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Chapter I  

INTRODUCTION 

 

1.1 Background of the Problem 

1.1.1 Child Poverty  

In recent years, child poverty has been increasingly recognized as a social issue in 

Japan, and various measures against it, including Learning Support Programs, have been 

implemented.  Prior to 2006, when a report by the Organisation for Economic Co-operation 

and Development (OECD) was released, most Japanese citizens assumed that poverty was 

not a problem in their country.  However, the OECD report (2006) pointed out that among 

its member states, Japan ranked second only to the United States; the average relative poverty 

rate in OECD member states was 12.2%, whereas in Japan it was 14.3% in 2000.  These 

findings came as a surprise to the country, which had undergone rapid economic growth and 

become one of the developed countries.  Since then, many studies of child poverty in Japan 

have been conducted, and the mass media has also begun to address child poverty as a social 

issue (Abe, 2008; Matsumoto, 2016a; Uzuhashi, 2015).   

Although the term “child poverty” is still being defined in Japan, the term “relative 

poverty” often is employed by researchers, and the phrase “children in poverty” has come to 

connote “children in relative poverty.”  Contrary to “absolute poverty,” which indicates a 

lack of food, clothing, and shelter to survive, “relative poverty” is widely considered to be a 

state in which individuals are in short supply of the necessities needed to live a social life.  

Relative poverty varies from society to society, but the OECD (2006) and many other studies 

define relative poverty as less than half of the median household disposable income for the 
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entire population (Matsumoto, 2016b; OECD, 2006; United Nations Educational, Scientific 

and Cultural Organization, 2007).  In 2009, the Japanese government, which had not 

officially released national statistics on poverty since the 1960s, adopted the same standard to 

calculate nationwide poverty.  As of 2015, the overall relative poverty rate in Japan was 

15.6%.  Among children aged 17 years old or younger, the relative poverty rate was 13.9 %, 

and these children lived in households that had an annual income of 1.22 million yen or less.  

In the same year, 50.8% of households with one adult and one or more children fell below the 

relative poverty line, as did 10.7% of those with two or more adults and one or more children 

(Ministry of Health, Labour and Welfare (MHLW), 2016).  

1.1.2 Laws and Measures concerning Child Poverty 

 As child poverty has been increasingly recognized as a social issue, various laws and 

measures have been formulated and introduced to counter it.  However, it does not mean 

that no public assistance had been offered to impoverished children until recently.  In 1950, 

after the end of World War II, Japan enacted the Public Assistance Act (Seikatsu Hogo Ho), 

which stipulated that needy families with children that cannot maintain a minimum standard 

of living qualify for monetary benefits (kyoiku fujo) for textbooks, other school supplies, 

school-commuting supplies, and school meals in accordance with compulsory education as 

livelihood protection (Ministry of Justice, 1950/2018).  Under the 1956 School Education 

Act (Gakko Kyoiku Ho) and the Act on Aid of State for Encouragement of School Attendance 

of Children and Pupils in Difficult Conditions (Shugaku Konnan na Jido oyobi Seito ni 

kakaru Shugaku Shorei ni tsuiteno Kuni no Enjo ni kansuru Horitsu), municipalities for the 

first time were obliged to give financial assistance for school supplies (shugaku enjo) to 

families with aid-requiring children (yo hogo jido) (MEXT, 2009; Ministry of Justice, 
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1956/2018).  In 1961, the Child Rearing Allowance Act (Jido Fuyo Teate Ho) was initiated, 

under which mother-child families living below certain income levels were given allowances 

to stabilize their lives (Ministry of Health and Welfare, 1961).  Hence, monetary benefits 

have been provided to low-income families with children, yet poverty has persisted in various 

forms.  However, as the country’s economy rapidly developed, child poverty was 

overlooked and became invisible to the citizens, who believed that the country had achieved a 

“100 million, all-middle class society (ichioku so churyu shakai)” and that no poverty 

existed.  Coevally, many of those in poverty hid their poverty, and many who saw poverty in 

others also helped those in poverty hide their poverty or pretended to be unaware of it (Abe, 

2008, 2012; Ishikawa, 1997; Iwata, 2017; Koyama, 2016; Motomori, 2016; Morimitsu, 

2011).    

 Since the first decade of the 2000s, however, the problem of child poverty has been 

widely discussed, and various laws and public measures, including direct assistance for 

children as well as monetary assistance, have been implemented at the state level.  In June, 

2013, the 183th Diet unanimously passed the Child Poverty Act (Kodomo no Hinkon Taisaku 

ni Kansuru Horitsu), and in January, 2014, it was implemented.  In addition to the Child 

Poverty Act, the Cabinet formulated and approved the Charter on Measures against Child 

Poverty (Kodomo no Hinkon Taisaku ni kansuru Taiko) in August, 2014.  Without imposing 

numeric targets, the Charter outlines 40 policies, defines 25 indicators (eight more indicators 

were added in May, 2017), and specifies four main areas of support: children’s education, 

children’s daily lives, parent employability, and family financial needs (Cabinet Office, 

2015).  Among these, Learning Support Programs (Gakushu Shien Jigyo) based on the Act 
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for Supporting the Independence of Needy Persons (Seikatsu Konkyusha Jiritsu Shien Ho) are 

one of the most widely implemented measures.   

1.1.3 Learning Support Programs   

Prior to the Act for Supporting the Independence of Needy Persons, some out-of-

school activities and programs to support learning by children in poverty did exist.  At the 

grassroots level, a small number of private groups and volunteers addressed the needs of at-

risk children and youths, including those from low-income families.  For instance, as a part 

of the settlement movement, a group of college students visited a Tokyo slum area on 

weekends; there they played with children and helped them study, often staying overnight 

(Asahi Newspaper, 1969).  In the 1980s, additional activities to support children and youths 

in need were introduced.  In a few communities and municipalities, such as Edogawa-ward, 

Tokyo, volunteers convened small study meetings for poor children and youths who could not 

pay the tuition fees to attend cram schools (Matsumura, 1991).  Yet during this period, 

children in poverty were not necessarily the main focus.  Instead, children who were 

delinquent or habitually absent from school were often the primary focus, but among them 

there were children in poverty.  

As child poverty became increasingly recognized as a social issue in the 2000s, 

several municipalities started to establish their own learning support programs, study 

meetings (benkyokai), or free cram schools (muryo juku) (Saitama Youth Support Net, 2017).  

In 2010, as a part of the Project to Support Creating a Social Place of Reassurance 

(Shakaitekina Ibasho Zukuri Shien Jigyou), the MHLW began fully subsidizing 35 

municipalities that ran Learning Support Programs for children living on welfare (MHLW, 

2011b).  Recognizing the need to open the future of children in poverty and interrupt the 
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intergenerational cycle of poverty, the MHLW increased the number of Learning Support 

Programs to 73 in 2011, 94 in 2012, 130 in 2013, and 184 in 2014 (MHLW, 2015; Ministry of 

Internal Affairs and Communications, 2014).  Then, with the enforcement of the Act for 

Supporting the Independence of Needy Persons in 2015, 301 municipalities started 

implementing the Learning Support Programs for children from low-income families.  Prior 

to the Act for Supporting the Independence of Needy Persons, Learning Support Programs 

were funded fully by the nation, but since the Act was enforced in 2015, the national 

government has funded half of the cost, and each municipality has funded the other half.     

Nonetheless, the number of municipalities implementing the programs increased to 417 in 

2016, 506 in 2017, and 536 in 2018, which was the equivalent of 46%, 56%, and 59%, 

respectively, of all municipalities in the country (MHLW, 2017; MHLW, 2018).  

These programs mainly offer “learning support” for participants.  Currently 

implementation of the programs is not required, and who runs the program, who is accepted 

as participants, and what is offered to the participants are left to the discretion of each 

municipality.  According to the MHLW (2018), as of 2018, 22.4% of the 536 municipalities 

directly managed the programs, 66.6% entrusted the programs to other organizations, and 

11.0% collaboratively operated their programs with other organizations.  Among the 

entrusted and collaborating organizations, non-profit organizations are the most numerous 

(39.2%), followed by the Councils of Social Welfare (20.4%), incorporated associations and 

foundations (17.1%), social welfare corporations (9.6%, not including the Councils of Social 

Welfare), cram school companies (16.8%), and others (19.0%).   

The MHLW, which has not yet conducted an extensive survey of the programs, has 

not quantified the total number of staff members who run the programs.  According to the 
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Saitama Youth Support Net (2017), which conducted a nationwide survey in 2015 that drew 

197 valid responses, a half of the programs were run by 15 or fewer staff members, including 

paid staff members, unpaid staff members, paid volunteers, and/or unpaid volunteers.  The 

survey also indicated that on average, there were three times more volunteers than paid staff 

members in these programs. 

As noted above, individual municipalities decide which children qualify to 

participate in the programs.  According to the Saitama Youth Support Net survey (2017) , 

265 municipalities defined eligibility criteria as follows: households on welfare (87.9%), 

households that need financial assistance for school supplies (shugaku enjo) (37.7%), single-

parent households (24.9%), households that receive the Child Rearing Allowance (18.5%), 

households exempt from municipality taxes (16.2%), no eligibility criteria (10.6%), and/or 

others (33.6%).  The results also revealed that among the municipalities that specified 

eligibility criteria, some admitted children on the basis of their own definitions of “needy 

households,” such as at-risk children chronically absent from school or children who live in 

children’s homes.  Many municipalities, in other words, use flexible, municipality-specific 

criteria to identify qualifying children. 

Learning Support Programs also differ from one another in terms of foci, form, and 

content.  According to the MHLW (2018), when asked what kind of support they provide, 

100.0% of the programs reported that they supported children’s learning.  Other responses 

included offering a place of reassurance (58.0%), giving advice to parents (44.2%), 

conducting outreach (39.9%), lowering or eliminating high school drop-out rates (38.2%), 

and others (11.0%).  Although most programs provide support for learning, some of them 

also report that they hold outdoor activities, excursions, camping, cooking classes, sleepover 
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parties, and birthday parties.  As these activities suggest, in addition to supporting 

participants’ learning, the programs offer opportunities for experiential learning that create 

relationships with participants, create places of reassurance, develop children’s social skills, 

increase children’s self-esteem, enhance children’s confidence, and so on (Mitsubishi 

Research Institute, 2013, 2015; Saitama Youth Support Net, 2017).  Thus, what is valued 

and offered to participating children varies from program to program.   

1.1.4 Significance of Learning Support Programs 

Publicly-funded Learning Support Programs play a significant role in the lives of 

children in poverty.  As several studies have demonstrated, children from disadvantaged 

backgrounds are particularly likely to experience low academic achievement (Abe, 2008; 

Center for Research on University Management and Policy of Tokyo University, 2007; 

Kariya, 2001, 2012).  Most of these children cannot afford private education services and do 

not have an ideal study environment at home (Asunoba, 2018; Benesse Corporation, 2017).  

Other studies indicate that these same children are particularly likely to achieve lower 

educational attainment and, consequently, secure lower-income jobs and as adults have lower 

standards of living (Abe, 2008, 2011; Hori, Kosugi, & Kishi, 2014; Oishi, 2007; Oshio, Sano, 

and Kobayashi, 2010).  Although there is room for discussion of the role and responsibility 

of schools, Learning Support Programs in current Japanese society should be able to provide 

an effective alternative to private education services and, by contributing to the improvement 

of the academic performance of participating children, can help break the intergenerational 

cycle of poverty.  Indeed, some studies conducted outside of Japan indicate that out-of-

school academic support programs raise participants’ test scores (Allen, 2015; Lauer, Akiba, 

Wilkerson, Apthorp, Snow, and Martin-Glenn, 2006).  
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Another stream of research and practical knowledge in the field implies that 

Learning Support Programs give participants opportunities to construct relationships with 

adults that can serve as what is called “social capital,” which produces benefits or helps them 

achieve a goal.  The existing literature notes that many children in poverty are deprived of 

the basic necessities required to live as a productive member of society.  In addition to a lack 

of sufficient food, shelter, and clothing, these necessities include exposure to cultural 

resources, leisure activity experiences, and relationships with others (Konishi, 2016; 

Matsumoto, 2016b).  Putnam (2015) has demonstrated that children from low 

socioeconomic backgrounds possess relatively few social ties.  Others also observe that 

some children in poverty have low self-esteem and confidence, little motivation to study, and 

poor social skills, and emphasize that people other than parents or school teachers need to 

interact with these children (Fukushima, 2017; Mitsubishi Research Institute, 2013, 2015; 

Kyoto City, 2017; Sato, 2014; Saitama Youth Support Net, 2017; Yuasa, 2017).  In response 

to these findings, many Learning Support Programs focus on learning, but they also endeavor 

to create a place of reassurance, provide children with opportunities to interact with others, 

and become places where participating children can learn from and construct relationships 

with others, including categories of people that these children otherwise might not encounter.   

1.2 Problem Statement 

Learning Support Programs have the potential to play a significant role in the lives 

of children in poverty.  However, few studies have closely examined how staff members, 

including volunteers, interact with participating children to achieve the two principal goals of 

these programs: promoting and improving learning among participating children and 

constructing relationships with them.  Participating children are not necessarily motivated to 
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study or interact with others, and how staff members in these programs deal with such 

children is not known.   

Children in Learning Support Programs should also benefit from the creation of 

linking social capital, which, according to several studies, should be seen when those in 

higher positions help those in lower positions or the latter receive a form of help (Horvat, 

Weininger, & Lareau, 2003; Szreter & Woolcock, 2004; Woolcock, 2001).  Many of these 

studies, however, assume that social capital already exists among individuals, and little 

research has been done to investigate whether and how the social ties, which can serve as 

linking social capital, can be created in Learning Support Programs.   

1.3 Purpose Statement 

This dissertation, therefore, explores the processes and outcomes of interactions to 

promote learning among participating children and construct linking social capital between 

staff and children in Learning Support Programs.  In a case study of one Learning Support 

Program, the author of this dissertation took field notes, held interviews with volunteers and 

managing staff members, and surveyed participating children.  The goal of this case study is 

three-fold: to reveal how learning can be encouraged; to reveal how the social ties that lead to 

linking social capital are formed; and to generate practical suggestions to practitioners in the 

field.  

1.4 Research Questions 

To achieve the purpose, this research addresses the following questions: 

1. How do volunteers in a Learning Support Program reach out to participating children to 

promote their learning and construct relationships during the program time?  

2. How do managing staff members in the program reach out to participating children to 



 

10 
 

promote their learning and construct relationships during the program time? 

3. As a result of the interactions with volunteers and managing staff members, how do 

participating children perceive their learning and relationships with volunteers and 

managing staff members?   

i In particular, do participating children view their relationships with volunteers and 

managing staff members as social ties that can serve as linking social capital?  

ii Are there any differences between children who think they have such ties and those 

who do not? 

1.5 Organization of This Dissertation 

The present dissertation is organized as follows.  Chapter II reviews the existing 

literature that examines the relationship between children’s socioeconomic backgrounds, 

academic achievement, and social capital.  Chapter III describes the methodology employed 

to examine the three principal research questions.  Chapter IV presents the findings, and 

Chapter V interprets them.  Chapter VI concludes with a summary of the findings, their 

significance, and the outline of a future research agenda.      
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Chapter II  

LITERATURE REVIEW 

 

2.1 Intergenerational Cycle of Poverty: 

Children’s Socioeconomic Backgrounds, Achievement, and Attainment 

Learning Support Programs were established to break the intergenerational cycle of 

poverty out of concern with the relationship between children’s socioeconomic backgrounds, 

on the one hand, and their academic performance and educational attainment, on the other 

hand.  Many studies conducted in and outside of Japan have shown that children from low 

socioeconomic backgrounds are more likely to have relatively low academic achievement 

and educational attainment.  In Japan, nationwide standardized tests were not conducted 

from the mid-1960s through 2006, and the relationship between children’s achievement and 

their backgrounds was seldom discussed.  However, starting in the early 2000s, several 

researchers began to re-examine it.   

For example, Kariya, Shimizu, Shimizu, and Morota (2002) investigated the 

relationship between children’s learning motivation, behaviors, and outcomes, on the one 

hand, and their cultural backgrounds, on the other hand.  The study sampled approximately 

2,000 pupils and students from 16 elementary schools and 11 junior high schools in Osaka, 

and they surveyed Japanese language and arithmetic tests.  Rather than collecting 

information about family income, they assumed that certain levels of cultural sophistication 

are proxies for socioeconomic backgrounds.  Thus, they asked children questions such as 

whether family members watched news programs on TV, made sweets for you at home, read 

books to you when you were an infant, had brought you to a museum, and had a home 
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computer.  Based on the scores assigned to these questions about cultural backgrounds, the 

researchers divided the pupils and students into three levels (high, middle, and low) and 

compared their average test scores.  According to their results, junior high school students 

who were categorized into a “high” group scored 140 points, a “middle” group scored 134 

points, and a “low” group scored 117 points.  The study suggested that there is an 

association between children’s cultural backgrounds and their academic performance, a result 

that other later studies (e.g., Hamano, 2009; Hojo, 2011) seemed to confirm.   

Other studies have revealed an association between children’s socioeconomic 

backgrounds, their academic achievements, and their educational attainment.  For example, 

one study demonstrated that 62.4% of Japanese high school students whose annual family 

income was more than 10 million yen planned to go on to four-year universities, whereas 

only 31.4% of students whose annual family income was less than 4 million yen had similar 

plans (Center for Research on University Management and Policy of Tokyo University, 

2007).   

Since 2007, nationwide standardized tests have been given to 6th graders and 9th 

graders, while the issue of child poverty has increasingly been addressed, and more and more 

researchers have conducted research that explores the relationship between children’s 

socioeconomic backgrounds and their academic achievement.  Mimizuka, Shimizu, Kaneko, 

Yamada, Kodama, Fujiwara, and Hamano (2009) were commissioned by the MEXT to 

research the academic achievement of students in 100 public schools in five ordinance-

designated cities.  Their findings indicated that six graders from families whose annual 

family income exceeded 15 million yen scored approximately 20 points higher on Japanese 

language and math tests than students whose annual family income was less than 2 million 
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yen (Hamano, 2009).  Their results suggested that students’ family income and their 

academic achievement levels are correlated.  

Other studies have examined the relationship between family income, education 

costs, and student academic performance.  The MEXT (2015a, 2015b), for instance, 

conducted an extensive survey that sampled 14,900 parents of students who attended public 

kindergartens, elementary schools, junior high schools, and high schools as well as 14,160 

parents of students who attended private schools.  The study found that there is a gap 

between the out-of-school education costs of affluent families and low-income families.  At 

the junior high school level, for instance, parents who earned an annual household income 

below four million yen spent 375 thousand yen per year on average for cram school fees, 

tutoring fees, and learning materials, whereas parents whose annual household income 

exceeded 12 million yen spent 677 thousand yen for the same services.  In other research, 

Hamano (2009) with other researchers surveyed approximately 8,000 students and their 

parents (approximately 5,800 in total) and found a similar gap; half of the families whose 

annual income exceeded 15 million yen spent over 30 thousand yen per month on their 

children’s out-of-school education (e.g., cram schools), whereas half of the families whose 

annual income was less than two million yen spent less than five thousand yen on the same.  

