interdependent
with others. Ideally, a mother’s care and indulgeeareated a co-dependent relationship
with the child to nurture him/her into ways of bgithroughout infancy, early school years
and beyond. The child learned to value co-depernydiena relationship that would later
enable him/her to seek and appreciate co-operatigagement and harmony with others.
Doi (1981:7, 57) describes this affirmative attieud dependence as the basis of human
relationships and integral to the ‘Japanese spifitie mother-child relationship also led to
knowledge of an ‘inside’ relationshipr@) as opposed to the ‘outside’ in a formal

relationship ¢motg.

Women’s concerns with financial and social secutitpugh marriage were connected to
an ideology developed with industrialisation enegimg women to fulfil the role of ‘good
wife, wise mother’. These concepts promoted amewuc division of labour between
husband and wife and notions, therefore, of gembeesons, as mothers were discouraged
from realistically seeking careers. Working cormis for women (see below) reinforced
ideas that a woman’s place was primarily concemigid caring for family members.
Women'’s identification as ‘good wife’, associatehaa wife’s service to a dominant
mother-in-law, disappeared in postwar years wharséloold appliances, and employment
opportunities beyond family enterprises, becamdaha. Women have remained
identified as ‘wise mother’, even though women’esan the community have widened
beyond those of the home. As Uno (1993:316) notest participants in women’s
movements have viewed family as ‘a wellspring apaal satisfaction’ rather than ‘a
source of oppression’. Some feminists (Ueno19%+279; Nakanishi 1997:196-197,
Kora 1997:117-118) argue that active, well-educaidén women, who cared for children
and the elderly, saw their involvement in organgset supporting traditionally defined

roles for women as a freedom of lifestyle.

Informants were puzzled that | frequently overladkiee value of motherhood. They
agreed that wives were generally obedient to hudsddyut pointed out that mothers aged
40-60 years were sometimes equal if not stronger then. A strong woman in the home

wielded considerable power and relations betweesbhdmd and wife could operate
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equitably. One woman emphasised that her own madhd her grandmother before her,
had been women known kaka/haha-denkéaha: ‘mother’;denka=tenka ‘governed
the world’). Her own mother was not governed bytesband, nor did she defer to him.
Women as mothers, as did men in their professgnesy in stature through time.
Harmonious relations between husband and wife, tierwyeould take the form of wifely
obedience. Graduate students agreed that altheuglty men spoke of equality in
marriage before they married, hierarchical attitudeuld occur immediately after
marriage. Some women students pointed out thaaiasrchal attitudes featured in

historical television dramas, young men might thimése attitudes norm#.

Recently some feminists have criticised the motbler suggesting that with fewer

children, the absence of fathers at work, and senge focus on a child’s educational
achievement, mothers risked overindulging, ovegmtiig and dominating their children
(M.White 1987:176§2 At the same time, feminists have agreed with Ud887:277-283)
that domestic labour and the power of women irhthesehold is a fundamental and highly
valued social role that women in Japan do not wagive up. Ueno rejects any necessary
connection between the nurturing role and womewgeating that men take a more active
part in nurturing children. She points out, howeteat most Japanese women oppose the
idea of ‘equality and sameness’ with men and wamétain the traditional gender
segregation that has survived modernisation. 1887:37-44) explains that Japanese
references tboseiai(maternal love) imply something more than motheth@asboseiaiis

not limited to the mother/child relationshiBoseiaj which occurs in negotiation and
process, includes couple bonding and is not seep@gssive or in need of being

overcome.

These common perceptions of motherhood were foughizuoka. They were far
removed from concepts held by many mothers in \Wgiitin who associated motherhood
with suffering a ‘loss of self’ and a ‘loss of idéy’ or with being ‘pushed into a little

corner’. For mothers in Wellington who were ragsehildren to value independence and

37 Over 99% of the media industry was male (Saito71294). For media presentations of women see &aint
(1996:68).

% Several social aberrations have been linked mvanindulgent mother-child bond. They include the
obligation of sons to please mothers, in some daseling to incest (Ueno 1997:286-287; Kanazumi
1997:76); a lolita complex in some young men (MLg®7:182-184); violence imangacomics (Allison
1996b:xv, 188 n.41); father absenteeism and pubistit (Kanazumi 1997; Matsui 1997); material haidsh
due to absent father participation in work entar@@nt (Kanazumil997:74); and negations of female
sexuality (Miya:1997; Nakanishi;:1997; Matsui:199anazumi:1997).
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eventual autonomy, work associations provided aeraoceptable self-image than non-

work images that they associated with self-sa&iéind economic dependence on others.

5.2.9. Gendered roles, work and personhood

In Shizuoka it was more difficult for women, who needentified as dutiful, gentle,
obedient and thoughtful, to develop a full-timeesaror job than it was for women in
Wellington. Gendered roles in Shizuoka favouragees for men, who were characterised
as responsible, competitive, hard working, tougthétal and who sought pride in
achievement at work. Although a gendered divisiblabour disadvantaged both women
and men, most young women and men plotted thairdatin accordance with gendered

concepts of personhood determined through maraadgdamily roles.

After the 1970s, the numbers of working women chkhlbapidly when women in Japan
began to work part-time after the birth of theildten. Toward the end of the twentieth
century, 60% of all women were in paid employmérgr{o 1997:277; Buckley

1993:353)*° Young women worked until marriage, became fafidimothers while their
children were young, and returned to work latdifenon a part-time basis if at all. A 1982
survey showed that most (77%) companies had anitiervpolicy that women would stop
working on marriage or at the birth of the firstidh Married women with children were
mostly part-time employees, that is, they workess ldhan 35 hours a week. As part-timers
they had limited access to employment benefitsevirquently excluded from uniofi3,
could be asked to leave without notice, and eaomeaverage 58% of the full-time wage.
Part-time women workers in the early 1990’s savedey for the family. Women began
saving in their early thirties to contribute toithéhildren’s education, continued saving in
their early forties to pay for their children’s wkdgs and, in their late forties, began saving
for retirement (Buckley1993:354-35%).

Women graduates seeking employment often expedeseeual discrimination. In 1995
only 63.5% of women graduates found jobs, whilel IN@vember 1996, over ten thousand

% The figure for New Zealand at 64.9% for Decemh@12(Statistics New Zealand, Household Labour
Force Survey) is for all New Zealand, not the BritEuropean sector.

“0See Gordon (1993:392). Unions had recently beeredl to disband due to government de-regulation
measures.

“1 One young woman to be married in April 2001 estedahe cost of her wedding at 2,000,000 yen

(NZ$40,000; US$20,000), an amount considered bydbe ‘average’. An average wedding in New
Zealand would cost NZ$10,000.
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complaints of discriminatory hiring practices hagkh recorded by the Ministry of Labour
from women graduates applying for career positfénEew women had successfully made
a career in scientific research or tertiary edoceti In these fields, if women married they
lost their professional names, yet were refuseeares grants if they persisted with their

single names after marriage.

Japanese women'’s attitudes to working conditionsvfimen ranged from strong
opposition to gender inequality, to compliance. id/bpposition came from feminists,
whose numbers were declining (Buckley1993:351;05H97:248-249), working women
were portrayed as accepting of—even being contéht-wower wages and lowly
positions, with a general disinterest in ideasopfadity with men (Roberts:1996;

Ogasawara:1998).

In school questionnaires, 80% of parents agreddrka and women should have the same
fundamental rights, while 74% of parents agreet] tharactice, women did not have

equal rights with men in employment and publicustatFewer parents (60%), however,
thought that women who were mothers could expecsédme rights as men in employment
and public status.

The gender division of labour could also adversdigct men. Men’s working hours were
often long. Many men did not return home from wesklier than 10pm, a situation that
most wives accepted as normal or even approvedediiere ambivalent about wanting
husbands to share evening meals and participagésing the children, some agreeing it
was desirable ‘only in part’. Although more eqyalhared responsibilities might ideally
seem attractive, the reality was that family segwias gained through a husband’s job,
which often was also the source of his pride. @aman pointed out that her husband’s
preference was to work even when, for three mosdat year, his working hours extended
beyond midnight due to high commercial output. éskvhether her husband would like to

participate more in family home life, she repliette? My husband? No, because he

2 These complaints included the refusal of intergiég@women (31%), the recruiting of women by
companies only at times when male applicants weshart supply (16%), the refusal of jobs to women
unless they lived with their parents (13%), andrttaling of employment brochures by companies éaly
male students (30%). Other complaints were thatidlation of the law, women had been told theyave
expected to leave a job when they married, orttieat could not resume duties after taking matereiye.
The Mainichi Daily 28 November 1996.

“31n 2001, women comprised only 10% of the sciemtifisearch community, with 18.4% in universities,
8.4% in government laboratories and 5.1% in ingughtature22 March 2001, Vol. 410).
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enjoys working, | think so. He’s a man. He is haw call a promising man in the

company.’

Economic recession in recent years created harapetitive conditions for men that,
according to media reports, continued to detemor&@etween 1997 and 1998, the year of
the Asian financial crisis, there was a 26% inceaaghe suicide rate of working men.
Since 1998 the number of men who suffered depneskie to overwork rose sharply, and
statistically each year ten thousand or more méomaide were victims of ‘death from
overwork’ (karosh).** More recently, depression followed from redundesidue to
restructuring, or fears that full lifetime jobs wdie downgraded to contract labdorr.
Although unemployment rates were statistically viery, *° one informant mentioned that
losing a job was a serious matter as insurancesigadundancy was limited to six

months.

Parent responses to questions concerning theiroles in relation to work and family
supported conventional attitudes, yet cast doubt the idea that men found primary
satisfaction through their work. Moreover, thremders of parents of both genders sought
a balance between parenting and outside work abbiés, reflecting women’s and men’s
dissatisfaction with conditions of their respectaraployment. Alternatively, the idea of
balanced parenting might have been a verbal cavrett what, in recent years, was the
much-discussed phenomena of absent fathers angrotestive mothers and their
association with an increase in juvenile crime practice, however, few men showed any
real interest in attaining a balance between mamdswomen’s parenting and work as
men’s and women’s identities as persons were aggocwith specific and differentiated

qualities and roles that were commonly appreciated.

5.2.10. Work and marriage issues
Dwindling job opportunities due to recession wamsagor concern to most young men who

planned transitions to marriage around their neeseture permanent employment. For

“Men averaged 50 hours overtime a month while bpaid for only 30 hours overtime a month, and had
taken an average of 9.1 paid days off work fronemtitlement average of 17.5 paid days off workireSs
exacting harsh toll on corporate warriorBhe Japan TimeS80 May 2000.

5 \Workers bullied out amid restructuring’he Japan Time£2 January 2000.

“® The unemployment rate in November 2000 stood5#4or women with 1.26 million out of work, and at
4.8% for men with 1.93 million out of workThe Japan Timed November 2000.
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young men, marriage implied the ability to provet®nomic support for a future family.
One male graduate student wanting marriage and thareone child itemised education
expenses and mortgage payments on a Abaséard material realities he associated with

marriage.

Almost all future careers desired by high schoatlshts required training at a professional
college or university, and most young men wantédldaime job or professional career
rather than a casual/freeter lifestyle. A patr@nsgstem supporting male workers in
business, or in professional employment in reseanchtertiary institutions, was almost
never extended to females. Women were generadlplarto advance their careers
precisely because they lacked such supJoBome male students anxious about securing
a job said that women’s unrestricted entry to tloekwiorce would create unwelcome
competition and argued that the traditional sepamaif gender roles had virtue. One
student explained that a married woman’s decissaamdrk should be a matter for married
couples to resolve together.

Recently... women take large part [in] sociebyvadays. However, some men think [of] it

[with] displeasure... [Due to] restructuring of tbempanies, men could ne@brk since there

were few jobs... The problems... in understanding...rthes of women would start from

[arrangements made between] a [married] couple.

After gaining qualifications and before seekingl, jwomen graduates deliberated
whether to marry and have children, whether to vedtér marriage and after children, and
whether extended qualifications would provide theithh better opportunities. Since
career opportunities were limited, gaining accesté¢ém required determination and effort.
Yet tertiary qualifications improved prospects ahare economically secure marriage,
reducing the need to seek work in the future (BexkI993:362). Although women
worked toward a higher degree in the hope of ‘hgwtirall’, their sights were not
necessarily set on permanent careers. One PhBrétwas prepared to ‘be tough’ and find
her way in a research environment that favoured. mddrthe same time, she wanted
‘many’ children and to be at home with them. Agaryoung married woman with one

young daughter had, before marriage, worked ashmigian after completing her Masters

“" His estimate of the cost of a basic house in $tkiauanged between 60,000,0080,000,000 yen (NZ$
1,200,000 - 1,600,000; US$600,000 — 800,000). Bapaltments, depending on age and numbers of rooms
cost anything from NZ$500,000 upward.

“8 Nature 22 March 2001, Volume 410:395-406.
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degree. She had no desire to return to work buildirshe have to, would choose ‘an easy
job with no pressure’. Another PhD student deciequit her course yet suffered
depression, since she and her parents doubtegh@atould want, or could succeed in, a
career. She pointed out that companies traineéev®ibut would take male recruits over
females. To my suggestion that she could makéduabke contribution to science through
research, she replied:

Asian style is not necessarily to imitate Westeaytes If | marry, | ask support from my

husband. | want to work, have children and be e1till, if possible. But Asian style is

different.

Whether a woman would work or marry was, in reabtyjuestion of how long a woman
would defer marriage. Once married, issues oferarersus children were placed in a
balance. Aside from disincentives in pursuing eesemany women considered full-time

motherhood important in and for itself.

Young men and women in Shizuoka considered futomgl@/ment in relation to their roles
as husbands, wives, and parents. Their futuresamer choices did not involve the same
focus on the individual self and sense of freedapegenced by young people in
Wellington. The gender-based division of labouShzuoka favouring apprenticeships
for young men in employment, and motherhood at hfamgoung married women, stood
in marked contrast to attitudes in Wellington, whgoung people assumed that, through
equal access to jobs and day-care centres, mdtoageerm partnerships and children

would be fitted around their self-choosing busg$yv

5.2.11. Choice, gendered roles and the centrality tamily

Young men and women were consciously aware of@heection between a structured
division of labour, marriage and family roles. #&sexample of awareness, two male and
three female university pharmacy students wrotessay on the topic: ‘In Japan women
are not equal to men’. All affirmed the proposgiti@and all mentioned the same five points:
1) the name: that at marriage women take the nfanigy name; 2) work: men assume
that women work in the house; 3) salary: women whd are paid less and are therefore
cheaper; 4) child responsibility: women will bring the children; 5) the public arena:

there are few female public figures and that alnatigtoliticians are men.
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On the question of equal sharing of household mamagt, male graduate students
theoretically affirmed their willingness to do heushores or cooking after marriage, most
implying, however, that this role would for theméor: ‘I think it is a good thing, and
[if asked] | will do as much as | can’; or: ‘I th it is just fine [but] today’s society... does
not accept it’. Female student comments were ipesitl am for it [support the idea]’; or:

‘That’s fine.’

