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Call for abstracts: The next issue of the OTB Forum is planned for the winter of 2019. The
review process is ongoing, so authors are encouraged to submit a short abstract (about 200

words). Please send abstracts to editor@otbforum.net

Share your experiences, thoughts and
opinions on language, teaching, and
learning! Where? A good place is right
here at Qutside the Box: A Multi-
Lingual Forum. We welcome contri-
butions from both students and teach-
ers, young and old, inside and outside
the university community, and—as the
title suggests—in the language of your
choice. The Outside the Box Forum is
a publication which pertains to all as-
pects of language learning, other lin-
guistic topics, your research, your ex-
periences as a language learner or
teacher, reviews, tips, procedures, and
interesting places in cyberspace or the
real world. Given the eclectic nature of
our contributions, we strive to preserve
the unique voices of the individual au-
thors. Thus, certain contributions may
represent versions of English. Ideas,
questions, techniques, creative writ-
ing—Ilet your imagination and your
creativity be your guide to creating a
dynamic and polyphonic space about
language.

From the Editor

Welcome to another issue of Qutside the Box: A Multi-Lingual
Forum, or, in short, the OTB Forum. We are pleased to again
offer a variety of articles on various topics and from various per-
spective. The OTB Forum focuses on language learning, teaching,
and practical applications thereof, but the breadth of the journal is
much wider. If you are considering sharing something with us,
please check the “Call for abstracts” above; you will also find the
publication’s goals in the column immediately to the left.

The first section of this issue, Articles, features three works. In
the first, Faishal Zakaria provides an in-depth look at the nature
and implications of deficit thinking in pre-K education case
study. The second article features the work of Sherlock Holmes
expert Jeroen Bode on ‘traces’ of the writing of Arthur Conan
Doyle which exist in the work of Edogawa Ranpd. Christian W.
Spang again graces our pages with a pair of articles. The first ex-
amines the treatment of German Haushofer in a new book, find-
ing that recent scholarship is lacking. The second article ventures
into cybersphere with a detailed look at how Wikipedia entries on
Haushofer vary by language. In the final piece in this section,
Ron Crosby examines factors that influence the success of inter-
national marriages.

In the Language Learning and Teaching section, we are
pleased to offer three manuscripts. In the first, Jackie Talken
provides an overview of literature on iPad use in the classroom.
Norm Cook then addresses the nature of Eiken picture descrip-
tion, which he likens to a series of tasks. Finally, Sho Kubota
offers an interesting perspective on one American interpretation
of Shakespeare.

As always, we invite you to join us online at

http://otbforum.net

As the heat of summer slowly wanes, we would like to wish
our readers the very best as autumn awaits.
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Deficit Thinking in Pre-K Education
A Case of a Federally-Sponsored Pre-K Teacher

Faishal Zakaria
Indiana University Bloomington

Abstract: To meet the needs of marginalized students within US schools, many educational programs have

been devised and implemented, but such programs are sometimes grounded within the notion of deficit think-

ing, which basically blames the failures or inferior performance of those marginalized students (e.g. colored
or poor students) on the defects or deficits they were born with. Studies (e.g. Simone, 2012; Pitzer, 2014,
2015) have highlighted the complexity of deficit thinking discourse and simply trying to “fix” the deficit stu-
dents will never be a satisfactory solution because the acts of “fixing” can further perpetuate the notion of

deficit thinking. This study aims to investigate how a federally-funded classroom teacher perceives the stu-

dents and parents’ participation in relation to the notion of deficit thinking/perspective. The findings suggest

that deficit thinking is very likely to arise in educational institutions where marginalized students are present.

We should not take the seemingly neutral practices for granted but begin to critically question such practices,

so we might not continue perpetuating practices that would marginalize minority groups. Educators need to

be aware of the such deficit thinking and actively find ways to dismantle it in their everyday practices. Also,

student-teachers who come from minority groups should be aware of deficit thinking in education for disman-

tling the model of thinking that have discriminated against them in the first place.

here are of course many challenges faced by

teachers and administrators in America’s
schools. One of the challenges is that the teachers
and administrators are working hard to meet the
needs of marginalized students. Existing laws such
as the No Child Left Behind Act has have ensured
the right of every child to education. Authorities or
school/education boards throughout the US has
have implemented many programs to make sure that
no child is left behind. For instance, bilingual/
multilingual students who are believed to be strug-
gling with English in US mainstream schools are
often times provided with additional English les-
sons because they need “help”, and children from
low socio-economic backgrounds can still get their
pre-K education through the federally-funded Head
Start Program. Such programs or policies look very
promising, but sometimes they are grounded within
the notion of deficit thinking which basically
blames the failures or inferior performance of mar-

Zakaria, F. (2019). Deficit thinking in pre-K educa-
tion: A case of a federally-sponsored pre-K teacher.
OTB Forum, 9(1), 7-17.

ginalized students (e.g., colored or poor students) on
the defects or deficits they were born with.

Many deficit thinkers have suggested that they
work hard to help those marginalized students per-
form better so that they can catch up with better-
performing students coming from dominant commu-
nities despite the fact that they are actually perpetu-
ating the negative stereotypes/deficit discourse
against the students they said they are trying to as-
sist. Ruby Payne’s (2013) 4 Framework for Under-
standing Poverty: A Cognitive Approach, for exam-
ple, seemingly offers a beneficial framework for
those working with poor students, but her frame-
work has been under fire for years because Payne’s
works seem to focus on individuals rather than lar-
ger education system, overgeneralize people living
in poverty, and/or focus on perceived weaknesses of
poor people (van der Valk, 2016).