Hamano then revealed that the students whose parents spent more on out-of-school education 

programs scored higher on Japanese language and math tests than others.   

Meanwhile, several researchers have examined how poverty becomes 

intergenerational (Abe, 2007, 2011; Oishi, 2007; Oshio et al., 2010).  Employing data from 

nationwide surveys that sampled those 20 to 69 years old, Abe (2011) examined the influence 

of poverty on 15 years old.  To this end, she used the following as variables: educational 
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attainment, employment status, income, and indicators of deprivation such as experiences of 

falling short of things to eat or wear for the past one year, experiences of refraining from 

receiving medical service for the past one year, and subjective views on their current lives.  

(She argued that, according to the results of previous studies, such indicators of deprivation 

should accurately capture the influence of childhood poverty.)  Her results showed that 

participants aged 20 to 49 who felt they had greatly suffered from poverty at the age of 15 

also experienced low educational attainment and non-regular employment; they also had low 

incomes and at the time of survey felt that they were in a state of poverty.   

Some studies have indicated that people of lower educational attainment are more 

likely as adults to have unstable jobs and relatively poor earnings.  In their study of young 

and working-age individuals (15 to 44 years old), Hori et al. (2014) found that those who had 

lower educational attainment were more likely to be non-regular workers, job seekers, or not 

be in an education, employment, or training setting.  Even among full-time workers, the 

median earnings of those with a high school degree were lower than the corresponding 

median earnings of those who had a bachelor’s degree.  The MHLW (2014) also indicated 

that among young workers aged 15 to 34 (not including students enrolled in schools, colleges, 

or universities as of 2013), those who had lower educational attainment were less likely to be 

regular, full-time employees; the results revealed that 62.0% of junior high school graduates, 

42.8% of high school graduates, and 20.4% of university graduates had temporary work.  

Similarly, the Japan Institute for Labour Policy and Training (JILPT, 2015) compared 

estimated lifetime earnings associated with levels of educational attainment that are 

documented in the 2013 Basic Statistical Research on Wage Structure (Chingin Kouzou 

Kihon Tokei Chosa).  The results demonstrated that among men, junior high school 
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graduates would gain 188.9 million yen, high school graduates would gain 202.4 million yen, 

technical and junior college graduates would gain 208.7 million yen, and those with 

undergraduate or graduate school education would gain 261.4 million yen (from the year of 

college or university graduation to 60 years old).  A similar correlation was found among 

women, despite that fact that their earnings were less than that of men’s earnings at each 

attainment level.  The JILPT also illustrated that as of 2014, elementary, junior high, and 

high school graduates had the highest unemployment rates (4.1%), followed by technical and 

junior college graduates (3.5%) and undergraduate or graduate school graduates (2.8%).  

These studies demonstrated that a person’s educational attainment influences his or her 

employment, too.  

 As these studies have shown, children from low-income families are more likely to 

experience low achievement and low educational attainment, and those with lower levels of 

education are later more likely to have lower incomes and attain lower occupational 

positions.  When adults with lower income and lower occupation positions have children, 

those children, too, are likely to fall into poverty, and the cycle repeats itself.  If schooling 

was solely responsible for all learning by children, Learning Support Programs would not be 

needed.  Some may also surmise that Learning Support Programs might widen the gap 

among the poor because not all municipalities implement the programs.  However, most of 

these children cannot afford to attend cram school or other private tutoring services.  

Bearing in mind the demonstrated relationship between children’s academic achievement and 

out-of-school education costs, to achieve equity for children from disadvantaged 

backgrounds, it may be necessary to publicly support at larger scales alternative out-of-school 

learning services such as Learning Support Programs.   
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Some studies conducted outside Japan have examined whether out-of-school 

academic support programs improve students’ academic performance.  Allen (2015) 

examined a weekly after-school tutoring program for disadvantaged elementary school 

students.  The results suggested that among disadvantaged elementary school students, those 

who attended the tutoring program at the moderate level (11-20 hours) and the high level 

(more than 20 hours) saw statistically significant improvements in their grades for reading, 

English Language arts, and mathematics courses, whereas those who did not participate did 

not see comparable improvements.  Lauer et al. (2006) conducted a meta-analysis of 35 

studies that examined the effects of out-of-school-time programs on at-risk students.  (Of 

these studies, 21 studies examined programs that focused on academics and nine investigated 

programs that emphasized academic and social skills and that included recreational, cultural, 

or vocational activities.)  They found that participating students enjoyed statistically 

significant positive effects in the areas of reading and mathematics.  Therefore, out-of-

school programs such as Learning Support Programs in Japan may also be able to improve 

academic performance of participating children. 

However, other researchers (McComb and Scott-Little, 2003; Redd, Cochran, Hair, 

and Moore, 2002) who synthesized the results of existing studies have shown mixed results.  

Redd et al. pointed out the extent to which after-school programs positively influence 

learning among participating children and youths depends in large part on the particulars of 

the programs, whose purposes, sizes, targets, forms, and contents can differ.  That said, the 

same studies suggested a general rule: the more intensively children and youths participate in 

a program, the more they will achieve and the closer will be relationships between tutors and 

participants.  Unfortunately, these studies did not document how close relationships are 
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formed or what kinds of direct involvement by staff members contribute to learning by 

participating children.  Further examination of these research questions in Japan is needed.   

2.2 Children’s Socioeconomic Backgrounds and Social Ties 

from a Social Capital Perspective 

A vast literature has indicated that children’s socioeconomic backgrounds are related 

to their achievement, attainment, and future employment, which highlights why Learning 

Support Programs are needed to support learning among children from low-income families.  

However, a child’s life prospects are not determined only by her or his academic 

achievements, and it is also true that in some cases, a chance encounter with a person can 

significantly influence the future path that a child’s life will take.  In other words, having 

someone who can provide help can change a child’s life over both the short and the long 

terms.  Stated another way, having social capital—social ties that can be utilized to produce 

benefits or achieve a purpose—can be highly significant in a child’s life.  Also, several 

studies in the fields of education and welfare have indicated that social capital is related to 

student educational performance (Coleman, 1988/2011; Putnam, 2000; Shimizu, 2014), while 

other studies have shown that an individuals’ social capital also is associated with his or her 

socioeconomic status.   

2.2.1 Social Capital and Educational Performance 

Some studies have indicated that children’s social capital is related to their 

educational performance.  Coleman (1988/2011), for example, defined social capital as “a 

variety of different entities, with two elements in common: they all consist of some aspect of 

social structures, and they facilitate certain actions of actors—whether persons or corporate 

actors—within the structure” (p. 98).  He went on to state that social capital enables 
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individuals within a social structure to achieve certain purposes that otherwise would be 

unattainable.  Coleman identified several forms of social capital, among them aspects or 

functions of social structure, such as obligations, expectations, the trustworthiness of 

structures, information channels, norms, and effective sanctions.  According to Coleman, 

closure, which is a property of social relations or structure, plays an important role in the 

facilitation of some forms of social capital.  The individuals in a social network that has 

closure know one another and form a dense network.  Consequently, those individuals can 

monitor and guide each other’s actions and collectively impose sanctions on members of the 

network who cause harm.  According to Coleman, a strong social network with closure 

functions as social capital that allows network members to accomplish their goals.   

Coleman also analyzed the functions of social capital within and outside of the 

family.  By controlling for the effects of human and financial capital in the family, he 

compared drop-out rates of 10th graders in terms of social capital within the family.  In this 

study, social capital was measured by the presence of parents (two parents or a single parent), 

the number of siblings (one sibling or four siblings), and the mothers’ expectation about 

education (the expectation of college or no expectation of college), all of which were 

considered as indicators of adult attention in the family.  The results revealed that the drop-

out rate of students who had one parent and four siblings and whose mothers had no college 

expectation was higher than those who had two parents and one sibling and were expected to 

attend college, implying that social capital within the family influences educational 

attainment.  Moreover, introducing the concept of the “intergenerational closure” of social 

networks, in which parents whose children are friends know one another, Coleman also 

argued that social capital in the community, like financial capital, influences children’s 
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achievement.  Comparing drop-out rates in public high schools, Catholic high schools, and 

other private high schools, Coleman also stated that students in Catholic schools are less 

likely to drop out than students in other types of schools.  He attributed this pattern to his 

contention that Catholic schools have greater intergenerational closure because the parents of 

students in the school know one another through their religious organization.  Thus, they can 

cooperatively monitor, guide, and constrain their children’s actions effectively. 

Agreeing with Coleman’s view on social capital, Shimizu (2014) examined the 

results of the Japanese national standardized test taken by 6th and 9th graders in 2007.  His 

results revealed that student achievement level had associations with homeownership rates, 

divorce rates, and absenteeism rates.  He then hypothesized that gaps in the abundance of 

children’s connections should be related to their academic achievement because three 

factors—homeownership rates, divorce rates, and absenteeism rates—reflect the abundance 

(or lack thereof) of connections between children and their communities, children and their 

families, and children and their schools, respectively.   

Conducting a secondary data analysis, Shimizu also explored how the social capital 

of children and the financial, cultural, and social capital of their parents influences children’s 

academic achievement.  He found that financial capital was not correlated with children’s 

social capital, implying that social capital can be increased irrespective of a student’s family 

finances.  He also discovered that parents’ financial, cultural, and social capital and a child’s 

social capital independently produced positive effects on that child’s achievement.  From 

this, he concluded that even if a child’s family is not wealthy or if his or her parents have not 

achieved high educational attainment, the academic achievement of a student who is rich in 

social capital can be high.   
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In the United States, Putnam (2000) also examined relations between social capital, 

on the one hand, and children’s educational performance and well-being, on the other hand.  

He referred to social capital as “connections among individuals — social networks and the 

norms of reciprocity and trustworthiness that arise from them” (p. 19).  He then revealed the 

rise and fall of social capital in the United States during the 20th century, concluding that 

various forms of civic engagement (such as political participation, civic participation, 

religious participation, connections in the workplace, informal social connections, 

volunteering, and philanthropic generosity) grew until the 1970s, at which point they declined 

and continued to decline sharply for the remainder of the century.  The core of his social 

capital theory consists of the norms of reciprocity, and especially generalized reciprocity, 

which he defined as an exchange in which an individual gives a gift or a service to someone 

without expecting anything in return other than the expectation that someone else will do 

something for him or her sometime in the future.  For Putnam, social capital mainly means a 

public good that benefits both investors, who participate in civic activities, and bystanders, 

who do not engage in the activities (although he also recognized the private aspect of social 

capital).   

Putnam empirically indicated that social capital, represented by civic engagement, 

has positive correlations with children’s educational achievement and well-being.  He 

developed a social capital index (consisting of measures of community organizational life, 

engagement in public affairs, community volunteerism, informal sociability, and social trust) 

to assess each state’s social capital level.  He then uncovered a correlation between states’ 

social capital levels and the Kids Count Index, indicating that children and youths in higher-

social-capital-states are less likely to be born unhealthy, become parents in their teens, drop 
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out of high school, commit violent crimes, or die by accident, homicide, or suicide.  Putnam 

also revealed a correlation between states’ social capital levels and students’ standardized test 

scores.  He also discussed social capital within the family in relation to children’s 

achievement, maintaining that children whose parents actively engage in civic activities and 

school events or who have supportive networks are less likely to drop out of school and more 

likely to enjoy higher achievement.  Putnam identified, in other words, the positive effects 

of parents’ active engagement in civic activities on children’s learning and well-being. 

  In summary, by employing and expanding the concept of capital, researchers have 

visualized social ties or networks, which are invisible and elusive, as things that can be 

invested, that accumulate, and that produce benefits to individuals and society.  However, 

defining social capital can be a challenge.  Some researchers have attempted to measure and 

quantify social capital, but such efforts have been frustrated by the fact that different 

researchers employ different indicators to measure social capital, and they often differ in their 

definition of “social ties.”  Not in dispute, however, is the relationship between the quantity 

of a child’s social capital and his or her educational performance and well-being.  

2.2.2 Social Capital and Socioeconomic Status 

That being said, where a focus is given to each individual’s social capital, social 

capital depicted as private property by scholars such as Bourdieu (1986/2011) and Horvat et 

al. (2003) seems to reflect more accurately than that in the aforementioned studies the 

original definition of “capital,” as “money and possessions, especially a large amount of 

money used for producing more wealth or for starting a new business” (Cambridge Advanced 

Learner's Dictionary & Thesaurus, 2018, para. 3).  These scholars, who described the quality 

of social ties and differentiated them from social capital, depicted how social ties are used to 
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produce benefits or achieve a goal and suggested that not all social ties serve as social capital.   

In Bourdieu’s view, economic capital is irreducibly attached to social stratification or 

class, and class differences can be observed in an individual’s social ties or networks. 

Bourdieu (1986/2011) defined social capital as “the aggregate of the actual or potential 

resources which are linked to possession of a durable network of more or less 

institutionalized relationships of mutual acquaintance and recognition—or in other words, to 

membership in a group” (p. 88).  According to Bourdieu, individuals gain certain benefits 

by belonging to networks and utilizing resources inherent in them.  But whether an 

individual can utilize the resources in the networks depends on his or her economic capital—

that is, their position within the social hierarchy—and so to maintain the network an 

unceasing effort of sociability is necessary.  Bourdieu (1984) maintained that social capital 

is “a capital of social connections, honourability and respectability that is often essential in 

winning and keeping the confidence of high society, and with it a clientele, and may be drawn 

on, for example, in making a political career” (p. 122).  From Bourdieu’s perspective, social 

capital is owned and invested by the dominant class or privileged group of a society, and so 

those from lower-class families do not benefit from it.  Social capital, he contended, 

supplements the economic and cultural capital that reinforces class reproduction.   

 Similarly, Horvat et al. (2003) indicated that what kind of social ties individuals 

possess and whether they can exploit those ties as social capital depend on their social class.  

They posited that Coleman’s “intergenerational closure” is found only among middle-class 

parents, and how these parents exploit their informal networks to solve their children’s 

problems depends on their social class.  For instance, when a teacher displayed violent 

behavior toward a child from a middle-class family, that child’s mother learned about it not 
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from her child but from the mothers of her child’s peers.  The parents then collectively 

appealed to the school board, which imposed on the teacher a one-week suspension.  Horvat 

et al. also depicted that middle-class parents have connections to psychologists and other 

professionals, and they use them to solve their children’s special educational needs.  In 

contrast, working-class parents depend largely on kinship-based relationships, lack ties to 

other parents and professionals, and respond to children’s problems individually.   

 Bourdieu (1986/2011) and Horvat et al. (2003), in other words, described social 

capital as something that can be recognized only when social ties are used to achieve a goal 

or produce benefits.  They also noted that class differences exist in such social ties and that 

what kind of social ties or networks individuals have and how they use those ties and 

networks are influenced by the individual’s socioeconomic background.  However, they 

treated these ties as pre-existing entities, and they did not attempt to explain how such ties, 

which can serve as social capital, are formed.    

Some studies that examine individuals’ socioeconomic backgrounds in relation to 

social networks have indicated that individuals from low socioeconomic backgrounds are less 

likely to receive from their networks social support in the form of advice, expertise, and 

practical help, nor are they likely to receive these from high-status network members 

(Cornwell & Cornwell, 2008; Mickelson & Kubzansky, 2003; Schafer & Vargas, 2016).  

Putnam (2015) observed differences in social ties between children from affluent families and 

children from poor families.  Highlighting the importance of adults who are not family 

members, he regarded these adults as mentors who can help children reach their true 

potential.  He then showed that formal mentoring programs help at-risk students improve 

their school attendance and school performance, increase their self-esteem, and reduce their 
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substance abuse.  Employing the results of a 2013 mentoring effect survey conducted by 

Hart Research Associates, Putnam compared youths aged 18 to 21 from the bottom SES 

quartile to those from the top SES quartile.  His results indicated that youths from the 

bottom SES quartile were two to three times less likely those from the top SES quartile to 

have informal mentors such as teachers, family friends, religious or youth leaders, and 

coaches.  Identifying a mentoring gap between affluent youths and poor youths, he 

maintained that children and youths from less privileged backgrounds are not as savvy as 

those from more privileged backgrounds, who have the “capacity to understand the 

institutions that stand astride the paths to opportunity and to make those institutions work for 

them” (p.216).   

Children’s social ties in relation to their socioeconomic backgrounds have also been 

examined in Japan.  Osawa (2008), for instance, examined the differences in Japan between 

the future prospects of youths from low-income families and those of youths from affluent 

families.  Through interviews with youths from both backgrounds, he ascertained that 

youths from affluent families have more social ties (in addition to their parents), such as 

school teachers, cram school teachers, and piano instructors, who help them determine which 

course they should pursue.  Sato and Kuba (2017) also maintained that children who attend 

cram school or participate in other out-of-school activities have more experiences, encounter 

a wider range of adults, and explore more career options than those who do not.   

Data from the Survey on Life Attitudes of Parents and Children (2011) by the 

Cabinet Office of Japan also suggest associations between relative poverty and the presence 

of adults in the lives of junior high school students.  As shown in Table 1, there is a large 

income-based difference in rates of participation in cram schools and/or out-of-school 
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activities: 82.6% of junior high school students not in relative poverty attended one or both of 

these supplemental learning services, while only 58.9% of those in relative poverty did so. 

The differences also are expressed in student perceptions of their instructor’s attitudes.  For 

example, 80.8% of those in relative poverty believed that their cram school teachers and out-

of-school activity coaches would not give them advice, whereas 75.3% of those not in 

relative poverty believed this.  Children from low-income families, in other words, are less 

likely to have opportunities to learn outside of school, and they may hesitate to ask for help or 

find adults willing to help, even if they attend a cram school or out-of-school activity.  The 

results also imply that cram school teachers and out-of-school activity coaches should pay 

more attention to children in relative poverty; to help these children, these adults may need to 

make an extra effort to connect with them. 

 

n (%) n (%)

Students Attending Cram School and/or Out-of-School Activity

Yes (Checked) 255 (58.9%) 2,176 (82.6%)

No  (Unchecked) 178 (41.1%) 458 (17.4%)

Students Thought Cram School Teacher and/or Out-of-School Activity Coach was Willing to Give Them Advice

Yes (Checked) 49 (19.2%) 537 (24.7%)

No  (Unchecked) 206 (80.8%) 1,639 (75.3%)

Students in Relative Poverty Students Not in Relative Poverty

Note . Created by the author based on  the Survey on Life Attitudes of Parents and Children, 2011, by  the Office for the General
Promotion of Policy on Youth Affairs and Childrearing, Cabinet Office, the Government of Japan.  See the details in Appendix.

Table 1

Students Attending Cram School and/or Out-of-School Activity in Relation to Relative Poverty

 

 

In summary, previous studies of social capital and social ties have suggested that the 

quantity and quality of social ties differ depending on the socioeconomic background of the 

individual.  Children from low-income families also seem to have fewer social ties and are 
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less likely to know how to use them to produce benefits and achieve goals.  Learning 

Support Programs, where children from low socioeconomic backgrounds can learn from and 

interact with those who are willing to help, perhaps can provide a partial but significant 

solution.    