As they contemplated their futures, young womeibdehted the impact of gendered roles
in the workforce. One who worked in the financeal#ment of a company queried
whether she would want children after marriageot‘M | work in the same job. There’s
no maternity leave.” In the years between gaimguaglifications and marriage, however:
‘Women want jobs and money.” Rosenberger (19982)7suggests that a girl’s social
background determined for how long a young womeulaveeek ‘freedom and individual
choice... [and] leisure and consumption’ rather tjodrs requiring ‘long hours of devotion
within a hierarchy’. Jobs, money and associatggbdpnities to explore a limited lifestyle
of freedom characterised the ‘new’ feature of congerary life, allowing young men and

women to attain some control over their decisiomns destinies.

Single young men and women'’s access to capitatideald to greater social mobility. The
younger generation’s postponement of marriage laadesire for a time of
experimentation were suggestive of constraintsrasgonsibilities from which they
wanted freedom. Yet all young people said thelynaitely desired marriage, which
brought with it structured roles that most approaead found fulfilling. A mother with
young children at home frankly admitted that, fibttze hard work motherhood entailed,
she much preferred her new way of life to the psi@nal job she held before marriage
am developing into a strong person but at workd twastruggle more.’

Young people’s expectations of marriage family-tiféed roles were tied to associations
made between the institution of marriage, matunagiod personhood. Among parents
there was no single view of when they ‘became’nailia  About 42% of parents thought
they ‘became’ a family at marriage, and 30% thougéatfamily began at the birth of their
first child. Only 10% of parents regarded the figras an extension of one of the parent’s
family, while 7% thought they ‘became’ a familythg children matured and shared
interests with them. When parents were askedhat wayfamily was important to them,
over half (53%) believed it was for mutual matusatand growth. About a third (35%)
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thought family was important emotionally, to exmesfection. Almost none (3%) thought
of family as important for economic reasons. liz8bka, therefore, assumptions of
‘belonging’ were built into an institution of maage linked to ideas that maturation and
growth would mutually benefit interdependent mershsra family institution. In
Wellington, energies were required to create aesehbelonging in a nuclear domestic
unit against the knowledge that, without commitmeemd trust, the unit could disintegrate,

while maturation and growth implied the developmeiindividual autonomies.

Cherlin (1994:433) notes that ‘it is quite well kmothat there is less emphasis on
individual rights in Japan and more emphasis opaesibility to the family and
community’. Most members of the younger generatvanted to marry, not principally
because they wished to establish an equal andatgibbond with a partner for life, but for
the security afforded by the institution. ‘Familyas where a person belonged. Stresses
imposed by spatial mobility, employment patternd esle conflict weakened the
functioning of family households. Conflict resdlt'om ‘absent’ fathers and work
displacement, and phased periods of freedom apdmsgility in nuclear and extended/
co-resident families. One informant consideredahe-child family as a modern form
where notions of the collective ‘inside’ were mdi#ficult to reproduce. Countering these
trends, however, were positive evaluations of tlagemmal role, and unifying factors such
as remembrance of ancestors and celebratory ai abservances for the dead. These
practices reinforced the idea of the family extegdhrough time as the centre of
belonging. Above all, normative concepts of respg@titude and obligation from the
younger generation to the parent generation throwiglife were strong social values.

5.3. CONCLUDING REMARKS

An exploration of family life helps bring the natuof personhood into sharper relief. In
Wellington and Shizuoka, notions and structuretofily life differed, as did the
conceptions of personhood associated with thenWatington, ‘family’ was largely

nuclear and took multiple forms, including marriagame-sex or opposite-sex partnerships
or unions, and children. In Shizuoka family wasdahsn the institution of marriage, was
multi-generational, and for the most part includedestral spirits. In Wellington, young
people separated out from family to become autonmitgandependent, and the decision to
create a new family unit was optional. Family smit Wellington were based on

commitment and trust between members but requitedamce between commitment and
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the need in members to maintain or achieve autonovimying men and women in both
Wellington and Shizuoka deferred committing thewselto a long-term partnership or
marriage in order to enjoy a certain freedom. hiz@&oka, however, almost all young
people preferred and anticipated marriage overagagte a single lifestyle, which was the
only alternative, and searched for a spouse whddnmelicompatible with their families
and provide financial and emotional security. N&ge united two families rather than two
individuals and, through obligations to care forgmds and children, members in each
generation found social belonging and place.

In Wellington distinctively gendered roles were imal. In interviews, men made no
comments concerning their roles as fathers. Bambers in a partnership or marriage
anticipated working in a career or job alongsidencgfor children. Most mothers who had
been obliged to relinquish their career or jobdoedor young children felt sidelined,
lacking in autonomy and a viable identity whichytligerived mainly through paid work.

In Shizuoka, by contrast, women valued motherh@odneaffirmation of their person. For
most, the expectation of combining family with fellong career or work was not an option,
while an identity as ‘mothers’ implied assuming thay to care for young and old family
members. Gendered roles placed fathers in thefaraek Their full-time positions were
supplemented by part-time or less prestigious positheld by mothers with older
children. Men’s careers were associated with a'sridentity as being responsible,
competitive, tough and hard-working and conferitatius and pride. In the maturation of
young people in Wellington and Shizuoka, young feeguture prospects were
differently nurtured. In Wellington, young peoplere encouraged to leave home and
create their own persons and sense of belongingeakén Shizuoka young people were

encouraged to respect and value their identitypdace within the institution of the family.

Superficially, the clearly demarcated male and ferfspheres’ in Shizuoka, namely,
men’s work roles in the public arena and womeniguring role within the family,
paralleled male and female ‘spheres’ in (Europ®&aw Zealand and American societies
before the 1970s. In all these societies womene wepected to become wives and
mothers and also care for their elderly parentstirads, and fathers were expected to be
the main financial provider. Unlike in these N&ealand and American societies,
however, in Shizuoka the male and female spheres mat hierarchised such that ‘the
public and more highly valued sphere [was] assediatith men, the less valued sphere
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with women’ (Park1991:22), as male and female re3hizuoka were equally valued.
Moreover, the gender dichotomy that had developdgtiese New Zealand and American
societies, where women identified through relatiops with others and men with personal
autonomy (Gilligan 1982:17), did not exist in Sloka. In Shizuoka men and women
alike situated themselves with others in termiafne tatemaeandkejime and through a
sense of responsibility and obligation to otherhwain independence that implied knowing

how to maintain proper relations with others.

In both the Shizuoka and Wellington societies ef 1890s-2000, young women were
seeking more equitable employment opportunitiegai®, however, self-images and
relationships were organised according to diffekahties. In Wellington, young men and
women had both adopted orientations hitherto agtstiwith men. That is, as in America
(Bellah et al. 1985:98,102), they approached otfrers a base of self-knowledge and
self-realisation in exchanges between ‘authentieeséin which mutual dependency,
lasting commitment and binding obligation were ®e$p In Shizuoka, young men and
women sought to retain a strong center of mutueldependency and obligation through
the institution of marriage. Whereas in Wellingggung men and women approached
their futures through the ambivalence of wantinthkam isolating individualism and
sustained commitment (Bellah et al. 1985:151), gowmen and women in Shizuoka
approached their maturation in accordance withhRIigf.980,1989) field model of self

realisation in relation with others.
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CHAPTER 6

CONCLUSIONS

Modernity does not necessarily entail convergeoweaitd a similar set of cultural
frameworks governing or shaping the way peoplethsr lives (Dore 1973,1987). It does
not imply an ‘individualisation’ or ‘Westernisatibaf existence in societies the world

over. While notions of an autonomous individualassociated with ‘adulthood’ may
make sense in some modern societies, as they #iklington, this is not the case in other
modern societies, such as Shizuoka. And whilepth Wellington and Shizuoka,
development toward full personhood implied attagnimdependence, responsibility and
freedom, in each society valued meanings identifigd these concepts belonged with

different ways of being in the modern world.

Concepts of personhood and correlative social gatoectively influence young people’s
choices and their anticipation of the future, pstheir choices and decisions create the
distinctiveness of each society. In comparingrhefations between concepts of
personhood, subjective agency and choice in Wedimgnd Shizuoka, | have argued that,
cognitive components of personhood were basedfterett values and that maturation
was directed toward different ends. | have denmratedd for each society variations in and
different emphases placed on concepts of self,emeof rights and responsibility, the
social relevance of gender and age, equality amctahy, independence and its
implications, and of citizenship. | have argueattin each society, participation in
institutions of education, employment, and famiiffedtently affected young people’s
maturation and the way they experienced moderaitgl,that these different experiences
were reflected in the choices they made in thetcocison of their persons and, therefore,
in the re-creation of their societies. In doinglslkave contested characterisations of
modernity formulated by Giddens’ (1991) and otharadars such as Beck (1992) and
Bauman (2000) that are referenced only to thosetses wherein attributes of gender,
lineage and social status are free-floating andhith individuals autonomously forge
their own self-identities. In terms of current demic debates concerning the
homogenising or heterogenising effects of globabsa(Featherstone and Lash 1995;
Robertson 1995; Appadurai 1996; Hannerz 1996; Kli), my thesis is supportive of
arguments that recognise the existence and signte of multiple forms of modernity.
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Concepts of personhood in Wellington were arti@dah terms of ‘becoming an adult’ at
around twenty years, where ‘adulthood’ implied aging maturity, life-experience, self-
responsibility and autonomous independence in etyoehere gender was demarked.
‘Becoming adult’ also implied freedom of choice aights connected to a national
citizenship emphasising a collectivity of individsi@qual before the law. By contrast,
becoming a person in Shizuoka was considered aigraévelopment achievable by
middle life. Maturation implied achievement in p@nal endeavours, and competence in
managing and maintaining social relations of remfy and harmony, where seniority and
social distinctions based on gender were respec@étzenship was linked to the family

register rather than the individual.

Changing components of Wellington and Shizuokaeti®s visible through parents’
attitudes and assessments included growth in irdbam technology and materialism, as
well as the younger generation’s lessened respeetthority and seniority. Wellington
parents also noted changes in the widening conoéffemily’, an erosion of gender-
based divisions of labour, and a decline in religiadherence. Nevertheless, the
identification by Wellington parents of autonomaodependence, responsibility and
maturity with ‘being adult’ remained consistent wdoncepts of adulthood they had held
in their own youth. In Shizuoka, despite postwanrstitutional changes and an increase in
material wealth, most parents held to some asjpéthe social structure established during
early periods of industrialisation, namely, thetcainsignificance of marriage and the
institution of family, a division of labour accordj to gender and educational merit, and
respect for seniority and status (maintained thindatemae/honndistinctions). Thus,
despite modifications brought about through inocedasdustrialisation and globalisation,
in Wellington and Shizuoka bastébut very different—values influencing the next

generation persisted through time.

An inherent contradiction lies at the heart of ntod®ocieties consisting of a disjunction
between demands for 1) an educated, mobile populdgpendent on work and earned
incomes, and capable of sustaining economic grawth2) a social system capable of
nurturing and enculturating the young within a Eaimmmunity for the reproduction and
continuance of a networked society. The concepid#gpendent adulthood as understood
in Wellington was linked to an ideology promotifgetfirst set of imperatives, resulting in
fluid social relations and muted gender distinciol©oncepts of gender differentiation and
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phased development through time in Shizuoka weoagly supportive of the second set.
Since each society of necessity attempted to rheedémands of both sets, there were
structural contradictions and challenge where etine or the other ideology partially or
inadequately represented the whole and where reottbpersonhood were negotiated
against given social ideals. For example, some evom Wellington experienced
individual conflicts of interest when the moral @mkndent self, through an interest in
utility or self-identity, opposed the caring sedfjuired for nurturing human bonds and
relationships. In Shizuoka, some young women werdlicted in their inability to

reconcile desires to strive for both professiorakers and motherhood.

| have argued that the ideological constructiofself’ in Wellington appeared to be more
wholly if not completely equated with a person’f-sevare self than was the case in
Shizuoka. By identifying with an autonomous adelif as the goal of maturation, young
people developed their ability to show individuatiative and participate competently in
New Zealand society. | further argued that in \Wiglion the ideological goal of
maturation as an autonomous, gender-demarked indepeself was problematic in that it
masked the interdependence of human relations lasciced social inequalities, such as
gender differentiated salaries and conditions @wtlork force. The adequacy of the
concept of an autonomous individual has also beeneg by those who, in opposing
Cartesian concepts of cognition as a property dividuals, have begun to emphasise the
interpersonal and collaborative sociocultural agtinvolved in human cognition (Lerner
2002:356-358). Spiro (1993:136-141), who alsosiissihat ‘[njJo major Western student of
the self... holds the view that the self, Westerotberwise, is not interdependent’,
nevertheless notes that the Westetk modelconceives of the self as autonomous and
context independent. | have attempted to fleshlmiwVestern folk model with reference

to the Wellington material.

A model of personhood that places self-respongitmiver and above responsibility to and
for others diverts attention from considerationgibfers in the building of community life.
As mentioned, in New Zealand an ideology of autooesnndependence is supportive of
libertarian politics that emphasise competitivéoradlism rather than cooperative loyalties.
The cohesiveness once associated with citizenshighich, through concepts of individual
rights, the idea of adulthood is still attachedynslermined by an ideological construction
of personhood focussed on self-interest. Furthezmo that sovereignty and the nature of
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citizenship in New Zealand is openly contested aoMand also by Pasefika peoples
(Spoonley 1997), the New Zealand nation state ngdoapproximates notions of a
culturally cohesive unit of collective individualentities (Castles 1997) that helped give
rise to and partially justified an adulthood asaten with individualism. Among the
different cultural units in New Zealand there aiféedent concepts of self/person and
maturation (Drewery and Bird 2004). In rethinkitiizenship and the nature of the state

these differences will need to be acknowledged.

On the basis of my research in Shizuoka | haveeatgiuat young people demonstrate a
personal subjectivity in being goal oriented, wihilgheir relations with others they are
both group-oriented and, in that they cultivatarthbility to manage relations with others,
also person centred. That is, in their orientaitthrey most resemble Plath’s relational field
model of development. Since cultural meaningsilasdrto values in Shizuoka and
Wellington differ, there can be no satisfactorempretation and evaluation of the social
practices in one society in terms of the otherlsi@s. | have suggested that Benedict's
search for a Japanese equivalent of a (Westemegratied personality and moral foundation
for a ‘centred’ self, and Shimizu’s search for ag@térn) culturally transcendent
ontological self, have misread and overlooked tiiaucal significance ofatemae/honne

and the constant relational adjustments requirguatdserve their distinction, and the need
to seek social harmony. More particularly, in Sizims study of three teenagers, Western
concepts of honesty and directness are hierarcbigerdand above the practice of
tatemae/honnand harmony that, in his subjects, is not yetquefd. As M.White
(1993:207) points out, teenagers in Japan arelmdinning to develop an ‘adult’ sense of
personhood, needing to find a secure ‘private siedft must be protected as they realise
their public/private selves. Shimizu’'s study ca®s the teenagers’ private selves with a

transcendental ontological self.

