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Abstract
The Occupation of Japan (1945-1952) sought to democratize the nation’s education sys-
tem; pupil guidance was expected to play a key part of this process. American reform-
ers promoted new guidance practices (e.g., the comprehensive collection of students’
personal data, guidance interventions based on the case-study method, an expanded
homeroom curriculum) that emphasized the psychological adjustment—translated as
tekio (適応)—of students to school and society in a new Japan. By tracing the evo-
lution of prewar and postwar Japanese guidance discourse, this study examines how
American pupil guidance’s emphasis on student adjustment interacted with, and trans-
formed, twentieth-century Japanese education. Drawing from prewar, Occupation-era and
post-independence sources, the essay explores three points. First, by comparing prewar
life guidance with Occupation-era and post-independence pupil guidance, it emphasizes
the important changes effected by tekio-oriented guidance during the late 1940s. Second,
by examining the way these practices related to Occupation’s educational democratiza-
tion, it explores how their psychological approach to democracy defined—and arguably
constrained—the dynamism of this broader project. Lastly, the work discusses who sup-
ported and opposed this new tekio discourse. American authorities succeeded in garnering
the support of many elites in Japanese education (e.g., Ministry of Education officials,
leading academics), but other educators remained skeptical.

Keywords:Occupation of Japan; educational democratization; adjustment psychology; pupil guidance; life
guidance; Daily Life Writing (Seikatsu Tsuzurikata)

Tekio as Educational Discourse
In 1949, three years into its US-administered Occupation, Japan’s Ministry of
Education (MOE) published a new manual for lower-secondary school teachers and
administrators, the New Junior High School Handbook. The work echoed the Supreme
Commander of Allied Powers’ (SCAP’s) broader goal of educational democratiza-
tion, defining the purpose of postwar education as “completing each individual’s
personhood (jinkaku) and serving as a motive force for the creation of a democratic
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458 Patrick Naoya Shorb

Japan.”1 In emphasizing education’s role in developing Japanese children’s “person-
hood,” Occupation-era (1945-1952) authorities indicated their belief that democra-
tization would reshape the very psychology of Japanese youths. In particular, the
Handbook emphasized pupil guidance’s role in helping students achieve personal
adjustment—itself a concept newly translated using a heretofore obscure clinical psy-
chological term: tekio (適応).2 Be it students’ academic struggles in school, issues
related to career and future life, or simply the desire to “enjoy school life with a feeling
of accomplishment,” the Handbook urged postwar schools to address student issues
arising from personal tekio and futekio (maladjustment).3 It stated:

At present, many students are struggling with futekio in many areas. Their edu-
cational environment often does not match their abilities, needs and interests.
They do not like their courses; they are getting bad grades; they do not have
enough allowance money; their commute is crowded; they were not able to pur-
chase a book they wanted; they are not making friends at school; they were not
elected to student government; they made mistakes in the school play. These are
problems that almost all students face, and they are the seeds of distress. And
moving forward, students demand that their tekio and futekio needs are met… .
To achieve this goal … they need someone to consult with, someone to help with
these experiences.This is what pupil guidance is… . Leaving students unadjusted
(tekio sinai mama) is not something that can be allowed to go unaddressed; tekio
is something that must be possible for all school students.4

As a government-producedmanual intended for the nation’s postwar educators, the
Handbook represented an unmistakable endorsement of tekio-oriented education and
elevated trends present from Occupation’s outset. American planners early on identi-
fied the reshaping of Japanese psychology as a central Occupation objective. As the
training instructors of Occupation’s military government personnel emphasized in
1946, a key obstacle to reform lay in how the Japanese had collectively become a “mal-
adjusted people,” consisting of “the anomalous combination of sensitive intelligence

1Mizutani Norio “Chugakko no Kihonteki Seikaku,” in Atarashii Chugakko no Tebiki, ed. Monbusho
Gakko Kyoikukyoku (Tokyo: Meiji Tosho, 1949), 27. Unless otherwise indicated, Japanese translations are
the author’s original translations for this article. Consistent with naming conventions, Japanese names from
Japanese-language sources will be referenced with family names listed first.

2The common prewar translation for the psychological concept of adjustment remained the conventional
dictionary rendering of chosei (調整). The 1941 Japanese translation of P. M. Symonds’s Mental Hygiene of
the School Child, for example, explicitly translated adjustment this way; tekio was used descriptively. Chosei,
with its kanji characters of “prepare” and “arrange,” has more mechanical or organizational associations,
whereas tekio, with its ideographs of “appropriate” and “response,” is usually translated as “adaptation” or
“conformity.” The first translation of adjustment (or more accurately, maladjustment) for an educational
context using the tekio wording appears to have been the April 1947 teacher-training textbook, Education
Psychology: The Growth and Development of Humans, produced under SCAP supervision. P. M. Saimonzu,
Jido Seishin Eiseigaku, trans. Isobe Minoru (Tokyo: Kyoiku Tosho Kabushikigaisha, 1941), 20, 7; Monbusho,
Kyoiku Shinri (Jokan): Ningen no Seicho to Hattatsu (Tokyo: Dainippon Insatsu Kabushikagaisha, 1947), 42.

3Kitaoka Kenji, “Chugakko Seito no Sido,” in Atarashii Chugakko no Tebiki, 123–24, 122.
4Kitaoka, “Chugakko Seito no Sido,” 119–20.
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History of Education Quarterly 459

and sadistic brutality … emotionally repressed and at war within [themselves].”5 When
planning for the 1946 US Education Mission to Japan—a delegation of American edu-
cators tasked with creating a blueprint for postwar education reform—SCAP similarly
identified “Psychology in the Re-education of Japan” as a chief task of the Mission.6
One Mission team was even designated a “psychological Ways and Means” committee
to address postwar Japanese attitudes and “conditions of acceptance.” It subsequently
recommended a postwar teacher-education program that emphasized psychological
issues, such as students’ “growth and development, learning, mental hygiene and social
adjustment.”7

Education Psychology: The Growth and Development of Humans, postwar Japan’s
first teacher-training textbook produced under Occupation supervision, made the
importance of psychology in education explicit. Besides likely being the first education
work to translate adjustment as “tekio,” it emphasized the need to understand stu-
dent “maladjustment” when dealing with anti-social classroom behavior and personal
self-control. Its follow-up volume devoted an entire section to addressing “sociallymal-
adjusted children.”8 MOE’s 1948 Course of Study Supplement for Elementary School
Social Studies similarly identified students’ “proper tekio to the world in which they
live” as a key part of accomplishing the “chief goal of social studies …developing
characteristics of a praiseworthy citizen.”9 In 1948, the Broadcasting Corporation of
Japan, MOE, and “some of the best psychologists in the Tokyo area,” collaborated
on a weekly teacher-training radio show focused on adolescent students’ “Personal
and Social Adjustment.”10 As scholar Fujii Hiroyuki has argued, American-modeled
adjustment-ism (tekioshugi) became a hallmark of postwar pupil guidance, continuing
its influence decades later.11

Until now, English-language scholarship of the Japanese Occupation has tended
to view American-supervised education reforms through the lens of democratization.
The very terms of surrender in the Potsdam Declaration obligated the defeated nation
to carry out the “strengthening of democratic tendencies among the Japanese people,”
implicitly requiring its education system’s overhaul.12 In analyzing the Occupation’s

5Douglas G. Haring, “Introductory: Japanese Situations as Criteria of Practical Policy,” in Japan’s Prospect,
ed. Douglas G. Haring (Cambridge, MA: Harvard University Press, 1946), v, 3, 17, 16.

6Civil Information and Education Section (hereafter CIE), “Staff Study on Proposed Education Mission:
December 27, 1945,” reprinted in Edward Beauchamp and James Vardaman, eds., Japanese Education since
1945: A Documentary Study (Armonk, NY: M. E. Sharpe, 1994), 73.

7George D. Stoddard Papers, “Part II: On Preparing the Report,” as quoted by Gary Hoichi Tsuchimochi,
Education Reform in Postwar Japan: The 1946 U.S. Education Mission (Tokyo: University of Tokyo Press,
1993), 61; Committee II, US Education Mission, “Teaching and the Education of Teachers in Japan,”
reprinted in Tsuchimochi, Education Reform, 261.

8Monbusho, Kyoiku Shinri (Jokan), 42–43; Monbusho, Kyoiku Shinri (Gekan), 295–99.
9Monbusho, Shogakko Shakaika Gakushu Sido Yoryo Hosetsu (Tokyo: Tokyo Shoseki Kabushikagaisha,

1947), 5, 4.
10CIE, “CIE Bulletin, Supplement II (September 1948),” Education Documents of Occupied Japan Volume

III: CIE Bulletin, ed. Mitsuo Kodama (Tokyo, Meisei University Press, 1985), 460–61.
11Fujii Hiroyuki, “Seikatsu Sido no Tenkai,” inAtarashii Jidai no Seikatsu Sido, ed. Yamamoto Toshiro et al.

(Tokyo: Yuhikaku Aruma, 2014), 51, 60.
12“The Potsdam Proclamation,” reprinted in Beauchamp and Vardaman, Japanese Education, 49. SCAP

and the General Headquarters administration (hereafter, GHQ) that served under Douglas MacArthur
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460 Patrick Naoya Shorb

approach to democratization, however, scholars have tended to focus more on the
sincerity with which democratic reforms were enacted than on the specific content
of these changes.13 Education historians have explored the interrelated questions of
how genuinely occupiers and the occupied supported reforms, and the extent to which
these efforts transformed Japanese education in the longer term.14 Such literature
often subdivides Occupation into two periods: an initial era of authentic democratic
reform between 1945 to 1948, followed by a period of retrenchment—or “Reverse
Course”—when American authorities and Japanese conservatives abandoned such
efforts for Cold War priorities. Debate has thus focused on the details and proximal
causes of these shifts: when, precisely, did the Reverse Course begin? Who led this
“Reverse” and why? Was it American occupiers acting on growing anti-communist
preoccupations?15 Or was it facilitated by Japanese officials, conservative elites, and
lingering “Confucian and samurai values” apathetic about democratizing efforts more
generally?16

As the above Handbook quote highlights, however, the content of educational
democratization was itself complex and multivalent. Analyzed through the lens
of tekio, SCAP’s goal of psychologically democratizing Japan was fundamentally
a normative, behavioral project. Not all Japanese educators, moreover, embraced
this tekio approach. By examining the responses of both supporters and oppo-
nents of tekio-oriented guidance, this study recognizes the extent that educational
democratization was historically contested, contingent, and political. Recent Cold
War scholarship further suggests that Occupation reformers’ focus on tekio-oriented

was not technically a government, but a guarantor of Japanese compliance to surrender terms. To enforce
required reforms, the US and its allies stationed thousands of military and civilian personnel in Japan
between 1945 and 1952. This gave SCAP broad de facto authority over Japanese government actions. At
its peak, GHQ’s approximately 3,200 personnel in Tokyo provided Japanese government counterparts with
detailed guidance on all aspects of policy. See John Dower, Embracing Defeat: Japan in the Wake of World
War II (New York: W. W. Norton, 1999), 205.

13Dower’s portrayal of the Occupation, while often critical, generally emphasizes the sincere, cooperative
“embrace” of postwar reforms by Japanese and Americans. Conversely, Toshio Nishi evaluates Occupation
policiesmore skeptically, notingUSOccupation’s hypocrisy, high-handedness and “unconditional” demands
for democratization, and the ambivalent legacy it left upon postwar Japanese autonomy and identity. Dower,
Embracing Defeat; Toshio Nishi, Unconditional Democracy: Education and Politics in Occupied Japan, 1945-
1952 (Stanford, CA: Hoover Press, 1982).

14Gary Tsuchimochi’s work on the US Education Mission to Japan paints a successful picture, empha-
sizing the sincere collaboration between Mission educators and their Japanese counterparts. Harry Wray,
meanwhile, doubts Japanese society’s broader support for reforms, noting the large-scale rollback of
Occupation policies post-independence. Between these views, A. J. Angulo notes both the successful aspects
of Occupation’s reformist “goodwill,” and its later changes in the face of broader anti-communist concerns.
See Tsuchimochi, Education Reform; Harry Wray, “Change and Continuity in Modern Japanese Educational
History: Allied Occupational Reforms Forty Years Later,” Comparative Educational Review 35, no. 3 (Aug.
1991), 447-75; A. J. Angulo, Empire and Education: A History of Greed and Goodwill from the War of 1898 to
the War on Terror (New York: Palgrave Macmillan, 2012).

15Ruriko Kumano, “Anticommunism and Academic Freedom: Walter C. Eels and the ‘Red Purge’ in
Occupied Japan,” History of Education Quarterly 50, no. 4 (Nov. 2010), 513–37.