2.2.3 Linking Social Capital  

Relationships formed between participating children and staff members in Learning 

Support Programs can serve as one of the three recognized categories of social capital: 

linking social capital.  Researchers have declared that there are three types of social capital: 

bonding, bridging, and linking.  Some scholars, such as Coleman, emphasize the value of 

dense networks, while others discuss the advantages of loose networks.  Granovetter (1973), 

for example, proposed a theory of “the strength of weak ties,” maintaining that individuals 

can benefit from distant friends and acquaintances who are not tied closely to one another.  

An individual, he argued, gains heterogeneous information and novel ideas from 

acquaintances and different groups of individuals who rarely meet.  The individual can also 

acquire comparable ideas or redundant information from those with whom he or she shares 

strong social ties, such as family members and close friends.  Further developing 

Granovetter’s argument, Burt (2001, 2004) highlighted the advantages of bridging a 

structural hole, defined as a gap between otherwise-disconnected individuals or clusters of 

individuals.  This brokerage allows the broker to access more information and resources, 

develop new ideas, and expand her or his network.  For Burt, social capital consists of 

brokerages across structural holes, while for Coleman, social capital is closure.   

These discussions about network closure and brokerage are related to two forms of 

social capital, bonding and bridging, that Gittell and Vidal (1998) proposed and that Putnam 
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(2000) further developed.  According to these researchers, bonding social capital represents 

strong ties or relations between family members or close friends who share similar 

demographic characteristics, ensuring specific reciprocity and mobilizing a solidarity that can 

be exclusive.  On the other hand, bridging social capital reveals weak ties between distant 

friends and acquaintances who benefit from disseminating information and sustaining broad 

reciprocities.   

Woolcock suggested an additional form of social capital, linking social capital, 

which was inspired by the work of Fox (1996) and Heller (1996), who highlighted the 

vertical dimension of social networks.  Bridging social capital only implies “horizontal” 

connections that tie individuals who occupy similar positions of power.  Woolcock coined 

the term “linking social capital” to distinguish benefits that occur when an individual or 

institution in a greater position of power “reaches out” to an individual or institution of lesser 

power.  The opposite can also occur: individuals or institutions in lesser positions of power 

can seek help from those in the greater positions of power (Shimizu, 2014; Szreter et al., 

2004; Woolcock, 2001).   

Social capital, hence, generally is categorized into three types—bonding, bridging, 

and linking—depending on the distance and position between participating individuals.  The 

social ties in Learning Support Programs between participating children and staff members, 

including volunteers, can be interpreted as linking social capital because staff members, who 

teach and provide things of value, including knowledge and information, reach out to 

participating children who come from disadvantaged (less connected) backgrounds.  This 

dissertation contends that children in Learning Support Programs should be able to establish 

relationships with staff members that can serve as linking social capital—that is, they should 
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be able to develop relationships that can be used to gain benefits and achieve goals.  For 

example, children in these relationships can seek help from staff members when they have 

questions or find themselves in trouble.  How, then, is linking social capital created in 

Learning Support Programs?   

Some studies have examined how successful helping relationships are formed.  

Bayer, Grossman, and DuBois (2015) revealed that in school-based mentoring programs, a 

close relationship between volunteer mentors and student mentees positively influences the 

mentees’ academic outcomes.  Their research suggested that a close relationship can be 

formed if two conditions are met: volunteer mentors must participate in the programs at least 

three times per month, sometimes meeting their mentees outside of a large-group setting; and 

mentors must be supported by staff members.  Ribner and Knei-Paz (2002), who 

interviewed clients of social service offices, identified key components of successful helping 

relationships.  These included feelings of closeness, an enabling atmosphere, an equal 

stance, working together, being accessible, being in the client’s turf, keeping in touch, and 

doing more.  Barker and Thomson (2015) revealed the characteristics of the relationships 

that illustrate the presence of linking social capital; they examined relationships between 

those who provided income support services and service recipients who were the parents of at 

least one child under 16 years of age.  Key characteristics of these relationships included 

listening, treating the service recipient as an equal and as an individual, being genuine, and 

not judging.  If staff members in Learning Support Programs in Japan have succeeded in 

constructing helpful relationships that can serve as linking social capital, some or all of these 

features should also be found in their relationships with participating children.  However, as 

previous research (Kanzaki & Sato, 2018) has indicated, in the programs that support 
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children through certain difficulties, the role of volunteers, on the one hand, and the role of 

coordinators or managers, on the other hand, should differ.  Also, depending on the target 

and those who provide support, the features of successful helping relationships may differ.   

Moreover, Chinen (2012) provided insights into the quality and process of 

interactions in Learning Support Programs.  His focus was the experiences of high school 

students who are called naughty kids (yancha na ko)—kids who barely manage to attend 

school but receive encouragement from caring teachers.  He found that when these students 

fall into a situation in which a teacher cannot intervene (e.g., a deteriorating home 

environment), some of them regret not being able to meet their teachers’ expectations, 

hesitate to continue attending school, and eventually drop out of school.  Namely, this 

finding implied that even if others take certain actions to help children, they may impose a 

burden on the children they want to help, and their intended goal may not be achieved.  

Therefore, in Learning Support Programs, too, even if staff members attempt to help 

participating children, simply encouraging those children to study hard or pursue higher 

levels of education, for example, may be inappropriate in some cases, and how helping 

relationships, which can serve as linking social capital, are formed in Learning Support 

Programs is an issue that should be examined more closely.   

2.3 Summary 

In recent years, the problem of child poverty has been increasingly addressed in 

Japan, and in order to break the intergenerational cycle of poverty, several municipalities 

have implemented Learning Support Programs.  As mentioned above, the need for such 

programs is highlighted by studies that suggest that children from low-income families are 

likely to experience lower academic achievement, reach lower educational attainment, have 
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lower income jobs, and, as adults, face lower standards of living.  In current Japanese 

society, an achievement gap separates those who receive private education services and those 

who do not.  Even in cram schools or out-of-school activities, participating children in 

poverty are less likely than others to ask instructors for help.  Given these realities, Learning 

Support Programs can serve as an alternative to other out-of-school services, facilitating 

improvement in the academic performance of participants.    

In a second line of research, scholars and practitioners have found that social ties and 

social capital play a significant role in the lives of children in poverty.  Some social capital 

research has demonstrated the relevance of social capital to children’s educational 

performance, although the indicators of social capital remain questionable.  Whether 

children in poverty have a contact from whom they can seek help can significantly influence 

their lives—in some cases more than their academic achievement and educational attainment 

can.   Other studies have explored what kinds of social ties individuals possess and how, in 

the context of their socioeconomic backgrounds, they utilize these ties, or social capital, to 

produce tangible benefits.  Learning Support Programs, which give participating children 

opportunities to interact with staff members including volunteers—categories of people that 

these children might otherwise not encounter—serve as locations where low-income children 

can create social capital.  

Despite the many advances just described, questions remain about whether and how 

the social ties that constitute linking social capital for children in poverty can be constructed 

through the Learning Support Programs, given that learning, too, must be promoted.  

Previous studies have treated social capital as something that already exists.  These studies 

do not focus on how social ties, the foundation of social capital, are formed.  Children 
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offered a physical space to stay will not necessarily regard it as a place of reassurance.  

Through relationships, program staff members can help children study and deepen their 

academic understanding.  However, children may not know how to take advantage of these 

relationships or initiate a request for help.  Subsequent chapters examine these issues in the 

setting of Learning Support Programs in Japan.1    

  

                                                   
1 This chapter is based on Kawasaki (2016, 2018, 2019).  In this chapter, several revisions of those 
papers have been made.    
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Chapter III  

METHODOLOGY 

 

Learning Support Programs have the potential to play an important role in the lives 

of participating children from low socioeconomic backgrounds.  However, few studies have 

explored how those who attempt to support such children should interact with them to 

promote learning and construct ties that can serve as social capital.   

To fill this gap, this research examines the processes and outcomes of interactions to 

promote learning among participating children and construct linking social capital between 

staff and children in Learning Support Programs.  To that end, this dissertation addresses the 

following questions: (1) How do volunteers in a Learning Support Program reach out to 

participating children to promote their learning and construct relationships during the 

program time? (2) How do managing staff members in the program reach out to participating 

children to do the same? And (3) how do participating children perceive their learning and 

relationships with volunteers and managing staff members?  To further address the third 

question, two additional questions are asked: (a) Do participating children view their 

relationships with volunteers and managing staff members as social ties that can serve as 

social capital? And (b) what kinds of differences if any distinguish children who think they 

have such ties from children who think they do not?   

 To address these research questions, field work was conducted in a Learning Support 

Program, and three analyses were carried out using the methods described below.   

3.1 Site of Study 

The site selected for the research is the Learning Support Program in metropolitan 
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municipality X.  This program is run by the municipality’s Council of Social Welfare in its 

Council building, and it consists of one-on-one tutoring sessions held three times a week after 

school.  The program also provides a consulting service on weekdays and ibasho (place of 

reassurance) service four weekdays per week.  The program also holds recreation events 

during the spring, summer, and winter and a monthly café event in a room of the Council 

building.  Whoever wishes to attend, including participating children, graduates of the 

program, volunteers, and their friends, is welcome to do so.    

Municipality X is a commuter town that has been urbanized in recent years.  It 

contains large-scale shopping complexes, old shopping districts, and quiet, extensive 

residential areas.  At first glance, the presence of child poverty in the municipality is 

difficult to discern.  Yet child poverty exists in the municipality, and some junior high 

school residents of the municipality who receive the Child Rearing Allowance (Jido Fuyo 

Teate) or Public Financial Assistance for School Supplies (Shugaku Enjo) are eligible to 

participate in the program, although the number of participants in the program is limited.   

3.1.1 Participating Children, Registered Volunteers, and Managing Staff Members 

Children who participate in the program are recruited in two ways: through flyers or 

through word of mouth.  Every year, the Council of Social Welfare mails a flyer to families 

in the municipality that receive the Child Rearing Allowance or the Public Financial 

Assistance for School Supplies.  Also, as the program has developed, parents whose 

children participate in the program have shared information with friends who are in similar 

situations.  The program also has built relationships with neighborhood junior high schools, 

and some teachers have begun introducing the program to children and families who could 

benefit from it.  Families (or in most cases parents) that want to participate contact the 
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Council.  Then the child, accompanied by his or her parent, visits the program to undergo an 

interview with the program’s managing staff members.  Because there are often more 

children in need than openings in the program, managing staff members decide which 

children should be accepted first on the basis of children’s family backgrounds and the kinds 

of academic difficulties that children are experiencing.  Children accepted into the program 

participate in it once a week.     

The program is supported by managing staff members and volunteers.  Managing 

staff members, who are regular or contract employees of the Council of Social Welfare, 

manage all administrative procedures.  They plan the direction of the program, maintain 

contact with participating children and their parents, hold meetings with participants when 

necessary, create a favorable learning environment, promote the program to teachers in the 

municipality’s public junior high schools, recruit volunteers, and carry out other 

management-related tasks.   

The volunteers, who are mainly undergraduate, graduate, or vocational school 

students, teach and talk with children.  Most of the volunteers who are students learn about 

the program from several sources: managing staff members who visit their university classes; 

friends who have participated in the program as volunteers; promotional articles in 

municipality publications; and posters or flyers posted on campuses.  Students interested in 

the program undergo an interview with managing staff members and, if accepted, participate 

in the program as volunteers.  The approximately 3,000 yen that participants receive per day 

of work include a transportation fee.   

Table 2 records the number of participating children, registered volunteers, and 

managing staff members counted every six months from February, 2016 through August, 
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2018.  Note that the number of children who participated in the program reached a 

maximum every year in February.  This occurred because children in their third year of 

junior high school who pass high school entrance examinations—usually held in February—

then stop participating in the program.  Note also that at the end of every month managing 

staff members schedule the shifts of the volunteers, who have previously indicated their 

preferences.  Thus, the recorded number of registered volunteers differs from the actual 

number of volunteers who participated in the program. 

   

Table 2

Number of Participating Children, Registered Volunteers, and Managing Staff Members
Participating Children Registered Volunteers Managing Staff Members

February, 2016 35 42 5
August, 2016 52 69 6

February, 2017 61 81 6
August, 2017 46 102 7

February, 2018 56 93 7
August, 2018 51 78 7

 

  

According to the Saitama Youth Support Net (2017), which conducted a nationwide 

survey and gained valid responses from 201 entities that manage Learning Support Programs, 

the average number of participating children during the 2015-2016 academic year was 57.3.  

The mean number of staff members, including volunteers, was 30.0, and the median indicates 

that half of the entities were run by a total of 15 staff members and volunteers.  Thus, this 

program had a relatively high ratio of staff and volunteers to children.  

Registered volunteers and participating children are prohibited from doing several 

things.  Volunteers and children are prohibited from meeting outside of the program.  They 
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are not allowed to take pictures together, exchange contact information, or maintain contact 

through social network services.  With few exceptions, volunteers are not allowed to ask 

participating children about their family backgrounds, unless children independently 

volunteer to share this information with volunteers.   

3.1.2 The Typical Flow of an Activity Day 

Before volunteers arrive, managing staff members decide which volunteer to pair 

with which participating child.  (Volunteers are rotated with children on a weekly basis so 

that each child has the opportunity to get to know various volunteers.)  Next, managing staff 

members and volunteers convene a 10-20 minute preparation meeting, during which 

managing staff members share with volunteers information about particular students or recent 

events related to child poverty.  For the next 10-20 minutes, each volunteer reads the study 

logs of the child with whom he or she will work that day and prepares the activity to be 

carried out with the child.  During this period, children who arrive at the program are 

attended to by volunteers in the order of their arrival.   

Subsequently, children and volunteers conduct a one-on-one tutoring session for 50 

minutes, then take a 10-minute break for light refreshments, and then continue with another 

50-minute one-on-one tutoring session.  While this is happening, managing staff members 

contact the families of children who are not in attendance that day, copy study materials, 

prepare the refreshments, and do other management-related tasks.  After the second one-on-

one tutoring session, volunteers and managing staff members see children off and tidy the 

room.   

Thereafter, volunteers write in study logs what the children learned that day and 

identify the following day’s activity.  Lastly, volunteers and managing staff members hold a 
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review meeting for approximately 20 minutes, during which each child’s progress is 

discussed.  On average, children and volunteers spend 2 and 3 hours each day, respectively, 

in the program. 

3.1.3 Program Environment 

 Depending on the number of participating children, the program is held in one to 

three rooms in the Council of Social Work building.  The rooms are used by different 

divisions of the Council during the daytime and by the program during the evening.  

Program volunteers and managing staff members reorganize and tidy up the room after every 

use.  During the activity time, pairs composed of one child and one volunteer sit next to 

each other at tables while they study. 

A notable feature of the program is its abundant resources for children.  As of the 

end of 2018, the program had more than 400 textbooks and workbooks, including books that 

review material taught at elementary school and books that prepare children for high school 

entrance examinations.  Also, managing staff members and volunteers develop original 

exercise sheets and, when appropriate, give photocopies to participating children.  An 

English vocabulary book, three English workbooks, a science workbook, and a social studies 

workbook are given to each participant at no cost.  Some participating children bring their 

school textbooks and workbooks, and various study materials are employed flexibly, 

depending on each child’s needs at the time.             

3.1.4 Author’s Participation in the Program 

For more than three years, starting with its opening in 2015, the author participated 

in the program as a volunteer and took field notes approximately once a week.  Field notes 

consist of program observations, notes taken during preparation and review meetings, and 
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transcripts of conversations with managing staff members, volunteers, and participating 

children.   

3.2 Method for Research Question (1) 

To answer Research Question 1—how volunteers in a Learning Support Program 

reach out to participating children to promote their learning and construct relationships—field 

notes and transcripts of interviews with volunteers were examined. 

 

Table 3

Characteristics of 1st Round Interviewees

Interviewees School Year Gender Major Avg. Participation
per Month

Participation Period
(months)

A Graduate 2nd Male Physics 6.1 8
B Graduate 2nd Male Computer Science 7.3 4
C Undergraduate 4th Female Education 1.6 9
D Undergraduate 2nd Female Social Welfare 4.6 9
E Undergraduate 2nd Male International Studies 2.2 6
F Graduate 2nd Male Statistics 5.9 7
G Undergraduate 3rd Female Education 3.4 7
H Undergraduate 2nd Female Social Welfare 2.0 1
I Undergraduate 3rd Female Social Welfare 2.8 7
J Undergraduate 2nd Male Economics 3.0 1
K Undergraduate 3rd Male Law 7.9 9
L Undergraduate 3rd Female Education 3.6 9

As of Jul. 2016  

 

Two rounds of semi-structured interviews with volunteers were conducted.  First, in 

July, 2016, the author interviewed 12 of 69 volunteers at cafes located near the selected 

Learning Support Program.  Each interview lasted 1 to 1.5 hours.  These participants 

attended five undergraduate or graduate schools, and their majors included social welfare, 

education, international studies, law, economics, and engineering.  The details are provided 

in Table 3. 

Before conducting each interview, the author explained that the participants’ private 

information would be protected, that participants could refuse to answer questions, that 
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conversations would be recorded, and that recordings would eventually be discarded.  These 

explanations were written on a sheet of paper, which was given to each participant.  After 

receiving the participant’s consent, the author carried out the interview.  All participants 

were asked a series of questions: Why did you begin participating in the program and why do 

you continue to do so? Do you think that Learning Support Programs differ from cram 

schools, and if so, how? What is your impression of participating junior high school students? 

How do you interact with participating students? What do you think of your relationships 

with other volunteers and staff members? What do you need to be careful about as a 

volunteer? And in what kinds of situations do you successfully help students or fail to do so? 

A second round of interviews with volunteers was conducted from August to 

October, 2017.  One-on-one, semi-structured interviews with one graduate student and 

seven undergraduate students (three of whom were also interviewees in the first-round) were 

held at cafes near the program site, and each interview lasted 1 to 1.5 hours.  In addition to 

the questions asked during the first interview, participants were asked whether or not the 

children they helped had changed and whether they felt that they were helping participating 

children.  Table 4 describes the characteristics of the second-round interviewees. 

 

Table 4

Characteristics of 2nd Round Interviewees

Interviewees School Year Gender Major Avg. Participation
per Month

Participation Period
(months)

D Undergraduate 3rd Female Social Welfare 3.9 22
I Undergraduate 4th Female Social Welfare 2.7 20
K Undergraduate 4th Male Law 6.8 22
M Undergraduate 3rd Female Education 4.8 21
N Undergraduate 3rd Female Commerce 3.5 19
O Undergraduate 4th Male History 3.9 19
P Undergraduate 4th Male Psychology 5.3 17
Q Graduate 2nd Female Engineering 3.9 22

*D, I, and K participated in the 1st round interview As of Aug. 2017  
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3.2.1 Procedures 

This study used the Modified Grounded Theory Approach (M-GTA) developed by 

Kinoshita (2003, 2007) to analyze field notes and interview transcripts.  By using M-GTA, 

which is often employed to investigate problems in the field of human services, researchers 

can identify similarities in large amounts of textual data, extract them as concepts by 

assigning them names, consider the relations between the concepts, and categorize them.  