Young people’s maturation into personhood in Wgliam and Shizuoka involved attempts
to balance individual choices and decisions witticgultural ideals and constraints.
Inevitably each society was undergoing continuedg¢formations and shifts through time.
Based on Western models of modernisation, somgss®sbf change in Japan imply that
there will be an eventual break with ‘traditionalements such that social reorganisation
will align with Western practices. Recently Matlseeand B.White (Mathews and B.White
eds. 2004:3, 9, 10, 199-200), for example, invastid whether young people in Japan are
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instigating historical (becoming like the West) nbga as opposed to generational change.
Mathews and B.White admit that this idea is ‘opedebate’, that contributors ‘disagree
with one another’ and are often ‘ambivalent’, andaude that they ‘have not been able to
answer whether young people in Japan are creamegvasociety’. They nevertheless
suggest that on an individual level many young petge indeed acting to destroy the
society of their elders’ and speak of the ‘delegjtiation’ of the social order by young
people. Yet, as | have indicated, in the caseesftérs Mathews is uncertain about young
people’s motives and ambitions, while the numbésgang people who are freeters, or
who are more assertive returnees, are statisticalipr or inadequately contextualised. In
one other example, in suggesting that ‘there arerdlion “parasite singles” not leaving
home to start their own families’, Mathews and Bit¥1§1993:7) refer to young people in
their late twenties and early thirties who ‘may @etenter the adult social ordef=in this
case through marriage. They overlook, howeverpti@omenon of delayed marriage
(discussed by Nakano and Wagatsuma in Chapterd8harfact that most young people in
Japan still desire marriage. While | agree thaingppeople in Japan have more choices
than their parent’s generation had, and that somefoillow different paths, | disagree that

these nuances necessarily signal historical ouvegrgéional change.

Sociocultural change will inevitably occur in batbcieties, although the nature of these
changes cannot be predicted. Some changes, stilsb Becent ‘boomerang children’
phenomenon in Wellington that followed from goveennfunding cutbacks for tertiary
education, will result from national legislationdomestic areas. The sources of other
changes and their consequences are far less ceNaione can foretell national responses
to and attitudinal changes that might result fréonjnstance, dwindling levels of fossil

fuels, the effects of climate change, or China’®egance as a superpower.

It is possible, however, through an analysis ofcemts of self and personhood, to consider
the way young people in different societies pere@ind experience their lives and make
day-to-day decisions concerning their own and theaiety’s futures. In so doing, it is also
possible to appreciate the different socioculttaators at work in creating alternate forms

of modernity.
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Amae
Furiitah
Gaikoku-jin
Giri
Higan
Honne
le

ljime
Isei-jin
Jibun
Jiritsu

Judai

Juku
Karoshi
Kashikoi
Kejime
Kokoro
Koseki
Meiji era
Miali
Mukoyoshi
Nihonjinron
Ninjo
Obasan
Obon
Ojisan
Omote
Otona

Ren-ai

GLOSSARY

the seeking of indulgence in relationships
‘freeter’; freelance or unskilled person
‘foreigners’
social obligation; duty to another
Buddhist celebration at spring or autumn egxin
private/ inner/ informal relationship; truthner feeling
main house in Meiji household structure
bullying involving demands for money
‘aliens’
self; self-part
independence; internalised habits of self-maimeaaability to perform
successfully
10-19 year olds’ generation
cram school providing supplementary courses
death from overwork
wise, clever, intelligent
a distinction; knowledge needed to shift flyidetweeromoteandura
heart, sentiment, spirit, mind
family register
restoration of Imperial rule 1868-1912
‘arranged first meeting’ between prospectivermage partners
man adopted as son by wife’s parents
‘what it means to be Japanese’
human feeling; personal feeling
aunt; middle-aged woman
Festival of the Dead
uncle; middle-aged man
outside, front
maturity in mind; person with good thinkingdgjudgement; adult

fall in love; love; romantic attachment
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SCAP

Seijin
Seijin-no-hi
Seishin
Shinjinrui
Shitsuke
Soto
Sunao
Tokugaweera
Tatemae
Uchu-jin
Ura

Wa

GLOSSARY (contd.)

Acronym for ‘Supreme Commander of Allied Past@inder General
MacArthur

a person over twenty; ‘of age’; legally adult

Coming of Age day

spirit; inner strength

‘the new breed’

being disciplined in moral training; ‘moulding’

outside

compliant, cooperative

Tokugawa Shogunate 1600-1868

public/ outer/ formal relationships; facaderface frame reality
‘creatures of outer space’

inside, back

harmony
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APPENDIX 1

THE KOSEKt THE HOUSEHOLD REGISTER IN JAPAN

The household registration systekogekisystem) was introduced in the seventh century
to control land distribution and taxation and recbousehold relations and hereditary
titles (Ryosuke Ishii 1980:20-21, 27). The systeas reintroduced during the Tokugawa
shogunate, whekosekiwere maintained by local temples to aid the suggoa of
Christianity and control population drifts to urbaireas (Nakai and McClain (1991:540).
In Meiji times, the first nationwide compilation t&€mily records was completed in 1872.
Following the establishment @& households in 1898, a register was compiled foh &a

determining the legal head of each household aydsriof succession and inheritance.

Kosekirecords contain information about every househald must be regularly updated,
supplying details such as a household members’ siatia¢es of birth and death, the
reason for entry (e.g. marriage or birth), andrtmes of the mother and father (natural or
adoptive) of each member listed. A “householdérgefto a married couple, a married
couple and their unmarried children (natural oredd) of the same surname, an
individual with unmarried children (natural or adeg) of the same surname, or an
individual (a person outside the standard familycttire.f A person may in cases such as
divorce, or of dissolution of adoption, or upon theath of a spouse, revert to his or her

former surname and return to the forrkeseki

A child born to a non-Japanese man or woman whaaisied to a Japanese national is
entered into th&osekiof the Japanese parent and takes that persons. n@foreigners
living in Japan for more than one year are regestevith local authorities as aliens and are
required to carry an alien registration card atiales.) A newkosekiis created when a
couple marries at which time a line is drawn thitotigeir names on their former
household registers. The couple nominate whose wathbecome the household name
and the spouse with that name becomes the hehé oktv household. In 98% of cases

the husband’s name is chosen.

! Unless otherwise specified, information concerritigghousehold registekgsek) is taken fromKodansha
Encyclopedia of Japarvol.3 (1983:240-241) and Buckley (edEncyclopedia of Contemporary Japanese
Culture (2002:14, 136, 138-139, 266).

2 If a person has not already married, he or shepaly to leave the family register at twenty, kgal adult
age, and have a nekesekicompiled.
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APPENDIX 2

THE YOUTH AND FAMILY PROJECT (YFP)

The Youth and Family Project investigated relatibasveen young people and adults in
several ethnic communities in the Wellington regpdiNew Zealand. The project, funded
by the Foundation for Research and Technology,deased and carried out by a research
team from the Department of Anthropology at Vicaodniversity of Wellington. The

team included Dr Diane Bennett and Dr Theresa S@ansuccessive Project Co-
ordinators), Dr Vishvajit Pandya and Dr James UkKiysty Barr, Katene Eruera, Kate
Fairfax, Duane Grace, Louise Grenside, Peter Hadylliki Hunia, Jonathan Thomson,

and Gwyn Williams.

The project’s aims were:
“1) To look at relationships between young pe@wid adults, young people’s attitudes
towards adults, and how various cultural valuesagelroles are created.
2) To learn how different communities are createdy ktizey define youth, and how they
understand the process of becoming adult.
3) To study how culture is passed on through generamd how different ethnic

groups contribute to the shared culture of New el

Our aim is to investigate relations betwdendgenerations and the development of
youth identity as normal aspects of life, in costt® many studies which focus on
problems such as drug and alcohol use, unemploynsamt suicide, and family
conflict. Our emphasis on the processes of culttaasmission and adaptation will

provide a basis for understanding the dynamicsuiily and community life.”

The YFP European/Pakeha research population waislissied through contacts with local
high school principals or school counsellors frohmow were obtained permission to
explain the project to class members, and to deektudents’ and their parents’
participation in the project.

Stage One: 1995-1997
The YFP researchers took questionnaires into fecorsdary schools in the greater
Wellington region. Two schools were co-educatipnak was a single-sex girls’ school

and one a single-sex boys’ school. Students franfdurth form (aged 14-15) and sixth
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form (aged 16-17) completed and returned theseyamnous questionnaires during one of
their regular one-hour classes. The studentsttansimilar questionnaires home to their
parents, who were provided with a postage-paidlepeen order to mail their responses
back to the research team. Both students and fsareme invited to give their name and
contact details if they wished to participate ifaee-to-face interview.

739 questionnaires were returned in total:

183 fourth form students (106 female, 77 male)

249sixth form students (135 female, 114 male)

307 parents (169 female, 138 male)

Stage Two: 1995-1997

Shortly after the student questionnaires were cetag| the researchers returned to each
school class and presented a summary of the queatre responses from that class. The
students were then divided into groups of 8-10igpents and asked for their ideas and
experiences about ‘growing up’, ‘adulthood’ andatigns with their parents. Each group
discussion was facilitated by one or two membethefY FP team, and was audio-taped.

The recorded discussions were later transcribed.

Stage Three: 1996-1998

Face-to-face interviews were held with 98 volurgderm the school survey population.
A structured interview schedule with open-endedstjoas was used (see Appendix 2 for
YFP interview guides). Interviewers aimed to alothe questions but there was not
always sufficient time for this. Interviewers wetlso free to diverge from the schedule
where appropriate in order to pursue interestirdyrafevant topics as they arose in
discussions. The majority of students were ineared individually, but some parents
were interviewed as couples. During this stagerutws were also held with 16 ‘young
adults’ aged between 18 and 30. These young pdriltipants were primarily recruited
through the researchers own social networks. s lasted one to three hours and
were audio-taped. A large proportion of the tapeee transcribed verbatim.

114 interviewees in total:

12 fourth form (10 female, 2 male)

52 sixth form (29 female, 23 male)

35 parents (19 female, 16 male)

16 young adults
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Two on-line papers drawing on the YFP researclagaglable at the YFP website at

http://www.vuw.ac.nz/yfp No other papers based on the YFP research lesmre b

published. Working independently yet concurremtith my own research and analysis,
Louise Grenside prepared a PhD thesis based orFRRenaterial.
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APPENDIX 3

YFP SCHOOL STUDENT QUESTIONNAIRE

1. Areyou? (please circle) Female Male

2. Age: ... Birthdate:  .............

3.  Where were you born? (if outside New Zealaneage say where you were born
and when you arrived in New Zealand)......

Family:
4. Where were your parents born? (a) Mother:.). Kather:...
Where were your grandparents born? (cthkits parents: .. (d) Father’s parents..

Language:

5. (a) What language(s) do you use at home?......
(b) What language(s) do you use with ymarents?......
(c) What language(s) do your parents use witlr goandparents?......
(d) What language(s) do your grandparents ude yaiti?.....

Education and Training:
6. How long do you think you will continue your exddion? (Please tick all the boxes
that you think will apply to you)

Complete 6th Form

Complete 7th Form

Go to Polytech

Go to University

Other (Please state)

7. Do you have any idea of what you will do afteuyfinish your education?
(e.g. House-painter, lawyer, surfer, not gointptik for employment etc)......

Who you live with:
8. (a) Do you stay in more than one honé@t{ncluding holiday houses)

(Please circle) Yes No
(b) If you stay in more than one home, Howg and howoftendo you stay at
each home?

(e.g. Every weekend with my dadFor a few days with my grandmother when |
need the break)

9. Who do you live with?

First Name Sex Age Relationship to you
(please circle) (e.g. sister, step-fathey et
M / F
M /| F (etc)

(@) Home 1

(b) Home 2
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Income:
10. Who provides income for your home(s)? (Pleastecall that apply)

(@) Home (1) Mother Father
Other contributor? e.g. brother, stepmother ggdesay how related to you)
(b) Home (2) Mother Father

Other contributor? e.g. brother, stepmio(Réease say how related to you)

11. (a) Do you have any idea how much income pavents/caregivers and/or
other contributors receive yearly? (Please circle)
Yes No (Please go to Question 12)
(b) If you answered YES, please circle twheome you think your parents and/or
other caregivers/contributors receive annually feefax.

) Mother (i) Father

A Nil A Nil

B $1 - $10 000 B $1 - $10 000

C $10 001 - $20 000 C $10 001 - $20 000

D $20 001 - $30 000 D $20 001 - $30 000

E $30 001 - $40 000 E $30 001 - $40 000

F $40 001 - $50 000 F $40 001 - $50 000

G $50 001 - $60 000 G $50 001 - $60 000

H $60 001 - $100 000 H $60 001 - $100 000
I $100 001+ I $100 001+

Caregiver(s)/Contributors (Please say howedlad you)

) ST [0 N
A Nil A~ Nil

B $1 - $10000 B $1 - $10000

C  $10001 - $20 000 C  $10001 - $20 000
D  $20001 - $30 000 D  $20001 - $30 000
E  $30001 - $40 000 E  $30001 - $40 000
F  $40001 - $50 000 F $40001 - $50 000
G  $50001 - $60 000 G  $50001 - $60 000
H  $60001 - $100 000 H  $60001 - $100 000
| $100 001+ | $100 001+

12. (a) Please describe the sources of incomemotirer receives (e.g. from benefits,
as an office clerk and from investments etc)......

(b) Please describe the sources of incgone father receives (e.g. from benefits, as
an office clerk from investments etc) ......

(c) Please describe the sources of income othegiwars/contributors receive
Source Relationship to you

13. Please list the sources of personal incpmeeceiveeach week (e.g. part-time job,
pocket-money, educational-grant, clothing allowaeite)

Source Amount $ No. of hours
before tax worked in week
(if applicable)
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Consumption:
14. Doyou personallyown or have use of any of the following? (Pledsde&)

(a) Bicycle Own Usle ND
What Kind?........coeicemmmmeeeeeeeeeeeeeeeeeeees
(b) Driver's Licence Full licence Learner's Licenc  No licence
(c) Do you drive a car? Own Family neo
(d) Motor-bike Own Use of None
(e) Bedroom Own Share
Who do you share with? (eg brother etc) Home 1.
Home 2:
() Stereo Own Use of None
What Kind?...........ommmmeeeeiieeeeeeeeeenins
(9 TV Own Use of None
Is it in your own room? Yes No
(h) Computer Own Use of None
Is it in your own room? Yes No
(i) Telephone My own phone My own extension Use of family phone
My own cellphone Not allowed to use phone
() Bank account Own Use of None
(k) Money machine card Own Use of None
() Credit card Use of None

If you have use of a credit card please state k@g. family's etc)......
What is your credit limit? $........ccooiieeeaciiinennnns
(m) Books/Reading Material
(i) What kinds of books/reading material amuywn? (e.g. fiction, magazines, thriller)...
(i) What kinds of books/reading material dgesir family have in your home(s)?...
(i) What kinds of library books do you borr@w....
(n) What are your three favourite television prognaes?......
(0) Who are your three favourite singers or bands?...
(p) What radio station(s) do you listen to the riost..
(o)) Who do you listen to music with? (if you listemmusic on your own, please say so)...
() How often do you listen to music with your fids?......
(s) Where do you listen to music with your friends?.

Identity:
15. (a) Do you identify as a member of an etignaup? (Please circle) Yes No
15. (b) If you answered YES, please state whiely. (ndian, Greek, Samoan etc)......

16. Do you use any of these terms to describe g@r&Circle as many as you wish)

British European Pakeha Pacific Islander
Maori English Kiwi
European Pakeha New Zealander

None of these
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17. (a) Do you have Maori ancestry? (Please circle) Yes No
(b) If you answered YES, can you name your haplicnwi? (Please circle)
Yes No
(i) Please name your hapu.......
(i) Please name your iwi......