16Wray, “Change andContinuity,” 469. For analysis onhow Japanese political elites participated in the anti-
leftist purges, see HansMartin Kramer, “JustWho Reversed the Course?The Red Purge inHigher Education
during the Occupation of Japan,” Social Science Japan Journal 8, no. 1 (2005), 1–18.
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History of Education Quarterly 461

pupil guidance was not an outlier; US policy circles conceived of Japanese democ-
ratization in psychological terms from Occupation’s earliest stages.17 Research by
American education historians also highlights how self-consciously psychological,
depoliticized, and modernist discourses were contemporaneously articulated in the
US, suggesting that Occupation’s elision of student tekio-adjustment with educa-
tional democratization was part of a broader transnational trend of the mid-twentieth
century.18

Building upon the work of Fujii, this essay explores the historical significance
of this tekio-oriented pupil guidance—referred to contemporaneously by the for-
eign loan-word Gaidansu—within the broader context of postwar Japanese educa-
tional democratization. First, to historically contextualize Occupation-era reforms, it
describes prewar Japanese guidance practices. It examines prominent indigenous guid-
ance approaches, particularly those collectively known as “life guidance” (seikatsu sido
生活指導), that often drew heavily on German bildung-based discourses emphasizing
the philosophical “cultivation” (alternately translated as toya,陶冶, or kyoyo,教養) of
students’ moral character. Second, this study examines tekio-oriented pupil guidance
during the Occupation. After analyzing the distinctive features of one of the era’s most
influential US guidanceworks, Arthur Traxler’sTechniques of Guidance, it explores how
this new approach was promoted among Japanese educators. The study also details
the different educational constituencies that either supported or resisted Gaidansu
discourses. Finally, the work explores how tekio-oriented guidance fared after the
Occupation ended—specifically, how adjustment-based democratization continued to
influence post-independence Japanese schools.

Prewar Japan and Life Guidance
The guidance approaches initiated by theMeiji state during the late nineteenth century
were directive and authoritarian, blendingConfucianmoralismwith recently imported
nationalist discourses from Bismarckian Germany.19 In 1893, the government’s desire

17See Jennifer Miller, Cold War Democracy: The United States and Japan (Cambridge, MA: Harvard
University Press, 2019), 26–70; for an earlier example of such analysis, see Marlene Mayo, “Psychological
Disarmament: American Wartime Planning for the Education and Re-education of Defeated Japan, 1943-
1945,” in The Occupation of Japan: Educational and Social Reform, ed. Thomas Burkman (Norfolk, VA:
MacArthur Memorial, 1980), 21–127.

18See Andrew Hartman, Education and the Cold War: The Battle for the American School (New York:
Palgrave Macmillan, 2008), 55–72; Thomas Fallace, “The (Anti-) Ideological Origins of Bernard Bailyn’s
Education in the Forming of American Society,” History of Education Quarterly 58, no. 3 (Aug. 2018),
315–37; and David S. Busch, “Service Learning: The Peace Corps, American Higher Education, and the
Limits of Modernist Ideas of Development and Citizenship,” History of Education Quarterly 58, no. 4 (Nov.
2018), 475–505. One trend that apparently did not cross the Pacific was the Charles Prosser-inspired,
Life Adjustment Education movement. Occupation Japan’s adoption of adjustment-oriented guidance ideas
notwithstanding, contemporary references to the Commission on Life Adjustment Education for Youth have
so far eluded this researcher. For a skeptical appraisal of Life Adjustment Education’s historical impact onUS
education, see William Wraga, “From Slogan to Anathema: Historical Representations of Life Adjustment
Education,” American Journal of Education 116, no. 2 (Feb. 2010), 185–210.

19For more on the influence of Confucian and German education models on Meiji Japan, see Benjamin
Duke,The History of Modern Japanese Education: Constructing the National School System, 1872-1890 (New
Brunswick, NJ: Rutgers University Press, 2014), 257–369.
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462 Patrick Naoya Shorb

to shape the character of Japanese youth led to its first guidance effort: a government-
mandated school morality curriculum, later nationalized through government-
compiled textbooks.20 With Japan’s invasion of China in the 1930s, these morality
courses deepened their militarism and emperor-worship. One 1939 morality text-
book, for example, exhorted students to remember “the spirit of our heroes who
have given their lives to the country and the Throne,” further demanding them to
do their “utmost to demonstrate [their] loyalty … Fidelity and devotion are the most
sacred duties of the Japanese subject.”21 Outside of class, a curriculum emphasiz-
ing rensei—ultra-nationalistic training and indoctrination—increasingly consisted of
mock military drills and war support campaigns for the home front.22 Sample names
of these erstwhile student guidance activities—for example, “The Way of Throwing
Away Selfishness to Deepen Devotion”—underscore these initiatives’ totalitarian
tone.23

These examples explainwhyAmerican occupiers generally dismissed prewar educa-
tion as authoritarian brainwashing.24 To better understand Japanese educators’ varied
reactions to postwar Gaidansu, however, one must recognize the diversity of pre-
war guidance discourse. Japan’s period of political liberalization during the interwar
period saw the introduction of “citizen courses” (kominka) to secondary schools,
adding practical daily-life topics to state morality curricula. While still emphasiz-
ing loyalty to the nation, the new courses sought to instruct future Japanese citizens
in the “fundamental principles of constitutional self-rule”—such as voting in local
elections—while also cultivating well-mannered social conduct and economically pro-
ductive habits.25 Course topics included family-related topics such asmaintaining good
family relationships, establishing a successful marriage, and creating economically
viable households. On the career side, students were encouraged to choose a voca-
tion based on personal ability and market demand, to develop good work habits, and
to maintain proper hygiene.26 Local governments and nongovernmental organizations
also developed guidance programs to meet specific students’ needs. The city of Kobe
redefined its guidance priorities away from conventional “academic bildung” (ippan-
teki toya) to those based on Eduard Spranger’s “vocational bildung” (shokugyoteki
toya), emphasizing the use of social surveys and experience-oriented apprenticeships.27

20Yoshimitsu Khan, Japanese Moral Education Past and Present (Cranbury, NJ: Fairleigh Dickinson Press,
1997), 74–77.

21Monbusho, “Jingo Shogaku Shushinsho (Sep. 1939 edition),” translated and reprinted in Robert King
Hall, Shushin:The Ethics of a Defeated Nation (New York: Teacher’s College Columbia University, 1949), viii,
231–32.

22Hajime Kimura, “Launch of the Schooling Society, 1930s to 1950s,” inTheHistory of Education in Japan,
1600-2000, ed. Masashi Tsujimoto and Yoko Yamasaki (Oxford: Routledge, 2017), 94–96.

23Waizumi Heisaku, “Kyoiku Kiroku: Jogakko no Seikatsu Sido no Isshaku—Shaga Seishin no Kessan,”’
Kyoiku 5, no. 6 (June 1937), 879–80.

24For more on Occupation officials’ antipathy towards prewar Japanese education, see Harry Wray,
“Attitudes among Educational Division Staff during the Occupation of Japan,” Nanzan Review of American
Studies 19, no. 2 (Fall 1997), 101–32.

25Ose Jintaro, Shinsei Kominkan Kyohon: Jokan, 3rd ed., (Tokyo: Tokyo Kaiseikan, 1935), ii-iii, 86–90.
26Ose, Shinsei, 12–24, 32–41, 51–57, 78–79.
27Mizuno Tsunekichi, “Jo,” in Gasshu Tomiji, Shakai wo Kyoshitu to Suru Seikatsu Sido (Osaka: Seibunkan,

1930) 2–3; Gasshu, Shakai wo Kyoshitu, 147.
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History of Education Quarterly 463

The Japan Association of Mental Hygiene likewise promoted “child guidance clin-
ics” focused on supporting “children of low ability,” broadly defined as those with
“mental incapacities, abnormal personalities, anxieties and latent mental disease.”28

A rare instance where tekio issues were raised in a prewar educational context, the
program is noteworthy for being the exception that proved the rule. In contrast to
the postwar Handbook which conceived of adjustment issues as quotidian problems
emerging from normal school life, this program focused on the clinical pathologies
of “outcast” children and those with “impoverished tekio.” Specifically, these clinics
were intended to treat “abnormal behaviors”—such as excessively angry outbursts,
kleptomania, escapism, cruelty towards smaller children, hyperactivity, and other
“warped tendencies”—through the employment of trained psychology specialists and
nurses.29

Prewar educators also developed their own guidance practices to address students’
daily-life concerns, collectively known as “life guidance.” As Yamamoto Toshiro has
argued, life guidance emerged in the 1910s as a liberalistic reaction to state-managed
education, and was initially inspired by progressive ideas emphasizing child-centered,
student-led practices.30 By the 1930s, a small number of researchers, led by education
psychologist Tomeoka Kiyoo, formed the Educational Science Research Association,
which introduced Japanese educators to suchAmerican guidance-related ideas as com-
munity service and civics education. Psychometrics pioneers such as Okabe Yataro
also promoted American-modeled mental testing to Japanese schools, and approxi-
mately thirty personality instruments were reportedly administered during the prewar
period.31

American influences notwithstanding, Japanese life guidance was particularly
shaped by the life-oriented pedagogies of continental bildung discourses. Historian
Yoichi Kiuchi has documented howGerman educational ideas shaped prewar Japanese
education research, and canonical bildung educators Johann Friedrich Herbart and
Johann Heinrich Pestalozzi, as well as modern theorists Paul Natorp, Wilhelm
Dilthey, and Eduard Spranger, remained influential in Japanese schools through-
out the period.32 As in Imperial Germany, prewar Japan’s adoption of bildung
educational models—with its emphasis on philosophical great works and personal
cultivation—was not without controversy. H.-J. Hahn has traced the ways bildung ’s
evolution imbued German education with a de-politicized aestheticism; and edu-
cation historian Teruhisa Horio has similarly blamed prewar Japan’s embrace of
classics-based “culturalism” (kyoyoshugi) for creating a facile intellectualism unable

28Saito Tamao, Kyoiku to Seishin Eisei (Sono 1): Jido Sido Jigyo ni tuite (Tokyo: Nihon Seishin Eisei Kyokai,
1931), 17, 3, 1.

29Saito, Kyoiku to Seishin, 3–4, 7–8.
30Yamamoto Toshiro, “Seikatsu Shido no Genryu,” in ed. Yamamoto et al., Atarashii Jidai, 28–29, 32–34.
31Tomeoka Kiyoo, “Kaigai Kyouiku Shicho: Shakai Kagaku Kyoiku Undo (Sono Iti),” Kyoiku 5, no. 6 (May

1937), 898–901; Kawaji Ayako, “Kato Shushiro no Seikatsu Tsuzurikata Hyokaron to Sono Jissai,” Kyoto
Daigaku Daigakuin Kyoikugaku Kenkyu Kiyo 48 (2002), 382–83; Masuda Koichi, “Honpo Tesuto Hattatsu
Nenpyo Sian,” Kyoiku Hyoka 2, no. 3 (March 1956), 21.

32Yoichi Kiuchi, “Unrequited Love for Germany?: Paradigm and Ideology in Educational Research in
Japan until 1945,” Educational Studies in Japan: International Yearbook 2 (Dec. 2007), 45–56.
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464 Patrick Naoya Shorb

to resist society’s drift toward authoritarianism.33 Indeed, one prewar life guidance
discourse, the so-called Home-Town Education Movement, while initially inspired
by left-leaning pedagogies and the sociological works of Frédéric Le Play and
Patrick Geddes, was reworked during the 1930s to facilitate a heimatkunde curricu-
lum celebrating local histories. It was eventually used by MOE to reinforce stu-
dents’ patriotism and their participation in various wartime spiritual mobilization
campaigns.34

As in Germany, however, Japanese renderings of bildung were also complex and
evolving.35 Japanese educators’ increasing adoption of Wilhelm Dilthey’s hermeneuti-
cal, Lebensphilosophie approach facilitated a shift away from classical bildung toward
one based on students’ lived experiences. Nowhere was this better embodied than
in one of Japan’s largest prewar life guidance movements: the Daily Life Writing
Movement (seikatsu tsuzurikata undo; hereafter, DLWM). As its name suggests,
DLWM was originally an essay-writing pedagogy movement, becoming particu-
larly popular among rural elementary and higher-elementary school teachers who
taught students up through early adolescence. This grassroots, teacher-led movement
achieved initial success through a distinctive writing pedagogy, built upon the ideas
of children’s writer Suzuki Miekichi, which asked students to write essays based upon
their ordinary daily lives.36 Particularly among practitioners in northern Japan,DLWM
became increasingly informed by a critical realism, with theorists such as Namekawa
Michio emphasizing the cultivation within students of a subjective, Diltheyan under-
standing (Verstehen, or rikai,理会) of the world that simultaneously sought to grasp
“existence as it is” while also “advancing to see existence as ‘it ought to be.”’ As
Namekawa explained it, through writing education’s contemplation of daily life, stu-
dents learned both to perceive “the immortal human truths underlying life’s problems
and daily life creation” while also learning to “critically see and meticulously interro-
gate … attitudes that rashly and blindly follow empty, excitable life ideas.”37 DLWM’s
emphasis on students’ daily lives also had the added benefit of not requiring signif-
icant financial resources. Although never large in absolute terms—the total number
of teachers actively participating in the nation’s myriad DLWM organizations likely

33H.-J. Hahn, Education and Society in Germany (Oxford: Berg, 1998), ii, 1-18; Teruhisa Horio,
Educational Thought and Ideology in Modern Japan: State Authority and Intellectual Freedom, trans. Steven
Platzer (Tokyo: University of Tokyo, 1988), 87–105.

34Ebihara Haruyoshi, Gendai Kyouiku Jissenshi (Gekan) (1975; repr., Tokyo: Emutei Shuppan, 1991),
572–78, 609–11; Yamamoto Masami, Nihon Kyouikushi: Kyoiku no “Ima” wo Rekishi kara Kangaeru (Tokyo:
Keio University, 2014), 272.

35For a view of German bildung emphasizing the concept’s diversity and dynamism, see Rebekka
Horlacher, The Educated Subject and the German Concept of Bildung: A Comparative Cultural History
(London: Routledge, 2016).