By examining the relations between categories, researchers can grasp a whole phenomenon 

and devise a theory that explains it.  Research Question 1 addresses the question of how 

volunteers build ties with children and promote their learning through their interactions and 

what kind of elements are involved in the process.  The author considers M-GTA as an 

appropriate method of analysis because several volunteers in the program work with each 

child over time, and it allows the author to see multiple volunteers as a single abstracted actor 

and examine how volunteers as a whole interact with each child.  

 During analysis, the Analytical Theme was defined as “a process in which volunteers 

reach out to participating children in the Learning Support Program to promote their learning 

and build relationships.”  The Analytically-Focused Person—an abstracted actor who 

represents the group of individuals sampled in the research—was identified as a “volunteer 

who had participated in the program.”  Next, Analytical Worksheets were created to develop 

concepts from field notes and the interview transcripts.  Each Worksheet included (1) a 

concept name, (2) the concept definition, (3) examples of the concept (excerpts from the 

transcripts), and (4) theoretical notes on the concept (interpretations developed during the 

process of analysis).  Concepts were first created on the basis of the transcripts of the first 

interview.  Thereafter new concepts and examples were added from the transcripts of the 
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second interviews.  Subsequently, the concepts were divided into categories and sub-

categories, and a figure was drawn to illustrate the process.  To further increase the 

reliability and plausibility of the results, the concepts and categories were examined by 

graduate school students and a supervisor who have working experience in learning support 

programs.  

3.3 Method for Research Question (2) 

Field notes and interview transcripts with managing staff members were analyzed to 

address Research Question 2— how managing staff members in the program reach out to 

participating children to promote their learning and construct relationships during the 

program time?  In September, 2017, one-on-one, semi-structured interviews with two 

program staff members (Staff X and Staff Y) were conducted in a room of the Council 

building; each interview lasted 1 to 1.5 hours.  Before conducting the interviews, the author 

explained that the privacy of interviewees would be protected, that interviewees did not need 

to respond to the questions that they did not want to answer, and that conversations would be 

recorded.  The author then gained consent and asked questions.  Interviewees were mainly 

asked about the issues that they pay attention to when they interact with children, the 

circumstances under which they successfully (or not) interact with children, and when they 

had changed or otherwise helped children.   

 The results reflect the transcripts of interviews conducted with Staff X and Staff Y 

and field notes that also concern Staff W and Staff Z (who were not interviewed).  Staff X 

and Staff Y were regular, full-time employees, and Staff W and Staff Z were contract 

employees.  Three of these staff members were certified social workers or care workers, 

and, prior to the program, each had worked for elderly people or people with disabilities.  
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The other one staff member had teaching experience in public junior high schools.  

3.3.1 Procedures 

Analysis procedures resembled those of Question I.  Field notes and interview 

transcripts were analyzed using the M-GTA; its Analytical Theme was “a process in which 

managing staff members reach out to participating children in the Learning Support Program 

to promote their learning and build relationships.”  The Analytically-Focused Person was 

defined as “staff members in the management position of the program.”  Managing staff 

members in the Learning Support Program and a supervisor who had given advice to learning 

support programs were asked to comment on the concepts to improve their reliability and 

plausibility.  

3.4 Method for Research Question (3) 

To examine Research Question 3—how participating children perceive their learning 

and relationships with volunteers and managing staff members—field notes, the transcripts of 

interviews conducted with volunteers and managing staff members, and survey responses of 

participating children were analyzed.  The survey questionnaire was developed jointly by 

the author and managing staff members of the program.  The Learning Support Program 

administered a survey at the end of every academic year; the questionnaire for children who 

participated in the program during the 2017-2018 academic year was first designed by the 

author based on the questionnaire used in the previous year, and it was subsequently revised 

by managing staff members. 

3.4.1 Procedures 

The survey of children was then conducted from March to April, 2018.  The 

questionnaire was distributed during program time to children in the first-year or second-year 
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of junior high school, and 31 out of 35 children responded to it.  The questionnaire also was 

mailed to 27 children in the third year of junior high school, and eight children sent back 

responses.   

Children were asked to answer “Yes,” “No,” or “Neither Yes nor No” in response to 

questions.  They were asked whether they were glad to have participated in the program and 

whether they wanted to continue participating in it.  The questionnaire also asked children to 

“Agree,” “Somewhat Agree,” “Neither Agree nor Disagree,” “Somewhat Disagree,” or 

“Disagree” with questions related to various aspects of the program.  For example, they 

were asked whether they would visit the program if they were experiencing trouble; their 

responses are an indicator of social capital.  Third-year (i.e., graduating-year) junior high 

school students were also asked whether they would revisit the program even if they were not 

experiencing trouble.  The questionnaire also asked what children liked or did not like about 

the program.  Children were asked to write down their names because managing staff 

members planned to study and understand their responses.  However, the data that the 

author reviewed did not include their names.2 

  

                                                   
2 This chapter is based on Kawasaki (2018, 2019).  In this chapter, several revisions of the papers have 
been made. 
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Chapter IV  

RESULTS 

 

4.1 Research Question (1):  

Volunteers’ Interactions with Participating Children  

 This section presents the analysis of how volunteers reach out to participating 

children to promote their learning and build relationships in the Learning Support Program.  

As a result of the analysis, 23 concepts, five sub-categories, and six categories were 

generated from field notes and transcripts of interviews with volunteers.  The concept 

names, definitions, and examples are summarized in Table 5.   

Here is how volunteers interact with participating children to promote their learning 

and construct relationships during program time.  First, volunteers assess the state of mind 

and feelings of participating children, and they interact with the children by maintaining 

vertical relationships or by attempting to build horizontal relationships.  Such variability in 

volunteers’ involvement with children occurs because volunteers have ambivalent feelings 

about their age and teaching qualifications, and because they are often unsure how to achieve 

an effective balance of the program’s two principal goals: academic learning and social 

interaction.  Next, the volunteers again observe children’s response to volunteers and 

respond to children through vertical or horizontal relationships.  Volunteers then reflect on 

how they have interacted with children, and if they feel that they themselves have gained 

something from the interactions, then they continue to participate in the program.  By 

repeating this process, volunteers attempt to form ties with the children and promote their 

learning.  Figure 1 depicts the process: the category names are shown with bold borders, 
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sub-category names with dotted borders, and concept names with borders.  The particulars 

of the categories, sub-categories, and concepts are as follows.   

4.1.1 Perceiving the Child’s State of Mind  

Volunteers start by attempting to “perceive the child’s state of mind and feelings.”  

For example, a volunteer initiated to “talk to” a participant child, saying, “I'm in charge of 

you today.  Let's get started,” and he observed whether the child naturally returned the 

greeting without looking annoyed (as shown in No. 1 of Table 5).  Another volunteer, L, 

shared the following: 

[A participant child] has been absent from school, so I wasn’t sure what to talk 

about.  [The child] wouldn’t talk to everyone during break time, either.  […].  So, 

in such a case, I talk about myself or news, which is a bit serious, but (the child) 

listens to me with interest, so I think it’s okay to do so.  […].  Then, (the child) 

recently said to me, “I don’t understand but am motivated to study.  […].  If you 

give me homework, I’ll study at home and memorize [keywords in social studies] 

(Volunteer L, interview, July 27, 2016). 

Hence, volunteers initiate the conversation with the participating children and observe how 

they respond and, thus, whether the volunteers’ actions are appropriate. 

Volunteers also endeavor to “attentively listen” to what children are thinking about 

or feeling.  They do this because they recognize the importance of listening.  A volunteer 

claimed, “We don't want them to feel bad, do we?  So, I think listening is important.  There 

are some students who say, “This person [doesn't understand me],” if we don't listen to what 

they want to say” (as shown in No. 2 of Table 5).  Therefore, volunteers attempt to listen to 

participating children, regardless of the child’s behavior.  In some occasions, children ignore 
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what volunteers say to them.  A volunteer shared the following experience:  

When I said, “Well, let’s begin,” the child just replied, “I don’t wanna do anything 

today,” and just stayed there and wouldn’t talk to me.  […].  Then, I said, “If you 

have any problems or troubles, feel free to tell me anything,” but the child just 

ignored that.  Then, the child went to (another volunteer) to talk, and I felt like, “ah, 

she doesn’t need me…”  […].  But then, I ran after her, and establishing eye 

contact [with the volunteer] to ask for help, talked [with her and the volunteer] for a 

while (Volunteer M, interview, August 7, 2017). 

Thus, by initiating a talk and listening patiently, volunteers strive to perceive how 

participating children feel and what they are thinking about at the moment of interaction.   

4.1.2 Ambivalent Feelings  

Perceiving the children’s state of mind, volunteers often face ambivalent feelings 

about their age, teaching qualifications, and the importance of learning and social 

interactions.  Volunteers feel, for example, that they are older than participating children and 

need to exhibit behavior that indicates adult maturity.  A volunteer said, “If we are around 

the same age [as the children], it may not be a problem [to tease the children] and we can say, 

‘You said that, too.’  But they are junior high school students, so if we say that, we may look 

immature” (as shown in No. 3 of Table 5).  However, volunteers also feel that they are not 

yet adults.  A volunteer also said, 

We can get ourselves on the same eye level, or we may be able to put ourselves in 

their position or a closer position to them than adults, so they may also be able to 

come out of their shells and share their difficulties with us.  The program may be 

such a place now (No. 4 of Table 5).   
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Thus, volunteers believe that they can do certain things with the children that other adults, 

such as parents, school teachers, and the program’s management staff cannot because they are 

closer in age to the children.   

In addition to having mixed feelings about their age, volunteers vacillate about their 

“qualification in teaching.”  Volunteers believe that because they have already passed their 

high school entrance examinations and entered high school and then university, they have 

“accumulated knowledge and experiences” that children do not have.  For example, 

Volunteer I commented,  

We can't support them financially, but while we are learning together or talking 

together, some of them are narrowing down what they are interested in.  When I 

said [to a child], “I'm studying to become a social worker,” the student didn't know 

about welfare, so I explained it and that way, the student learned about it.  So by 

sharing what we are involved in, they can also learn new things, or I may sound a 

little bit arrogant, but we may be contributing to expanding their world (No. 5 of 

Table 5).   

On the other hand, volunteers worry about how they interact with children, given that they 

are “not officially qualified teachers,” and thus, they are not always sure which ways of 

interacting with children are the most appropriate.  For instance, Volunteer D wondered to 

what extent she could be authoritative, saying, “We are called teachers but we are not.  We 

are university students.  So I'm not sure how much we can be superior...  I wonder what 

they would feel if we showed our superiority too much, so I can't say whatever I want” (as 

shown in No. 6 of Table 5).  Volunteer K, seeing another volunteer (who was a graduate 

school student and had teaching experience at a cram school), recognized that he was not a 
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qualified teacher and made efforts to change himself.  He talked in detail about his first day 

in the program: 

I didn’t know how to talk to junior high school students, and the first one I was in 

charge of was [a junior high school student] who was very silent and nervous, and I 

was also anxious, so we couldn’t have a lively conversation.  But the conversation 

between [the volunteer mentioned above] and [another junior high school student] 

was great, really.  […].  Then I thought I needed to change myself.  I was not 

talkative originally, […] and thought children would perceive the atmosphere, so 

then I thought I should change the color of my clothes.  […].  I didn’t usually 

wear white or gray [I wear black ones], […], but first I changed my jacket to the 

bright color one.  […].  I think I myself changed since I came to this kind of place 

and thought about how students see me (Volunteer K, interview, July 23, 2016).   

Volunteers often worry that they are unqualified and strive to improve themselves and their 

interactions with children.    

The results of the interviews also demonstrate that volunteers value “learning and 

social interactions,” both of which cannot be achieved simultaneously in many cases.  On 

the one hand, volunteers believe that “learning is important,” arguing that third-year students 

in particular need to study because they soon will enter public high school (as shown in No. 7 

of Table 5).  On the other hand, volunteers also regard the program as an important place in 

which children can interact with and share their feelings or thoughts with others, such as 

managing staff members and volunteers.  Consequently, volunteers sometimes prioritize 

listening to children over studying, as Volunteer G, who thought that the Learning Support 

Program differs from cram school, explained:  
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If a student says, “I had trouble at school,” we don't say, “That's not what we are 

supposed to talk about.  You came here to study, right?  So let's do it,” but we say, 

“What happened?”  And I think it's great that everyone [every volunteer] tries to 

listen to students that way (No. 8 of Table 5). 

In other cases, volunteers wondered when they should give greater priority to listening more 

attentively to children.  For example, some children in the program also attend cram school, 

and among them are children who say that they would rather talk with managing staff 

members and volunteers than study because they need a break from tiring cram school 

assignments.  A volunteer questions this behavior, believing that the program’s primary 

purpose is to support child learning:  

I feel some students are using this free program in favor of themselves and are 

simply taking advantage of it…  Then, even if they come, they say like “I don’t 

wanna study,” or are just chatting.  Well, I wonder a little whether or not they come 

here just to spend time (asobu) with us… […].  I think those who meet certain 

conditions, like parents’ income level, and can come to the program are fortunate, 

[…] but I also wonder if it’s okay to completely exclude some other students just 

because their parents’ income exceeded the limit (Volunteer Q, interview, October 4, 

2017).   

Thus, recognizing that perhaps other children should attend the program, volunteers vacillate 

about how to budget their time.  Some prioritize spending the time to talk with children, but 

when this happens, study time is reduced and, consequently, children’s learning is not 

promoted.  How volunteers feel at any particular moment about their age, teaching 

qualifications, and the need to prioritize learning affects how they interact with children. 
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4.1.3 Affection towards the Child 

The analysis shows that although volunteers may have ambivalent feelings about 

their age, teaching qualifications, and the importance of learning, they invariably hold 

feelings of “affection towards each child.”  After all, volunteers voluntarily participate in the 

program, and they often do so because they have a “sense of service” and hope to do 

something for others, as Volunteer G explained: 

We are not asked to do so, but I myself feel, “I want to preview this section or 

prepare something for this student.”  Those kind of things make [this volunteer 

activity] different from the other typical volunteer activities.  Besides, we come 

early to talk with students [even though we are not asked to do so] (No. 9 of Table 

5). 

Because of their “sense of service,” volunteers assume the “responsibility” of taking care of 

children, believing that they should not let children lose their motivation to study (as shown 

in No. 10 of Table 5).  Also, as volunteers interact with children they deepen their 

“understanding of each child.”  Volunteer H, for example, assumed that children who 

participate in the program would be quiet and introverted, but in fact many of them are very 

active (as shown in No. 11 of Table 5).  Volunteers also hold “expectations” about children. 

As Volunteer D stated, “I interact with a student, somewhat hoping that the student would 

reach this point by doing this” (as shown in No. 12 of Table 5).  Furthermore, imagining 

each child’s background, volunteers demonstrate “empathy” for the child, as Volunteer L 

shared: “I also keep away from blaming them since it's not necessarily their fault that they are 

not at doing well in their studies.  After all, the surroundings around them are different, and 

I think we shouldn't blame them too much for that” (as shown in No. 13 of Table 5). 
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In addition, volunteers hold conflicting feelings about their “distance from children.”  

On the one hand, volunteers “want to get closer to children.”  Volunteer K stated that he felt 

happy just to know that children remembered his name—he had used a quiz to help them 

remember it (as shown in No. 14 of Table 5).  On the other hand, volunteers declare that 

they “want to maintain an appropriate distance” from children.  One volunteer thought that 

it would be best not to know much about the backgrounds of individual students because the 

knowledge would be too burdensome (as shown in No. 15 of Table 5).  In other words, 

volunteers feel varying levels of affection for each child, and this variation influences how 

volunteers interact with him or her.  

4.1.4 Maintaining the Vertical Relationship 

 Having affection toward each child and wavering between ambivalent feelings about 

age, teaching qualifications, and learning, volunteers interact with children.  When 

volunteers hold strong feelings about being older, have more knowledge or experiences than 

children, or want children to study, they seem to tend to “maintain vertical relationships.”  

These volunteers, for example, strive to “avoid conflicts patiently” by maintaining such 

relationships.  When Volunteer D talked to a child but was ignored, Volunteer D spoke to 

another child for a while until her feelings of being hurt were relieved.  When Volunteer D 

later talked to the child again, the child, who looked wryly amused, responded.  Volunteer D 

shared this experience, adding, “I thought she felt a bit lonely and that's why she showed a 

cold attitude to me.  Then I thought I had no choice but to raise the level of maturity” (as 

shown in No. 16 of Table 5).  Also, when they feel strongly about motivating children to 

learn, these volunteers sometimes “show their authority” by becoming strict in order to 

encourage children to work harder (as shown in No. 17 of Table 5).  Thus, volunteers 
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recognize their authority and maintain vertical relationships with children.   

 On the other hand, another volunteer shared a different perspective on vertical 

relationships, explaining that by being authoritative, he had alienated a child.  He explained:  

Well, she might have felt some pressure [from me], like “No, we need to study now” 

or something.  She appeared to want to continue talking [with her friend], but I 

disturbed that, and what I said was “Let’s study science,” which I guess she didn’t 

want to do most.  She was supposed to study science but she kept talking because 

she probably didn’t want to do it.  There, if someone like me appeared, who looked 

down on her and said like, “I’ll give you a favor of teaching science,” then of course 

she wouldn’t like me, would she? (Volunteer B, interview, July 8, 2016)      

Imagining and empathizing with how the child felt, the volunteer reflected that he should not 

have responded to her authoritatively at that time.  In other words, maintaining a vertical 

relationship with participating children may not always be useful or appropriate.   

4.1.5 Attempting to Construct a Horizontal Relationship 

As observed above, volunteers respond to children by maintaining vertical 

relationships.  Meanwhile, volunteers “attempt to construct a horizontal relationship” with 

children particularly when they feel close in age to children, feel unqualified as teachers, or 

want children to interact with them.  Volunteers, for example, “strive to become like 

friends” with children.  Volunteer I commented:  

Not a vertical relationship, like university students [up] and junior high school 

students [down], but I'm okay being spoken to [by junior high school students] in 

tamego (informal language used among peers).  I rather like to be friendish, so I 

feel more glad if they speak to me in tamego.  They may be looking down on me, 
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though [laugh] (as shown in No. 18 of Table 5).   

Also, sometimes volunteers intentionally “present themselves as not perfect.”  Volunteer L 

believed that there is an opportunity for volunteers to get closer to children when children 

ridicule volunteers.  Volunteer L declared, “This T-shirt [which I wore] had a hole on the 

back, and I myself sewed it.  I did it neatly, but [a particular child] made fun of me a lot, 

saying, “The quality is poor.”  But then I felt we are getting along better (as shown in No. 19 

of Table 5).  Thus, volunteers sometimes deliberately clown around or attempt to be funny, 

although children may say that what they do is not funny.  In other cases, volunteers have 

“share similar experiences” with children; for instance, when a child acknowledged that she 

did not understand some points she had learned before, a volunteer responded, “I think no 

university student, including me, is to understand everything by hearing it explained only 

once, without asking again” (as shown in No. 20 of Table 5).  Hence, volunteers emphasize 

that in some cases volunteers and children should be on an equal footing.  In constructing 

horizontal relationships with children, volunteers indicate that they do not wish to seem 

superior to or distant from children, whose company they want to enjoy. 