18. Where did your family originally come from?defather, great-great grandmother etc.)
In this question we are trying to find out aboatiyancestry. Can you tell us what you
know about when your family first came to NZ andenthey came from?

(a) Mother's family
(i) When did they come to New Zealand? (e.g. lastury sometime, 1984, etc)......

(i) Where did they come to New Zealand from? (&gptland, Chile, Samoa, etc).....
(b) Father's family:
(i) When did they come to New Zealand? (e.g. lastury sometime, 1984, etc)......

(i) Where did they come to New Zealand from? (&gptland, Chile, Samoa, etc)......

19. (a) Do you know what your nationality is? @e circle) Yes No
(b) If you answered YES, please state your naliggna...

Interaction with Adults:
20. What sorts of things do you do with your parentd/another ADULT family
members? (e.g. celebrate birthdays, go to tangjdnashare/prepare meals, watch TV, do
household chores, visit marae, go to church)

Relationship Activity

21. What other ADULTS have you had direct conteith in the last 4 weeks? (e.g.
other relatives, club members etc.) What activitiiesyou do together and where? (e.qg.
played netball at local club etc)

Relationship tikay

Adulthood:
22. What do you think makes an adult? It's OK #b Yiour ideas (e.g. leaving home,
marriage, life experience)

263



APPENDIX 4

YFP SCHOOL PARENT QUESTIONNAIRE

Please note:
All information that you give is strictly confidéstand anonymous.
You do not have to answer a question if you dowstt to.

1. Areyou? (Please circle) Female Male

2. Age: ... Birthdate:..........

3. Marital Status : (Please specify)

4. Where were you born? (if outside New Zealand, @eay where you were born
and when you arrived in New Zealand) ......

Family:
5. Where were your parents born? (a) Mother:...... (b) Father:......
Where were your grandparents born? (c) Motlpar'ents:..(d) Father’s parents:

Education, Training and Work:
6. For how long did you continue your educatio?eése tick all the boxes that apply

to you)

4th Form

5th Form...... Quialification:......

6th Form...... Quialification:......

7" Form...... Qualification:......
Polytech...... Qualification:......
University...... Qualification:......

Other (Please state)...... Quialification:.......

7. Current occupation(s) (Please specify, e.gséqainter, lawyer, unemployed)....

Language:

8. (a) What language(s) do you use at home?......
(b) What language(s) do you use with your chit@re....
(c) What language(s) do you use with ymanents?......
(d) What language(s) do your parents use wit?you.

Who you live with:
9. Who do you live with?

First Name Sex Age Relationship to you
(please circle) (e.g. step-son, wife etc)
M |/ F
M |/ F(etc)
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Income:
10. Please circle your annual personal income andéhold income (before tax).

(@) Individual Income Before Tax (b) otsehold Income Before Tax
A Nil A Nil
B $1 - $10 000 B $1 - $10 000
C $10 001 - $20 000 C $10 001 - $20 000
D $20 001 - $30 000 D $20 001 - $30 000
E $30 001 - $40 000 E $30 001 - $40 000
F $40 001 - $50 000 F $40 001 - $50 000
G $50 001 - $60 000 G $50 001 - $60 000
H $60 001 - $100 000 H $60 001 - $100 000
| $100 001+ I $100 001+
11. Is this personal or household income usechemfisially support anybody outside
your household? (Please circle) Yes No
If YES, please specify their relationship to yeug( son, step-daughter, parent, niece
etc)......

12. Who provides income for your household? (Pléiakeall that apply)
(@) Self
(b) Partner/spouse who lives with you
(c) Other parent of your child(ren)
(d) Other parent of partner’s child(ren)
(e) Other (please state relationshipoi)

Identity:
13. (a) Do you identify as a member of an etlgnaup? (Please circle) Yes No
(b) If you answered YES, please state whichy. (edian, Greek, Samoan etc)....

14. Do you use any of these terms to describe gd@r&Circle as many as you wish)

British European Pakeha Pacific Islander
Maori English Kiwi
European Pakeha New Zealander

None of these

15. (a) Do you have Maori ancestry? (Please cirtle¥ No
(b) If you answered YES, can you name your haplia iwi? (Please circle) Yes/No
(i) Please name your hapu......
(i) Please name your iwi......

16. Where did your family originally come from?defather, great-great grandmother
etc) In this question we are trying to fmat about your ancestry. Can you tell us
what you know about when your family firshe&ato NZ and where they came from?

(&) Mother's family:
(i) When did they come to New Zealand? (e.g. lastury sometime, 1984, etc)......
(i) Where did they come to New Zealand from? (&gptland, Chile, Samoa etc)......
(b) Father's family:
(i) When did they come to New Zealand? (e.g. lastury sometime, 1984, etc)......
(i) Where did they come to New Zealand from? (&gptland, Chile, Samoa, etc)......
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17. (a) Do you know what your nationality is? (Pleasele) Yes No
(b) If you answered YES, please state y@ationality ......

Interaction with Young People:
18. What sorts of things do you do with your teesragnd/or other teenage family
members? (e.g. celebrate birthdays, go to taengjd, share/prepare meals, watch TV,
do household chores, go to church, visit marae).

Relationship...... Activity......

19. What otheyoung peoplenot in your family, have you had direct contactrwit
in the last 4 weeks? (e.g. club members etc) \&@tiatities did you do together
and where? (e.g. played netball at local club etc)

Relationship...... Activity......

Adulthood:
20. What do you think makes an adult? It's OK #b Yiour ideas. (e.g. leaving home,
marriage, life experience).......
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APPENDIX 5

YFP SCHOOL STUDENT INTERVIEW GUIDE

Profile sheet asking for basic information (filledin by interviewer):

Age, birthplace, parents’ birthplace, number ané af siblings, immigration history,
ethnic identity, languages used, income, houselwaichposition, religion, sport/club
activities etc

Home/Family life

Describe your house, who lives there?

Describe your room(s) in the hou8&'ho decorated it, who cleans it, who says what can
put on the walls? What do you do in this spaceffei do you do your homework?)

Where are all the things which you own, in the f&dus

Does being a male or female make a differencedsplace you have in the house?

How would you spend a typical week in term time?

(Curfews? How much time would you spend with y@arents? Would you go on
holidays with your family? Do you go on family ougjs/meals? Do you enjoy them? Does
anyone make sure you do your homework? Who getsigan the mornings?

Who do you spend time with when you're out of tbade?)

Do your brothers and sisters get the same sonidéws, spend the same amount of time
with parents?

What jobs do you have around the house?

(Do you have a share in the cooking, the cleartimg,gardening? Who would make your
own lunch? Who would do your washing?)

Does being male or female make a difference inpdhe people do?

Does your place in the family make a differencéh®way you're treated, the jobs you're
given?

Who decides what you do with your money?
How did you and your parent(s) decide who would our clothes, shoes, make-up,
entertainment etc?

Who makes the decisions about your school subjettat part-time work you do; going
out (who with, where, when, for how long); gettiagdriver's licence/using the car
choosing what to watch on television; listeningten music/how loud can you have it?
Would you like your parents to be more or less ived in the decisions you make?

(What things do you and your parents agree on? t\Atheut disagree? How would your
parents try and change your mind if they disagreeth you? Do you ever lose
privileges?).

How important is your family to you?

Would you leave home now if you could? Why/whyhot

Where do you see yourself in 5 years time in retato your family? 10 years?

Do you think you're like you’re mother or fathef2o youwant to be like them?

What things are you passionate about?
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Can you describe a typical family in New Zealanéfbw are New Zealand families
different from families in Australia? America? Dowthink of your family as typical? In
what way, or how is it different?)

Community

Do you feel like you belong to a community of sosoet?

How do you think your situation compares to thegRfgndian communities?

People talk about Greek/Indian/Maori culture. @w yhink that you have a culture?
What isNew Zealand culture?

Age categories

What do you think about the legal age restrictions?

(You can buy instant kiwis at 16; consent to sei@tbe tried in the adult courts at 17;
vote at 18; get the dole at 18; can get the mininaint wage at 20; buy alcohol at'20
you are officially an “adult” at 20)

Are these restrictions fair? (logical?)

Is it a problem, not being able to drink, vote, dbé minimum wage, drive with
passengers?

When do you think people are able to make their ayecisions about gambling?
Drinking?

Who do you think should pay for you to go to unsm#polytech etc? (You? Your
parents? The government?)

Do you think these age restrictions affect youngneo in the same way that they do
young men? (e.g. do you think that making a degisibout having sex is the same for
males and females? )

Interactions between young people and adults

Where do young people mix with adults? (Work-matsiployers? Friends’ parents?
Teachers? Outside activities, e.g. coaches?)

How would you describe your relationship with theseple? (Do they treat you as adults?
Do you have a joking relationship with any adul®® you call any adults by their first
name? What do your parents ask your friends tatlcaih?)

How much contact do you think adults generally haita young people?

Do you think adults (in general) have an accuratipe of young people?

Adulthood

Do you think of yourself an adult?

Is this based on how adults treat you, or on howfgel?

Are you looking forward to being an adult? Whgt®d/bad about it?

How do you think you will become an adult (or hdezome an adult?)

“Independence” and *“responsibility” were common p@sses to the survey question
asking ‘what do you think makes an adult?’. Whasimdependence mean?

How are you taught independence? What about regplitys what does it involve?

Do you think that becoming an adult is the sameglfior boys as it is for girls?

Do you think that young men and young women takeesponsibility in the same way (or
for the same things)?

! Note that the legal drinking age was lowered tan18999.
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APPENDIX 6

YFP PARENT INTERVIEW GUIDE

Profile sheet asking for basic information (filledin by interviewer):

Age, birthplace, parents’ birthplace, number ance agf siblings, marital status,
immigration history, ethnic identity, languages disencome, household composition,
religion, sport/club activities etc

Family (natal and procreative)

Could you draw a diagram of your relations (thabahcludes your parents, brothers and
sisters as well as your children)

Can you describe the family you grew up in?

Was it important for you to have children? Wasniportant what time you had your
children?

When did you become a family? What makes a family?

Do you think family means the same thing to menwachen (to you and your partner?)
How did having children affect your life?

Home/Family life

Do your children have their own room? What can tteythere? (e.g. what do they put on
the walls, how is it decorated?)

Do you find that there’s a difference between maled females in your household in
terms of how much space they take up, what rooms ke etc?

What about when you were a teenager? How doesnpare?

Can you give us an idea of how the members of yamily spend their time in a typical
week?

Do you eat meals together? Go on holidays, outiogsther?

Do you think you would spend the same amount oktimth your son as with your
daughter? Do you apply the same rules, curfeveautth?

Is this different from when you were a teenager?

What jobs do your children do around the houseydopay them?
How did you decide who does what? Does being mafernale make a difference in the
jobs people do around the house?

Do you give your children an allowance/pocket méhey

How did you decide how much? How is it paid tontie

Do they have part-time work? Who decided they &khgat a job?

Do you monitor what they do with their money?

Scenario: What would you say if they wanted a camenpcar/stereo or alcohol, junk food,
outrageous clothes?

What sorts of things are they buying for themsebms what do you buy for them?

Do you encourage them to save? to spend?

If they go to university/polytech, who will pay?
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Responsibility and decision-making

How are decisions made about:

What subjects your children take; when they camgg who they go out with, and when
they should be home; getting use of the car.

Do they ask for your help in decision-making? Wiauld you do if you disagreed with a
decision they made?

Scenario: What would you say if your 16 year oldhtea to go to Australia this Christmas
with friends? What if they wanted to go to a pawith friends who you don’t know? What
if they want to leave school and look for full-tinmmerk? What if your daughter wanted to
stay the night at her boyfriend’s or go on theill

Role of a parent

Is being a parent what you thought it would be?

What's the difference between parenting a 16 yddramd a 10 year old? Between
parenting a boy and a girl?

Do you feel that you have a job to do as a par@ng?you trying to achieve anything in

particular in the way you bring up your childrenh&Vthings are important for children to
learn?

As far as being a parent goes, what is differemiutibeing a mother or a father? What
differences do you see between being a parent ndwvaen you were a teenager?

Are there things about the way your parents padeywe, that you are trying to repeat with
your children?

Future

If we look ahead 5 years how do you see you roleslation to your 16 year old? What
about 10 years?

In 5 years time do you think/want your childrenbt® living at home? How do you feel
about them flatting? Paying board?

What expectations do you have of your children?

Interactions between young people and adults

Where do you mix with young people (particularlyupg people other than your
children)? What do you do?

How much contact do you think adults generally hawd young people? How do you
think they get on/relate to each other?

Do you think the way young people and adults imefeas changed since you were a
teenager?

Adulthood

Do you see your children becoming adults? In wieats?
When did you start thinking of yourself as an a@lult
How do your kids see you?
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APPENDIX 7

SHIZUOKA SCHOOL STUDENT QUESTIONNAIRE

Note: Please circle the number of the most appropaassver, or fill in the blanks with
numbers. Where extra information gpuested, please write in the space provided.

Q1. Areyou 1. male 2. female
Q2. How old are you? #...... yrs
Q3. Areyou 1. an eldest son/daughter
2. a second son/daughter
3. athird son/daughter
4. other (please SPECIfY).....oviiii i
Q4. Which course do you want to follow after yoadpate?

1. full time job 4. other (please specify)..........
2. goto professional college e
3. go to university . Bot decided yet

Q5-1. Have you some idea of what kind of futureokryment you hope to have when
your formal education is completed. 1. Yes 2. No
Q5-2. If you answer to Q5-1 is yes, please spewlfgt kind of occupation you will have

Family Activities
Q6. How would you describe the family you live in?

1. father and children mMother’s parent(s), parents and children
2. mother and children 5. father’s parent(s), parents and children
3. parents and children 6. other (please
SPeCify)...cco v
Q7. Do you do the following things with your patgand/or other adutamily members?
Yes No Sometimes
A.) Go to movies or sports events 1 2 3
B.) Go to concerts 1 2 3
C.) Play sports 1 2 3
D.) Eat out or do some shopping 1 2 3
E.) Go on an overnight or longer trip 1 2 3
F.) Visit friends, acquaintances or relatives 1 2 3
G.) Share meals at home 1 2 3
H.) Watch TV at home 1 2 3
I.) Celebrate birthdays 1 2 3

Q8. How often do you see your grandparents?
Several times Approx. once Appooxce A fewtimes Never

a week a week amonth ayear
A.) Mother's mother 1 2 3 4 5
B.) Mother’s father 1 2 3 4 5
C.) Father’s mother 1 2 3 4 5
D.) Father’s father 1 2 3 4 5
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Personal Income
Q9. What sources of personal income do you recaigehow often do you receive it?

Received Received Received Received Not
each each once a once ahave
week fortnight month year any

A.) Part-time job earnings 1 2 3 4 5
B.) Pocket money from parents 1 2 3 4 5
C.) Money from grandparents 1 2 3 4 5
D.) Pocket money from doing

household jobs 1 2 3 4 5
E.) Educational grant 1 2 3 4 5
F.) Clothing allowance 1 2 3 4 5
G.) Other (please specify).........

.................................... 1 2 3 4 5

Personal Belongings or Use Items
Q10. Which of the following do you personally oanhave use of?