36For a description of how DLWM related to broader changes in interwar Japanese schooling, see
Kimura, “Launch of the Schooling Society,” 87–92. For a recent English-language summary of DLWM, see
Ayako Kawaji, “Daily Life Writing in School: Creating Alternative Textbooks and Culture,” in Educational
Progressivism, Cultural Encounters and Reform in Japan, ed. Yoko Yamasaki and Hiroyuki Kuno (Oxford,
Routledge, 2017), 109–23.

37Namekawa Michio, Kokugo Kyoiku no Jissen Kochiku: Hyogen-Keisho-Kaishaku (Tokyo: Meiji Tosho,
1934), 43, 42, 142–43.
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History of Education Quarterly 465

never exceeded much more than ten thousand teachers—it was a grassroots education
movement well suited to Japan’s impoverished, Depression-era public schools.38

DLWM’s focus on critical realism also increased its emphasis on student empow-
erment and social consciousness. As the “Proclamation” of principles for a leading
national DLWM magazine announced in 1930, by encouraging students to “intently
observe” the world around them, DLWM could help them both “establish truly
autonomous lives” and grasp “the problems living in society, and the reality of chil-
dren’s daily lives.”39 The increasingly grim “reality” of Depression-era Japan accelerated
DLWM teachers’ blending of critical writing pedagogy with critical life guidance. As
Sasaki Ko, a northern DLWM leader, explained, a key challenge of life-based educa-
tion was not simply to “combine life-based topics with learning materials, but rather to
be a technique that handles life-based topics as learning material.”40 Kokubun Ichitaro,
an elementary school teacher from the impoverished prefecture of Yamagata, further
applied this criticality to life guidance through a practice later known as gainen kudaki
(literally translated as “concept smashing”), which used the life-based realism of class-
room writing assignments to prompt students to reconsider—to “smash-apart”—their
own unexamined preconceptions.41 After lamenting the extent his students parroted
“concepts (gainen) taught bymorality textbook sages (shushinsho no shoshi),” for exam-
ple, Kokubun later advocated for an alternative, “honest moral learning” based on
the study of students’ lived reality. As part of an overall aim to “build ‘a classroom
that does not need lies,”’ Kokubun asked his students to list and then reflect upon the
many ways they and others already commited falsehoods in daily life.42 Kato Shushiro,
Sasaki’s colleague in Akita prefecture, similarly repurposed his writing classes into
practical, guidance-oriented self-help sessions. He began using group assessments of
student essays as opportunities for students to engage in “hermeneutical criticism,” a

38Given that DLWM was a decentralized, grassroots movement, its exact membership figures remain elu-
sive. According to prewar DLWM leader Mineji Mitsushige, there were 112 local DLWM groups spread
across the Japanese Empire around its peak in 1936. The most influential regional DLWM organization, the
“Northern Education Movement” of Northern Honshu, had a pedagogy magazine whose peak circulation
ranged between 1,500 and 1,800 copies. The first widely read DLWM-associated periodical, Kansho Bunsen,
was reportedly used by up to four hundred thousand elementary students and five thousand teachers. For
reference, the total number of Japanese elementary school teachers in 1940 was approximately 287,000, sug-
gesting that a modest but significant percentage of Japanese teachers had some professional exposure to
DLWM ideas. Mineji Mitsushige, “Tsuzurikata Kyoiku Hattatsushi,” as quoted in Kuno Osamu and Tsurumi
Shunsuke, eds., Gendai Nihon no Shiso (Tokyo: Iwanami, 1956), 99; Toda Kinichi, Hoppo Kyoiku no Tanjo:
Akita no Hitozukuri (Akita: Sakigaki Shinpo, 2004), 44; Satsuki Hiraoka, “The Ideology and Practice of
‘Seikatsu Tsuzurikata’: Education by Teaching Expressive Writing,” Education Studies in Japan 6 (2011),
26; GHQ, Postwar Developments in Japanese Education, vol. 2 (Tokyo: General Headquarters of Supreme
Commander of Allied Powers, 1952), 365.

39Tsurikata Seikatsu Dojin, “Sengen,” Tsuzurikata Seikatsu 2, no. 10 (Oct. 1930), 4.
40Sasaki Ko, “Seikatsu-Sangyo-Kyoiku,” Seikatsu Gakko 4, no. 6 (June 1938), 13.
41Kokubun Ichitaro, “Bundanteki Hihyo to Kyodanteki Hihyo” (Oct. 1936) as cited in Yokosuka Kaoru,

“‘Gainen Kudaki’ no Rekishi to Mondai,” in Kotoba-Seikatsu-Kyoiku, ed. Akemodorunokai (Tokyo: Rukku,
1996), 39. For more on DLWM teachers’ practice of “concept smashing,” see, Yokosuka, “’Gainen Kudaki,”’
36–57.

42Kokubun Ichitaro, “Seikatsu Benkyo - Noson Tsuzurikata,” in Tsuzurikata Seikatsu Sido no Soshikiteki
Jissen, ed. Kinoshita Ryuji (Tokyo: Toen, 1935), 10, 30, 31–33.
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466 Patrick Naoya Shorb

collaborative study process where students shared life problems and offered comments
to each other.43

By challenging entrenched assumptions, however, DLWM’s approach could take on
an iconoclastic, political edge. Movement practitioners, especially those from famine-
ravaged northern Honshu, showed increasing frustration with liberal (i.e. American-
influenced) educators whom they saw as complacent elites.44 Sasaki, for example,
criticized other contemporary approaches for “only deciding to see [children’s] lives as
a kind of ‘fun”’; he proposed instead an education based on a “life philosophy (seimei
tetsugaku) exclusively focused on the humbler classes.”45 As the Sasaki-led Northern
Japan National Language Education Alliance asserted in its 1935 founding declara-
tion, DLWM guidance activities sought nothing less than the very salvation of their
students. In contrast to the passive approaches of liberal educators, DLWM called for
a more active cultivation of student autonomy and empowered life attitudes:

Except for the colonies, in no other part of Japan … has the steely oppressive-
ness of feudalism—with its modes of production and attitudes—been allowed to
continue in its rawest form [as in Northern Japan]. However, even in this harsh
environment … we all have a “life foundation” (seikatsudai)… . By encouraging
within students a life foundation of righteous attitudes, we do not sit back con-
templatively and crossed-armed, observing and recording the facts of a child’s
life… .More than ever, wemust abandonpointless liberalism and establishwithin
[children] … raw ambitions, helping them quickly achieve an active, intentional
control over their lives.46

DLWM’s radicalness did not go unnoticed. Among American-influenced aca-
demics, DLWM’s philosophical pretensions and self-righteousness smacked of ama-
teurism. The abovementioned American-education popularizer Tomeoka Kiyoo, for
example, chided DLWM teachers for using educational approaches that amounted to
little more than “art appreciation” and “sentimentalism,” thereby risking society-wide
derision.47 The biggest opponent of DLWM, however, proved to be the Japanese state.
The shift to total war in the early 1940s made DLWM’s critical approach unaccept-
able. Between one hundred and three hundred DLWM teachers—including Sasaki,
Kokubun, and Kato—were said to have been arrested. For Sasaki, the harsh conditions
of imprisonment aggravated his tuberculosis, eventually taking his life in 1944 at the
age of thirty-seven.48

43Kawaji, “Kato Shushiro” 385–88.
44Not all versions of DLWM were as radical as its northern-based strain. Nonetheless, the very activity of

this region’s DLWM made it disproportionately influential among prewar teachers. Its leaders also became
the movement’s dominant voices during the early postwar period.

45Sasaki, “Seikatsu-Sangyo-Kyoiku,” 13.
46Kita Nippon Kokugo Kyoiku Renmei, “Kita Nippon Kokugo Kyoiku Renmei: Sekkeizu;” Kyoiku Kita

Nippon 1, no. 1 (Jan. 1935), 1.
47Tomeoka Kiyoo, “Rakuren to Rakuno Gijuku: Hokkaido Kyoiku Junreiki,” Kyoiku 5, no. 10 (Oct. 1937),

1586.
48Ishitoya Tetsuo, Nihon Kyouinshi Kenkyu (Tokyo: Kodansha, 1967), 481; Itou Takashi, Sasaki Ko

Chosakushu (Akita: Mumeisha, 1982), 285, 380.
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Implementing Gaidansu
Historian Masako Shibata has argued that—in contrast to the skeptical responses of
West Germans—postwar Japanese educators generally supported American-initiated
reforms.49 While this portrayal might be broadly true, the path to Japanese acceptance
was neither straightforward nor inevitable. Until the end of 1946—as SCAP preoccu-
pied itself with removing prewar militarism from schools—MOE entrusted reform to
prominent Japanese scholars who continued interpreting educational democratization
along bildung-ian lines.50 The resulting 1946 New Education Policies, while encourag-
ing educators to commit to “thorough democratization” based on Lincoln’s dictum of
“government of the people, by the people, and for the people,” nonetheless emphasized
an approach prioritizing students’ and teachers’ philosophical capabilities.51 Economic
and moral learning would prove insufficient, the proposal explained, if not accom-
panied by a “philosophical cultivation” (tetsugakuteki kyoyo) that enabled students to
coordinate different kinds of knowledge, think more deeply, and realize Japan’s future
as a “peaceful nation of culture”:

It is through philosophy that different kinds of knowledge (e.g., economics and
ethics) are coordinated and one studies the totality of the cultural world….
Philosophical cultivation is how one attains this above understanding of the
role of philosophy. Through philosophical cultivation, one cultivates an attitude
that thinks most profoundly and comprehensively…. Maybe it is difficult to have
all Japanese acquire this attitude right away, but, at minimum, those educators
charged with guidance need to have philosophical cultivation in order to have
the deep and broad thinking to properly lead others. Through guidance by such
people, the philosophical cultivation of the people will be raised, and the firm
basis of a peaceful nation of culture will be built.52

MOE’s earliest postwar guidance handbook likewise echoed prewar DLWM prac-
tices. Teachers were informed that “education must do everything to know children’s
and students’ unvarnished reality,” and to help them “imagine” new life “ideals” in
response. It also highlighted the need for critical thinking. “In order to help students’
life in society properly develop,” the 1946 manual explained, “one needs to help [stu-
dents] see their societal lives accurately, while also cultivating within them a mind that
will carefully examine it.”53

Occupied Japan did eventually adopt explicitly American education models, but
it was due to SCAP’s insistence on realizing US Education Mission recommenda-
tions, and the wave of American education specialists that its General Headquarters

49Masako Shibata, Japan and Germany under the U.S. Occupation: A Comparative Analysis of the Post-war
Education Reform (Lanham, MD: Lexington Books, 2005).

50Edward Beauchamp, “Introduction: Japanese Education since 1945,” in Beauchamp and Vardaman,
Japanese Education, 8. For an outline of SCAP’s early anti-militarism efforts, see CIE, “Administration
of the Educational System of Japan: October 22, 1945,” reprinted in Beauchamp and Vardaman,
Japanese Education, 62–64.

51Monbusho, “Shin Nihon Kensetsu no Kihon Mondai,” Shin Kyoiku Shishi, Pamphlet no. 2
(June 1946), 39.

52Monbusho, “Shin Nihon Kensetsu,” 34–35.
53Monbusho, Kokumin Gakko Komin Kyoshi Yosho (Tokyo: Tokyo Shoseki, 1946) 7, 9.
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468 Patrick Naoya Shorb

(GHQ) hired in late 1946 to implement such recommendations. When the consultants
arrived in Japan that autumn, their reformist efforts were facilitated in three important
ways. First, they had unprecedented influence over their Japanese counterparts in gov-
ernment. For example, the Occupation established a curricular “steering committee,”
composed ofGHQadvisers andMOEofficials.Meeting three times aweek ormore, the
committee systematized American supervision of the nation’s educational policy and
curriculum-making process. Although they were technically advisers, these represen-
tatives of SCAPwielded de facto power to issue, asTheodore Cohen hasmore generally
characterized it, “noncommands with the force of commands” to their Japanese coun-
terparts. Through SCAP’s use of censorship and its ability to ration printing paper,
GHQ officials could also influence what education materials were read by the public.54

Second, reform was supported by unprecedented enforcement resources: it was lit-
erally backed by an army, specifically, the Eighth Army’s Military Government Teams.
Composed of a few dozen personnel per prefecture, these forces ensured local com-
pliance with GHQ educational initiatives. Starting in 1946, these teams conducted
detailed inspections of all Japanese schools, further facilitating reform’s implemen-
tation. Through a comprehensive survey eventually totaling sixteen pages, Japanese
principals were required to report to Occupation authorities on their school’s progress
on various aspects of educational reform. This included informing them of the num-
ber of teachers that had attained postwar teacher certification; read the abovemen-
tioned teacher’s textbook, Educational Psychology; attended Occupation-promoted
reeducation conferences; and listened to SCAP-supervised, education-related radio
programming. Regarding pupil guidance specifically, these inspections asked schools
about their efforts to create cumulative student records, their use of “special guidance
procedures” designed to “better record … pupil’s all-round development,” and their
implementation of signature democratic homeroom activities such as student govern-
ment and school newspapers.55 Because these military government teams had recently
supervised the purge of local ultranationalist educators—which directly or indirectly
led to over one hundred thousand prewar teachers leaving education—these interac-
tionswere also likely informed by power asymmetries thatmade it difficult for Japanese
educators to refuse American guidance and advice.56

Lastly, the newly arrived education specialists were able to enact significant change
through the power of their professional reputations. Often distinguished US educa-
tors themselves, they brought an educational credibility that uniformed Occupation
personnel had heretofore lacked. Helen Heffernan, for example, the consultant
tasked with providing advice on elementary education reform and the abovemen-
tioned teacher textbook, Education Psychology, was both California’s long-serving

54GHQ, Education in the New Japan, vol. 1 (Tokyo: CIE, 1948), 187-88; Joseph Trainor, Education Reform
in Occupied Japan: Trainor’s Memoirs (Tokyo: Meisei University Press, 1983), 124–26; Theodore Cohen,
Remaking Japan: The American Occupation As New Deal, ed. Herbert Passim (New York: Free Press, 1987),
100; Dower, Embracing Defeat, 405–40.