4.1.6 Reflecting on Interactions with the Child 

 As they repeating the process described above, volunteers “ruminate on how they 

interacted with each child.”  They thought, for example, about whether their interactions 

with children were appropriate and effective, and they considered whether they should have 

interacted with children differently.  Volunteer I stated, “Junior high school students said 

things to one another, which can be trash talk with one wrong move.  At such times, I 

wondered what I should do, though they were laughing together.  I couldn't directly give 

them warnings” (as shown in No. 21 of Table 5).   
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By reflecting on interactions with children, volunteers “feel rewarded,” recognizing 

that they have gained “experiences that could not be gained outside of the program,” and that 

they “feel happy to have been of help.”  Volunteer K shared that he had been experiencing 

things that he usually did not experience.  Although in the past he had not worried about 

other people, as a volunteer he often wondered how best to interact with children, and he 

worried about things shared in review meetings (as shown in No. 22 of Table 5).  Volunteers 

also felt glad when children’s academic understanding improved, when children responded to 

volunteers, or when children’s test scores improved (as shown in No. 23 of Table 5).  

Another volunteer shared her experience with a child who did not want to complete an 

assignment.  She detailed: 

I know him well, because he has been here since the opening [of the program] and 

we meet every week, so one time I said, “Why didn’t you do [homework]?  Do it 

and bring it next week definitely.”  Then, he did a half of it and brought it to me in 

the following week!  At that time, I was so happy and really rejoiced.  Then, he 

looked shy, but was cute.  […].  I then told him [to continue doing homework], 

saying, “If you do it, you will get this kind of benefits,” though I don’t know if he 

still remembers that.  […].  I wasn’t in charge of him the following week.  […]. 

But I learned from his study log that he completed homework that week, too.  That 

made me really happy (Volunteer D, interview, July 11, 2016).  

The interaction benefited both the child and the volunteer.  Volunteer D encouraged the child 

to do homework and felt happy when the child did so.  Seeing the volunteer rejoicing, the 

child completed the next homework assignment, and a reciprocal relationship formed 

between them. 
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Such experiences are not easily found outside of the program, and among volunteers 

feelings of happiness provide a sense of service that motivates them to be of further help to 

participating children, and reciprocal relationships are formed.  It seems that as long as 

volunteers feel rewarded, they will continue to participate in the program and repetitively 

carry out the process described above.3   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                   
3 This section, 4.1 Research Question (1): Volunteers’ Interactions with Participating Children, is based on 
Kawasaki (2018).  In this section, several revisions of the paper have been made. 
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Table 5

Concept Names, Definitions, and Examples (Volunteers)
No. Name Definition Example

1. Talking to a
Child

To start speaking to a
child to see the response

(Q: Do you feel you are trusted by the students?)
Hmm... Well, when we meet them, we first greet them, saying, "I'm in charge
of you today.  Let's get started," or something, don't we? At that time, when
the student naturally says, "Thank you in advance," or something without
looking annoyed [I feel trusted] (Volunteer J, interview, July 23, 2016).

2. Listening
Attentively

To focus on listening to
what the child is thinking
and feeling

Yes, we teach, and try to make them get used to studying, but I also want
them to know that there are people who want to listen to them, and getting
used to interacting with such people is important.  We don't want them to feel
bad, do we? So, I think listening is important.  There are some students who
say, "This person [doesn't understand me]," if we don't listen to what they
want to say (Volunteer K, interview, July 23, 2016).

3. Not a Child

To believe that volunteers
should show or should
not show certain
behaviors since they are
older than the child

As we get familiar with one another, they get over friendly, don't they? But at
that time, we shouldn't respond to them behaving in the same manner as they
do [laugh].  It may also depend on the student, but even when they are
teasing us, its not okay for us to tease them back.  If we are around the
same age [as the children], it may not be a problem [to teach the children]
and we can say, "You said that, too." But they are junior high school
students, so if we say that, we may look immature [laugh] (Volunteer A,
interview, July 6, 2016).

4. Not an Adult

To believe that volunteers
can or cannot do certain
things since their age is
relatively close to the
child

We can get ourselves on the same eye level, or may be able to put ourselves
in their position or a closer position to them than adults, so they may also be
able to come out of their shells and share their difficulties with us.  The
program may be such a place now (Volunteer H, interview, July 19, 2016).

5.
Having More
Experiences
and Knowledge

To feel that volunteers
have accumulated
knowledge and
experiences to convey to
the child

We can't support them financially, but while we are learning together or
talking together, some of them are narrowing down what they are interested
in. When I said [to a child], “I'm studying to become a social worker,”  the
student didn't know about welfare, so I explained it and that way, the student
learned about it.  So by sharing what we are involved in, they can also learn
new things, or I may sound a little bit arrogant, but we may be contributing to
expanding their world (Volunteer I, interview, July 20, 2016).

6.
Not Qualified
as a Teacher

To feel that they are not
qualified teachers and
there exist things they
are not sure of, even
though they are called
teachers

[Participating children] say anything, they say anything to me right away.  I
also want to say whatever I feel when I am told something, but if I say too
much, that may not be right, maybe? I think it's difficult since we sometimes
shouldn't say too much.  Staff Z (who has teaching experiences at school)
can say something to students in a teacher-like manner, can't she?  Actually
she is a teacher, though.  We are called teachers but we are  not. We are
university students.  So I'm not sure how much we can be superior... I wonder
what they would feel if we showed our superiority too much, so I can't say
whatever I want.  I also wonder if they would think like, "How dare you say
such a thing?"  [A particular children] may feel that way... (Volunteer D,
interview, July 11, 2016).

7. Importance of
Learning

To believe that the child
needs to study since he
or she needs to prepare
for high school entrance
examinations

Staff Z always say that [cram schools and this learning support program are
different], and she also says we don't want to be like cram schools, and I
understand that feeling... She also says this is a place of reassurance.  But
third-year students, but jukensei  [students preparing for entrance exams]
have to study since they have to get into public high school as an imminent
reality (Volunteer C, interview, July 11, 2016).



 

57 
 

No. Name Definition Example

8.
Importance of
Social
Interactions

To believe that the child
should also interact with
others

I think cram schools largely or only support students' learning, but this
program may be supporting a part of their lives other than their learning, too.  I
think it's a big difference.  If students face some difficulties, we give priority to
listening to them over studying, and I think those kinds of things represent
this program and are good.  If a student says, "I had trouble at school," we
don't say, "That's not what we are supposed to talk about.  You came here to
study, right? So let's do it," but we say, "What happened?" and I think it's
great that everyone [every volunteer] tries to listen to students that way
(Volunteer G, interview, July 13, 2016).

9. Sense of
Service

To want to do something
for the child

I've never thought that this is a part-time job [even though we receive a
reward], and I don't feel like "I'm doing this for them," but just feel I want to do
this for myself.  We are not demanded to do something, like preview
textbooks or prepare something to teach, are we?  We are not asked to do
so, but I myself feel, “I want to preview this section or prepare something for
this student.” Those kind of things make [this volunteer activity] different from
the other typical volunteer activities.  Besides, we come early to talk with
students [even though we are not asked to do so] (Volunteer G, interview,
July 13, 2016).

10. Responsibility
To be accountable for the
child's growth

I don't quite understand children's behaviors, so I wonder what I should do if a
student loses motivation to study and leaves when I say to the student too
passionately, "Let's do it," or something.  Children sometimes show
unexpected behaviors, but I am responsible of taking care of them, so I'm
careful of how to keep up with them (Volunteer H, interview, July 19, 2016).

11. Understanding
To learn and know what
kind of person the child
is

[Before participating in the program] I assumed that those who attend the
program would be quiet. [...].  But they are not that introverted.  I learned
[some students] are very active and I felt like "Oh, I see. I didn't expect that,"
or "This is not I had in my mind," after getting into the program (Volunteer H,
interview, July 19, 2016).

12. Expectation
To expect that the child
should do or can do
certain things

I just do a part-time job nonchalantly, but my readiness for this program [is
different], I interact with a student, somewhat hoping that the student would
reach this point by doing this (Volunteer D, interview, July 11, 2016).

13. Empathy
To imagine the child's
background and share
his or her feelings

[I'm careful] not to say to students that they are not doing well in studies, and
I also keep away from blaming them since it's not necessarily their fault that
they are not at doing well in their studies.  After all, surroundings around them
are different, and I think we shouldn't blame that too much (Volunteer L,
interview, July 27, 2016).

14. Wanting to Get
Closer

To hope to close the
distance with the child

I'd be happy just to know that students remember my name, and also as a
kind of strategy, or a way of interacting with children, I tried to get them to
remember my name by a quiz, hiding [his name tag and asked students what
is his name], and I did this to a student every time we met for a month.  Then,
the student actually remembers my name.  I have interacted that way, and
since then,  also have become closer to the student (Volunteer K, interview,
July 23, 2016).

15.

Wanting to
Maintain an
Appropriate
Distance

Not to want to get too
close to the child since
the volunteer cannot
assume full responsibility
for his or her life

I think I don't need to know about students' backgrounds individually.  I don't
want to know, like, this student has this kind of family, but just want to know,
for example, children from single parent families [in general] live this way or
there are people living that way, or something.  If I have to know about each of
their backgrounds, I'd feel a bit too burdened, and I think it's a private thing,
too (Volunteer A, interview, July 6, 2016).
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No. Name Definition Example

16.
Avoiding
Conflicts
Patiently

To strive to interact with
the child with peace of
mind not to break the
relationship with him or
her

When I said [to a child], "I came here today!," she ignored me.  But at that
time, I also got hurt, thinking that my heart was broken and I was so
shocked.  Then, I escaped to another student.  But when I talked to her,
saying, "Why you ignored me?," she, looking wryly amused, said, "What?,"
and came to me.  So I thought she felt a bit lonely and that's why she
showed a cold attitude to me.  Then I thought I had no choice but to raise the
level of maturity. I may not look it but I really get hurt every time (Volunteer D,
interview, July 11, 2016).

17.
Showing
Authority

To let the child work on
challenging tasks or
things

I sometimes find myself being a cram school teacher. [...].  I'm getting more
strict because I want them to work hard (laugh). [...].  But I don't dislike
managing cheeky children [laugh].  It's rewarding to see such children
improving their academic performance, and I feel like, "Oh, great" (Volunteer
C, interview, July 11, 2016).

18.
Striving to
Become Like
Friends

To attempt to construct a
relationship to become
like his or her friend
around the same age

Not a vertical relationship, like university students [up] and junior high school
students [down],  but I'm okay to be spoken to [by junior high school
students] in tamego  (informal language used among peers).  I rather like to
be friendish, so I feel more glad if they speak to me in tamego.  They may be
looking down on me, though [laugh] (Volunteer I, interview, July 20, 2016).

19.
Presenting
Oneself as Not
Perfect

To show that the
volunteer in the teaching
position also fails to do
something or makes
mistakes

I really think that we can be closer to students as we are made fun of by
them.  It may be better to be made fun of than being respected.  [A child]
teases me a lot.   This T-shirt [which I wore], had a hole on the back, and I
myself sewed it. I did it neatly, but she made fun of me a lot, saying, "The
quality is poor."  But then I felt we are getting along better. So I think
clowning around or doing something funny, even if they say it's not funny,
would make us get closer to one another (Volunteer L, interview, July 27,
2016).

20.
Sharing Similar
Experiences

To let the child know that
the volunteer also has
gone through similar
experiences

Child: I was working on some problems at home, but still don't understand.
Author: Oh, then, bring them here.
Child: No, I feel bad.  [A volunteer] went to all that trouble, and taught me.  At
that time, I should've taken notes properly.  It's my fault, I didn't do that.
Author: No, no, I think no university student, including me, is to understand
everything by hearing it explained only once, without asking again, for sure.
Child: Um.. but is that okay?
Author: Of course, it's okay. Rather, bring anything. Here are no people who
say ,"I told you this before.
Child: Then, I'll bring them next time.  (field notes, February 15, 2016)

21.
Ruminating
on the
Interactions

To look back what the
volunteer did for the child
and think of whether their
interactions were
appropriate

Junior high school students said things to one another, which can be trash
talk with one wrong move.  At such times, I wondered what I should do,
though they were laughing together.  I couldn't directly give them warnings.
At those times, should we warn them? (Volunteer I, interview, July 20, 2016)

22.

Gaining
Experiences
that Cannot be
Gained outside
of the Program

To feel that the volunteer
has experienced
something that cannot
be experienced
elsewhere

Hmm… Maybe I'm enjoying it, since I often wonder what to do or how to
interact with a student, or worry about things shared in review meetings, too.
Well, I feel I don't usually worry about something.  It's not often that I worry for
other people, so thinking a lot, I try again and again (Volunteer K, interview,
July 23, 2016).

23.
Feeling Happy
to Have been
of Help

To feel glad that the child
has positively changed
because of their
interactions

I often teach English, and when students, who obviously didn't like English,
came to understand it a little bit or responded to me, or when a student who
didn't know the difference between be verbs and ordinary verbs could solve
problems on them, I feel good.  I'm also happy to hear that students came to
say their test scores improved (Volunteer C, interview, July 11, 2016).
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4.2 Research Question (2): 

Managing Staff Members’ Interactions with Participating Children 

 The previous section examined how volunteers in the selected Learning Support 

Program are involved with participating children.  This section analyzes how staff members 

in management positions reach out to participating children to promote their learning and 

build relationships.  

 As a result, 22 concepts, two sub-categories, and seven categories were created.  

Table 6 shows the concept names, concept definitions, and concept examples.  Managing 

staff members in the Learning Support Program also examine the child’s state of mind and 

interact with him or her through either a hierarchical or a horizontal relationship.  How 

managing staff members respond to a child seems to depend on the staff members’ 

ambivalent feelings about learning and social interactions, their unwavering values, and their 

affection toward the child.  Managing staff members then reflect on their interactions with 

the child, and if they find those interactions rewarding, they continue the process.  This 

entire process is depicted in Figure 2, and the details are shown below.   

4.2.1 Perceiving the Child’s State of Mind 

 Initially, managing staff members attempt to perceive the child’s state of mind.  To 

do this, the staff “observe how a child looks and feels.”  Frequently the staff observe that the 

child is changing little by little over a long period of time—for example, a child, who had 

never greeted the staff one day started saying hello to them (as shown in No. 1 in Table 6).  

The staff also open casual conversations with children.  For instance, they might ask a child 

what he or she needs to work on (e.g., No. 2 in Table 6).  By “listening and talking to the 

child,” the staff comes to understand how the student is doing.  In this manner, managing 
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staff members strive to perceive and follow even small changes in children from moment to 

moment and over time.  Once staff members perceive a child’s state of mind, they respond 

to that child in various ways.   

4.2.2 Ambivalent Feelings Concerning Learning and Social Interactions 

 Differences in how managing staff members respond to a particular child seem to be 

rooted in the staff member’s ambivalent feelings, unwavering values, and affection toward 

the child.  What they feel most ambivalent about is the relative “importance of learning” and 

“social interactions.”  On the one hand, managing staff members believe that learning is 

important, and so they encourage children to study.  As Staff Z noted, “[We (staff members 

and volunteers)] are also thinking of what kind of cases children may fall into poverty, and 

we want to keep them from falling into it, don’t we?  In a sense, making them go to high 

school may be one of the surest ways to do so” (as shown in No. 3 of Table 6).  Yet the staff 

also recognize that children’s social involvement is crucial.  Staff X, for instance, stated,  

[We] know we have no choice but to interact with others while working.  […].  I 

think one of the good things here is those children, who had almost never interacted 

with others, have been absent from school for a long time, or would not go out 

usually, are talking and interacting with someone or some people here.  […].  The 

junior high school students should have felt that the volunteers attentively listened to 

them, and that will lead to the next step (No. 4 of Table 6).   

Thus, managing staff members believe that both children’s learning and interactions with 

others are important, although sometimes learning occurs at the expense of interactions and 

vice versa.  That said, guessing that volunteers would wonder what to do if they were asked 

only to talk with children, Staff Y also said,  
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Junior high school students would also be able to understand what kind of a person a 

volunteer is, and [the students] may start to ponder over various things, which 

volunteers shared and they have never thought about.  We connect junior high 

school students and volunteers with learning, which is an easily understandable tool 

that enables both of them to face each other.  I think that’s why, from the beginning, 

we decided to assign different volunteers to junior high school students every time 

(Staff Y, interview, September 27, 2017). 

Hence, managing staff members recognize that learning is a tool that helps volunteers open 

conversations with unfamiliar participating children.  The interaction deepens the 

understanding of both the child and the staff member, and it expands the child’s perspective.  

4.2.3 Unwavering Values 

Meanwhile, managing staff members also maintain unwavering values.  They 

believe, for example, that “they should not let a participant child hurt him- or herself” or “let 

him or her hurt others.”  Staff W tried to prevent a child from harming herself with her own 

words.  The child, who had gotten a low score on an exam and thus was not motivated to 

study, said, “I can't do this.  I'm stupid anyway.”  Staff W reassured her, saying, “Don't say 

that kind of thing.  You aren't stupid.  You can do this if you try.  [You are] capable of 

doing this” (No. 5 in Table 6).  In addition, managing staff members also do not allow 

children to hurt others.  For instance, when a child exhibited an unpleasant attitude towards 

some volunteers and thereafter was amiable with the other volunteers, the staff asked the 

child whether she understood that volunteers, too, can have their feelings hurt (as shown in 

No. 6 in Table 6).  Managing staff members also believe that staff and volunteers should not 

exacerbate children’s relationships with other people such as school teachers.  During a 
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review meeting, when a volunteer initiated a discussion about how to respond to a child who 

criticized school teachers, a staff member maintained,  

Staff members and volunteers would need to listen to children, while also managing 

not to intensify their criticism of the school.  The program has endeavored to create 

an environment in which children could focus on learning as much as possible by 

providing snacks during break time or not requiring children to wear a school 

uniform.  But school teachers could not do the same, even if they wanted to do so, 

and if staff in out-of-school activities, such as cram school or this program, 

completely denied what teachers did, children could do the same thing at school, 

explicitly blaming teachers, which would offend them and worsen children’s 

relationships with them, widening the gap between the school and the program (Staff 

Z, field notes, July 26, 2017).   

In other words, managing staff members pay attention to whether or not participating children 

hurt themselves, and they are also concerned about how those children interact with others in 

the program, including other children, volunteers, and school teachers. 