Own Use of Don’t own or use
A.) Bicycle 1 2 3
B.) Motor scooter 1 2 3
C.) Motorbike 1 2 3
D.) Stereo/CD player 1 2 3
E.) Television 1 2 3
F.) Computer 1 2 3
G.) Cellphone 1 2 3
H.) Bank account 1 2 3
I.) Money machine card 1 2 3
J.) Credit card 1 2 3

Q11. What kinds of books/reading material do yetspnally own, what kinds of books

etc. does your family own, and what kinds of bodesding material do you borrow?
(Multiple choice answer)

| own My family I borrow  Dondwn

owns or borrow
A.) Fiction 1 2 3 4
B.) Magazines 1 2 3 4
C.) Thrillers 1 2 3 4
D.) Comics 1 2 3 4
E.) History 1 2 3 4
F.) Travel 1 2 3 4
G.) Biography 1 2 3 4
H.) Science 1 2 3 4
I.) Sport 1 2 3 4
J.) Reference 1 2 3 4
K.) Other 1 2 3 4
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Q12. How often do you watch on television or Ista radio to the following TV and
Radio programmes?

Everyday Afewtimes A fewtimeSeldom Never

a week a month
A.) TV Sit Com 1 2 3 4 5
B.) TV Drama 1 2 3 4 5
C.) TV Thriller 1 2 3 4 5
D.) TV News 1 2 3 4 5
E.) TV Animation 1 2 3 4 5
F.) TV Documentary 1 2 3 4 5
G.) TV Language programme 1 2 3 4 5
H.) Radio news 1 2 3 4 5
I.) Radio popular music 1 2 3 4 5
J.) Radio classical music 1 2 3 4 5
K.) Radio drama 1 2 3 4 5
L.) Radio Interviews 1 2 3 4 5
Q13. Do you listen to music
1. on you own 2. with friends 3. with parents

Personal Space and Activities and Family Relationgbs

Q14. Excluding the kitchen, hallway and bathroapproximately how much living space
do you have in your house? (Include western stdens.)

less than 10 tatami mats

11 - less than 15 tatami mats

15 - less than 20 tatami mats

20 - less than 25 tatami mats

25 tatami mats or more

agrwbE

Q15. In your home do you have a room of your own?
1. Yes (if yes, please answer Q16 and Q17)
2. No (if no, please go to Q17)

Q16. In you home do you share a room
1. with sister(s) #............... )
2. with brother(s) (#...............)
3. with other(s) (please specify)

Q17. In your home do you share futon space witlerotamily members? 1. Yes 2. No
Q18. (If you put no to Q15, answer this questitfryou put yes to Q15, go to Q19)

In your home, if you do not have your ogom or share a room, is there an area
of space you regard as being your own? dasY 2. No
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Q19. (This gquestion is about your own space) olaryown room, or part of a room, or
an area in the house you regard as your own, wiséisvgsponsible for the

following:
You Your parents Your father uyenother
A.) Who decorated it 1 2 3 4
B.) Who cleans it 1 2 3 4
C.) Who decides what to put on the walls 1 2 3 4
D.) Who chose the furniture 1 2 3 4

Q20. Where do you keep all your own things (C2&Ks, make-up etc)?
1. in different places throughout the house
2. in my room
3. in the room | share
4. in an area of the house | regard as my owoespa

Q21. Which of the following activities do you doyour room, or in your own area of
space (as opposed to shared family space) at home?
Every day A fewtimes A fewtimesel@®m Never

a week a month
A.) Entertain your friends 1 2 3 4 5
B.) Watch television/videos 1 2 3 4 5
C.) Eat your dinner 1 2 3 4 5
D.) Do your homework 1 2 3 4 5
E.) Listen to music 1 2 3 4 5
F.) Eat snacks 1 2 3 4 5
Q22. Do you have to do any of the following jobfiamme?
Yes No Sometimes
A.) Help with the cooking 1 2 3
B.) Help with washing the dishes 1 2 3
C.) Help with cleaning the house 1 2 3
D.) Make your own lunch 1 2 3
E.) Wash your own clothes 1 2 3
F.) Wash/clean the car 1 2 3

Q23. How much do you enjoy the following activitke
Very much Quite alot OK Very littléNot at all

A.) Family holidays 2

B.) Being with parents

C.) Family outings

D.) Family meals

E.) Going out with friends

F.) Being at school

G.) Family celebrations at Obon 1 2 3

H.) New Year 1 2 3

5
5
5
5
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2
2
2
2 3
2
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Q24. Do you or your parents decide about the follg matters?
| decide My parent(s) decide

A.) The choice of subjects you will follow at sato 1 2
B.) What time you will get up in the morning 1 2
C.) What part-time work you will do 1 2
D.) Whether you will have a scooter or motorbike 1 2
E.) Whether you save or spend your money 1 2
F.) How you spend your money 1 2
G.) What videos you will watch 1 2

Q25. In the following situations, who makes theigiens? Do you and your parent(s)
always agree about what you want to do?
Yo Your Your Youand YouandYou and
decide mother father your  your your
decides decides parentparents parents
consult ongetimes  often
together disagree  disagre
A.) Whether you should go

on a family outing 1 2 3 4 5 6
B.) How loud you may

listen to music 1 2 3 4 5 6
C.) Whether you should go

on a family holiday 1 2 3 4 5 6
D.) Who you can go out with 1 2 3 4 5 6

E.) Where you can go when

you go out 1 2 3 4 5 6
F.) When you may go out (e.g.
weekdays or weekends) 1 2 3 4 5 6

G.) How long you can go out
(or when you must be

home) 1 2 3 4 5 6
H.) Whether you must tell your
parents where you are 1 2 3 4 5 6

Q26. As extra activities and/or club activities,ybu participate in any of the following
sports?
Regularly (or in season) Sometimes  Not
2 3
2 3

A.) Tennis

B.) Soccer (football)

C.) Volleyball

D.) Football (American)
E.) Baseball

F.) Judo

G.) Golf

H.) Skiing/snowboarding
[.)  Swimming

J.) Track and field

K.) Other (please specify)...............

— = =
= = HHHHH
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Q27. As extra activities and/or club activitiese gou learning any of the following?

1. Music 4. Calligraphy (multiple choice)
2. Dramal/theatre 5. Ballet
3. Art 6. Other (pleagpecify).........cccvvvvvenn.n.

7. None

Q28. When you spend time with your friends or gowith them, how often do you do
the following things?
Several times Every Afemdéis A fewtimes Never
a week weekend amonth avyear

A.) Play computer games 2 4
B.) Eat at MacDonalds
C.) Go to the movies
D.) Watch videos
E.) Go to karaoke bars
F.) Go shopping
G.) Go to pop concerts

2
2
2
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Q29. Does being male or female make any differém¢®w your parents treat you in
the following situations?
Boys/brothers Girls/sisters Boys/brothers
have more have more @ind/sisters
have the same

A.) The amount of space in the

house that is yours, or that

you may use 1 2 3
B.) Opportunities or encouragement

to take extra activities (e.g. music,

ballet, sport) 1 2 3
C.) Opportunities or encouragement to

take extra coaching in school

subjects 1 2 3
D.) The number of restrictions parents
set when you go out 1 2 3

Q30. What kinds of items do you buy with your ommney, and what kinds of items do

your parents pay for?
Mainly own  Mainly parents’ Don't buy

money money
A.) Busltrain fares 1 2 3
B.) Movies 1 2 3
C.) Meals 1 2 3
D.) Gifts 1 2 3
E.) Junk food 1 2 3
F.) CDs and tapes 1 2 3
G.) Clothes 1 2 3
H.) Make-up 1 2 3
I.) Film/photos 1 2 3
J.) CD Player 1 2 3
K.) Bicycle 1 2 3
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Q30. (ctd)
Mainly own  Mainly parents’ Don'’t buy

money money
L.) Motor scooter 1 2 3
M.) Television set 1 2 3
N.) Motorbike 1 2 3
Q31. Do you try to save any money? 1. Yes 2. No

Q32. Would you like your parents to be more ineodlin the decisions you make?
1. Yes 2. No

Q33. Would you like your parents to be less inedlhn the decisions you make?
1. Yes 2. No

Q34. How is your family important to you? (choase)

emotionally, to express affection

economically, for daily life support

for your growth and future well-being

because you must respect and care for yarnenps

other (please SPeCIfY) ... ..o e

agrwbdE

Q35. If you could afford to, when would you like ltve in your own separate apartment?
this year

next year

when you have finished high school

when you are in your 20’s

you don’t want to live separately from faynil

arwnE

Q36. Do you think you are like your mother or f&atin character/personality?
1. Yes 2. No 3. Sometimes

Q37. Do you wanto be like your mother or father in character/pasdity?
1. Yes 2. No 3. Sometimes

Q38. Please complete the following sentences:
1. When lthink of my father | ... e

Ideas about Roles and Marriage
Q39. In the future, if you get married, at wha¢ agpuld you like this to take place?
1. atage 20-24

2. atage 25-29 5. at age 4@iar|
3. atage 30-34 6. timing of naye has nothing to do with age
4. atage 35 -39 7. 1 wish to remsngle all my life
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Q40. If you get married, would you prefer it to behoose only one)
1. an arranged marriage
2. alove match
3. other

Q41. Recently the number of young people who pteféead single lives on their own,
rather than to marry, has been increasing. Doagpae with this tendency?
1. lagree (Please go to Q41-1)
2. Ido not agree (Please go to Q41-2)

Q41-1 If you agree that more people sthdiue single lives (Q41 Answer Nol),
select your reason from the following. | agreleopse only one answer)
1. because one can live freely without beirggrieted by one’s family
2. because it encourages economic independence
3. because married life is not the only waine
4. because one can concentrate on work anddsbb
5. other (please SPeCfY).......uuuiriie i

Q41-2 If you do not agree that more peasplauld lead single lives (Q41 Answer
No2), select your reason from the followirigagree (choose only one
answer)

because happiness lies in marriage

because it does not look good in other EEp@yes

because it encourages sexual immorality

because the number of children will decrease

other (please SPECITY) ... c..iriie i

aorwnhE

Q42. If you decide to marry, will the following afacteristics of your spouse-to-be be
important, and to what degree?
Very important Important Not veryportant Not important

A.) Academic background 1 2 3 4
B.) Profession 1 2 3 4
C.) Income 1 2 3 4
D.) Age 1 2 3 4
E.) Religion 1 2 3 4
F.) Living together with, or

separately from, the parent(s) 1 2 3 4
G.) Property of the parents 1 2 3 4
H.) The family lineage 1 2 3 4

Q43. Do you think parents who have an unhappyiagershould be allowed to divorce?
1. yes, because divorce enables each pareet¢koesbetter life
2. no, because divorce makes it diffifor each parent to care for and support
their children
3. lIdon't know
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Q44. When parents die, who do you think shouldllmeved to inherit their property?
the eldest son

the property should be divided equally aghthre children

the person in the family, if it is not thkelest son, who takes care of the parents
the person, if it is not a family membehonlooks after the parents in their old age
the hospital or welfare facility that loakfier the parents in their old age

other (Please SPECITY).....vui it e

oA LNE

Q45. If your mother or father died, would you attje the surviving parent re-married?
1. it would depend on whether | liked the newtmar
2. 1 would have no objections, it would be thehbice
3. in principle | object to second marriages
4. | don't know

Q46. Choose one answer to express your opinioatabe following subjects.
Yes,| No, ldon’t I|don't know
think so  think so
A.) ltis the eldest son’s duty to look after
his parents 1 2 3
B.) The family’s name must be continued
even if that means adopting a child 1 2 3
C.) The tomb of your ancestors must be
treasured and should be passed on to
posterity 1 2 3

Q47. Do you think of a man should do kitchen work?
1. Yes (please go to Q47-1)
2. No (please goto Q 47-2)

Q47-1. If you answered yes to Q47, choose ong/reason from the following:

1. the number of working women is increasing areh should contribute equally to
the housework

2. the idea that housework is women’s work isrngro

3. the number of men working and living apartirtheir families is increasing;

they
should prepare food by themselves.

4. because of population ageing, all men shoeldlde to cook for themselves

5. other (please

SPECITY ) et

Q 47-2. If you answered no to Q47, choose onky reason from the following:
1. since men work outside the home, they shoatdchave to work when they are at
home
2. itis not good to deprive housewives of thadrk
3. women should not work outside at the expehsdétending to their housework
4. it does not look good in other people’s eyes
5
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Q48. If you get married, would you like to haveldten?
1. Yes 2. No 3. I don’t know

Q49. What kind of person do you think a woman $thte, and what kind of person
should a man be? (Choose 3 answers from the vikbfer a woman, and again
choose 3 answers from the whole list for a maniténe numbers in the boxes
provided.)

©CoNo~wNE

10. a person who can enjoy his/her life

a gentle and obedient person
an independent person

a competitive, hard-working person

a person with leadership qualities
a popular person among friends
a thoughtful person

a responsible person

a tough, vital person

a dutiful person

Quialities for a woman

Quialities for a man

Q50-1. In most cases, do other people describeagou

1.
2.
3.

a highschool girl/boy
a highschool student
a teenager

4. someone of thalai generation
5. ayoung man or woman
6. ayoung adult

Q50-2. In most cases, would you prefer to be dalle

1.
2.
3.

a highschool girl/boy
a highschool student
a teenager

4. someone of thalai generation
5. ayoung man or woman
6. a young adult

Q51. Which of the following items do you think angportant signs that you are ‘grown-
up’?
(Choose 3 answers from the whole list\arte the numbers in the box provided.)

©CoNokrwDE

intellectual independence
emotional control

finishing your education

leaving home

getting a job

earning wages

achieving financial independence
forming a partnership

getting married
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Q52. Consider the following legal positions indap
* at 16yrs of age you can be tried for crime in amltacburt
» at 16yrs of age females can get married with pateoinsent
» at 18yrs of age males can get married with pareatasent
e at 20 yrs of age you can vote
e at 20yrs of age you can celebrate being ‘adult’
e at 20yrs of age you can buy alcohol and cigarettes

(A) Do you think the above age restrictions are?fa

1. Yes 2. No 3. ldon’'t know
(B) Do you think these restrictions are logical?
1. Yes 2. No 3. ldon’'t know

Q53. Do you find the following restrictions a pleim?

Yes No
A.) That you cannot vote till age 20 1 2
B.) That you cannot drink alcohol till age 20 1 2
C.) That you cannot smoke cigarettes till age 20 1 2
D.) That you cannot qualify for the minimum adwkge
under 15 yrs 1 2
E.) That you cannot drive a car till age 18 1 2

Q54. At what age do you think people are able axertheir own decisions about
gambling, smoking or drinking?
17yrs  18yrs  19yrs  20yrs

A.) Age of decisions to gamble or not 1 2 3
B.) Age of decisions to drink alcohol or not 1 2 3 4
C.) Age of decisions to smoke cigarettes or riot 2 3

Interactions between Young People and Adults
Q55. Which of these adults do you have contadt,vaeibhd how often?

Every Once or twice Once or twice Mfimes Never

week a fortnight amonth ayear
A.) Parents of your friends 1 2 3 4
B.) Employers/workers at
your part-time job(s) 1 2 3 4
C.) Teachers 1 2 3 4
D.) Sports coach/coachers 1 2 3 4

Q56. How do you relate to the following adultgfAultiple choice)
With great In ajoking |call theoy  With polite

respect manner thestfhame conversation
A.) Parents of your friends 1 2 3 4
B.) Employers/workers at your
part-time job 1 2 3 4
C.) Teachers 1 2 3 4
D.) Sports coach/coachers 1 2 3 4

Q57. Do you think adults have an accurate piotéinggoung people? 1. Yes 2.
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Q58. Are you looking forward to becoming an adult? 1. Yes 2. No

Q59. Write down three things that you think youl enjoy about being an adult.