55GHQ, Education in the New Japan, vol. 2, 62–63, 66–67.
56For more on the local purge of “militarist” teachers, see Jacob Van Staaveren, An American in Japan,

1945-1948: A Civilian View of the Occupation (Seattle: University of Washington, 1994), 46–47.
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commissioner of rural and elementary education, and a nationally known liberal edu-
cator.57 Arthur Loomis, GHQ’s educational administration specialist and eventual head
of its Education Division, had previously served as director of research for Denver
Public Schools and principal of the University of Chicago’s affiliate high school.58
Howard Bell, adviser for Japan’s postwar social studies curriculum and its civics text-
book, Primer of Democracy, was an American Council on Education (ACE) researcher
who had authored well-known works on juvenile delinquency and vocational guid-
ance.59 Lastly, VernaCarley, former StanfordUniversity facultymember and supervisor
of GHQ teacher-training efforts, was a published academic on secondary school guid-
ance issues. As eventual director of the Institute for Educational Leadership (IFEL)—an
Occupation-sponsored training program for Japanese educators and administrators—
she also oversaw a program that taught over 9,300 participants in American educa-
tional best practices.60 Overall, these specialists, as well as dozens of other SCAP-
affiliated education officials, interactedwith at least eighty thousand Japanese educators
at scores of Occupation-supported symposiums, conferences, and teacher workshops
nationwide.61

Besides implementing specific US Education Mission recommendations, these
GHQ consultants introduced Japanese educators to the latest in US pupil guid-
ance. Scholars have noted the extent Arthur Traxler’s 1945 Techniques of Guidance:
Tests, Records and Counseling in a Guidance Program influenced postwar Japan,
and the work simultaneously represented and apotheosized several trends of mid-
century American-guidance discourse.62 As the Educational Records Bureau’s (ERB)
associate director of research, Traxler was a proponent of guidance-related student
data collection and mental testing, reflecting that organization’s own position as a
provider of guidance record and standardized testing services.63 Techniques’ outsized

57Kathleen Weiler, Democracy and Schooling in California: The Legacy of Helen Heffernan and Corinne
Seeds (New York: Palgrave Macmillan, 2011), 144–45; Trainor, Education Reform, 423.

58Trainor, Education Reform, 425; A. K. Loomis et al., The Program of Studies: In Two Parts (Washington
DC: Government Printing Office, 1933), ii.

59Nishi, Unconditional Democracy, 252; Nakagawa Toshikuni, “Hawaado Beru to Hiroshima no
Jidobunka: Senryogun to Jidobunkafukko ni Hiroshima no Mirai wo Takushita Hitobito,” Hiroshimashi
Kobunshokan Kiyo, Special Internet Issue (Dec. 2015), 11.

60Trainor, Education Reform, 425; Harold Hand and Verna Carley, “When Shall We Have a Sound
Guidance Program in Secondary Schools?,” California Journal of Secondary Education 10 (May 1935),
359–65; Monbusho, “A Brief History of Institute for Educational Leadership in Japan, 1953,” reprinted in
ed. Takahashi Kento, Senryoki Kyoiku Shidosha Koshu Kihon Shiryo Shusei, vol. 2, (Tokyo: Suzusawa Shoten,
1999), 41.

61GHQ, Postwar Developments, vol. 1, 214–16.
62For an English-language discussion of Traxler’s relation to postwar Japanese guidance, see Anton Luis

Sevilla, “Seito Shido (Guidance) as a Space for Philosophy in Translation,”Tetsugaku 2 (April 2018), 298–299.
Suzuki Nobuhiro’s bibliography of Occupation-era guidance texts suggests that Traxler’s work might have
been the first foreign guidancemonograph translated in Japanese, and one of only a handful translated during
the period. Suzuki Nobuhiro, “Sengo Seikatsu Shido Kenkyu ni okeru KyoikuGijutsu noMondai Rekishiteki
Kenkyu (I): Shido to Enjo noKankeiwoMegutte,”FukushimaDaigakuKyoikugakubuRonshu 56 (Sept. 1994),
97–99.

63Arthur E. Traxler, Techniques of Guidance: Tests, Records, and Counseling in a Guidance Program (New
York: Harper and Brothers, 1945), iii, xiii.
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470 Patrick Naoya Shorb

influence on Occupation-era guidance thus complemented and deepened the psycho-
logical emphasis of US Education Mission recommendations. While contemporary
American-guidance writers recognized the importance of psychological adjustment in
guidance, Techniques elevated it to a preeminent concern. As Techniques’ editor H. H.
Remmers explained in its introduction, the many components of guidance programs
“have, as their only reason for being, themore adequate adjustment of the individual to
the society in which he must live and work.” Echoed Traxler: “Guidance enables each
individual to understand his abilities and interests, to develop them … and finally to
reach a state of complete and mature self-guidance as a desirable citizen of a demo-
cratic social order.”64 To Occupation authorities tasked with implementing democratic
guidance models, Techniques’ linking of personal adjustment with “democratic social
order” likely proved attractive. As Traxler noted elsewhere in Techniques, “The only
effective training for citizenship in a democracy is practice in democratic living… .
[The student] must be led to evolve for himself in a satisfactory level of living and …
maintain a balance between his own welfare and that of the group.”65

Techniques’ influence on postwar Gaidansu had practical implications. First, the
work valorized educational measurement, specifically the analytic power of “a new
psychology” and, more concretely, “the application of mathematics and measurement
techniques to psychological problems … [that often] assume the appearance of the
normal, bell-shaped curve.”66 Whereas earlier guidance writers took a circumspect
approach to mental testing, Traxler devoted many pages detailing and positively eval-
uating individual instruments such as Robert Bernreuter’s Personality Inventory, the
Adjustment Inventory of H. M. Bell, and L. L. Thurstone’s Social Attitude Test.67
Second, Traxler promoted the use of cumulative records, namely individual files that
collected and aggregated students’ personal information in order to facilitate guidance
interventions. To ensure a sufficient supply of student data to teachers, Techniques rec-
ommended awide array of “anecdotal records,” “behavioral descriptions,” and “person-
ality rating scales.”68 Traxler was not unique in advocating for comprehensive student
data collection in guidance, but his zeal in calling for “complete objectivity”—to be as
“cold and impartial as an X-ray photograph” as he characterized it—was remarkable.
Through systematic guidance observations, he explained, schools could “improve the
adjustment of the pupils when the anecdotes show that better adjustment is needed.” As
Traxler asserted early on in Techniques, effective guidance depended, “upon a realiza-
tion that we must first marshal the facts about our students, that we … make personnel
work a kind of science,” and ultimately, that it should “enable the school to know its

64H. H. Remmers, “Editor’s Introduction,” in Traxler, Techniques, xi; Traxler, Techniques, 3.
Contemporaries Koos and Kefauver, conversely, advocated a more balanced pupil guidance that combined
“distributive” and “adjustive” phases, with the latter activities mainly helping students “to make the optimal
adjustment to educational and vocational situations.” Leonard V. Koos and Grayson N. Kefauver, Guidance
in Secondary Schools (New York: Macmillan Company, 1933), 15.

65Traxler, Techniques, 13.
66Traxler, Techniques, 1, 2.
67Traxler, Techniques, 103–4, 105. Arthur Jones, by contrast, expressed more caution towards the use of

personality testing in guidance, both for methodological and practical reasons. See Arthur Jones, Principles
of Guidance, 2nd ed. (New York, McGraw-Hill Book Company, 1934), 166–70, 192.

68Traxler, Techniques, 130–52.
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pupils.”69 Finally, Traxler’s repeated professions of scientific objectivity notwithstand-
ing, the actual student traits that guidance would evaluate were distinctly normative. In
the sample behavioral description forms Techniques reprinted, character traits focused
on students’ sociability and diligence, including a sense of responsibility and depend-
ability, social influence, open mindedness, concern for society, seriousness of pur-
pose, work habits, self-assurance in social situations, control of emotions, and “social
adjustability.”70

Perhaps most importantly, Techniques assigned regular classroom teachers a central
role in pupil guidance. Traxler argued that teachers’ daily interactions with students
already made them de facto guidance counselors capable of providing “treatment” in
many instances:

The contributions that a teacher canmake to adjustment are innumerable.When
it is discovered that a pupil is poorly adjusted, the general rule is to assemble the
facts, analyze them, form a tentative hypothesis about the nature of the difficulty,
plan treatment, apply it, observe the effect and revise treatment as needed until
the difficulty appears to have been removed.71

As Techniques concluded later in the same section, “there are many matters of
personal and social adjustment in which teachers may aid pupils who seek their
advice.” Though recognizing that “obscure and technical” cases do at times require the
“assistance of experts,” Traxler believed that most aspects of pupil guidance could be
conducted without special counseling qualifications. To this end, Techniques provided
readers with a detailed explanation of the case-study method: a sequential guidance
process based on the comprehensive collection of student information, a diagnosis of
a student’s problem based on that information, and the subsequent treatment of stu-
dents through guidance interventions. The work additionally gave would-be guidance
counselors tips on how to deal with students’ adjustment issues.72 As Traxler reassured
readers, even with “little professional training for counseling, they can be very helpful
to individual pupils … with the overt, immediate problems of adjustment [empha-
sis in original].”73 As the above-quoted New Junior High School Handbook echoed in
1949—the same year thatTechniqueswas translated into Japanese—tekio-focused guid-
ance was about ordinary teachers intervening in students’ everyday life problems. And
Traxler offered Japanese schools the additional hope that such guidance would require
little extra training to implement.

By promoting Traxler’s Techniques, the Occupation signaled a sea change in how
it would conceive of educational democratization. Contrasted with early postwar
discourses, democracy would no longer be a philosophical project emphasizing pro-
found thinking but a psychological one valorizing well-adjusted behavior. Techniques’
focus on the “practice in democratic living,” with its blending of pupil guidance
and citizenship education, was reiterated throughout the Occupation. Speaking to an

69Traxler, Techniques, 141, 142, 6.
70Traxler, Techniques, inserted at pages 146–49.
71Traxler, Techniques, 314.
72Traxler, Techniques, 314, 315, 284–305, 334–41.
73Traxler, Techniques, 334.
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Occupation-sponsored teacher reeducation conference in 1948, for example, prewar
measurement pioneer Okabe Yataro argued that the strength of American educa-
tion lay in its embrace of the “democratic mode of life” and for “the importance
placed on problems related to mental hygiene and … removing obstacles inhibiting
the development [of students].” One year later, Okabe supervised a MOE-produced
secondary school pupil guidance handbook similarly emphasizing the development of
students’ personhood and citizenship through guidance methods alternately intended
to “keep normal students normal,” “avoid the emergence of tekio deficiencies,” and
“remedy futekio at its early stages.”74 The Howard Bell-supported national civics text-
book, Primer of Democracy, likewise reinforced this approach by exhorting Japanese
secondary school students to view democracy not as “mere ideas and theory, but as
a way of thinking, of behaving, and of life, for everyone to coexist within society.”
In this new rendering of educational democratization, democracy became equated
with collaborative and participatory behaviors—“a horizontal morality”—enabling the
smooth functioning of a larger group.75 Primer asserted that learning democracy was
like learning baseball: “No matter how much one studies the rules or eagerly watches
professional games … in order to become skillful, one absolutely must play it oneself.”
To “play” postwar democracy, Primer advised students to engage in a collaborative
“membership with society, realizing their humane rights of daily living, while also
developing their unique personalities and assuming assigned responsibilities.” Such
activities, the passage stated in its normative conclusion, led to “a bright and happy
daily life at school … and by extension, the proper way of living in a broader society.”76

Gaidansu also embraced Traxler’s advocacy of comprehensive student data col-
lection and measurement. As noted above, guidance surveys and American-inspired
personality tests were not unknown in prewar Japan. However, life guidance move-
ments such as DLWM primarily used them in a subjective fashion to encourage
student self-reflection.77 By contrast, postwar Japanese guidance teachers were asked to
measure student characteristics objectively and comprehensively so as to increase edu-
cational efficiency and effectiveness. As the MOE official Baba Shiro argued in 1948,
because theUS embracedW.W.Charters’s and Franklin Bobbitt’s “ScientificMovement
of Education,” it overcame the “speculative and abstractmethods” of the past, andman-
aged to “empirically investigate the ‘minimum essentials’ of student social needs for
knowledge, skills and attitudes … thereby establishing education on a more objective
basis.”78 Similarly, a US Occupation official explained in 1949 that, in order to establish
“general educational, social, emotional and vocational tekio,” it was first necessary for
schools to create a “personality balance sheet” of each pupil so as to “objectively record

74Okabe Yataro, “Kyoiku Shinri,” in Shinsei Chugakko Kyoiku Nooto: Kyoin Saikyoiku Kyogikai Shuroku,
ed. Monbusho Chuto Kyoiku Kenkyukai (Tokyo: Gakko Tosho, 1948), 14; Monbusho, Chugakko Kotogakko
no Seito Sido (Tokyo: Nihon Kyoiku Shinkokai, 1949), i, 14–17.