 Moreover, managing staff members believe that there are some things that managing 

staff members, “as professionals,” should not do.  For example, Staff X explained that when 

he had something to tell a child, he would think about how best to convey the message so that 

the child would really understand Staff X’s intent as opposed to conveying the message 

harshly.  He went on to state, “This also applies to me.  Even if what someone is saying is 

right, it also sometimes makes me angry.  [...].  Well, I also wonder if it's okay to show 

one's feelings while working” (as shown in No. 7 of Table 6).  Staff X also declared,  

This is a job, but it’s not too stressful for me.  Well, I also don’t think like, “I need 
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to wait (for children’s growth) patiently!” but I think like, “If they change one 

day…, if they change one day, that’ll be okay,” or something, since I get that kind of 

advice often, too.  […].  You know, [an expert who came to a training session for 

volunteers].  She said to us [managing staff members], “You can’t lose heart.  

Why don’t you support children, expecting that they will be settled at around 30 

years old?”  That helped me (Staff Z, interview, September 20, 2017).  

Recognizing that supporting children is part of their work and that it requires a long term 

commitment, managing staff members believe that only certain ways of responding to 

children are acceptable.  They understand that some children change over the short term 

while others require support for longer periods, during which they change slowly.  

4.2.4 Affection towards the Child 

While managing staff members’ ambivalent feelings and unwavering values 

apparently influence how they interact with children, their affection toward each child, which 

involves their understanding, expectation, responsibility, empathy, and sense of service, also 

seems to affect it.  Managing staff members deepen their “understanding” of children by 

observing and talking with them.  Staff Y, for example, watched a child going about his 

business, talked to the child casually, and examined the child’s response.  Staff Y did this to 

understand what the child truly wanted as well as the child’s personality (as shown in No. 8 

in Table 6).  The staff also hold “expectations.”  For example, Staff Z recognized how 

much time a child spent studying, and believed that the child would be able to gain higher 

scores than she did on particular exams (as shown in No. 9 in Table 6).   

Managing staff members also assume “responsibility” for the growth of each child.  

Staff Z stated, “[A child] made up her mind [not to change her first-choice high school], so 
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we also have no choice but to do so” (as shown in No. 10 of Table 6).  Thus, staff are 

committed to helping each child pass the high school entrance examination.  The staff also 

feel “empathy” for participating children whose family circumstances are difficult.  They 

imagine how hard it must be for a child to live in an environment in which the mother is 

always gloomy or the father is always harsh.  They emphasize to children that staff members 

and volunteers are available to help them (see No. 11 in Table 6).  In addition, the staff has a 

“sense of service.”  In one instance, the staff had waited a long time for a child who had 

been interviewed and enrolled in the program, but who had not yet attended (No. 12 in Table 

6).  Staff members responded to the extended absence by expressing a desire to help the 

child.  Staff understanding, expectations, responsibility, empathy, and sense of service can 

differ depending on the child, and it can influence how staff members treat individual 

children.   

4.2.5 Maintaining the Vertical Relationship 

Based on the dominant value or feeling toward a child at each moment, managing 

staff members seem to respond to him or her either by maintaining their vertical relationship 

or by attempting to construct a horizontal relationship.  Through vertical relationships, 

managing staff members often “deal with a child individually.”  One staff member, for 

example, “offered suggestions” to a child about what to study and how to increase his score 

on an exam (as shown in No. 13 of Table 6).  Also, the staff member “patiently avoided 

conflicts” with a child.  Staff X, for instance, believed that if he showed irritation, the child 

would not understand his intent, and their relationship would be harmed (No. 14 in Table 6).  

Yet managing staff members do not accept everything that a child says; instead, they also 

“provide words of caution.”  For example, a child, who passed a high school entrance 
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examination, did not tell the staff the results until he was asked, at which point, playing a 

smartphone game, he casually replied, “Thanks.”  In response, one of the staff members told 

the child, “If you cannot say, ‘Thank you’ to those who have taken care of you, no one in 

other places will take care of you again,” and “I can't ignore the potential loss you may suffer 

in the future” (Staff Z, field notes on March 3, 2017).  The staff explained that “when adults 

scold children seriously, they will understand the intent, and will not feel hurt but will 

understand how much [staff members and volunteers] care about them” (as shown in No. 15 

of Table 6).  Mediating conflicts between children or between children and volunteers, the 

staff also “intervened on behalf of volunteers or other children” by explaining what the child 

or volunteer had tried (unsuccessfully) to convey.  Staff Z, for instance, said to a child who 

showed favor to particular volunteers, “When you say you want to study with [particular 

volunteers], it is a compliment to [the particular volunteers], but other volunteers will feel 

sad” (No. 16 in Table 6).  Thus, managing staff members, showing their authority, respond 

to children individually in some cases. 

Staff members also deliberately “treat each child equally.”  For instance, the staff 

“present the same opportunities” to all children; they convey to children all program news, 

including upcoming activities and events (No. 17 in Table 6).  Also, concerned about how to 

address children, Staff Y decided to add the same honorific (“-san“) to all of their names. 

Staff members are careful “not to change their attitudes depending on the child” (see No. 18 

in Table 6).  These interactions illustrate the vertical relationships that managing staff 

members frequently employ. 

4.2.6 Attempting to Construct a Horizontal Relationship 

 Managing staff members also establish connections with children by approaching 
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them at their level—i.e., by establishing “horizontal relationships.”  To do so, managing 

staff members try to “find commonalities” with children.  Hoping to establish closer ties to a 

child and develop a relationship of mutual respect and interest, Staff Y attempted to find 

favorite things in common with children (No. 19 in Table 6).  In addition, staff members 

“show that they are not perfect.”  For instance, when a child was unwilling to study 

functions, Staff W empathized with the child and shared that she, too, was not good at 

mathematics (as shown in No. 20 of Table 6).  By identifying commonalities and revealing 

their own weaknesses, the staff attempt to construct horizontal relationships with program 

children.   

4.2.7 Reflecting Interactions 

 Following each of their interactions with children, managing staff members 

“ruminate on them.”  For example, Staff X mentioned that he usually found it difficult to 

interact with children because they seemed to be different every time they met: sometimes a 

certain way of interacting with the children was fruitful, while other times it was not (No. 21 

in Table 6).  Also, Staff Y said, “[When] someone praises or positively evaluates what I've 

done or how much I’ve cared for others somewhere, even though I myself cannot talk about 

those things, uh, I think in those times I feel fulfilled.”  Staff Y continued, “Even if I say 

‘I’m doing this for others,’ it also leads to my self-realization and satisfaction” (as shown in 

No. 22 of Table 6).  Even when staff members experience difficulties, they “feel rewarded.”  

It is this feeling of reward that prompts managing staff members to continue working in the 

program.4 

                                                   
4 This section, 4.2 Research Question (2): Managing Staff Members’ Interactions with Participating 
Children, is based on Kawasaki (2019).  In this section, several revisions of the paper have been made. 
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Table 6

Concept Names, Definitions, and Examples (Managing Staff Members)
No. Name Definition Example

1. Observing
To monitor a child to
discern how the child
looks or feels

Staff X: ... everyday, every time something happens, [we] face each problem,
so I'd rather feel good at the end, probably.  Well, but I can also see children
changing little, little by little, so I also feel I could be of some help to them at
those times.
Author: For example, what kind of changes have you seen?
Staff X: Well, honestly, not only in their learning, but when they just came to
say hello to me [laugh].  I also saw such students today, too, and sometimes
feel like, "Some of them have changed a little," or "Oh, they have come to
interact with other people," although I am not always with them since I don't
teach (Staff X, interview, September 20, 2017).

2.
Listening and
Talking

To have a conversation to
learn how the child is
feeling or what the child
is doing

(During a review meeting Staff Y commented, who saw a volunteer and a
junior high school talking in English.)
I thought junior high school students feel embarrassed to speak English, but
when I asked her, "Do you have a test or something?"  she said she would
have an English conversation test the next day and have to take it with a
classmate  she had never paired up with, which I think is quite unbelievable
[laugh] (Staff Y, field notes, June 27, 2016).

3.
Importance of
Learning

To believe that the child
needs to study since he
or she needs to prepare
for high school entrance
examinations

It's not that we are just sending the kids to high schools, but are also thinking
of what kind of cases children may fall into poverty, and we want to keep
them from falling into it, don't we? In a sense, making them go to high school
may be one of the surest ways to do so  (Staff Z, field notes, September 13,
2017).

4.
Importance of
Social
Interactions

To believe that the child
should interact with
others

Well, honestly, we know we have no choice but to interact with others while
working, and here we don't really intervene in their relationships with their
friends,  but after all, I think one of the good things here is those children, who
had almost never interacted with others, have been absent from school for a
long time, or would not go out usually, are talking and interacting with
someone or some people here.  [...].  After all, we want the kids to become
confident, so now may be  leaning toward improving their academic
achievement, but it's not that we can decide which is bad or which is good,
and we can't find the answer for this definitely.  Still now some student
volunteers say, "Uh, we couldn't study.  I'm sorry we just talked." But I think
they don't need to apologize for that.  The junior high school students should
have felt that the volunteers attentively listened to them, and that will lead to
the next step (Staff X, interview, September 20, 2017).

5.
Not Letting the
Child Hurt Him-
or Herself

To believe that the child
should not hurt him- or
herself or his or her
future self

(Child A seemed to have gotten a low score on an exam and have lost
motivation to work on practice questions.)
Child: I can't do this. I'm stupid anyway.
Staff W: Don't say that kind of thing.  You aren't stupid.  You can do this if
you try. [You are] capable of doing this (Field notes, August 1, 2016).

6.
Not Letting the
Child Hurt
Others

To believe that the child
should not hurt others

(Staff Z had a one-on-one conversation with a junior high school student, who
had showed an unpleasant attitude to some student volunteers  in the
previous weeks)
The student said, "I'm shy.  It takes time to open up to volunteers who do not
look cheerful."  But then I said a bit sharply, "But do you understand
university students would also get hurt if you show a cold attitude to them
while you are amiable for the other university students?" Then, she, sulking a
bit, said, "I understand" (Staff Z, field notes, March 14, 2016).



 

69 
 

No. Name Definition Example

7. Being
Professional

To believe that there exist
things staff should do or
should not do as
professionals

Well, when I have something to tell junior high school students, I'd think of how I
should convey it so that they would really understand my intent, rather than just
conveying it harshly.  This also applies to me.  Even if what someone is saying is
right, it also sometimes makes me angry. [...]. Well, I also wonder if it's okay to
show one's feelings while working.  (Staff X, interview, September 20, 2017)

8. Understanding To learn and know what
kind of person the child is

Staff Y: In a sense, I'm aware that I have my own style (to interact with students),
but it doesn't mean that I want to persist in it. That is, I think I need to understand
the relationships.
Author: Uh, with each student?
Staff Y: Yea, first I see how a student is going about his or her business, or talked
to him or her casually, but when the response was not something I had expected,
I wondered if the student would rather want to study seriously and concentrate on
it. Or I also see what kind of personalities they have.  I try to understand what kind
of children they are, rather than caring whether they are following my style (Staff Y,
interview, September 27, 2017).

9. Expectation
To expect that the child
should do or can do
certain things

[A child] is getting more cheerful as she comes here, isn't she?  I heard her
mother saying her academic performance was horrible, but the score, 38  points,
in a math exam, seems to be the highest score she has ever got.     But we think
she can get higher score, don't we?   This time, she may have felt tense at school,
where she does not go usually, but I believe she can get 50 points or more (Staff
Z, field notes, July 25, 2016).

10. Responsibility To be accountable for the
child's growth

[A child] has not said she will change her first-choice high school.   But her
classroom teacher once said that she was 60 points short, which was actually 80
points short,  of passing the entrance exam [given the results of a mock exam].
But since then she has grown and now she is 45 points short. [...].  She made up
her mind, so we also have no choice but to do so (Staff Z, field notes, January 25,
2016).

11. Empathy
To imagine how the child's
background and share his
or her feelings

Children like those coming here from families in difficulties meet particular people
only.  Their experiences are limited to such an environment, like "My mother
always looks gloomy."  But when they go out (and come here), they would feel like,
"Here are such people as these who are always smiling," or "My father is always
harsh, but here are such people as these who are very kind to me." So we can
help them connect to the larger society.  (Staff Z, field notes, April 11, 2016)

12. Sense of Service To want to do something
for the child

(About a junior high student who had not come for long since the first interview
with the staff to participate in the Program)
He's  been struggling with his study since  he was in elementary school. So he'd
been losing motivation and cannot perform at his potential.  School teachers also
think like, "This student cannot do this," or "This student is lazy."  But such a
student was brought here due to a series of coincidences.  At first, on the interview
date, his mother brought him forcibly, and he said, "Let me think about if for a
while."  Then, we'd been waiting for him for long, and finally, last week he came
here.  We were glad about it (Staff Z, field notes, March 7, 2018).

13. Offering
Suggestions

To advise what the child
should do

 [A child] looked anxious, saying, "I have only three times left to come here, and
don't know what to study." So she usually says she wants to study English, but I
told her how many more points she needs to get in each subject, like 15 more
points in math, and what to do for it.  They cannot do what they have never done,
so we need to be strategic (Staff Z, field notes on February 15, 2016).
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No. Name Definition Example

14.
Avoiding
Conflicts
Patiently

To strive to interact with
the child with peace of
mind not to break the
relationship with him or
her

Maybe, if I show my irritation, the focus will be on how I told them, so on that point, I
need to think about how to talk to them and have them understand.   It is not good
to end in bad relationships or just make them angry, so I think we don't need to
harshly tell them what we want to say (Staff X, interview, September 20, 2017).

15.
Providing
Words of
Caution

Not to accept everything
the child does and to give
advice

It may be harsh, but you guys [volunteers] can also say that, or "No way," to other
children [who passed the high school entrance exam but did not say any words of
gratitude], at such a time as this.  We've always asked you guys, "Please support
them," or "Think about their self-esteem," but when adults scold children
seriously, they will understand the intent, and will not feel hurt but understand how
much we care about them (Staff Z, field notes, March 3, 2017).

16.

Intervening on
Behalf of
Volunteers or
Other Children

To intervene in conflicts
between the child and a
volunteer or among
children

The other day, [a child] said, "I want to study with [a particular volunteer, R]."  But at
that time, [another volunteer, S] was in charge of her, and [the volunteer S] said, "It
was tough."  Then, I said to the child later, "When you say you want to study with
[the volunteer R], it is a compliment for [the volunteer R, but other volunteers would
feel sad." She is sensitive, so she immediately said, "I also like the other
teachers.  They are good at teaching."  But here, we not only need to simply accept
and empathize what children say but also sometimes have to find the opportunity
to hit home.  (Staff Z, field notes, February 15, 2016

17.
Presenting
the Same
Opportunities

To share the same
information with all
children

This year, we will have a summer party on August 15, Tuesday, from 15:00.  We'd
like to ask some of you, both junior high school students and volunteers, to join
the executive committee, so please contact us if you can.  Last year, some
students sang songs, and we also played games, too.  So if you can also do
some performance, please let us know (Staff X, field notes, July 12, 2017).

18.

Not Changing
Attitudes
Depending on
the Child

To be careful not to favor
or discriminate particular
children

My belief is, actually, that I shouldn't change my attitude depending on the student.
Well, I just talked about compatibility, but I don't draw any lines depending on it,
and keep myself away from doing things like,  "I'll do this for this student but won't
do so for that student."  Actually, honestly speaking, I thought a lot about how to
call their names.  Now I call all of them adding (the honorific) "-san" to their names
(Staff Y, interview, September 27, 2017).

19. Finding
Commonalities

To explore and tell what
the staff and the child have
in common

I think it's necessary to get to know about [students], but at the same time, I need
to make myself understood, so while interacting with them, I try to use certain
tones or let them know, like "I am a person like this."  I also often use the same
keywords or try to find favorite things in common or other common points, and in
doing so, I want to understand them and want them to understand myself (Staff Y,
interview, September 27, 2017).

20.
Presenting
Oneself as Not
Perfect

To show that the staff also
fail to do something or
makes mistakes

Child: A lot of tests, I hate it. I hate functions, don't want to do this.
Staff W: I also didn't like them, but everyone go through it.
Volunteer: Yeah, all junior high students in Japan go through it.
Staff W: You need to listen to what [a particular volunteer] says carefully.
Child: Nope. I really don't want to do this.
Staff W: I understand how you feel. I also wasn't good at math. But when you get
older, you may feel you should have done (field notes, October 25, 2017).
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No. Name Definition Example

21.
Ruminating
on the
Interactions

To look back what the
staff did for the child and
think of whether their
interactions were
appropriate

(Author: Don't you feel exhausted from doing this job?)
I'd rather find it difficult than feeling exhausted.  Well, things happen, like,
"Yesterday, he or she looked like this, but today he or she is different." But
we cannot help it because they are humans (Staff X, interview, September 20,
2017).

22. Feeling
Rewarded

To feel that the staff have
gained something
equivalent to or more
than what they have
offered

We, kind of, console one another among colleagues, and maybe you student
volunteers or people participating in this kind of activities to support others
may have the similar experiences, but when someone praises or positively
evaluates what I've done or how much I've cared for others somewhere, even
though I myself cannot talk about those things, uh, I think in those times I
feel fulfilled... Even if I say "I'm doing this for others," it also leads to my self-
realization and satisfaction (Staff Y, interview, September 27, 2017).
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4.3 Research Question (3): 

Children’s Perceptions of Learning and Social Capital in a Learning Support Program 

The previous two sections explored how volunteers and managing staff members in 

the selected Learning Support Program reach out to participating children to promote learning 

and construct relationships.  This section examines how participating children perceive 

learning and their relationships with volunteers and managing staff members as a result of the 

interactions.  

Simply because children participate in the program does not mean that they have 

developed social capital or are and will continue to be willing to ask for help.  Likewise, the 

fact that the program provides a place to stay does not necessarily mean that children regard it 

as a place of reassurance.  Whether or not the children who participate in a Learning 

Support Program develop a willingness to seek help depends on the relationships they form 

with program staff and volunteers, and it may significantly influence their lives.  Therefore, 

this section also investigates whether participating children think that they have developed 

social ties that can serve as social capital, and what differences, if any, distinguish those who 

create such ties from those who do not.  

4.3.1 Changes in Feelings about Learning and Relationships with Others 

Table 7 summarizes responses to a series of questions regarding how children feel 

about changes in their learning and their relationships with others, including relationships 

with managing staff members and volunteers in the Learning Support Program.  The results 

indicate that most children “felt glad to have participated in the program” and that they 

developed positive feelings about learning.  For instance, approximately 95.0% of the 

children agreed or somewhat agreed that they “had come to understand their studies.”  
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Additionally, 89.8% of them “had come to think that studying was important,” 77.0% thought 

that they “had come to understand what was taught at school,” and 71.8% thought that they 

“had come to enjoy studying.”  Also, more than 60.0% thought that they “had become able 

to face things at which they were not good.”  That said, with regards to whether children 

thought they “had come to study at home more than before,” 51.3% of them (the largest 

percentage) neither agreed nor disagreed. 