Q61. Inten years from now, what kind of lifestge you think you will be living? What
roles and responsibilities will this include?

Thank you very much for your cooperation.
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APPENDIX 8

SHIZUOKA SCHOOL PARENT QUESTIONNAIRE

(A cover page explained the nature of my reseanchits link to the YFP research, and
that all answers were voluntary, anonymous andidential.)

Note: Please circle the number of the most appropaassver, or fill in the blanks with
numbers.
Where extra information is requestedapk write in the space provided.

Q1. Are you 1. male 2. female

Q2. Which age group do you belong to?

1. 20-29yrs 4. 50-59yrs
2. 30-39yrs 5. over 60yrs
3. 40-49yrs

Q3. Your family’s high school student(s) are rhale
2. female
3. both male and female

Q4. In total, how many children do you have?
1. son(s) #............ age(s)...ceeenennnnnn.
2. daughter(s)#.............. age(s)....ovvennen.

Family Patterns and Concepts
Q5. How would you describe the family you grewinp

1. father and children 4. mother’s parent(s), parents and oiild
2. mother and children 5. father’s parent(s), parents and childre
3. parents and children 6. other (please specify)...............

Q6. How would you describe the family you livenow?

1. father and children 4. mother’s parent(s), parents and o#iid
2. mother and children 5. father’s parent(s), parents and childre
3. parents and children 6. other (please specify)...............

Q7. How many people live together in your housd®ol #......................

Q8. The family has many roles. Which of the faliog do you consider the most
important role? (Choose only one answer)

providing economic support faulg life

a base for sharing emotiona@fbn

a place to raise a family

a place for mutual growth andumaion among family members

a place where the older genenatan find support and meaning

agrwbE
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Q9. When did you “become” a family?

at marriage

at the birth of your first child

when your child/ren were youmgl aery dependent

as the child/ren matured andethanterests with you

you always thought of your fayrak an extension of your parent’s family

arwnE

Q10. Was it important for you to have children?1. Yes 2. No

Q11. What was the most noticeable change in ytmiatter you had children?
1. the higher cost of living
2. the loss of personal freedom
3. agreater sense of respongilalitd purpose in life

Q12. Do you think family means the same thing emrand to women? Which of the
following do you agree with, and which do you dissgwith?

| agree | disagree

A.) Women feel more fulfilled by rangj a family than men do..1 2
B.) Men enjoy their family but their first intetgs their job....... 1 2
C.) Men and women should both contribute to andyetamily,

and both should enjoy outsidelnand hobbies................ 1 2
D.) Women are more burdened by fartign men are............. 1 2
E.) Children are more dependent orherstthan on fathers for

day to day physical and emotiaaae ........................... 1 2

Q13. What do you think of a man’s doing kitcherrk® (choose only one answer)
1. ltis a good thing (if you choose 1, go to Q13-1)
2. ltis not a good thing (if you choose 2, gdx13-2)

Q13-1. If you think a man’s doing kitcheork is a good thing, choose only one
reason for you answer from the following:
1. The number of working womeimisreasing and men should contribute
equally to the housework
2. The idea that housework is waia work is wrong
3. The number of men working &withg apart from their families is
increasing: they should at least prepare meathdaypselves
4. Because of population ageatignen should be able to cook for themselves
5. Other (please SPECITY)... ... it e e e e e e

Q13-2. If you think a man’s doing kitcheork is not a good thing, choose only
one reason for your answer from the following:
1. Since men work outside the Bpthey should not have to work when they
are at home
It is not good to deprive hewsses of their work
Women should not work outsadi¢he expense of attending to their
housework
It does not look good in othbepple’s eyes
Other (please SPECITY)... ... e e e e e e

w N
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Concepts and Use of Space in the Home
These questions are about how space in the houseds and who controls the use of
space in the home.

Q14. Excluding the kitchen, hallway and bathroapproximately how much living space
do you have in your house? (Include western stdens.)

less than 10 tatami mats

11 - less than 15 tatami mats

15 - less than 20 tatami mats

20 - less than 25 tatami mats

25 tatami mats or more

arwbE

(In the following questions, answer with referencéo your own high school
son/daughter)
Q15. Does your high school son or daughter

1. have his/her own room

2. share a room with brother(s)istes(s)

3. other (please SPECIfY).....cccuiiiieie it i v e

Q16. In your son or daughter’s own room (or spasbp wasl/is responsible for the
following activities?
You Your spouse You and spouse d@&ughter

A.) Who decorated it 1 2 3 4
B.) Who chose the furniture 1 2 3 4
C.) Who decides what to put on

the walls 1 2 3 4
D.) Who cleans it 1 2 3 4

Q17. Does your high school son/daughter use hireioroom (or space) for the
following activities?

Often Somedsn Never
A.) Entertain their friends 1 2 3
B.) Watch television/videos 1 2 3
C.) Eat meals 1 2 3
D.) Do homework 1 2 3
E.) Listen to music 1 2 3
F.) Play computer games 1 2 3
G.) Eat snacks 1 2 3

Control Over and Use of Time
These questions are about how families spendtiherin a typical week.

Q18. Which of the following meals does your fansiliydown to eat all together?
Alysatogether  Not all together Sometimes aletber

A.) Breakfast 1 2 3
B.) Evening meal 1 2 3
C.) Weekend meals 1 2 3
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Q19. How often do you and your high school songtiéer do the following activities
together?
Every week Every month Sometimblever
A.) Make family visits or go to

see friends 1 2 3 4
B.) Go out for shopping or meals 1 2 3 4
C.) Play sport 1 2 3 4
D.) Go to movies, sports events or

concerts 1 2 3 4
E.) Watch television at home 1 2 3 4
F.) Go on weekend holidays 1 2 3 4

Q20. Would you spend more time with your son(s)nore time with your daughter(s)?
1. more time with son(s)
2. more time with daughter(s)
3. equal amounts of time vatth
4. your children are all g@me gender

Q21. Does your high school son/daughter need gncouragement to do the following
activities?
Needs encouragement No encourageneeqatel
A.) To spend more time in family

activities 1 2
B.) To spend more time in school

activities 1 2
C.) To spend more time on school

homework 1 2
D.) To spend more time with friends 1 2

Q22. Which occasions do you think are more impartar keeping the family together?
Important  Not important

A.) Day to day living 1 2
B.) Birthday celebrations 1 2
C.) Festivals such as Obon 1 2
D.) School activities 1 2
E.) New Year 1 2

Jobs/tasks in the House
Q23. Do you expect your high school son/daugdiateio any of the following jobs at

home?
Yes No Sometimes
A.) Help with the cooking 1 2 3
B.) Help wash the dishes 1 2 3
C.) Help clean the house 1 2 3
D.) Make their own lunch 1 2 3
E.) Wash their own clothes 1 2 3
F.) Wash/clean the car 1 2 3

Q24. How often is your high school son/daughted par doing household jobs?
1. Regularly 2. Sometime 3. Never
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Q25. Is job allocation in your house distributed@ding to gender? 1. Yes 2. No

Money, Responsibility and Decision Making

Q26. Does your high school son/daughter receivalawance in the form of the
following?

pocket money as free distributio

pocket money earned by doingskebold jobs

a clothing allowance

an educational allowance

other (Please SPECITY) ... vt it et e e e e e e e en s

agrwnE

Q27. Does your high school son/daughter do pame-tvork on a regular basis?
1. Yes 2. No
(If your answer to Q27 is yes, go to QM8your answer to Q27 is no, go to Q29)

Q28. Who decided your son/daughter should geba jo
1. he/she decided and appliedHernjob
2. we discussed the issue and dddingether
3. l/we as parents suggested atjpaet job was a good idea
4. other (please SPECITY).....cvviiiii e v e e e e e e e

Q29. When your highschool son/daughter buys theviong items, which items do they
have to pay for with their own money, and whicm$edo you mostly pay for?
Parents mostly pay Son/daughter mgstys  Situation decides

A.) Bus/train fares 1 2 3
B.) Movies 1 2 3
C.) Meals 1 2 3
D.) Gifts 1 2 3
E.) Junk food 1 2 3
F.) CDs, tapes, computer

games 1 2 3
G.) Clothes 1 2 3
H.) Make-up 1 2 3
I.) Film/photos 1 2 3
J.) CD player 1 2 3
K.) Bicycle 1 2 3
L.) Scooter/50cc bike 1 2 3
M.) TV 1 2 3
N.) Motorbike 1 2 3

Q30. Which parental attitude do you think is muedpful in teaching your high school
son/daughter the value of money

1. encouragement to allocate anddpiegir money freely according to their
own choice

2. encouragement to save and in@sef their money

3. encouragement to target items thayt or need, and to save so they can
afford them

4. other (please specify)

5. don’t know
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Q31. Do you think your high school son/daughtes im@re money to spend than you
had at the same age? 1. Yes 2. No

Q32. Who has more influence over how your higlostson/daughter spends his or her
own money?
1. you have more influence
2. your son/daughter’s friends/tetgn etc. have more influence
3. both you, and their friends andwsion, have about equal influence

Q33. Do you ever feel that you have lost contk@rahe values your high school
son/daughter adopts because of what he or sheehtmsgo with his or her own
money?

1. Sometimes 2. Often 3. Veryrarely

Other areas of Negotiated Responsibility and Decisin Making
The following questions relatesttuations that frequently result in
differences of opinion between parents and teenhiidren.

Q34. How were decisions made between you andhighrschool son/daughter in the
following situations?

Parent advice Compromise Son/daughter
was followed decision made decided alone
A.) The choice of subjects son or
daughter will follow at school 1 2 3

B.) Whether son/daughter can drink

alcohol or smoke cigarettes
C.) Who son/daughter can go out with 1
D.) Where son/daughter can go out

with friends 1 2 3
E.) When (e.g. weekend or weekdays)

son/daughter can go out with friends 2 3
F.) The time son/daughter must come

home after going out with friends 1 2 3
G.) Whether son/daughter must inform

parents where they are if they go out

with friends 1 2 3
H.) Whether son/daughter can stay out

overnight with friends 1 2 3
I.) Whether son/daughter must participate

in a family holiday 1 2 3

[EEN

3
3

NN

Q35. Does your high school son/daughter ofterf@skour help in decision-making?
1. Yes 2. No
(If your answer to Q35 is yes, go to Q36your answer to Q35 is no, go to Q37.)

Q36. If your high school son/daughter asks fophehen trying to make a decision, do
you
1. tell them what they should do
2. encourage them to make up their owrds
3. suggest alternatives they may c@rsi
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Q37. If your high school son/daughter wanted t@adyp of the following, would you
allow it or not allow it?

Allow it Not allow it
A.) Go overseas for a holiday with friends 1 2
B.) Go to a party with friends you do not know 1 2
C.) Leave school and look for full-time work 1 2
D.) Leave home and live in an apartment 1 2
E.) Stay overnight at a boyfriend’s or
girlfriend’s house? 1 2

Role of a Parent

Q38. For how long do you think your responsibiityya parent to your son/daughter
should continue?

until the end of high school

until the age of legal adulthood (20 y®ars

until he/she gets a job

until he/she marries

until he/she becomes a parent

the parent is always responsible

oghkwNE

Q39. Do you have a sense of mission as a pareaist® your son/daughter to meet
certain standards of understanding and values?. Yes 2. No

Q40. Do you think your son/daughter’s age groupddifferent set of standards and
values from the ones you are trying to impart?
1. Yes 2. No
(If you answered yes to Q40, go to Q4lyol answered no to Q40, go to Q42.)

Q41. If you answered yes to Q40, do you still hpper values etc. will finally be
adopted by your son/daughter, or do you believedhange is inevitable?
1. you hope your values will triumph
2. change is inevitable
3. your own values are undergoing change

Q42. (Only answer if you have both son(s) and dear¢s))
Do you think it is more important to encage your son’s development for a future
career than it is to encourage and worlafdaughter’s career?
1. Yes 2. No

Q43. Are the ways you carry out your responsibsito your son/daughter
1. arepetition of the way your parents raised yo
2. innovative and changing to meet the need®of gon/daughter
3. adjusted to accommodate your vamrdt other outside activities beyond the
house

Q44. Which of the following values do you consitleg most important to try to pass on
to your son/daughter? (choose 3)
1. obedience 2. harmony 3. leadership
4. capability 5. responsibility 6. success
7. honesty 8. judgement 9. empathy  10. chgiltenspirit
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Q45. Would you select the same values as beingriiaut for a girl as for a boy?
1. Yes 2. No

Q46. Do either you or your spouse have to comrauteork over long distances with
the result that for some periods each week/montinyost live in separate places?
1. Yes 2. No
(If you answered yes @46 go to Q47. If you answered no to Q46, go t8.4

Q47. If you or your spouse is away from the farhifge for work, does the spouse who
spends most time caring for the son/daughter amer émily members believe
parenting would improve if it could be more equahared?

1. Yes 2. No

Future

The questions in this section ask about what kirekpirations parents might have for

their high school sons and daughters, and whatddifestyles they envisage their

children could follow. Other questions are abaarigptal attitudes to the roles they
themselves will live in the future.

Q48. Do you have any aspirations for your highostison/daughter’s future
occupation? (Choose one)
1. I expect my son/daughter to continue the fatmilginess
2. | expect my son/daughter to work toward a pasias an executive or
professional
I will be happy for my son/daughter to be iderical position
| prefer for my son/daughter to be in manuatknio a factory
| prefer my son/daughter to be in farming work
| prefer my son/daughter to do forestry work
my son/daughter’s position will depend on wogkconditions
my son/daughter’s future occupation is for lhien/to decide

©NOoORW

Q49. How much formal education would you like yson/daughter to receive?
1. up to the end of high school
2. atwo year college education
3. afour year university education
4. the time spent in formal education is for mp/slaughter to decide

Q50. Do you think it is necessary for their futatatus that your son/daughter should
attend a college or university with a good repotatr name?
1. Yes 2. No

Q51. Do you hope that your son/daughter will eualty marry and have children?
1. marriage is important for my son/daughtertsife life
2. the choice of whether to marry and have cailds up to him/her

Q52. Where do you want your high school son/darditlive after he or she has
graduated from high school?
1. at home until he/she marries
2. at home until he/she can afford to live irapartment
3. in an apartment close to his/her job or c@lagiversity
4. in the parental household permanently, if fibss
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Q53.

Q54.

Q55.

Q56.

Q57.

Q58.

Recently the number of people who are chgasitive single lives on their own,
rather than to marry, has been increasing. Howldvwgaou react if your
son/daughter chose a single lifestyle?
1. my son/daughter has many talents and wartsewelop them. | would
support his or her choice of a single liféstp focus on those interests
2. 1 would be disappointed if my son/daughter eneiis choice as happiness
lies in marriage
3. I would support my son/daughtetigice of a single lifestyle because a
married lifestyle is not the only way to live
4. asingle lifestyle does not Iagmod in other people’s eyes and | would prefer
my son/daughter to enjoy the values and traditams®ciated with married
life

If you son/daughter marries and has childneuld you prefer the living
arrangement they have with you to be

1. living in an extended family household

2. a nuclear family with close contact between us

3. a nuclear family without close contact

In general, do you think that family mobilityaccept employment opportunities
loosens ties between family members and lesserebihiy of family members to
care for each other?