75Monbusho, Minshushugi (Gekan) (Tokyo, Kyoiku Zushiki, 1949), 282, 287.
76Monbusho, Minshushugi, 293, 295.
77For discussion of prewar DLWM guidance surveys, see Kawaji, “Kato Shushiro,” 382–85.
78Baba Shiro, “Shakaika no Rekishiteki Tii: Gasshukoku ni okeru Shakaika no Hatten” Seikatsu Gakko 3,

no. 3 (April-May 1948), 11–12.
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a student’s strengths and weaknesses … and make clear …their individual physical,
mental, and social capacities.”79

This data-intensive approach to guidance was systematized into national policy
in 1948 with the issuance of MOE School-Related Directive #510: “Concerning the
Handling and Goals of Elementary School Student Records.” This ministerial notice
advised Japanese schools to create individual guidance records for every one of the
nation’s students, emphasizing the way such documents would “record students’ com-
prehensive and continuous development, and thereby form an essential part of guid-
ance.” MOE instructed educators on the specifics of student data collection, suggesting
both the kind of information to gather and the ways to organize them. In line with
contemporary American practices, subsequent record forms asked teachers to observe
and evaluate students’ behavior using a combination of five-level character-trait rat-
ings, freer-form narrative comments, and standardized test scores. Rating descriptors
were also created to systematize teachers’ scoring of students’ character-traits.80 As
in Traxler’s work, evaluated personality traits were normative, though more explic-
itly so. Educators were informed that the recommended traits were “especially chosen
for being desirable behaviors for a democratic society and related to [a student’s] level
of social tekio.” Among the twenty-two traits suggested, particular attention was paid
to students’ interpersonal and work skills, including friendliness, respect for others,
ability to accept other viewpoints, cooperativeness, responsibility, eagerness to work,
self-control, moral sense (defined as “hating mistaken conduct and siding with proper
conduct”), leadership, cheerfulness, good manners, and good personal hygiene. To
better grasp students’ emotional state, teachers were asked to observe students’ daily
conduct and provide concrete examples of their behaviors—such as how they cared
for school pets or cleaned classrooms—when making comments in their guidance
records.81 One year later, theOkabe-ledMOEpupil guidance handbook reinforced this
approach by devoting 170 pages—or almost half of its content—to detailing the differ-
ent ways to collect student data, be it through standardized tests, student-assignments,
teacher observations and behavioral summaries, or interviews and case-study-related
records. As the New Junior High School Handbook reminded teachers that same year,
in order to achieve a pupil’s ultimate “readjustment” (saitekio), “knowing a student
remained an inescapable condition for guiding a student,” and requiredmultiplemeans
of observation and evaluation to do so.82

Lastly,Gaidansu introducedAmerican-style homerooms to Japan.Although prewar
schools had also assigned teachers to guide individual classrooms (the so-called tannin
system), postwar homerooms were reshaped along American lines. One widely used
homeroom guidance manual, Tominaga Tadashi’s Management of Homerooms, was
itself the product of a six-month IFEL collaboration with Redwood City, California’s

79Nihon Shokugyo Sido Kyokai, Amerika no okeru Gaidansu to Kosei Chosa (Tokyo: Meiji Tosho, 1949),
9.

80A similar directive was also issued to secondary schools. Kyoiku Koron Kyokai, Jido Sido Yoroku no
Kiroku Jitsurei (Tokyo: Meiji Tosho, 1950). 7, 8–20, 43–44, 66–82, 21.

81Kyoiku Koron Kyokai, Jido Sido, 66, 11–14, 88–89, 91.
82Monbusho, Chugakko Kotogakko no Seito Sido, 77–246; Kitaoka, “Chugakko Seito no Sido,” 136–37.
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principal, A. Clarence Argo, and its curriculumdirector, Earl Peckham.Thework alter-
nately emphasized postwar homerooms’ usefulness in providing “an important func-
tion for democratic school living,” as well as noting US education’s broader potential
for developing students’ “practical ability to advance cooperative group living.”83 In an
apparent attack on lingering postwar bildung, Tominaga called for a “Copernican-like
revolution” ofDeweyan, pupil-centered education to replace outdated “Herbartian the-
ories” and abstract, “ivory-tower pedagogies.” Concretely,Management of Homerooms
cited the US Educational Policy Commission’s Education for All American Youth as
a benchmark reference to help teachers develop students’ “occupational preparation,”
“civic competence,” and “personal development.”84 The Occupation further facilitated
the spread of the American homeroom model by allocating scarce printing paper to
mass-publish homeroom activity workbooks for students. Reflecting Gaidansu’s tekio
priorities, these textbooks emphasized the importance of homeroom group activi-
ties, with one noting how they helped “rectify” students’ “anti-social attitudes” and
“careless work habits,” and cultivated “friendships,” a “sense of responsibility,” and a “co-
operative spirit.” The same workbook also included a discussion about “the American
way of life”—revealingly defined as “another way of saying ‘the democratic way of
life”’—and how Japanese people could achieve something analogous in the future.85

Supporting Gaidansu
Howdid Japanese educators respond toAmerican-modeledGaidansu?Officials within
the MOE bureaucracy generally embraced the new paradigm. As illustrated by the
1951 Course of Study for Elementary School Social Studies, MOE came to support tekio-
oriented education by the end of Occupation. Three of the curriculum’s five learning
goals focused on students’ tekio, be it their adjustment to “group life,” “the natural envi-
ronment,” or the nation’s “social systems, institutions and customs.”86 MOE’s embrace
of tekio, moreover, was not simply late-Occupation “Reverse Course” conservatism.
MOE’s earliest support of tekio-oriented guidance began in late 1946, with the arrival
of American education consultant HelenHeffernan and the yearlongworking relation-
ship she established with her MOE liaison, Isaka Yukio. According to Isaka, Heffernan
served as his “mentor,” providing him with a thousand pages of educational materials,
as well as instructions filling three thick college notebooks. Together, they developed
a new social studies curriculum for Japanese elementary schools.87 Professionally,
their collaboration likely benefited Isaka, as the prestige of working with an educa-
tor of Heffernan‘s stature allowed him—an educational psychologist by training—to
distinguish himself from the generalist, TokyoUniversity Law Faculty alumni who had
heretofore dominated ministerial bureaucracies.

83Tominaga Tadashi, Hoomu Ruumu no Keiei (Tokyo: Shinsei Kyoiku Kenkyukai, 1950), 1–2, 1, 3–4.
84Tominaga, Hoomu Ruumu, 13, 12, 25.
85Suwa Tokutaro,Chugakusei no Shakai Seikatsu Hoomu RuumuKangaekata no Tebiki (Tokyo:Mammoth

Books, 1949), 19, 147, 149.
86Monbusho, “Dai-ni-sho: Shakaika no Mokuhyo,” in Shogakko Gakushu Shido Yoryo (Shian) (Tokyo:

Monbusho, 1951), https://erid.nier.go.jp/files/COFS/s26es/chap2.htm.
87Isaka, Atarashii Shogakko no Kyoshi (Tokyo; Maki Shobo, 1947), ii; Weiler, Democracy and Schooling in

California, 147.
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Isaka’s support of tekio-focused guidancewasmade obvious in his 1947monograph,
New Elementary School Teacher. Dedicating the work to Heffernan, Isaka introduced
her to Japanese readers in a way that was revealing. Rather than characterize Heffernan
by her well-known accomplishments as a California state education commissioner,
respected curriculum developer, or champion of progressive education, the MOE
technocrat instead portrayed her as an “outstanding American education psycholo-
gist,” later expanding on this point by noting how such “new education psychology
viewpoints” would help Japan replace “the abstract … education theories” of prewar
pedagogies. Isaka was particularly drawn to the new approach’s empirical aspects,
praising it for embracing “modern science,” for its “outstanding research survey activ-
ities,” and for “illuminating the causes of human futekio … through the discipline of
psychopathology.” He also emphasized the importance of schools’ psychological and
normative functions.While acknowledging their need “to advance children’s intelligent
behaviors for becoming good citizens and … believing in democracy,” he underscored
that “a school’s overall education plan must contribute to a student’s strong mental
health” and, by extension, develop “efficacious, satisfied, happy and socially consid-
ered behavior,” based on students’ ability to “freely tekio to themselves and to the
world.”88

When Heffernan returned to the US in early 1948, the thirty-five-year-old Isaka
only deepened his commitment to tekio-focused guidance. In the inaugural issue of
the pupil guidance journal Gaidansu Research, which Isaka cofounded and edited,
he emphasized the importance of psychological data gathering, arguing that through
the “special techniques” of guidance measurement and assessment, educators could
“detect, avoid and remove various kinds of futekio.”89 Echoing Traxler, Isaka also
highlighted Gaidansu’s scientific nature by emphasizing how “behavior is a mathe-
matical function of an individual and environment;” he further insisted upon the
“foundational” role cumulative student records should play in guidance activities.90
As Isaka explained, schools required greater understanding of pupils’ psychologies
and thus needed to engage in “investigations” of students in newly expansive—and
invasive—ways:

Stated in general terms, the adolescent problems of junior high school come from
… social misbehavior and futekio, and manifest themselves in class life, school
life, or social life with friends and members of the opposite sex. As such, investi-
gations into the causes of (this futekio) would include: 1) problems arising from
individual issues of personality—these can be further categorized into individual
personality issues such as … A) feelings of inferiority … B) aggressiveness … C)
anti-socialness … and D) other imbalances … 2) issues related to school–such as
futekio to group and school living … and 3) issues related to unsatisfying home
situations, poverty or inadequate supervision and care.91

88Isaka, Atarashii Shogakko, Dedication Page, i, iii, 7, 50, 51.
89Isaka, “Hyoron: Gaidansu to Atarashii Kyoiku: Gaidansu Kenkyu no Hassoku ni Atatte,” Gaidansu

Kenkyu 1, no. 1 (Nov. 1948), 6.
90Isaka, Atarashii Kyoiku wo Mezashite (Tokyo: Maki Shoten, 1949), 5, 39.
91Isaka, Atarashii Kyoiku, 46-47.
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Few data-gathering techniques seemed to escape Isaka’s admiration. Noting how
some US guidance records even documented the distance from which a student could
hear a clock ticking, Isaka marveled over how such attention to details “lead to practi-
cal guidance clues,” concluding that “in America too, simple observations of students
are recorded and considered important; everything about the student can be noticed,
and if everything can be seen, one can understand a child more deeply.”92 Isaka was
not the only MOE official who embraced this psychological, self-consciously scien-
tific vision of guidance. Baba Shiro’s praise for American educational measurement
has already been noted, and another MOE official, Gaidansu Research cofounder Miki
Yasumasa, promoted new student information-gathering approaches by leading school
guidanceworkshops across the nation.Miki also advocated formental hygiene in guid-
ance, specifically calling for a new “social maturity scale” that could measure student
personal development and facilitate increased child self-sufficiency.93

Gaidansu also attracted support from leading postwar academics beyond the above-
mentioned Okabe. Yoda Arata, a well-known prewar education psychologist, founded
Child Psychology, itself an important postwar journal for introducing contemporary
American-guidance practices. In 1948 alone, the journal published three special issues
on “TheGuidance of ProblemChildren,” “MentalHygiene,” and “TekioPsychology.” An
article in “The Guidance of Problem Children” issue, for example, argued for the need
to better understand “whether a child’s behavior conformed to the tekio norms of daily
social life,” and introduced the Detroit Scale for the Diagnosis of Behavior Problems as
oneway to do so. As it concluded, by “enthusiastically, precisely and scientifically grasp-
ing the psychological characteristics of children … [one would] be able to provide the
appropriate environmental conditions fit for guiding a child’s social futekio.”94 In 1951,
Yoda further provided Japanese educators with a detailed case-study-like example of
how to treat student kleptomania, integrating diverse sources of student personal data
with a step-by-step guidance counseling process.95

No postwar academic supporter of Gaidansu, however, would prove more conse-
quential than Miyasaka Tetsufumi. Graduating from the humanities faculty of Tokyo
University in 1941,Miyasaka’s life resembled Isaka’s in that both started off as outsiders
in their respective professional worlds. Possessing neither Yoda’s quantitative skills nor
the exegetical abilities of a prewar neo-Kantian education philosopher,Miyasaka’s early
career researching Zen Buddhist education saw his prospects limited to a faculty posi-
tion at a non-elite private university.His superior English proficiency, however, allowed
him to reinvent himself as an expert in American education when he published a work
on US homerooms in the late 1940s.96 His fortunes further improved in 1950, when
he was hired as a lecturer at the Occupation-supported IFEL. The experience allowed

92Isaka, Atarashii Kyoiku, 141–42.
93For example, see Miki Yasumasa, “Tohoku-burokku Shogakko Kenkyu Shukai de no Gaidansu-han no

Kenkyu,” Gaidansu Kenkyu 1, no. 1 (Nov. 1948), 74–76; Miki, “Seishin Eisei no Kadai,” Jido Shinri (Dec.
1948), 3.