 Meanwhile, the results also indicate that children slightly expanded their 

relationships with others through the Learning Support Program.  For example, 79.5% “had 

become able to say, ‘I don’t understand,’ or ‘Tell me (something).’”  Approximately a half 

thought that they “had become able to share their ideas with others,” and approximately 

40.0% thought that “their friendship at school had developed.”  Concerning relationships 

with program managing staff members and volunteers, many children interpreted their 

relationships positively.  Almost 95.0% of children thought that “staff members and 

volunteers were easy to talk to,” and a half agreed or somewhat agreed that they “wanted to 

visit the program to ask for help if they had trouble.”  

Children in the third year of junior high school were also asked whether they would 

be likely to visit the program again in the future even if they were not experiencing trouble, 

and most of them agreed.  That said, it also should be noted that only eight children out of 

27 in the third year of junior high school participated in this survey, and these children most 

likely were those who were engaged in the program.  
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Table 7

Children's Feedback on Participation in the Program

n (%) n (%) n (%)
I am glad to have participated in the program 32 (82.1%) 4 (10.3%) 0 (0.0%)

I want to continue participating in the program1 24 (61.5%) 3 (7.7%) 0 (0.0%)
1 Asked to 1st and 2nd year students only

n (%) n (%) n (%) n (%) n (%)

I have come to understand my studies 23 (59.0%) 14 (35.9%) 1 (2.6%) 1 (2.6%) 0 (0.0%)

I have come to enjoy studying 10 (25.6%) 18 (46.2%) 10 (25.6%) 0 (0.0%) 1 (2.6%)

I have come to think studying is important 20 (51.3%) 15 (38.5%) 3 (7.7%) 1 (2.6%) 0 (0.0%)

I have come to understand
    what is taught at school 12 (30.8%) 18 (46.2%) 7 (17.9%) 0 (0.0%) 0 (0.0%)

I have come to study at home more than
    before coming to the program 7 (17.9%) 5 (12.8%) 20 (51.3%) 4 (10.3%) 3 (7.7%)

I have become able to say,
   "I don't understand" or "Tell me" 16 (41.0%) 15 (38.5%) 5 (12.8%) 1 (2.6%) 2 (5.1%)

My friendships at school have developed 9 (23.1%) 8 (20.5%) 11 (28.2%) 2 (5.1%) 8 (20.5%)

I have become able to share my ideas
   with others 10 (25.6%) 10 (25.6%) 15 (38.5%) 1 (2.6%) 3 (7.7%)

I have become able to face things
    at which I am not good 8 (20.5%) 16 (41.0%) 11 (28.2%) 2 (5.1%) 2 (5.1%)

Student volunteers are easy to talk to 25 (64.1%) 12 (30.8%) 2 (5.1%) 0 (0.0%) 0 (0.0%)

Staff members are easy to talk to 24 (61.5%) 13 (33.3%) 2 (5.1%) 0 (0.0%) 0 (0.0%)

I want to visit the program
    to ask for help if I have trouble 12 (31.6%) 7 (18.4%) 15 (39.5%) 2 (5.3%) 2 (5.3%)

I want to visit the program
    even if I don't have any trouble2 4 (50.0%) 2 (25.0%) 2 (25.0%) 0 (0.0%) 0 (0.0%)

2 Asked to 3rd year students only

Yes Neither
Yes nor No No

Agree Somewhat Agree Neither Agree
nor Disagree

Somewhat
Disagree Disagree

 

 

However, field notes reveal that many participating children did, in fact, revisit the 

program after their graduation.  For instance, a graduate who revisited the program reported 

that “[she] used to sleep in class at school, but came to make a habit of studying, and got 

more motivated to study after coming here, and did not sleep at all during class at high 

school” (field notes, July 28, 2016).  Another graduate, who had been chronically absent 

from junior high school but attended the program, also stopped by the program before going 

to high school; although she said she could not be bothered to go to school, she shared that 
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she had made friends at school and had achieved high scores in periodic examinations, which 

managing staff members and volunteers were glad to hear (field notes, June 26, 2018).  

Another student who graduated in the 2015-2016 academic year reported during a visit that 

she planned to take university entrance examinations and participate in the program again as 

a volunteer (field notes, October 24, 2018).  Many participants in and graduates of the 

program also came to a monthly café event held by managing staff members and volunteers 

in a room of the Council building.  In one instance, five graduates visited a café event, 

played games or chatted with volunteers and managing staff members, and spoke about their 

progress (field notes, May 29, 2018).      

Judging from these results, many children in this particular Learning Support 

Program developed more positive feelings about learning and interacted constructively and 

positively with others.  When all of the children were asked, half of them agreed or 

somewhat agreed that they would like to visit the program in the future to ask for help if they 

experienced trouble, indicating that they had built ties, which can serve as social capital, with 

managing staff members and volunteers.  The other half of the children disagreed, 

somewhat disagreed, or neither disagreed nor agreed with the statement.  Yet a majority 

(95.0%) of children agreed or somewhat agreed that managing staff members and volunteers 

were easy to talk to.  These results, therefore, imply that those who are easy to talk to are not 

necessarily the ones that children want to ask for help.  Then, what are the differences 

between children who thought they would want to visit the program to ask for help if they 

had trouble and children who did not necessarily think so?   

In the following section, the children who responded to the questionnaire are divided 

into two groups to examine the differences: (1) those who agreed or somewhat agreed with 
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the statement, “I want to visit the program to ask for help if I have trouble,” and (2) those 

who disagreed, somewhat disagreed, or neither disagreed nor agreed with the statement.  

The first group is identified as “those who think they want to visit the program to ask for help 

if they have trouble,” and the second group as “those who do not necessarily think so.”  The 

differences between the two groups are detailed below.       

4.3.2 Differences between Children Who Want to Seek Help and Those Who Do Not  

 In Table 8, the mean averages of responses by children who thought they wanted to 

seek help from the Learning Support Program (if they had trouble) are compared to those 

who did not necessarily think so.  The mean averages of the responses from those who 

thought they wanted to ask for help were higher by almost 0.5 points than the responses of 

those who did not necessarily think so in terms of the following statements: “I have come to 

understand my studies,” “I have come to enjoy studying,” “I have come to think studying is 

important,” and “I have come to understand what is taught at school.”  Thus, those who 

wanted to seek help from the program had come to feel more positively about learning. 

Those who thought they wanted to visit the program to ask for help also felt more 

positively about their relationships with others.  The mean averages of their responses were 

relatively higher, as represented by such statements as “I have become able to share my ideas 

with others,” “student volunteers are easy to talk to,” and “staff members are easy to talk to.”      

 On the other hand, some statements did not indicate large differences between the 

two groups of children.  For instance, both groups of children somewhat felt that “they had 

become able to say, ‘I don’t understand’ or ‘Tell me (something).’”  Also, when asked 

whether “they had come to study at home more than before coming to the program,” both 

neither agreed nor disagreed.   
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Table 8

Comparison of Feedback between Those Who Think They Want to Visit the Program to Ask for Help 
and Those Who Do Not Necessarily Think So

n M SD n M SD

I am glad to have participated in the program 20 2.80 (0.70) 19 2.53 (0.96)

I want to continue participating in the program1 13 2.92 (0.28) 14 2.86 (0.36)
1 Asked to 1st and 2nd year students only

I have come to understand my studies 20 4.80 (0.41) 19 4.21 (0.79)

I have come to enjoy studying 20 4.15 (0.67) 19 3.68 (1.00)

I have come to think studying is important 20 4.60 (0.60) 19 4.16 (0.83)

I have come to understand
    what is taught at school 18 4.50 (0.51) 19 3.79 (0.71)

I have come to study at home
    more than before coming to the program 20 3.20 (1.11) 19 3.26 (1.15)

I have become able to say,
   "I don't understand" or "Tell me" 20 4.00 (1.30) 19 4.16 (0.76)

My friendships at school have developed 19 3.26 (1.45) 19 3.16 (1.46)

I have become able to share my ideas
   with others 20 3.80 (1.15) 19 3.37 (1.12)

I have become able to face things
    at which I am not good 20 3.80 (1.15) 19 3.47 (1.02)

Student volunteers are easy to talk to 20 4.75 (0.44) 19 4.42 (0.69)

Staff members are easy to talk to 20 4.70 (0.47) 19 4.42 (0.69)

I want to visit the program
    even if I don't have any trouble2 5 4.60 (0.55) 3 3.67 (1.15)

2 Asked to 3rd year students only

1= No, 2= Neither Yes nor No, 3= Yes

1= Disagree to 5= Agree
3 Respondents who "Agree" or "Somewhat Agree" with a statement "I want to visit the program to ask for help
  if I have trouble"
4 Respondents who "Disagree," "Somewhat Disagree," or "Neither Agree or Disagree" with the statement above

Those Who Think
They Want to Visit the Program

to Ask for Help 3

Those Who Do Not Necessarily
Think They Want to Visit

the Program to Ask for Help 4

 

 

In Table 9, the children are divided into the two groups again.  In both groups, the 

largest number of children preferred one-on-one tutoring.  Additionally, many children in 

both groups enjoyed talking with volunteers and managing staff members.  Also, in both 

groups, the number of children who were glad to receive study materials was greater than the 

number of children who felt glad to have snacks during break time.  Therefore, children in 
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both groups seem to appreciate study materials and the presence of volunteers and managing 

staff members to whom they can talk. 

 However, the number of children who wanted to come to the program to ask for help 

and who liked one-on-one tutoring, chats with volunteers and staff members, and study 

materials was larger than the number of children who did not necessarily want to do so.  In 

other words, the children who wanted to visit the program to ask for help seem to be the same 

children who enjoyed learning and interacting with others in the program.  

 

Table 9

Comparison of Feedback on Positive Aspects of the Program
Those Who Think

They Want to Visit the Program
to Ask for Help

Those Who Do Not Necessarily Think
They Want to Visit

the Program to Ask for Help
Total

n = 20 n = 19 n = 39

One-on-one tutoring 18 15 33

It's not only about studying but also
     being able to interact socially 17 12 29

Study materials are given 16 13 29

University students teach me 11 12 23

Snacks are given during a break 10 10 20

I can talk with various people 8 8 16

The program is easily accessible 9 5 14

I don't know 0 2 2

Nothing special 0 1 1

  

In Table 10, children’s responses concerning what they did not like about the 

program or had difficulty with are divided again into the two aforementioned groups.  One-

third of the children who thought they wanted to visit the program for help selected the 

statement, “I came to the program late due to club activities or others.”   On the other hand, 

children who did not necessarily think they wanted to visit the program did not like 

“volunteers taking turns” and “felt certain things were not clarified.”  In summary, the 
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children who expressed a willingness to visit the program to seek help were those who were 

motivated to study or interact with volunteers and managing staff members, while those who 

did not necessarily want to do so still faced difficulties in learning or interacting with others 

such as volunteers.   

 

Table 10

Comparison of Feedback on Negative Aspects of the Program
Those Who Think

They Want to Visit the Program
to Ask for Help

Those Who Do Not Necessarily Think
They Want to Visit

the Program to Ask for Help
Total

n = 18 n = 19 n = 37
Nothing special 9 10 19

I came late to the program
     due to club activity or others 6 0 6

Tutors took turns every week 1 3 4

Sometimes things were not clarified 0 4 4

I don't know 1 2 3

I didn't want to see some people 1 1 2

There were too many people 2 0 2

The program was not easily accessible 0 1 1

One on one tutoring 0 0 0

  

Field notes also describe several cases in which graduates of the program who were 

enrolled in high school and were experiencing learning difficulties revisited the program.  

For instance, a graduate who dropped by the program declared that she did not understand 

math at her school, and announcing that she would have a quiz soon, asked managing staff 

members and volunteers to give her materials to help her study.  The staff found textbooks, 

photocopied pages, and gave her the copied materials (field notes, May 17, 2017).  In 

another case, a graduate who frequently returned to the program expressed unhappiness about 

her high school life, declaring that she would not have returned to the program if she enjoyed 

high school.  After learning that she wanted to quit high school and take an entrance 
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examination for transfer students, program staff contacted an organization that provides 

support for students who want to transfer between high schools, and the graduate began 

attending study meetings held by the organization (field notes, July 19, 2017).  These data 

indicate that some children who developed ties with managing staff members and volunteers 

during the program revisited the program after graduation, utilized the ties, and sought help 

for learning challenges.   
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Chapter V  

DISCUSSION 

 

 This chapter discusses the results of the three analyses and explores their 

implications.  As a result of the interactions with volunteers and managing staff members, 

participating children seem to have become more positive about learning and developed 

social ties with managing staff members and volunteers, which can be called social capital.  

Also, similarities and differences are observed in how volunteers and managing staff 

members reach out to children.      

5.1 What Children Gain in the Learning Support Program 

According to the survey results, children who participate in the Learning Support 

Program develop feelings about learning that are more positive than the attitudes they held 

before their participation.  That is, their feelings about learning improve.  The survey 

results demonstrate that many participating children develop a better understanding of their 

studies, regard learning as important, understand what is taught at school, and more fully 

enjoy studying.  However, the results also indicate that the amount of time that these 

children spend studying at home before participating in the program and after starting in the 

program does not change much.  The results can be positively interpreted; when children 

ask questions and clarify what they want to know during the program time, they can study at 

home more efficiently and, thus, they develop a deeper understanding of their school 

material.  That said, it is not clear why study time at home does not increase as student 

attitudes about learning improve.  This topic, therefore, should be examined more carefully. 
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It is also clear from the children’s responses to the survey and the author’s field 

notes that the Learning Support Program contributes to the development of social ties that can 

serve as linking social capital for participating children who come from low-income families.  

As shown in Table 1 of Chapter II, the data in the Survey on Life Attitudes of Parents and 

Children (2011) indicate that among junior high school students who live in relative poverty 

and participate in cram school or out-of-school activities, only 19.2% think their instructors 

are willing to help them.  In the Learning Support Program, in contrast, 50.0% of 

participating children believe that they can seek help from program staff if they experience 

trouble.  Field notes similarly indicate that even after graduating from the program, many 

children revisit it to report their situations or ask for help.  In effect, these children exploit 

the social relationships established in the program, which afterwards serve as linking social 

capital.  Indeed, the fact of their return belies the strength of some of the relationships 

developed in the program.  The linking social capital established in the program can linger 

and endure, and even graduates who have not visited the program following their graduation 

might do so one day.  

 Volunteers and managing staff members seem to play an important role in the lives 

of participating children.  In this regard, two results of the survey stand out.  First, many 

children enjoy having one-on-one tutoring and interacting with others in the program.  

Second (and surprisingly), the number of children who say they like the program because 

study materials are provided is greater than the number of children who say they like the 

program because snacks are provided.  Together, these results suggest that prior to 

participating in the program these children wanted to study but (a) did not have someone who 

helped them study and/or (b) did not have access to helpful studying materials. 
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Meanwhile, the survey results also demonstrate that there are differences between 

children who want to visit the program to seek help and those who do not.  As Table 8 

indicates, the children who are not willing to seek help from the program also have come to 

understand their studies and feel positively about volunteers and managing staff members.  

However, compared to this group, the children who are willing to seek help feel more 

strongly that they have come to understand and enjoy their studies, that studying is important, 

and that they have come to understand what is taught at school.  Field notes also indicate 

that graduates receive an additional benefit: taking advantage of social ties established with 

staff members and volunteers, they revisit the program to seek help with their high school 

learning.  Judging from these findings, the promotion of learning and the development of 

social capital in the Learning Support Program are correlated: those who visit or want to visit 

the program to seek help are more highly motivated to study and have more positive feelings 

about learning than those who do not necessarily do so.  Having established trusting 

relationships with volunteers and managing staff members while in the program, they 

recognize that managing staff members and volunteers are available later to give them 

additional help.    

There is, however, an alternative explanation of the survey results.  The results 

imply that the children who express reservations about visiting the program to ask for help 

are also children who feel that things were not clarified in the program and who objected to 

the program’s practice of learning from different volunteers every week.  Perhaps these 

children are very shy and socially awkward—too shy, in fact, to visit the program to ask for 

help.  Or perhaps they were put off by the weekly change of volunteers, and as a 

consequence, they did not develop close ties with volunteers.  Alternatively, perhaps 
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volunteers did not understand what these children did not understand concerning their 

learning materials and, thus, did not clearly explain to the children what they were expected 

to learn.  Under such circumstances, a child might not build trust in volunteers and, 

consequently, might conclude that volunteers would be unlikely to provide appropriate help 

even when it was requested. 

Given these results, volunteers and managing staff members in Learning Support 

Programs should endeavor to help participating children study not only to improve their 

academic performance but also to develop ties with the children, which may serve as linking 

social capital afterwards.  Even among children who say they do not want to study and just 

want to talk, learning is important—most of them, after all, spend most of their weekdays at 

school and are required to listen to what is taught, even if they do not understand it.  

Children who through their participation in the program develop an appreciation for their 

studies are more likely to develop trusting relationships with staff members and seek help 

when they are in trouble.   

5.2 How Volunteers and Managing Staff Members Reach Out 

The outcomes for participating children mentioned in the previous section have been 

produced through the following interactions with program staff.  Volunteers and managing 

staff members in the selected Learning Support Program first attempt to understand the states 

of mind of participating children and then respond to them by sometimes maintaining vertical 

relationships and other times constructing horizontal relationships.  Such vacillations in 

volunteer responses stem from their affection toward children and ambivalent feelings about 

their age, teaching qualifications, and the importance of learning and social interactions.  

Likewise, managing staff members, who hold unwavering values and affection toward 
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children, also waver between ambivalent feelings about the balance of learning and social 

interactions.  Volunteers and managing staff members continue to reach out to participating 

children as long as they find their interactions rewarding.   

Because children come to the program under different circumstances, establishing 

relationships with them requires flexibility and patience.  Some children are very eager to 

study or interact with volunteers or managing staff members.  However, not all children are 

always motivated to participate in the program.  Some are forced to attend by their parents, 

and their moods can vary from day to day.  Even those who attend voluntarily sometimes 

ignore managing staff members and volunteers and refuse to study or talk.  By attentively 

listening to, talking with, and observing children, volunteers and managing staff members 

attempt to understand how children feel and what they are thinking.  

However, how accurately a volunteer or managing staff member perceives a child’s 

state of mind influences how effectively the volunteer or managing staff member responds to 

the child.  Sometimes, volunteers and managing staff members may not be able to 

accurately perceive a child’s state of mind and fail to take appropriate action for the child.  

This may happen because of a gap in the socioeconomic backgrounds of volunteers and 

managing staff members, on the one hand, and of children, on the other hand.  Most 

volunteers are undergraduate and graduate school students who have passed entrance 

examinations, entered universities, and are confident that they have the knowledge needed to 

teach children and others.  Managing staff members, too, have university degrees.  In 

contrast, the children who participate in Learning Support Programs generally would not be 

likely to go on to higher education if they did not participate in such programs.  This 

invisible gap or barrier may cause volunteers and managing staff members to misunderstand 
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participating children.  In the selected Learning Support Program, children work with a 

rotation of volunteers on a weekly basis, and during that rotation, each child is likely to 

encounter volunteers who can perceive his or her state of mind more accurately than other 

volunteers, and is likely to develop trust in the program overall.  However, how each 

volunteer or managing staff member accurately perceives each child’s state of mind or why 

some volunteers or managing staff members can do so for a particular child more than the 

other program staff should be investigated more deeply, and this topic is a potential future 

focus of study.  