1. | think families can withstand mobility andwain strongly united

2. mobility has helped disperse extended kin ifflamembers) but relationships

are sometimes better at a dcgtan
3. too much distance between family members reglaontact and shared
experiences, so families are less united

In the future if your son/daughter married has children, do you want to be a
full-time grandparent or do you want to travel aleyote time to your interests and
hobbies?

1. I'want to be a full-time grandparent becausklen benefit from these
relationships and are enrichgdhiem

2. grandparents are more interesting to themdphildren if they devote time to
other interests and experiences as well

In the future would you be prepared to hel dor your grandchildren if your
son/daughter and his or her spouse want to contmpaid employment?
1. Yes 2. No 3. Only for a short period

In the future do you think as a parent/graneipt you should put duty before
pleasure?
1. yes, because these are values | believe in
2. no, because after raising my own family | artitied to seek my own interests
and pleasure
3. duty is pleasurable, for to fulfill the expedtroles brings pleasure and
satisfaction
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Q59. Would you like your son/daughter to careyimn when you are old?
1. yes, because | prefer to stay with my family
2. no, because | do not want to burden my family
3. no, because | prefer to be independent

Interactions between Adults and Young People
Q60. In what situations do you meet the friendgafr high school son or daughter?

Yes No
A.) In your home when they visit 1 2
B.) When you go with them on shared outings 1 2
C.) Through participation in schooliaties 1 2

Q61. Are you involved through any of the followiagtivities with other (non-family)
young people?

Yes No
A.) Through teaching 1 2
B.) Through coaching sports activities 1 2
C.) Through hobbies and interest groups 1 2

Q62. Do you try to get to know the young peoplewre friends of your high school
son and daughter? 1. Yes 2. No

Q63. Do any of your son/daughter’s friends confidgou and seek your advice about
their problems? 1. Yes 2. No

Q64-1. Is there much difference between the dgland values of the high school
generation today and those of your own generatioenwyou were at high
school? Would you agree or disagree with the vahg?

| agree | disagree

A.) High school students are modependent of parents

than my generation was whesas at high school 1 2
B.) High school students today always do thitaglay in

groups of their own age 1 2
C.) High school students today are more vgllia speak up

about their own ideas agelihgs 1 2
D.) High school students today are noteapectful to those

who are senior to them than my gath@n was at that age 1 2

Q64-2. (This question refers to high school GIRIctBy)
Do you agree with the following:
High school girls today make more clsiabout their interests and future, and
act more on their own initiative, than they did wHevas at high school.
1. lagree 2. | disagree
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Q65. How do you react to changes you notice betwakies and attitudes of the high
school generation today and those that you grewith?

Yes No I don’t know
A.) You think the changes are for the better 1 2 3
B.) You think the younger generation in Japan is
losing direction 1 2 3
C.) You think the changes are minor and will have
no overall effect 1 2 3

D.) You think the differences between the warid

the younger generation andrtheure, and

your own world, are difficuti bridge 1 2 3
E.) You think all young people go through phases

and the traditional values will come he fore as

young people mature 1 2 3

Q66. Is there a clear distinction between childhaod adulthood?
1. Yes 2. No 3. Idon’'t know

Q67. When did you start thinking of yourself asigeadult?
1. at 20yrs of age
2. when you got a job and beedinancially independent
3. at marriage
4. when you became a parent
5. when you began to understand aadtige values such as empathy,
harmony and responsibility

Q68. Would you agree that a person over 20yrs, asdife-management skills and
who is obedient to the law, but who lacks a serfisesponsibility, is properly
adult? 1. Yes 2. No. 3oh’t know

Q69. Do you think the high school generation iserfocussed on concepts as “rights as
adults” than as “responsibilities as adults™?
1. Yes 2. No 3. Idon’'t know

Q70. Do you agree with the following statements:
| agree | disagree

A.) Adult men and women should have the same basic

fundamental rights 1 2
B.) In practice, women do not have equal rightsiem in the

following areas: employment opportunitesl status;

high levels of income; positions of pubsponsibility 1 2
C.) The role of “mother” includes giving birth andring for

children. Adult women who are mothers carexpect to

have equal rights with men in many areasnoployment,

in public positions, or in levels of income 1 2
D) Traditional values cdhitsukehave changed (e.g. with new

ideas of equality and equal rights between mehveasmen).

Being “adult” means to practice the valuessbitsuke 1 2

Thank you very rhdor your cooperation
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APPENDIX 9

SHIZUOKA SCHOOL TEACHER QUESTIONNAIRE

(A cover page explained the nature of my reseanchits link to the YFP research, and
that all answers were voluntary, anonymous andidential.)

Note: Please circle the number of the most appropaassver, or fill in the blanks with
numbers. Where extra information is requestedgaevrite in the space provided.

Q1. Areyou 1. male 2.female

Q2. Which age group do you belong to?

1. 20-29 yrs 3. 40-49 yrs 5. over 60 yrs
2. 30-39 yrs 4. 50-59 yrs
Q3. How long have you been a teacher?
1. 1-5yrs 3. 11-15yrs 5. over 20 yrs
2. 6-10yrs 4. 16-20 yrs
Q4. What subject(s) do you teach?
1. mathematics 10. art
2. physics 11. music
3. chemistry 12. agriculture
4. biology 13. forestry
5. Japanese language itardture 14. business
6. English 15. sports
7 Japanese history 16. other please specify.........

8. world history
9. geography

Q5. What kinds of schools have you taught in?
1. government schools
2. private schools
3. other (please SPECITY)uua i iir it

Q6. What classes have you taught in the past?
1. highschool student stess
2. junior highschool statelasses
3. other (please SPECIHY)aum i

Q7. What is the average size of classes you tgigotesent? #.......... students per class

Q8. Do you enjoy the challenge of teaching oridcuestances limit your enjoyment of
teaching?
1. Mostly yes, | enjoy the challenge
2. | enjoy the chalje very much
3. Classes are too large to teach astefédy as | would like
4. On the whole students are not so resipe and teaching them is a difficult task
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Q9. Do you think students respect teachers nowwh as they did 10 years ago?
1. Yes 2. No

Q10. Is your mission as a teacher to help devetlogeents’ attitudes and values, or is the
main focus the subject matter of your course?

1. the first and major aim is to irmp@apositive attitude to the subject and to
further the students’ knowledge in it

2. the teaching of values and atégidannot be separated from any teaching
regardless of the subject taught

3. the development of attitudes aaldi@s is the responsibility of parents. My job
is to teach my subject

Q11. What 3 values from the following list wouldwrate as the most important for your
students to learn?

1. obedience 4. capability 7. honesty 10. judgement
2. responsibility 5. empathy 8. harmony
3. challenging spirit 6. leadership 9. success

Q12. Do you and the parents of your students b@aeame aspirations for your students?
1. No. Ifocus on the subject bt plarents focus on the grades
2. Yes. We both want the studentda@s well as possible
3. ldon't know. Parents expect bems to take too much responsibility for the
future of their high school students

Q13. From your own experience, what is the mostessful method of encouraging
students to conform to expectations?
1. through personal exEmp
2. by appealing to reason
3. by appealing to gragtidarity and harmony

Q14. As well as class contact, do you have contéhtyour students through any of the
following activities?
1. sports
2. interest groups (dranebating, music etc.)
3. other (please specify) 4. no extra activities

Q15. Do you think you have good knowledge of tluelents you teach?
1. on the whole, yes 2. not really 3. only a few

Q16. Do any students confide in you about theisqeal problems and seek your advice?
1. Yes 2. No

Q17. From your own experience, do you think theaepts really know what is going on
in young people’s lives? 1.Yes 2.No

Q18. Who do you think would have the biggest iafice on the high school generation?
1. parents
2. teachers
3. peer group
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Q19. What percentage of your students have otfeeafparents absent through
commuting during the working week? H %

Q20. What percentage of your students would hawd&ing mothers (full or part-time) as
well as working fathers? - S 1)

Q21. How much difference do you notice in thisgmation of high school students from
others you have taught (or have known) in the fgasyears with regard to the
following:

A.) amount of respect shown toward people aite older than they are

1. More L&ss 3. No change
B.) openness about their own ideas and opi

1. More L2ss 3. No change
C.) willingness to co-operate with teachstaff

1. More L2ss 3. No change
D.) willingness to work together as a group

1. More L&ss 3. No change
E.) tendency to act independently

1. More L2ss 3. No change
F.) sense of responsibility to others

1. More L2ss 3. No change
G.) sense of duty to achieve and do well

1. More L&ss 3. No change

Q22. Do you think students today have more adoessney than in the past?
1. Yes 2. No

Q23. Do computer games, movies etc. interfere sgtioolwork? 1. Yes 2. No

Q24. What percentage of high school students im iggh school would think of school

as a place
1. to focus on subjects thesf@rand enjoy ........... %
2. to qualify with the best kkafrom subjects that will gain entry to a high
status college or univefrsit....... %
3. to qualify them for theifelis work........... %

Q25. Do most parents of students in your high sktvant their sons and daughters to
have a tertiary education? 1. Yes 2. No

Q26. Do parents of students in your high schoobarage their sons/daughters to choose
subjects according to their perceived status ahtk\a tertiary level?
1. Yes 2. No

Q27. What percentage of your high school studeotdd have some idea of the
occupations they want to follow in the future?
1. 10-20% 3. e 5. 90-100%
2. 30-40% 4. T8
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Q28.

Q29.

Q30.

Q31.

Q32.

Q33.

Q34.

Q35.

Q36.

Do more male students than female studemis twoqualify for a full-time future
profession through university training?
1. Yes 2. No
In general do male students tend to shoviollaving attitudes more than female
students?
A.) a competitive attitude for gogichdes 1. Yes 2. No
B.) attention seeking from teachshaff 1. Yes 2. No

C.) willingness to struggle withfaiult subjects 1. Yes 2. No
D.) a belief that they should gabpty treatment
on account of gender? 1. Yes N

Do you treat your students as adults?1. Yes 2.No 3. Some

Do your students want to be treated as bresgpnsible and adult?
1.Yes 2.No Séame

Do you encourage your students to form twein opinions or are they guided to
accept a prescribed orientation?

1. I encourage them to form tloun opinions

2. as ateacher | must transng@sgribed orientations

Do you teach that duty and respect shoukhbe/n
1. toward others
2. toward self
3. toward self and others
4. don’t know

Do you think your students’ general skillshanformation technology and access to
the internet help, or conflict with, your role aather?
1. students are easily swayed Bntations from other sources
2. students need more maturityviweate information they can access from
other sources
3. information technology opens &vitiorizons to the students and they mature
more quickly
4. information technology is advaggous to teaching

What percentage of your last year’s studesftsed to compete with other students
or were disillusioned about their future and leffrthschool before completing the
final year?

Rights as “adults” are conferred at differages by law (e.g. a person can be tried
by law in a criminal court at 14yrs, can marry witle consent of one parent at 16yrs
(female) or 18yrs (male), but cannot vote till 28)y Do you think high school
students have an understanding of what “citizerismpl the accompanying rights
mean?

1. Yes 2.No 3. Don’t know
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Q37. Does your school have any civics classes?
1. Yes 2. No

Q38. Do you think civics is an important part diigh school curriculum?
1. Yes 2. No St know

Q39. Do you think there is any conflict betwegoeason’s legal rights as a citizen and a
person’s responsibilities as a member of a family?
1. Yes 2. No Bon’t know

Thank you very much for your cooperation.
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APPENDIX 10

SHIZUOKA SCHOOL STUDENT INTERVIEW GUIDE
(Used independently of School Survey)

Profile sheet asking for basic information: Age, birthplace, parents’ birthplace, number
and age of siblings, religious observances kepb(eseholdkamidana/butsudadhvisits to
shrines? celebration &ichi-go-sarandO-bon..?), celebration at 20 years?

Home/Family life

Describe your house, who lives there?

Describe your room(s) in the houB&'ho decorated it, who cleans it, who says what can
put on the walls? What do you do in this spaceRei¥ do you do your homework?)

Where are all the things which you own, in the f&dus

Does being a male or female make a differencedsplace you have in the house?

How would you spend a typical week in term time?

(Curfews? How much time would you spend with y@arents? Would you go on
holidays with your family? Do you go on family ougjs/meals? Do you enjoy them? Does
anyone make sure you do your homework? Who getsigan the mornings?

Who do you spend time with when you're out of tbade?)

Do your brothers and sisters get the same somirdéws, spend the same amount of time
with parents?

What jobs do you have around the house?

(Do you have a share in the cooking, the cleartimg,gardening? Who would make your
own lunch? Who would do your washing?)

Does being male or female make a difference inabg people do?

Does your place in the family make a differencéhimway you're treated, the jobs you're
given?

Personal Income and Personal Belongings

Which of the following would you own, and which wdwou have the use of: Computer?
Stereo/CD player? Television? Cellphone? Bic¥clecence for scooter or motorbike?
Motor scooter? Motorbike? Bank account? Moneghmree card? Credit card?

What sorts of personal income do you have? Pag-fob? What kind of hours do you
work? Are you paid well?

Pocket money? Do you earn it by doing jobs oryategiven it?

Educational grant? Clothing allowance?

What kinds of books do you personally own, or baffoWhat kind does your family
own? (e.g. fiction, magazines, history, comicayéd, biography, science, sport, thrillers,
reference...... )

Decision-making

What TV do you like to watch? How often? What ato@dio? What programmes do you
like? (Do you listen to music on your own? Witlmiéy? With friends?) What about
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computer games? (Do you play them on your own?h Weinily or friends?) How often
do you play computer games? Where do you play?
Do you play any spor®s What about music, ballet...? Did you decide ke tine classes?

Who decides what you do with your money? Do yoesa spend it? What do you spend
it on?

How did you and your parent(s) decide who would yoyr clothes, shoes, make-up,
entertainment...?

Who makes the decisions about your school subjettst part-time work you do; going
out (who with, where, when, for how long); gettimglriver's licence; choosing what to
watch on television; listening to own music/howdazan you have it; what you will do

after finishing high school - what career, lifestyl

Would you like your parents to be more or less im&d in the decisions you make?

(What things do you and your parents agree on? t\Athaut disagree? How would your
parents try and change your mind if they disagresth you? Do you ever lose
privileges?).

How important is your family to you?

Would you leave home now if you could? Why/whyhot

Where do you see yourself in 5 years time in retato your family? 10 years?
Do you think you're like you're mother or fathef2o youwantto be like them?

What things are you passionate about?

Can you describe a typical family in Japan? Apmdase families different from families
in China or Korea? Are Japanese families likedies you see in TV ads?
Do you think of your family as typical? In what way how is it different?

Cultural values/views
Do you think you have a culture? What is Japanakare?
How do you understand (what is the meaning of)

1. Wa(harmony)? Can you give some examples from yaour life?

2. Respect? Who do you show respect to? Wtest thos really mean? Can you give
examples?

3. Ancestors? Do you ask your ancestors for imeliping your life? When? When you
die, do you expect to become an ancestor to thiegegerations? How important is
the family line to you?