94Takeda Toshio, “Shakaiteko Futekio Jido no Kosatsu,” Jido Shinri (March 1948), 5, 9–11, 12.
95Yoda Arata, “Gaidansu Kenkyu: Touhekiji M no Baai,” in Ringai Shinrigaku to Gaidansu, ed. Ushijima

Giyu and Hatano Kanji (Tokyo: Ganshodo Shoten, 1951), 175–206.
96Miyasaka Tetsufumi, Hoomu Ruumu Kenkyu (Tokyo: Noma Kyoiku Kenkyujo, 1949), 6.
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him to work alongside the director of guidance for Los Angeles City Schools, Elizabeth
Woods, and soon thereafter he became an IFEL course director.97 HisworkwithWoods
also provided him the opportunity to translate a Los Angeles School District teaching
pamphlet on democratic education, Practicing the Democratic Way in School. Retitled
TheDemocratic Guidance of Life in School in Japanese, the pamphlet’s loose translation
of the original title both explicitly linked guidance to democratization and foreshad-
owed Miyasaka’s later penchant for repackaging American educational ideas in terms
(i.e., guidance of life) more readily identifiable to Japanese audiences. At the same
time, Miyasaka’s translation conveyed contemporary American-guidance ideas. The
work emphasized the idea that democracy was not “simply … something to debate
over and read in books,” but rather a thing “that must be lived,” and something “that
must be supported mentally.” As with the “democratic mode of life” approach empha-
sized in other Occupation-era works, Miyasaka’s translation emphasized socialization
to group living, recognizing that “democratic living must satisfy the needs of each stu-
dent while helping them conform to the needs of society.” Lastly, the work emphasized
student mental health, exhorting teachers to “find the reasons for students’ futekio, and
then guide them to overcome such difficulties themselves.” It later introduced read-
ers to the California Test of Personality, a diagnostic test said to detect “anti-social
responses.”98

The Occupation also managed to garner support from less prominent education
academics. In 1947, facultymembers drawnprimarily fromTokyo-area normal schools
and specializing in education psychology were “enthusiastically supported and guided
by” Verna Carley to form the Research Association for the Development of Teachers.
Initially a study group that discussed contemporary educational issues, the associa-
tion emerged as an early promoter of American-style anecdotal records, behavioral
inventories, and sociograms, a technique for visualizing students’ interpersonal rela-
tionships.99 In 1948, the group published its own pupil guidance textbook. As with
other Occupation-era works, the textbook emphasized the importance of student
socialization, reiterating to educators the need to “reduce the number of persons with
concerning levels of social incompatibility and individual futekio.” Furthermore, it
called for the comprehensive collection of student data. Because one of its central
guidance principles was “needing first to understand students’ individual reality,” it
underscored the importance of “‘observing’ children or adolescents through various
kinds of surveys, research, tests, and educational psychology insights.” The work also
introduced teachers to guidance records created by the ACE, provided advice on how
to conduct “tekio guidance,” and suggested ways to facilitate the implementation of the
case-study method.100

97Monbusho, “A Brief History,” 33, 39; Los Angeles City Schools Curriculum Division, Practicing the
Democratic Way in Schools (Gakko ni okeru Minshushugiteki Seikatsu no Sido), trans. Miyasaka Tetsufmi
(Tokyo: Meiji Tosho, 1951), 112.

98Los Angeles City Schools Curriculum Division, Practicing, trans. Miyasaka, 3–4, 16, 19, 63.
99Kyoshi Yosei Kenkyukai, Kansatsu/Sanka/Jisshu: Atarashii Kyoshi no Tame no Jikken Katei (Tokyo:

Shihan Gakko Kyokasho Kabushiki Kaisha, 1947), 85, iv, 4–5, 46–48.
100Kyoshi Yosei Kenkyukai, Sido: Atarashii kyoshi no Tame no Sido Katei (Tokyo: Shihan Gakko Kyokasho

Shuppan, 1948), 18, 65, 189, 193–201.
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Japanese educators farther removed from the Tokyo-based GHQ also supported
tekio-oriented guidance, although the results were sometimes head-scratching. Machii
Hikoshiro, an English teacher at the Nagasaki Maritime Higher School, for example,
reinvented himself as an expert in American educational psychology. With apparently
limited formal training in the discipline, he nonetheless ingratiated himself into the
postwar Nagasaki Prefectural Government and gained a reputation for “developing
and pioneering tekio guidance techniques.”101 Machii’s first book on the subject, itself
requested by Nagasaki’s US-staffed Military Government Team, detailed his research
team’s efforts in counseling early-stage futekio among area school children. It relied
heavily—and seemingly incongruously—on advertisement and management psychol-
ogist H. W. Hepner’s mass-market work, Psychology Applied in Life and Work.102 A
follow-up work, encouraged by a prefectural government “unbearably delighted” by
his earlier efforts, and impressed by his “use of modern scientific techniques and
general brilliance in educational activities,” introduced Machii’s own psychometric
instrument, the Nagasaki Prefectural Diagnostic General Mental Abilities Test (abbre-
viated as the “NDM Test”). Although ostensibly an intelligence test, it also purported
to be able to measure personality tendencies along the twin axes of “tendency towards
compromise-impulsiveness” and “nervousness-relaxedness.” Machii insisted that test
results aligned to Wilhelm Wundt’s Hippocratic personality categories of the san-
guine, melancholic, choleric, and phlegmatic. In terms of practice, Machii promoted
the case study method and the adjustment-oriented counseling approaches of E. G.
Williamson.103 The NDM Test appears to have not lasted much past Occupation, but
Machii’s own career continued its upward trend. By the 1960s, he had left western
Kyushu and continued his psychological work as a faculty member at a Tokyo-area
university.

Although Machii’s peripatetic career was unusual, it paralleled the professional
trajectories of better-known Gaidansu supporters. MOE officials Isaka, Baba, and
Miki, as well as academics Miyasaka and Yoda all emerged as leading figures in post-
war Japanese education. Isaka and Baba became full professors at Tokyo Education
University (now Tsukuba University), while Miki, Yoda, and Miyasaka joined Okabe
to become education professors at the nation’s flagship university, Tokyo University.
During the 1960s, Miki and Yoda both served as the Dean of the Education Faculty,
while Miyasaka became principal of its affiliate school.104 Far from being punished for
supporting Occupation-era Gaidansu, these supporters of American practice appar-
ently leveraged their experiences to rise within Japan’s most elite education faculties,
and in turn, they influenced future generations of government officials and educational
leaders.

101Machii Hikoshiro, Seikaku Hantei ni Yoru Shakaiteki Futekioji no Sokki Hakken to Sido (Nagasaki:
Nagasaki-ken Kyoiku Kenshujo, 1949), vi; Tanaka Enzaburo, “Jo,” in Machii Hikoshiro, Seikaku Hantei to
Gaidansu (Nagasaki: Nagasaki-ken Kyoiku Kenshujo, 1950), i.

102Machii Hikoshiro, Seikaku Hantei ni Yoru, v, 2, 6, 9, 13, 15, 22, 28.
103Tanaka, “Jo,” i; Machii, Seikaku Hantei to Gaidansu, 104–6, 5, 127–136, 145–150.
104Miki succeeded Miyasaka as principal of the affiliate school. Combined, they led the school for most

of the 1960s. Tokyo Daigaku Kyoiku Gakubu, Rekidai kenkyu kacho (gakubucho) (Tokyo: Tokyo University,
Faculty of Education, 2021), https://www.p.u-tokyo.ac.jp/wp-content/uploads/2013/12/rekidai_2021.pdf.
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Resisting Gaidansu
Not all Japanese educators welcomed AmericanGaidansu. Occupation purges of “mil-
itarist” teachers in 1946 likely muted conservative critics of reform; but skepticism
toward Occupation policies grew among left-wing educators. Such resistance did not
oppose educational democratization per se, but rather the content of tekio-focused
democracy. Indeed, even some Japanese champions of prewar American progressivism
remained lukewarm toward the new guidance. Dalton Plan translator Akai Yonekichi,
for example, advocated a surprisingly bildung-ian vision of guidance in 1949, argu-
ing for “personality guidance” that prioritized “the cultivation of ‘truth’ and ‘courage’
[emphases in original] to meet the demands of creating a future democratic soci-
ety.” Akai also advocated for guidance emphasizing autonomy over adjustment, noting
how “it is important to have children understand the unvarnished reality of their
life environment,” so that they will eventually “cultivate true virtue and behavior …
and become strengthened as people.”105 Even the prewar education psychologist Kido
Mantaro insisted on guidance that was more analytical than therapeutic. He argued
that the guidance of “problem children” remained an issue “initially best analyzed
through phenomenological means.” Because children’s bad behavior had to “necessar-
ily be understood as a problem of society,” Kido reasoned, it was best to first grasp
the underlying phenomena of a child’s daily life. Only after understanding such reali-
ties, he concluded, could one determine whether guidance solutions should “apply the
methods of the sociological, psychological, or psychopathological.”106

Educators more directly associated with prewar bildung were even more antipa-
thetic towards Gaidansu. Hiroshima Higher Normal School—led by Osada Arata, a
prominent prewar Pestalozzi and Natorp scholar—subverted American homeroom
models into more classically bildung-ian practices.107 The 1950 Hiroshima Integrated
Homeroom Plan, produced by the university’s affiliated secondary school, for example,
fretted over the risk of postwar homerooms becoming “fundamentally unconsid-
ered, unoriginal, randomly translated, and fashion-chasing.” Although affirming the
Occupation’s goal of preparing students to become “good members of a democratic
society,” the Plan elsewhere reiterated Ludwig Feuerbach’s quip that, “‘since time
immemorial, no academic discipline has made fools of humans … as much as psy-
chology”’ and cautioned against an overreliance on “survey data that … ‘entangles the
people.”’108 Hiroshima Affiliate’s homeroom departed from American models in two
important ways. First, it introduced a Great Books-oriented curriculum referred to as
“Reading Guidance.” Inspired by dramatist Romain Rolland’s dictum that “in order
to discover and examine oneself, one reads oneself through literature,” the Plan asked

105Akai Yonekichi, Gaidansu (Tokyo: Kawade Shobo, 1949), 220, 222.
106Kido Mantaro, “Mondaiji no Mondai,” Jido Shinri (March 1948), 1–2.
107The vagaries of geography might have also subconsciously influenced Hiroshima Higher Normal

School’s stance towards US guidance. Unlike Machii’s remote Nagasaki Maritime Higher School, Hiroshima
Higher Normal was a short distance from the atomic bomb blast. In the space of a decade, Osada went from
being a proponent of German-inspired racial education theories to becoming a leading anti-war activist. See
Kiuchi, “Unrequited Love for Germany?”, 54; Osada Arata, ed., Genbaku no Ko: Hiroshima no Shonenshojo
no Uttae (Tokyo: Iwanami, 1951).

108Hiroshima Koto Shihan Gakko Fuzoku Chugakko Kotogakko Kenkyubu, Hiroshima Puran Togo
Hoomu Ruumu (Hiroshima: Yugawa Hirofumisha, 1950), i, 24.
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480 Patrick Naoya Shorb

students to regularly read materials from the school library, with its “Catalog of World
LiteraryMasterpieces”—a collection of canonicalworks including those ofKant,Hegel,
Dilthey,Nietzsche, andHeidegger—figuring prominently.ThroughReadingGuidance,
student socialization was intended to happen spontaneously through students’ direct
engagement with the ideas contained in the readings themselves rather than through
counseling interventions per se. As the Plan suggested, through students’ active par-
ticipation in book discussions, the curriculum could alternately “develop students’
individual personality,” “provide practice in social attitudes and group life,” and “realize
their cultivation (kyoyo) as full members of society.”109

Thephilosophical nature of thePlanwas further reinforced through a second home-
room activity, “Historical Guidance,” which it described as nothing short of the “most
important and most disregarded part of our nation’s postwar education.” Historical
Guidance sought to create within Japanese classrooms a hybrid Germano-Platonic
Kulturestaat capable of both “unifying a nation’s people” and instilling democratic
ideals. In so doing, the Plan conceived of “democratization” differently from SCAP,
emphasizing civic courage over social adjustment. Noting Rousseau’s warning that
democratic countries were prone to collapse, it highlighted Historical Guidance’s abil-
ity to help students “expel their needless fear toward social change … reconsider their
attitudes toward progress … and become more comfortable in participating in pub-
lic life.”110 In terms of classes allocated to guidance activities, Hiroshima Affiliate gave
Reading and Historical Guidance a privileged place in the curriculum, with students
engaging in the two activities more often than such American homeroom mainstays
as “Personality,” “Vocational,” and “Leisure” guidance. Only “Health” and “Sociability”
guidance were offered more. Even the seemingly tekio-centered topic of “Sociability
Guidance” paid surprisingly little attention to psychological issues. Instead, it asked
students to analyze problems arising from past societies, emphasizing the need “to
pay special consideration to the development of our nation’s feudal society exclu-
sively based on hierarchical relationships.” Its curriculum sought to cultivate students’
“spirit of self-governance,” “spirit of social service,” and “attitudes of international
citizenship.”111

Gaidansu’s most vociferous critics, however, often came from a reconstituted Daily
Life Writing Movement. Whereas Hiroshima Affiliate resurrected a classics-based bil-
dung, DLWM reintroduced its own Lebensphilosophie-oriented life guidance. DLWM
practitioners were troubled by what they saw as a lack of criticality in postwar tekio-
focused discourse. Writing in late 1947, for example, the prewar DLWM leader and
“concept smashing” pedagogue Kokubun Ichitaro excoriated the SCAP-supervised
Course of Study for its overly “technical” approach. He expressed reservations about
its understanding of democratization, specifically taking issue with its tendency to “see
children from the standpoint of psychology … not as children living right in the mid-
dle of a [postwar] democratic revolution.” Highlighting its absence of “Pestalozzian …
educational love,” he lamented how a “Course of Study lacking in love… reduced teach-
ers to mere technicians of education … unable to have passion and creativity, and by