 On perceiving the state of a child, volunteers and managing staff members reach out 

to him or her because they also hold affection for the child.  That is, volunteers and 

managing staff members reach out to children because they want to be of some help, 

understand children’s backgrounds and circumstances, expect their growth, empathize with 

them, and assume responsibility for interacting with them.  Yet the levels of these attributes 

seem to differ from person to person.  A productive focus of future research would be to 

investigate how differing levels of these feelings among volunteers and managing staff 

members affect their responses to participating children.  

 It should also be noted that how volunteers respond to participating children is 

influenced by their ambivalent feelings about their age (relative to that of the children) and 

teaching qualifications.  Volunteers, who are undergraduate or graduate school students, 

believe that their ages (relative to the ages of participating children) both constrain and 

facilitate their interactions with children.  Volunteers believe that they should do or should 

not do certain things since they are older than participating children.  Meanwhile, they also 

suppose that they can take a certain action since they are relatively close to the children in 
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age.  They also feel ambivalent about their teaching qualifications: they are called teachers 

and think that they have accumulated knowledge, but because they are not, in fact, qualified 

teachers, they sometimes lack self-confidence.   

In addition, volunteers and managing staff members also struggle to balance the 

promotion of learning and the development of ties with children.  More specifically, they 

often are not sure when to encourage children to study and when to devote time to listening 

and talking.  A major short-term goal is helping participating children pass high school 

examinations, and much time is devoted to these preparations.  However, when volunteers 

and managing staff members prioritize learning, they can lose opportunities to listen to and 

talk with children.  Interacting with children is important because it is the foundation upon 

which children’s relationships with program staff are built.  Children who do not interact 

frequently with program staff may not come to trust them or ask them for help when it is 

needed.  Yet what is the correct balance between studying time and interacting time?  Time 

spent interacting and establishing relationships is time not spent studying, and children who 

do not study sufficiently may not get good grades or do well on their high school entrance 

examinations.  Managing staff members and volunteers are frequently troubled by these 

choices.  However, these limitations can be assets: because of their ambivalence, the 

responses of these volunteers and managing staff members to children are not rigid and 

absolute, and as a consequence, they can respond to children effectively.  

 In addition to ambivalent feelings, managing staff members hold unwavering values.  

As managers, they believe that they should or should not take certain actions because they are 

professionals.  As professionals, they are patient and determined to support participating 

children for relatively long periods of time, if necessary.  Additionally, they always pay 



 

89 
 

attention to whether the behaviors of staff members, volunteers, and children cause harm to 

other participating children, volunteers, or others, such as school teachers, and they also pay 

attention to whether children are hurting themselves now or are likely to do so in the future.  

As they protect children, volunteers, and those concerned with children, they protect the 

program itself.  Because of their responsibilities, managing staff members can appear more 

rigid, and they tend to maintain vertical relationships with children more frequently than 

volunteers. 

Based on these affection toward children, ambivalent feelings about the balance of 

learning and social interactions, and unwavering values to protect those concerned with the 

program, managing staff members reach out to children often by maintaining their vertical 

relationships with children.  For example, when a child’s behavior is offensive to other 

children or to volunteers, a managing staff member will step in to offer helpful but 

authoritative suggestions or words of caution to the child.  Although volunteers have the 

most contact with children, managing program members intervene with children to resolve 

problems as needed on a case-by-case basis.  Consequently, the behavior of the staff 

members who hold authority has a greater influence on children than the behavior of 

volunteers.  However, because they hold authority, if they provide special treatment to a 

particular child, the other children will feel hurt or that they have been treated unfairly.  

Therefore, managing staff members also seem to be more careful than volunteers to treat 

children equally and with care.  

Meanwhile, managing staff members also attempt to establish horizontal 

relationships with children.  They do so recognizing that if they overly demonstrate their 

authority, children will feel distant from and fear them, and this will prevent them from 
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developing with children the close relationships that can serve as social capital.  Therefore, 

managing staff members sometimes present themselves as not perfect and find commonalities 

with children.  

The data seem to suggest that volunteers also sometimes maintain vertical 

relationships with participating children and other times attempt to establish horizontal 

relationships by coming down to the same level of children.  By maintaining their vertical 

relationship, they avoid conflicts patiently and show authority to encourage children to study.  

Yet volunteers cannot promote children’s learning or construct relationships simply by 

maintaining such relationships.  Therefore, they also develop friendships with children, 

reveal that they are not perfect, and share similar experiences, thus encouraging the 

development of mutual bonds of respect and trust, on the basis of which volunteers can more 

effectively promote learning. 

Existing research indicates that linking social capital is created when those in higher 

positions reach out to help those in lower positions (Shimizu, 2014; Szreter et al., 2004; 

Woolcock, 2001)—that is, through vertical relationships.  However, the research described 

here adds to these findings another dimension.  In the context of Learning Support 

Programs, linking social capital is created by managing staff members and volunteers who 

develop both vertical relationships and horizontal relationships with children.  The 

development of these horizontal relationships can be attributed to the fact that managing staff 

members and particularly volunteers feel ambivalent about their roles and capabilities, and as 

a consequence of this ambivalence, relationships between staff and children are frequently 

flexible rather than rigid.  This flexibility allows the program staff to develop close and 

constructive relationships with participating children, which may serve as social capital 
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afterwards.  

 Volunteers and managing staff members pursue these relationships because they 

genuinely want to help children and because they feel rewarded by their interactions with 

children.  Volunteers and managing staff members who feel that they give more than they 

gain might grow exhausted and discouraged.  However, in fact, volunteers believe that they 

gain from the program something that is not available outside of the program.  Thus, 

children, volunteers, and managing staff members form reciprocal relationships and benefit 

from them.5   

   

 

 

 

  

                                                   
5 This chapter is based on Kawasaki (2018, 2019).  In this chapter, several revisions of the papers have 
been made. 
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Chapter VI  

CONCLUSION  

 

6.1 Summary of the Study 

Child poverty in Japan, which for years went unnoticed, began drawing public 

attention during the 2000s when the notion of relative poverty was introduced to the country.  

As one measure of it, Learning Support Programs have increasingly expanded nationwide 

under the 2013 Act for Supporting the Independence of Needy Persons, as described in 

Chapter I.   

Chapter II reviews existing studies that highlight the need for such publicly funded 

programs.  Some studies indicate that children in poverty are more likely to experience 

relatively low academic achievement and low educational attainment in childhood and low-

income jobs and a low standard of living later in life.  By providing academic support for 

children from low-income families, these programs are intended to break the 

intergenerational cycle of poverty.  Moreover, the literature on social ties and social capital 

identifies the significance of Learning Support Programs.  Social capital consists of social 

ties or networks that can be observed when they are used to produce benefits or achieve a 

goal.  Where it is found between those who reach out in a higher position and those who 

receive help in a lower position, social capital is called linking social capital.  Several 

studies indicate that children in poverty are less likely than others to benefit from social 

capital because they possess relatively few social ties and because they are less likely to 

know how to use such ties.  Therefore, it can be surmised that staff members, including 

volunteers in Learning Support Programs, play a significant role in the lives of participating 
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children because they help children learn and because, where such ties exist, they are the ones 

who children seek when they need help.  That said, many social capital studies regard social 

capital as something that already exists.  These studies do not examine how in Learning 

Support Programs that promote children’s learning, social ties that can serve as social capital 

are formed.  This dissertation, therefore, has explored the process and results of interactions 

in Learning Support Programs that enhance children’s learning and construct linking social 

capital between program staff and participants.  

To this end this study has addressed three research questions: (1) how volunteers in a 

Learning Support Program reach out to participating children to promote their learning and 

construct relationships during program time; (2) how managing staff members in the program 

reach out to participating children to accomplish these goals; and (3) through their 

interactions with program volunteers and managing staff members, how participating 

children perceive learning and their relationships.  With regard to the third question, two 

additional questions have been explored: (a) whether participating children view their 

relationships with volunteers and managing staff members as social ties that can serve as 

social capital; and (b) what differences if any distinguish children who think they have such 

ties and children who do not.   

After explaining the methodology in Chapter IV, the findings are presented in 

Chapter V, and the implications are discussed in Chapter VI.  With regards to the first 

research question, the results indicate that volunteers first perceive the states of mind of 

participating children and then vacillate between ambivalent feelings about their age, 

teaching qualifications, and the importance of learning and social interactions.  

Subsequently, volunteers who regard children with affection respond by maintaining vertical 
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relationships with children or by attempting to establish horizontal relationships.  After 

repeating this process, volunteers then reflect on their interactions.  If in the process 

volunteers conclude that they have gained something from the program, their motivation to 

help children and to continue participating in the program will continue or strengthen.   

Regarding the second research question, the findings indicate that managing staff 

members in the Learning Support Program first attempt to perceive how children look or feel.  

Depending on a child’s state of mind, managing staff members sometimes deal with that 

child individually, or at other times they treat all children equally by maintaining their 

vertical relationships.  On the other hand, managing staff members may also attempt to build 

horizontal relationships.  Differences in their responses reveal their ambivalent feelings 

about learning and social interactions, their unwavering determination to protect those 

concerned with the program, and their affection towards the children.  Managing staff 

members will continue this process as long as they find it rewarding, and form reciprocal 

relationships with children.   

Through these interactions, most participating children in the Learning Support 

Program develop positive feelings about learning, and a half of them indicate that they would 

be willing to visit the program in the future should they need help.  Indeed, during the 

period of the study, many children who had graduated stopped by the program to report their 

progress or seek assistance.  As indicated in Chapter II, among junior high school students 

in Japan, only one-fifth of those who are in relative poverty and who participate either in a 

cram school or an out-of-school activity believe that their cram school teachers or coaches 

would be willing to help them.  Given these results, this research suggests that the Learning 

Support Program has contributed to constructing social capital for participating children.  
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Moreover, the findings of the study also indicate that participating children who would seek 

help from the program feel more positively about learning than do children who do not share 

this attitude.  Therefore, it is surmised that there is a correlation between the promotion of 

children’s learning and the development of their ties with managing staff members and 

volunteers in Learning Support Programs.    

6.2 Significance of the Study 

In theory, linking social capital exists between those who reach out in higher 

positions and those who receive help in lower positions.  However, the results of this 

research suggest that in a Learning Support Program, those who help create linking social 

capital in higher positions do not always maintain their vertical relationships; instead, they 

sometimes come down to the level of participating children through horizontal or leveling 

relationships.  They can do this because they hold vacillating and ambivalent attitudes about 

learning and social interactions, wondering which they should prioritize.  Volunteers 

specifically hold ambivalent feelings about their age and teaching qualifications: they feel 

that they are not as old as managing staff members or school teachers but not as young as 

children.  Likewise, they do not consider themselves qualified teachers, although they are 

also called teachers.  Such ambivalence seems to prompt volunteers to doubt the 

appropriateness of their behavior and, thus, flexibly respond to children.     

From these results the author concludes that practitioners in the field who want to 

help children in poverty need to be humble and have a willingness to be flexible and 

influenced.  Although those in management positions sometimes need to be decisive to 

protect those concerned with their entities, if they want to construct social capital for such 

children, they, too, should not be too confident in themselves, and they should be able to 
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question whether their behavior is appropriate by attentively perceiving the states of those 

they want to help. 

What Learning Support Programs in Japan provide currently is left to the discretion 

of each municipality.  Some programs may focus mostly on providing participants with 

opportunities to interact with others or creating a place of reassurance.  However, according 

to the results of this study, those who are inclined to seek help from the program feel more 

positively about learning than those who are not inclined to seek help.  From this result this 

study surmises that if Learning Support Programs want participating children to seek help 

from programs when they are in trouble, then these programs need to provide not only 

opportunities for social interactions, but also need to create among participating children a 

greater appreciation for and understanding of learning. 

6.3 Limitations and Agenda for Future Research 

 The present research employs the M-GTA to determine how volunteers and 

managing staff members as a whole interact with participating children.  This approach is 

adopted because M-GTA allows users to understand a group of individuals as a single 

abstracted actor who represents the group.  However, in this research, interactions among 

volunteers or among managing staff members are not observed.  Therefore, future research 

should explore how volunteers interact with one another and how managing staff members 

interact with one another in the process of supporting children.  Neither does this study 

attempt to characterize differences among volunteers or managing staff members.  One 

could surmise that how volunteers and managing staff members perceive the state of children 

could differ among individuals.  Similarly, each volunteer and managing staff member 

experiences different levels of ambivalence, unwavering values, and affection toward 
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individual children.  Future research, therefore, should examine more carefully how these 

differences influence individual responses to children.  

The present study also did not follow the progress of children who graduated from 

the selected Learning Support Program; the author, who participated in the program as a 

volunteer, was not allowed to meet these graduates outside the program or interview them.  

Therefore, this study mentions only that some of them visit the program after graduation.  

Whether the graduates who do not revisit the program possess linking social capital cannot 

under these circumstances be determined; perhaps someday some of them will stop by the 

program to seek help.  However, volunteers in Learning Support Programs often are 

university students who work for a certain period of time and then leave.  Similarly, 

managing staff members may transfer to different departments or change jobs.  Thus, the 

ties that children share with volunteers and staff members may not last long.  Therefore, 

future research should explore whether children who graduate from Learning Support 

Programs later construct social capital outside the program by finding individuals who they 

can trust and who will help them.  Whether or not, and if so how, their experiences at the 

programs lead to such outcomes also should be examined. 
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APPENDIX 

To present the differences in social ties among children in Japan, this dissertation 

employs data from the Survey on Life Attitudes of Parents and Children, 2011, which was 

carried out by the Office for the General Promotion of Policy on Youth Affairs and 

Childrearing, Cabinet Office, the Government of Japan, and was provided through the Social 

Science Japan Data Archive, Center for Social Research and Data Archives, Institute of 

Social Science, the University of Tokyo.  This Survey consists of a Child Questionnaire and 

a Caregiver Questionnaire; for the Child Questionnaire, 4,000 students in the third grade of 

junior high school (14 or 15-year-old children as of 2011) were selected from 240 locations 

nationwide, and the response rate was 79.8%, while 4,000 caregivers of the students were 

sampled for the Caregiver Questionnaire, and the response rate was 79.9%.  The responses 

of participating students were matched with those of participating caregivers through the 

identification numbers assigned to each student and caregiver.  

The two questionnaires asked the participants about their family income levels and 

social ties.  The Child Questionnaire included questions about relationships with the adults 

who surround the participating students, such as whether or not students think that their 

grandfathers, grandmothers, other extended family members, school teachers, and cram 

school instructors or out-of-school activity coaches would be willing to give them advice, if 

they asked (in Question 36).  The responses to this question were employed as dependent 

variables.  The Caregiver Questionnaire asked whether or not their children participated in 

out-of-school activities (in Question 13) and it asked the caregivers to identify their 

approximate annual household income, with 12 options provided that ranged from less than 

one million yen to more than 12 million yen (in Question 20).   The annual household 
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income was not a disposable income but included taxes.  Therefore, the author of this 

research redefined the relative poverty line in the same terms provided by Ishida, Inaba, 

Shimbo, Hirasawa, and Fujiwara (2012) in their analysis of the Survey on Life Attitudes of 

Parents and Children.  To that end, the author made the following calculations. 

 

Ratio of Average Income to Average Disposable Income by Quintile

Quintile (millions) Average Income
 per Household (millions) (a)

Average Disposable Income
per Household (millions) (b)

Coefficient
(a / b)

First       (      2.08) 1.294 1.163 1.11

Second  (2.08  3.59) 2.831 2.464 1.15

Third      (3.59  5.34) 4.411 3.725 1.18

Fourth    (5.34  8.10) 6.594 5.455 1.21

Fifth       (8.10          ) 12.351 9.666 1.28
Note: The same table is presented in Japanese as Table II-1 in the official report of Ishida, et al. (2012). 

Table 11

 

  

First, based on the results of other research—the Comprehensive Survey of Living 

Conditions for the Year of 2010 by the MHLW (2011a)—the ratio of the average income to 

the average disposable income by each quintile was calculated (Table 11).   

 

Recalculated Relative Poverty Lines by Household Size

Poverty Line
(millions) Coefficient

Corresponding
Household Income

(millions)

Poverty Lines
for This Survey

Two-Person Households 1.77 1.11 1.96 Less than 2.00 million yen

Three-Person Households 2.17 1.15 2.50 Less than 2.50 million yen

Four-Person Households 2.50 1.15 2.88 Less than 2.50 million yen

Five-Person Households 2.80 1.15 3.22 Less than 3.00 million yen

Six-Person Households 3.06 1.15 3.52 Less than 3.50 million yen

Seven-Person Households 3.31 1.15 3.81 Less than 3.50 million yen

Eight-Person Households 3.54 1.18 4.18 Less than 4.00 million yen
Note: The same table is presented in Japanese as Table II-2 in the official report of Ishida, et al. (2012). 

Table 12
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 Subsequently, poverty lines, set by the number of household members (based on the 

Comprehensive Survey), were multiplied by the aforementioned ratios to produce 

approximate household incomes in accordance with the recalculated poverty lines (Table 12).  

 

Table 13

Two Three Four Five Six Seven Eight
or More No response

Total 3,197 109 686 1,262 719 254 94 17 56

Less than 1 million yen 76 13 33 12 10 3 3 - 2

1 to less than 2 million yen 180 28 64 49 20 8 1 3 7

2 to less than 2.5 million yen 138 16 46 35 26 8 3 - 4

2.5 to less than 3 million yen 149 12 35 58 24 14 5 - 1

3 to less than 3.5 million yen 179 8 53 61 29 20 6 1 1

3.5 to less than 4 million yen 232 7 39 97 59 18 10 2 -

4 to less than 5.5 million yen 486 7 94 200 126 38 18 3 -

5.5 to less than 7 million yen 538 7 98 234 123 59 13 2 2

7 to less than 8.5 million yen 400 3 70 170 99 38 16 4 -

8.5 to less than 10 million yen 316 2 66 127 92 15 11 1 2

10 to less than 12 million yen 224 4 49 104 52 11 3 1 -

12 million yen or more 187 - 29 96 43 16 3 - -

No response 92 2 10 19 16 6 2 - 37

Note: The same table is presented in Japanese as Table II-3 in the official report of Ishida, et al. (2012). 

Classification of Participants in Relative Poverty and Those not in Relative Poverty
Household Size

 

 

Then, households below the recalculated poverty lines were grouped as those in 

relative poverty (n = 437), while households above the lines were grouped as those not in 

relative poverty (n = 2,649) (Table 13).   

 Finally, the valid answers were narrowed to those provided by students and their 

caregivers in response to the Child Questionnaire and the Caregiver Questionnaire.  The 

responses of 3,067 students and their caregivers were employed for analysis; 433 were 

catagorized as in relative poverty and 2,634 were categorized as not in relative poverty.  The 

two groups were employed as independent variables.  By matching the identification 
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numbers assigned to participating students and caregivers, the author determined whether or 

not the responses concerning the social ties of students were associated with relative poverty. 
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