4. Duty? Do you think it will be important foowy to look after your parents in their old
age? How else do you have duties?

Age categories

What do you think about the legal age restrictions?

(You can buy a lottery ticket at 16 if you are wiok consent to sex at 16; be tried in the
adult courts at 16, or punished as an adult abfiddrious crimes; vote at 20; get a credit
card whenever you have a bank account; get themmaimi adult wage at 20; marry at 16
(female) or 18 (male) with the consent of one pardemy alcohol at 20; you are officially
an “adult” at 20)

Are these restrictions fair? (logical?)
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Is it a problem, not being able to drink, voteget the minimum wage? Do your parents
let you drink at home? Do your parents let you lsenat home?

When do you think people are able to make their adacisions about gambling?
Drinking?

Who do you think should pay for you to go to unsmsfpolytech etc? (You? Your
parents? The government?)

Do you think these age restrictions affect youngneno in the same way that they do
young men? (e.g. do you think that making a degisibout having sex is the same for
males and females? )

Interactions between young people and adults

Where do young people mix with adults? (Work-mates\ployers? Friends’parents?
Teachers? Outside activities, e.g. coaches?)

How would you describe your relationship with theseple? (Do they treat you as adults?
Do you have a joking relationship with any adul®® you call any adults by their first
name? What do your parents ask your friends tatlcaih?)

How much contact do you think adults generally haita young people?

Do you think adults (in general) have an accurattupe of young people?

Adulthood

Do you think of yourself an adult?

Is this based on how adults treat you, or on how fgel? What terms do others most
often use to describe you (Young woman/man? Higloal student?Judaigeneration?)
Are you looking forward to being an adult? Whgt®d/bad about it?

What makes an adult? What characteristics do geacate with people that you consider
are already adults? How would you describe ticbseacteristics?

What does being independent mean? Do you thindp@adence is an important part of
being adult? Why (Why not)? Is responsibilitypiontant? Why (Why not)?

What things dg/ou think are important? Why?

Gender Issues

Do you think that becoming an adult is the samédtys and girls?

Do you think that young men and young women takpaasibility in the same way (or for
the same things)?

How does being male or female make a differend¢ew your parents treat you in
different situations? Can you give some exampl&e?there differences in opportunities
or encouragement to take extra activities (eg. oplisillet, sport)? Or in those for taking
extra coaching in school subjects? Are there idiffees in the number of restrictions
parents set when you go out? Or in your paredesis about your future? E.g., do they
want you to focus as much on career training if goaifemale?

Ideas about roles and marriage

If in future you get married, at what age would yie this to take place?

Would you prefer it to be an arranged marriagewematch?

Recently, the number of people who choose singéslon their own rather than
marriage is increasing. What do you think abois tlendency?

If you decide to marry, what sorts of things wowdd look for in partner? (What about
academic background; profession; income; agbgion; living together or separately
from parents; property of parents; family lineadpeing first born or not?)

Would you like to have children?
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What do you think of a man’s doing kitchen work?

What kind of person do you think a man should b&hat about a woman?

In a marriage that has failed (eg. for reasonsfadelity) do you think that divorce should

be an option?

If your mother or father died, would you objecthe surviving parent remarried?

When your parents die, who do you think should iihhileeir property?

Should the eldest son look after his parents? I8hba family name be continued even if
that means adopting a child? Should the tomb of gacestors be treasured and passed
on to posterity?

Thank you very much for your cooperation.
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APPENDIX 11

SHIZUOKA YOUNG ADULT INTERVIEW GUIDE
(Used independently of School Survey. Also useddpanese Interviewer)

Profile sheet asking for basic information: Age, birthplace, parents’ birthplace, number
and age of siblings, religious observances kepb(eseholkamidana/butsudadhvisits to
shrines? celebration &ichi-go-sarandO-bon..?), celebration at 20 years?

Space/Place

Where are you living? (If away from home) How gl find this place? Who organised
it? Why did you leave home? How is flatting... dint from home? Is it “home”?

Who are you living with? (numbers, genders, octiopa... and the impact of this)

How do you organise duties and events? (doingesherg. housework, shopping, paying
bills, cooking? And activities such as TV watchifriends staying over, parties?)

How much time do you spend there?

Time

When you're not at home, what are you doing? Wast@dy? Socialising? (Where?)
Voluntary activities?

How do you organise your time? How is the weekdifférent from weekdays?

(If away from home) Do you have more freedom coregavith living with your parents?
What demands do you have on your time?

How much time do you spend with your parents? Ofdrmily members/relatives? What
doing?

Who gets you up in morning? Do you impose anyawsfon yourself?

Occupation
a)Work
How did you get the job? Would you do it by cho{€@r were there no other options)?
Do you enjoy it? Is it important to you?
How does it fit into your future plans?
How does it compare with school?
Does the job bring status? (In relation to frienBgPents?)
b Study
Why are you studying?
What are your future plans?
Are you working at the same time?
Are you looking forward to getting a full-time job?
What status do you have as a student? (In reladiparents? Friends who work...?)
c)Unemployed
Did you leave school to go on the dole? (Are yoamployed by choice?)
Do you want a job?
What's it like compared to school?
What are your future plans?
Is there a status/stigma attached to being ondled

* Did/do your parents have any plans for your fudure
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Money

What do you do with your money? (Spending? Saying?

Who do you spend your money on? In what way? t¢@ifoans...?) Why?

Do you have enough to live on?

How does your financial situation now compare withen you were living with parents?

Remaining ties to parents
a. Financial ties to parents
Loans, guarantors for loans?
Insurance, medical bills (surgery, dentist, optoise..)?
Paying for study fees?
Gifts e.g. car, washing machine, clothes, tran8port
b. ‘Service ties’ to parents
Do they make doctor’s, dentist’s appointments fau yor urge you to go)?
Provide transport?
Lend equipment, car... ?
Do you ask for advice? Do they try and tell youatvto do/interfere? In what
areas? How do you deal with this?
c. Emotional ties to parents
How important are your parents to you?
How important are you to your parents?
Who usually initiates contact - you or your parénts
How is your relationship different since you lefirhe (is it different?)
How does your relationship with your mother compaith that with your father?

Family

Is there anything you notice about your family camgal with others you have now seen?
Have any of your siblings left home? Do they htheesame relationship (amount of
contact) with the family as you have?

Do you feel a part of your family in the same wayiydid when living with them?
What things do you do with your family? (Meals?siN8? Family traditions?) Is it an
effort to keep this contact?

Do you miss any aspects of living with your family?hat don’t you miss?

How would you describe your role in the family now?

Do you ever go and stay with your parents? Howalofind this? Any difficulties, any
surprises?

Have you seen any changes in your parents as yaldgs?

Age categories:
- can buy a lottery ticket at 18 if you have a job
- can consent to sex at 16 (approximately - eaghdeicides)
- can be tried for crime in adult courts at 16ewen be punished as an adult at 14
- can vote at 20
- can get a credit card at
- can get the dole at
- can get the minimum adult wage at 16 if left sWiHavage is negotiable, can
appeal to a committee)
- can buy alcohol and cigarettes at 20
- "adult" ceremony at 20
- can drive a car at 18, a motorbike at 18, a sxqdepends on prefecture) at 16
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How relevant were these age categories to youreygerience?

Did your parents’ ideas about age boundaries nthtckegal categories?

What do you think about these age restrictions@ tAey fair? (Logical?)

Was it a problem, not being able to drink, votd,the minimum wage, drive with
passengers?

When do you think people are able to make their degisions about gambling?
Drinking? Sex?

Do you think these age restrictions affect youngnen in the same way that they do
young men7e.g. Do you think that making a decision aboutiiggex is the same for
males and females? What about being able to dridxa® alcohol?)

Do you have more freedom now?
What were the restrictions that you experiencedfalkestrictions do you experience
now?

Being adult

Do you think of yourself as an adult? How do ybunk you have become an adult?

Is independence important?

What do you think are important signs that a persdgrown up™?

What are you responsible for? Do you feel resgmagor anyone else beside yourself?
How do you think the way your parents grew up corepso your experience?

Sense of Self

The following identity questions are trying to unstand how people think about
themselves, and how they understand themselves, dé.they think of themselves in
terms of values (I try to be honest....)? Or thtouglationships (I try to fulfill duties, not
offend, and keep harmony)? Or through pleasihgrstand doing things that bring
pleasure? Or through status (I am a scientist..Ofgender? Do people think about
having “an identity”? Do they focus more on ig&lis and relations with people?

Do you have a CV? Are you the person on your GMu don’t have one, how do you
think you would present yourself on a CV? (Do geagentify with their
work/status/jobs?)

How do you identify yourself?

How would you describe yourself to a stranger?

What is the most the most important thing in yaia?l

Where do you put most of your resources? Whengodgout most of your time? (Are
these things the most important things in your)ife

If you look back on your teenage years, what skiisfidences have you developed?
What do you think becoming a man/woman involvesatoes manhood/womanhood
mean (compared with being a child)?

How is growing up, leaving home... different for ygumen and young women?
Do men and women take on responsibility in the samang for the same things?
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Marriage/future

If in the future you get married, what age would yie this to take place?

If you get married, would you prefer it to be anaaged marriage or a love match?
Recently, the number of young people who preféead single lives on their own, rather
than marry, has been increasing. What do you thbdut this tendency?

If you decide to marry, what special characterssyiou would look for in your spouse to
be? What about academic background? Profesdimwtine? Age? Religion?

Do you think you will eventually have children? Wivhy not?

What would you do as a parent that would be diffefiem what your parents have done?
(Would you do things the same?).

What do you think about a man doing kitchen work?

What kind of person do you think a man should MéRat kind of person should a woman
be? (e.g., gentle, independent, competitive, hamdking...)

In Japan, if a marriage is not successful, a cooalg divorce after a long separation if
there are no young children. What do you thinkhad law?
When parents die, who do you think should inhéeirtproperty? (Eldest son? Shared
among children equally? The person who looked afteents in their old age...?)
If one of your parents died, would you object i turviving parent remarried?
What do you think about the following:

- should the eldest son look after his p&2

- should the family name be continued a¥émat means adopting a child?

- should the tomb of your ancestors bestrezd and passed on to posterity?

Do you think there is a difference between youregation and the next generation?
How would you describe these differences?

Cultural values/views
How do you understand (what is the meaning of)

1. Wa(harmony)? Can you give some examples from your lde?

2. Respect? Who do you show respect to? Wlet tihis really mean? Can you give
examples?

3. Ancestors? Do you ask your ancestors for imeliping your life? When? When you
die, do you expect to become an ancestor to thiegagerations? How important is
the family line to you?

4. Duty? Do you think it will be important fooy to look after your parents in their old
age? Do you have other duties?

Adulthood

What kinds of qualities would you expect to findam adult? Can you give some
examples?

Do these qualities differ for men and women?

What kinds of qualities do you not admire in ado#n? What about in adult women?

Thank you very much for your cooperation.
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APPENDIX 12

SHIZUOKA PARENT INTERVIEW GUIDE
(Used independently of School Survey)

Profile sheet asking for basic information: Age, birthplace, parents’ birthplace, number
and age of siblings, religious observances kepb(seholkamidana/butsuddh visits to
shrines?; celebration &ichi-go-sarandO-bon..?), celebration at 20 years?

Household composition and roles

Who make up your family? Are all members currehtiyng in one household? Does job
mobility affect where people in your family livellow do your current household
circumstances compare with those when you wereiggup?

What keeps your family together? What kind of\atis do your family members do
together? How often? Do you celebr@door?

What are the responsibilities of family membersfeé Ausband and wife roles determined
by gender? Is work in the kitchen shared? Isitifie responsible for housework? How
do work hours and responsibilities affect roles?

Who is the head of the household? Is the housdtedd responsible to ancestors, or is the
family unit autonomous (post-war abolition of legttus of head of household)? How do
you perceive “family”?

Education

Do you think higher social status is attached ttege/university education? Is such
ranking important? What educational achievemermitslavyou like your children to
acquire?

In relation to social ranking, what are generatuwades to ethnic groups? Nationalities?
Educational background? Religion...?

Raising Children

Do you have a sense of mission in raising yourdcéil? Do you attempt to repeat the
pattern of your own upbringing? Do you adjustitanf with changing times? In what
ways? What oshitsukerelationships and ideas of a “right way” to belfave

Of the following values - what do you think are theee most important for your children
to learn? Why? Are the same values importanbéys and girls?

1. obedience 3. leadership 5. respditgibi 7. honesty 9. empathy

2. harmony 4. capability 6. success 8. judgement 10. challenging spirit

How “group oriented” are you children? Do theywass more self-direction than in the
past? Does conformity with others remain impoflabto they speak up and assert
themselves more than you did in the past? Do shey respect to seniors as much as you
did in the past? Do they use respect terms ofesd@r

Do young people have more freedom when they hasesado their own money? Do you
think they become more independent? Do your ovildreim have access to more money
of their own than you did in the past? Do theyéhpacket money? Do they have other
sources of income? Part-time jobs? Do they sagpend their money? What kinds of
things do they spend their money on? How do yaidgewho is responsible for buying
which items?
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Interactions with Young People

Where do you meet with young people? Do you wauget to know your children’s
friends? Do young people confide in you aboutrtpepblems? Do you think adults today
have an accurate picture of the young? Are theyli@ with what young people think?

How do you make decisions with your children abmarttroversial issues, such as
curfews, or time spent with friends? What abogalege restrictions - are there problems
with such things as smoking or drinking? How drese issues negotiated?

Leaving home
Why do young people leave home? What kinds ofréesain with parents? What about
loans, insurance, medical payments? The useaf.a? Service ties? Emotional ties?

How long do you consider yourself to be respondiae/our children? Until age 20?
Until they get a job? Until they marry? Until theave children? Always?

Future roles

Do you expect your children will marry? How do ymupeople meet a partner? Would
you try to arrange a marriage for your children?

What kinds of qualities do you think are importéortthem to look for in a spouse? E.g.,
academic qualifications? The profession? IncoAg®? Religion? Parents’ property?
Lineage? After marriage, would you prefer yourdtgn to live in a nuclear or extended
family? What if they choose to remain single?

If your children marry and have children, would ymeiwilling to help by minding your
grandchildren? What if both spouses want to wovBuld you help them so they could
save to buy a house/apartment?

(Attitudes to divorce, death and remarriage, cégaoents by children?)

General topics

Some newspaper articles suggest that Japan fag#ds ymblems, such as bullying in
schools, school avoidance,.and is losing direction. Would you agree wiilst
assessment? Do you consider the problems minoar? Are they bridgeable, or will
there be major change in society? How do youlseéuture?

How do you understand “being adult”? When is aper‘grown up”? What are the signs
of being “adult”? What qualities are associatethwieing adult? Are they different for
men and women? What qualities do you admire in amehwomen?

Is being an adult citizen (from age twenty) andifigeadult” the same thing? Do legal
rights erode mature/moral values of adulthood? tdhethe moral values associated with
“being adult™? Is there a “right way” that peogleould spontaneously observe when
relating to others? Is competence a measure ¢hada? In what ways? What do you
understand by “being independent™?

(Discuss issues of age, equality, and citizensaipus relationships and roles; concepts of
duty and obligation.)

What makes the sense of self in a person? Howdadentify? How would you describe
yourself to a stranger?

Thank you very much for your cooperation.

308