109Hiroshima Koto Shihan, Hiroshima Puran, 147, 163–65, 152, 162.
110Hiroshima Koto Shihan, Hiroshima Puran, 207, 212, 211.
111Hiroshima Koto Shihan, Hiroshima Puran, 228, 194, 200, 203.
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History of Education Quarterly 481

extension, unable to inspire in students autonomy, self-control, creativity, cooperative-
ness, or the ability to think logically and critically.” To Kokubun, such an approach
also undercut educational democratization’s ability to develop critical thinking and
the “true, clear love of a modern citizenry” capable of “liberating” students from feu-
dal economic relationships and “Asian paternalistic views of children.”112 Namekawa
Michio, the prewarDLWM theorist, likewise expressed doubts aboutGaidansu, specif-
ically noting how its “psychologistic view of children” imbued it with an “excessive
emphasis” on the tekio of children to age-determined developmental stages. He instead
highlighted a “life-centered approach” that recognized “the reality of children not
simply as psychological beings … but also as social beings.”113 Although ostensibly
locating his ideas within the SCAP-sponsored community school model of Edward
Olsen, Namekawa recast it in philosophical terms. His guidance goals emphasized
“humankind’s happiness” (as opposed to the happiness of individuals) and sought to
help students along the bildung-ian lines of living life well through “becoming societal
members of high character [and] loving learning by uncompromisingly searching for
truth.”114

DLWM’s critical, liberation-oriented approach to educational democratization was
also reflected in the volatile union politics of Occupied Japan. In the DLWM hotbed
of Akita prefecture, the teachers’ union—itself initially encouraged by prewar DLWM
leader Kato Shushiro—planned a strike in 1948 that sought to introduce radical
guidance practices into schools. Under union head and prewar DLWM practitioner
Hanaoka Taiun, strike organizers called upon members to seize control of public
schools and implement practices encouraging student political activism. In a March
1948 union communication, for example, strike leaders proposed organizing students
into after-school “Child Pupil Assemblies,” meant to discuss Akita’s “education revival”
and to eventually present the results of such deliberations to government authorities.115
Such discussions could include debates over union strike demands, such as the switch
to a five-day school week from a six-day week, with the union suggesting deliberation
points such as:

A) how prefectural authorities do not cooperate (with the union) and act uni-
laterally; B) how [the five-day school week] could strengthen the labor quality
of teachers, C) how it might lead to inadequacies from a childcare standpoint;
D) how it might lead to a decline in students’ academic abilities and invite
delinquency.116

Whether such proposed activities were laudable examples of democratic guidance
in action or the inappropriate overreach of zealous union members remain debat-
able. Regardless, from the union’s retelling of events, local US Occupation forces

112Kokubun Ichitaro, “Aijo ni Kaketa Koosu obu Sutadee,” Seikatsu Gakko 2, no. 4 (Oct. 1947), 14–15,
19–20.

113Namekawa Michio, Seikatsu Kyoiku ni Kensetsu (Tokyo: Maki Shoten, 1948), 12, 13–14.
114Namekawa, Seikatsu Kyoiku, 17, 26.
115Hanaoka Taiun, Kyoin Suto no Kiroku (Akita: Hanaoka Shoji, 1971), 3–7; Chuutou Sirei, “Dai-yon-go:

Gyoumu Kanri Jitchi ni Tsuite (March 31, 1948),” reprinted in Hanaoka, Kyoin Suto, 97.
116Chuutou Sirei, “Dai-yon-go,” 96, 98–99.
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482 Patrick Naoya Shorb

appeared cognizant of their actions’ radicalness: Akita’s Military Government Team
repeatedly summoned union leaders to their offices and tried to force them into
calling off the strike. Despite what Hanaoka retrospectively characterized as a fight
“against American-Occupation, anti-communist, pretend-democratic authoritarian-
ism,” the union ultimately abandoned its administrative seizure of schools. The strike
itself ended after one week.117

The Akita teachers’ strike of 1948 was the closest Occupation forces and DLWM
practitioners came to blows, but it highlighted underlying tensions in their contrast-
ing understandings of educational democratization. DLWM adherents also engaged
in peaceful and arguably more effective resistance through their support of the best-
selling education work of the Occupation-era, Mountain Echo School (Yamabiko
Gakko). This collection of student-written essays from northern Japan’s Yamagata pre-
fecture, supervised by junior high school teacher and Kokubun protégé, Muchaku
Seikyo, reintroduced the nation to DLWM’s unique brand of life guidance. It sold
around one hundred thousand copies and was adapted into a 1952 movie.118 Replete
with unflinching portrayals of flawed Occupation-era agrarian policies and institu-
tions, the students’ essays showed postwar educators an alternative guidance approach
emphasizing a critical social consciousness.119 As education scholar Miyahara Seiichi
enthused in 1951, DLWM’s approach helped students “begin to acquire a subject-
autonomy (shutaiteki na tachiba)” capable of both “analyzing the dark realities” of
their lives and “boldly confronting the issues of their village with their eyes and
hearts.”120

As the early 1950s progressed, DLWM’s emphasis on “dark realities” assumed
broader significance as intellectuals such as Kazuko and Shunsuke Tsurumi promoted
DLWM’s practices among cultural organizations affiliated with left-leaning political
movements.121 American military authorities might have prevailed in the Akita teach-
ers’ strike, but DLWM leaders ultimately exacted a modicum of revenge. Kokubun’s
leadership position both in the Japan Teachers Union and the left-leaning—and point-
edly named—Japan Society for Democratic Education gave him a platform to criticize
the “psychologism” and “social function” orientation of the SCAP-introduced social
studies curriculum. Such a sustained attack by a leading radical educator likely embold-
ened others to dismiss Occupation’s progressive approaches. Ultimately, many of
GHQ’s progressive curricular initiatives became derided among left-wing educators
as facile “crawl-around experientialism” (haimawaru keikenshugi), and were widely
abandoned after Occupation ended.122

117Kakizaki Sadaharu, “Jobun,” in Hanaoka, Kyoin Suto, iii; Hanaoka, Kyoin Suto, 131, 248–249.
118Kokubun Ichitaro, “Kaisetsu,” in Muchaku Seikyo, ed., Yamabiko Gakko, (1956; repr., Tokyo: Iwanami

Shoten, 1995), 331.
119For examples, see Muchaku, Yamabiko Gakko, (1951, repr.), 243–55, 286–93.
120Miyahara Seiichi, “Tsuzurikata Kyoiku no Shinkansho,” Dokushonin 2 (May 1951), 17.
121Adam Branson,One Hundred Million Philosophers: Science ofThought and the Culture of Democracy in

Postwar Japan (Honolulu: University of Hawaii, 2016), 123–34.
122Minkyokyo Shakaika Kenkyubukai, “Shakaika Kyoiku ni Kansuru Toron Hokoku,” Akarui Kyoiku

(April 1948), 10; Hishiyama Kakuichiro, “Minkyo-Minkyokyo no Undo to Shakaika,” Meisei Daigaku
Kyoikugaku Kenkyu Kiyo (11), 1996, 109–11, 113; Yamamoto, Nihon Kyoikushi, 354–57.
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History of Education Quarterly 483

Japanese Guidance Post-Independence
The above criticisms notwithstanding, most Japanese educators remained commit-
ted to many aspects of American-style guidance. Indeed, the nation’s first mass-
produced post-independence guidance handbooks, the 1952 Practical Guidance
series, confirmed that little would change. In the introduction to the series’ ele-
mentary school edition, for example, Isaka Yukio reiterated Gaidansu’s psycho-
logical emphasis, arguing that guidance’s goal of “bettering personal and social
tekio” led to “happy individuals and capable members of society.”123 In the intro-
duction to the series’ junior high school edition, Miyasaka Tetsufumi likewise
requoted Arthur Jones’s definition of guidance as “the support of students …
in their making of wise choices, adjustments (tekio) and interpretations,” and
valorized Gaidansu’s “scientific” methods and “gathering of objective personal
data.”124

As the post-independence era progressed, Japanese guidance’s intensive use of stu-
dent personal data and the case-study approach became normalized. In 1954, to better
understand the prevalence of rural students’ supposed lack of sociability, for exam-
ple, MOE conducted a nationwide study of “backwoods children” (hekichi jido) that
sought to address supposed deficits in their interpersonal skills. The project continued
GHQ-promoted guidance practices—including the use of personal surveys, classroom
observations and cumulative guidance records—to better understand students’ sense
of inferiority, passiveness, and artlessness.125 A 1956 MOE-funded study of “violent
and friendless children” similarly reaffirmed the psychological focus of pupil guidance.
Through a collection of case-study interventions, it articulated a guidance approach
“based on analyzing the causes of child futekio” and the use of “psychological ther-
apies feasible in an education context.”126 Specifically, the project sought to better
grasp student maladjustment through such data-gathering means as physical, intelli-
gence, and personality tests; psychiatric diagnostic instruments (such as the Rorschach
test); school-administered home-life surveys; sociograms; and the use of counseling
interviews.127

Tekio-focused guidance also benefited from a curricular change often seen as the
very betrayal of Occupation-era educational democratization: the reintroduction of
morality education.128 The 1958 Course of Study, of which the new morality educa-
tion was a part, consolidated Occupation-era pupil guidance’s place in the curriculum
through mandating a school-level “guidance plan” that would “harmonize … progres-
sively and systematically” existing guidance activities (i.e., extracurricular activities

123Isaka Yukio, “Gaidansu Josetsu,” in Shogakko Jissen Gaidansu: Jido no Seikatsu Sido Tebiki (Kyoiku
Kensetsu 4) (Tokyo: Kaneko Shobo, 1952), 2.

124Miyasaka Tetsufumi, “Gaidansu Josetsu,” in Chugakko Jissen Gaidansu: Seito Sido no Tebiki (Kyoiku
Kensetsu 5) (Tokyo: Kaneko Shobo, 1952), 1–2.

125Monbusho, Hekichi Jido Seito no Shakaisei (Tokyo: Meiji Tosho, 1955), i, 3–9, 26–41.
126Tohoku Daigaku Kyoikugakubu Fuzoku Shogakko, Ranbo na Kodomo to Kodoku na Kodomo: Gakkyu

Futekio no Shindan to Sido (Tokyo: Dogakusha, 1958), ii-iii.
127Tohoku Daigaku, Ranbo na Kodomo, 32–38, 156, 40–44, 60–62, 225–27.
128For context on the morality education controversy, see Benjamin Duke, Japan’s Militant Teachers: A

History of the Left-Wing Teachers’ Movement (Honolulu: University of Hawaii, 1973), 104–5, 144–45.
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484 Patrick Naoya Shorb

such as student government, clubs, and school events, as well as homeroom-taught
morality classes) with academic classes. The new Course of Study’s morality-education
section further elaborated that the new curriculum would “serve as one link in the
school’s guidance plan for all educational activities … ensuring a close connection
between them, and necessitating a guidance that augments, deepens, and integrates
… pupil development.”129 Substantively, morality education continued valorizing the
normative, tekio-focused character traits emphasized during Occupation.The curricu-
lum sought to develop productive, well-socialized citizens with such characteristics
as tidiness; perseverance; a sense of responsibility; respectfulness; humility; a will-
ingness to understand other viewpoints; an ability to recognize one’s own mistakes;
a desire to be happy; and an intent to participate in democratic society by “work-
ing to raise the level of group life through mutual trust, and by upholding collec-
tive decisions and agreements.”130 Indeed, Arthur Loomis, former GHQ Education
Division head, positively evaluated this new morality education by seeing it as encour-
aging “a creative attitude in life,” “good character and … habitual right conduct,”
and “the moral attitudes needed for the good citizens of a modern democratic
country.”131

By contrast, the critical guidance practices of the postwar DLWM witnessed lim-
its to their popularity. A new generation of DLWM guidance writers who emerged
in the later 1950s, such as western Japan’s Kenjiro Konishi and Yoshio Toi, generally
shied away from radical social criticism and concentrated on practical issues such
as school bullying and academic attainment.132 Ironically, Miyasaka Tetsufumi, the
abovementioned IFEL collaborator and translator of Los Angeles School curricular
materials, emerged in the late 1950s as the leader of post-independence life guid-
ance. He became both the cofounder of Japan’s leading life guidance organization,
the National Life Guidance Research Council, and editor of the organization’s jour-
nal. Although Miyasaka was also politically left-leaning—he also opposed the new
morality education curriculum—his professional experiences and work with GHQ
made him both theoretically and practically less iconoclastic than DLWM leaders such
as Kokubun.133 When Miyasaka did engage DLWM ideas, moreover, he did so in a
way that reinterpreted them along more self-consciously “Japanese” and substantively
psychological lines. Specifically, he appropriated DLWM to justify his own blending
of prewar Japanese practice and postwar American methods—a “fruitful unity of love

129Monbusho, “Dai-issho: Sosoku,” in Chugakko Gakushu Sido Yoryo: Showa 33-nen Kaiseiban (Tokyo:
Monbusho, 1958), https://erid.nier.go.jp/files/COFS/s33j/chap1.htm, 2–1, 3; Monbusho, “Daisansho:
Dotoku, Tokubetsukyouiku Katsudo oyobi Gakkogyojira,” Chugakko Gakushu Sido Yoryo (Tokyo:
Monbusho, 1958), https://erid.nier.go.jp/files/COFS/s33j/chap3-1.htm, Section 1-3-1.

130Monbusho, “Daisansho: Dotoku,” Section 1-2.
131Arthur Loomis, “Compulsory Education in Japan,” Educational Forum (Nov. 1962), 19–20.
132Ayako Kawaji, however, notes Toi’s continued emphasis on criticality, particularly regarding the need

for Japanese to reflect upon their wartime conduct. See Kawaji, “Daily Life Writing,” 119–21.
133For more on Miyasaka’s opposition to morality education, see Kumashiro Takehiko, “Dotoku Kyoiku

ni Kosuru/to Site no Seikatsu Sido: Futu Kyoiku no Kyokai Hendo to Miyasaka Tetsufumi,” in Kyokaisen no
Gakkoshi: Sengo Nihon no Gakkokashakai no Shuen to Shuhen, ed. Kimura Hajime (Tokyo: Tokyo Daigaku,
2020), 156–72.
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and science,” as he put it—so as to combine older “Japanese life guidance” withmodern
“Western guidance techniques.”134

Thus, despitemanyOccupation-eraDLWMpractitioners being neither enthusiastic
about American-guidance methods nor especially “Japanese” in self-regard, Miyasaka
set about reconceiving their discourse. He de-emphasized DLWM’s criticality, high-
lighting instead the discourses potential for supporting group socialization. Miyasaka’s
1962 article, “Where Should We Place Daily Life Writing within the Process of Group
Building?,” for example, characterized DLWM essay writing as primarily a diagnos-
tic instrument for rendering students’ minds visible to psychological intervention.
To Miyasaka, essay writing was no longer a hermeneutical act to critically under-
stand the world, but rather a therapeutic step in a case-study-like process centered
around regulating student emotions, developing “life skills,” and encouraging feelings
of “responsibility”:

The system of Daily Life Writing is about the goal and path of having children
write about things where they face challenges, stick up for themselves, or express
a range of life emotions such as joy, anger, sadness and happiness. For a child who
often gets in fights, [teachers can]make themwrite a “fight plan” or “fight report”
which encourages them to positively order their individual and group issues
related to family, community, school, or class. By actively writing these things
down, they are put in a state of mind to advance and increase their own practical
life skills… . Conceived in this way, Daily Life Writing provides an ideal oppor-
tunity for authentically developing group-building through taking responsibility
for one’s actions and for meeting the needs of one’s classmates.135

Additionally, Miyasaka questioned the efficacy of prewar DLWM’s underlying edu-
cational philosophy. Echoing Tomeoka’s prewar critique, he belittled aspects of DLWM
guidance for their amateurism. “Although [DLWM teachers] brought overflowing edu-
cational passion and a social perspective” to guidance, he noted, “it is likely that
they would have become even more effective if they had been armed with the sci-
entific weapons of education psychology.”136 Strangely, some of Miyasaka’s highest
praise for prewar DLWM guidance was for practices articulated after leading figures
such as Sasaki had begun being arrested in 1940. Although Miyasaka sympathized
with DLWM leaders’ suppression in the face of Imperial Japan’s slide toward “fascist
education,” he nonetheless positively evaluated remaining, non-incarcerated, wartime
DLWM pedagogues for their commitment to group-oriented practice. Without irony,
he requoted one wartime teacher’s supposed success in “overcoming essay-writing
based on individuals’ emotional life and private life experiences, and moving towards
a classroom life with cooperative, constructive inclinations.”137

134Miysaka Tetsufumi, Seikatsu Sido: Jissen no Tame no Kihon Mondai (Tokyo: Asakura Shoten, 1954),
59–60.

135Miyasaka Tetsufumi, “Shudantsukuri noNaka ni Seikatsu Tsuzurikata woDo Itizukeru ka?,” in Seikatsu
Sido no Zenshin no Tame ni: Shudanshugi to Seikatsu Tsuzurikata (1962; repr., Tokyo: Meiji Tosho, 1964), 23.

136Miyasaka, Seikatsu Sido: Jissen, 59.
137Miyasaka Tetsufumi, “Seikatsu Tsuzurikata wa ‘Gakkyu Shudan no Seikatsu Sido’ wo Fukumanaika?,”

in Seikatsu Sido no Zenshin, 46; Yamada Kiyoto, “Tsuzurikata” (1941), as quoted by Miyasaka, “Seikatsu
Tsuzurikata,” 42.
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486 Patrick Naoya Shorb

Evidence suggests that Miyasaka’s blending of Occupation-era guidance techniques
with reinterpreted life guidance practices resonated in post-independence classrooms.
A 1958 Homeroom Notebook for junior high school students, for example, asked stu-
dents to write on daily life, but recast along tekio-oriented themes of socialization and
personal improvement. It encouraged students to develop attitudes and thoughts in
line with “becoming praiseworthy members of society who are useful to the world.”
Homeroom Notebook also continued the Occupation-era “democratic modes of liv-
ing” approach by transforming erstwhile political topics—for example, asking students
to compare “feudalistic homes” with democratic ones—into personal and psycho-
logical ones. Specifically, such a topic was subsumed within a normative discussion
on what “attitudes” families needed to achieve “happiness” and become “very cheer-
ful, pleasant households.”138 Ideographically as well, Miyasaka’s blending of “Japanese”
and Occupation-era guidance succeeded: the identifiably foreign, katakana loan-word
of Gaidansu (ガイダンス) was replaced during the 1950s with the more visually
Japanese kanji term of seito sido (生徒指導). Ironically, the new term was actually the
more faithful translation of the term American GHQ experts themselves used: pupil
guidance.

In the ensuing half-century, government-issued pupil guidance handbooks have
continued to emphasize tekio-oriented approaches.139 The education ministry’s 2010
manual, for example, echoed the 1949 Handbook by defining guidance as an “educa-
tional activity that seeks to respect the personhood of each student while … raising
their social qualities and level of behavior.” Teachers were similarly enjoined to “detect
pupils’ futekio at an early stage” by “thoroughly observing and engaging with them,”
and intervening through an updated case-study method.140 Japanese guidance’s prior-
itization of students’ social adjustment has not been without controversy. Particularly
with the onset of the “miracle” economy in the 1960s, the increasing emphasis on well-
mannered behavior and vocational development often assumed a prescriptive cast.
One contemporary prefectural guidance program, for example, actively encouraged
students to adapt themselves to the needs of employers. As the program character-
ized it, such efforts would remedy the current “dearth of realistic guidance designed to
help the student choose his life path in conformity with those skills and competencies
already discovered and developed.”141 Postwar guidance’s aggressive collection of per-
sonal data arguably also facilitated a more invasive relationship between school and
student. Through the increasing use of naishinsho –school-created personal dossiers
assessing students’ daily conduct through character trait scales and behavioral obser-
vations analogous to Occupation-era cumulative guidance records—students’ daily
behavior itself became an admission criteria for elite academic schools. With matric-
ulation to top education institutions increasingly determinative of students’ future life

138Takeda Masaichi et al., eds., Hoomu Ruumu to Techo: San-nen (Tokyo: Kyoikukagakusha, 1958), 1, 18.
139For more on this, see Fujii, “Seikatsu Sido no Tenkai,” 60–63.
140Monbukagakusho, Seito Sido Teiyo (Tokyo:Monbukagakushi, 2010), 1, 108–9, https://www.mext.go.jp/

a_menu/shotou/seitoshidou/1404008.htm.
141Toyama Prefectural Board of Education, “Board Newsletter,” no. 25 (Nov. 1966), reprinted in Horio,

Educational Thought, 350.
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course, such teacher surveillance amounted to, in the words of Teruhisa Horio, “psy-
chological violence exercised through everyday behavioral evaluations,” which in turn
transformed schools into “agents of the State’s encroaching administration of [Japanese
citizens’] inner, private lives.”142

Even if Horio’s portrayal might be considered extreme, the Japanese government’s
commitment to comprehensive student data collection has nonetheless remained as
prevalent today as during the Occupation. As the government’s 2010 guidance hand-
book explained, extensive collection of “objective data” remained paramount, for
“regardless of a student’s apparent problems, one must not redress it just through
their actual actions; it is through grasping the causes of this behavior that student
behavior must be reformed and led to desirable personhood.”143 This need to realize
“desirable personhood” has apparently led to the continuing appropriation of DLWM
practices along tekio-oriented lines. Describing a school’s use of student essays and
“Daily Life Notebooks” in the 1980s, Rebecca Fujisawa observed how such tools served
norm-building ends reminiscent of Miyasaka’s “fight report” from decades earlier. As
Fujisawa explained, such writings collected information “on the details of students’
lives, feelings and attitudes, then persuad[ed] students to adopt the prescribed pattern
embodied in the numerous routines of the school.”144

Conclusion
This essay has analyzed Occupation-era educational democratization through the lens
of twentieth-century Japanese pupil guidance, andmore specifically throughAmerican
educational discourses emphasizing students’ personal adjustment (tekio). It builds
upon previous research emphasizing the ways theUSOccupation attempted to democ-
ratize Japan through psychological means but highlights a particularly ambitious
effort to shape—at the level of student personhood—a nation’s understanding of self,
citizenship, and society.

Were American democratization efforts successful? On the level of concrete policies
and practice, the failure of Occupation’s reform efforts are apparent.The initiatives that
SCAP invested so much political capital in—administrative decentralization and the
diminished role of MOE; the introduction of progressive education approaches such
as the Core Curriculum—did not prove enduring. Nevertheless, viewed on a deeper,
paradigmatic level, the American-inspired guidance discourse of tekio, with its behav-
ioral, “practice in democratic living” emphasis, its data-driven, case-study approach,
and the prominent curricular role of homeroom activities, has proven surprisingly
long-lived. Whether one is considering the government’s 1949 efforts at “completing
each individual’s personhood” or its 2010 emphasis on promoting students’ “desirable
personhood,” the differences emerge in extent, not in kind. This continuity is particu-
larly striking when juxtaposed with the relatively contemporaneous—but qualitatively
different—guidance discourses of the Depression-era DLWM, wartime rensei, or the

142Horio, Educational Thought, 279, 280.
143Monbukagakusho, Seito Sido Teiyo, 45.
144Rebecca Fukuzawa, “The Path to Adulthood according to Japanese Middle Schools,” in Teaching and

Learning in Japan, ed. Thomas Rohlen (New York: Cambridge University Press, 1996), 305.
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“philosophical cultivation” of the immediate postwar period. While the broad goal of
creatingwell-socialized, productive citizensmight have remained consistent, the actual
methods, instruments and modalities used to achieve such ends dramatically shifted
during the late 1940s. Occupation-era reforms might not have fully “Americanized”
Japanese education practices, but they significantly de-Germanized them. Miyasaka’s
dichotomous vision of a “fruitful unity” between Japanese andWestern education ideas
is therefore doubly revealing: it highlights an ardent desire to find an indigenous tra-
dition deemed sufficiently “Japanese,” even while flattening the very idea of “the West”
into an increasingly narrow set of American educational discourses.

This study has also examined the complex legacy of tekio on Occupation’s edu-
cational democratization. Looked at positively, the new guidance system expanded
schools’ non-academic curricula in ways promoting student happiness and socializa-
tion. Moreover, to American occupiers with fresh memories of the kamikaze, the idea
that Japan was suffering society-wide, mental “maladjustment” might not have seemed
implausible. Nonetheless, 1940s American pupil guidance’s emphasis on comprehen-
sively “knowing” and “adjusting” students led to a level of behavioral surveillance and
normative prescription that, while certainly less brutal, was not necessarily less inva-
sive than the “spiritual mobilization” practices of wartime Japan. This promotion of
psychological adjustment also undercut indigenous emphases on empowered criti-
cal thinking. As seen from Hiroshima Affiliate’s Integrated Homeroom Plan, the early
postwar DLWM, and the Akita Teachers’ Strike, Japanese guidance discouses could
advocate for practices arguably as liberative and forward-looking as any articulated
by GHQ. They were also practices that explicitly sought to inspire within students the
very civic courage often seen as woefully absent during the prewar period. Was Japan’s
slide to authoritarianism during the 1930s a product of mass psychological maladjust-
ment or a lack of sociopolitical bravery? One’s evaluation of Occupation’s tekio-focused
democratization is likely informed by the answer to this more fundamental question.

Lastly, this essay considered who supported and resisted Gaidansu. Given the
staunch opposition in remoter areas such as Akita, Yamagata, and Hiroshima, legit-
imate questions remain over how successful tekio discourse was beyond the shadow
of a Tokyo-based GHQ. Machii’s peculiar embrace of Gaidansu in the hinterlands of
Kyushu only underscores this point. Further research on actual postwar classroom
guidance practice is needed. Nevertheless, SCAP apparently succeeded in recruiting
and cultivating a new generation of Japanese educational leaders. While no doubt
professionally benefiting from their collaboration with GHQ consultants, educators
such as Isaka, Miki, Yoda, and Miyasaka seemed genuinely drawn to American guid-
ance’s methodological sophistication and “scientific” objectivity. This embrace was
further facilitated by personal relationships, be it the close mentorship of Isaka by
Heffernan; the months-long collaboration of Woods and Miyasaka; or the tireless
outreach of Verna Carley at the Institute for Educational Leadership. John Dower
might rightly emphasize Occupation Japan’s “embrace” of defeat, but GHQ’s legacy was
also enhanced by the US’s ability to “embrace” future winners of post-independence
Japanese education. American consultants and postwar Japanese education elites did
not always agree; nonetheless, they shared a common desire to tekio Japanese youth
into productive, well-socialized—if not necessarily critically minded—democratic
citizens.
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