It may not be possible to precisely trace when the
term deficit thinking was actually devised, but it
seems to have been coined by a number of scholars
who in the 1960s attacked orthodoxy, under which
viewed poor and colored people were viewed as the
actual causes to their very own problems (Valencia,
1997). In the United States, the notion of deficit



thinking might possibly go back as far as early
European settlements and slavery. The then racial-
ized beliefs viewed non-whites and other minority
individuals as less superior than the inferior to
whites (Menchaca, 1997). In the 1800s, there were
even groups of people (polygenists) who believed
that “God had created the non-whites in the same
manners that He created the rest of the animal king-
dom” (Menchaca, 1997). Thus, it was not an im-
moral act to enslave non-whites because they were
not much different from animals. Such early en-
tranced racist views might explain why racialized
views or deficit thinking still exist up until today.

Some recent studies (e.g., Pitzer, 2014, 2015;
Simone, 2012) have highlighted the complexity of
deficit thinking discourse and simply trying to “fix”
the deficit students will never be a satisfactory solu-
tion. Here, the literature has also suggested that the
acts of “fixing” further perpetuate the notion of
deficit thinking and alienate students from their own
schools. Weiner (2006) asserted that school bu-
reaucracies usually try to “fix” students who do not
behave or perform well “because the problem in-
heres in the students or their families, not in the so-
cial ecology of the school, grade, or classroom” (p.
42). Schools and practitioners should go beyond
such a blaming game because marginalized stu-
dents’ low and poor academic achievements will
further be perpetuated. In this sense, Simone (2012)
said,

“[D]eficit thinking cannot be fixed; it must be ad-
dressed, eliminated and replaced with an equitable
education that equally and effectively prepares
every student for his or her future” (p. 6).

Although there have been many studies on prob-
lems of deficit thinking in American classrooms, as
far as I am concerned, there is little research has
been done on Head Start teachers’ perspectives of
the poor students and parents that they serve. The
Head Start Program, which was officially launched
by President Lyndon B. Johnson some fifty-one
years ago, is a federally-funded public preschool
program for children living in poverty (Mongeau,
2016). The Head Start program usually serves mar-
ginalized students (e.g., colored, bilingual, or immi-
grant students).

This study, therefore, aims to investigate how the
teachers perceive the students and parents’ partici-
pation in relation to the notion of deficit thinking/
perspective. In particular, this study focuses on a

lead teacher, Ms. Anna, of a Head Start site of a mid
-size college town in a Midwestern state.

This study seeks to answer the following research
questions:

1. How does the teacher perceive the student and
parent participation in a Head Start Program?

2. How does the teacher construct her teaching
and interact with students and others involved in
her class?

3. What kind of discursive deficit thinking, if
any, is being constructed by the teacher?

Literature Review
Defining the Notion of Deficit Thinking

Richard Valencia is one of the scholars who has
spent much of his professional life critiquing and
challenging the construct of deficit thinking (e.g.,
Valencia, 1997; 2010). Valencia (2010) connected
school failures of low-SES students of colors to the
development of deficit thinking. He explained that
such school failures were somehow planned to hap-
pen because there were many schooling conditions
that forced these low-SES students to fail. For ex-
ample, segregated schooling of students of color
usually “led, and still leads, to inferior schooling,
hence school failure” (p. 2). This makes sense be-
cause students who receive lower quality instruc-
tions would definitely fail to compete with students
who receive high-quality instructions. Here, Valen-
cia concludes that “racialized opportunity structures
lead to racialized academic achievement pat-
terns” (p. 3).

One of the theories that scholars and other educa-
tion stakeholders have linked to low-SES students’
school failures is the deficit thinking. For Valencia
(2010), deficit thinking is an endogenous theory —
“positing that the student who fails in school does so
because of his/her internal deficits or deficien-
cies” (p. 6), and these deficiencies allegedly result in
the student’s limited or lack of intellectual ability,
linguistics proficiency, or motivation. Such a theory
is dangerous because “it ignores the role of systemic
factors in creating school failure, lacks empirical
verification, relies more on ideology than science,
grounds itself in classism, sexism, and racism, and
offers counter-productive educational prescriptions
for school success” (Valencia, 2010, pp. 6-7). Here,
the actual problems that cause the students to fail
may never be solved. The impact of deficit para-



digm can last much longer. For instance, children
who are taught under such a paradigm may grow up
believing that their backgrounds have many defec-
tive elements that would eventually contribute to
their low performance. If the same students later
enroll in a teacher preparation program that does
not challenge the deficit paradigm, they would
likely perpetuate the notion of deficit thinking in
their own class (Sarmiento-Arribalzaga & Murillo,
2009).

Likewise, Walker (2011) contends that deficit
theory “blames school failure for these students on
the students’ lack of readiness to learn in the class-
room, the parents’ lack of interest in their educa-
tion, and the family’s overall lifestyle” (p. 577).
Also, students’ cultures are often associated with
their low performance at school. Walker (2011) fur-
ther argues that students whose cultures are differ-
ent from the dominant cultures are alleged to
“innately have less competence, less intelligence,
less capability, and less self-motivation (p. 477).
Such a blaming game has apparently been based on
unproven stereotypes and unempirical (if not base-
less) assumptions. Valencia (1997, 2010) has, there-
fore, contended that deficit theory as a pseudo-
science because the theory is lacking “empirical
verification.”

Anderson (2013) discusses the current school
accountability system which links school perform-
ance with evaluations and accreditations. The better
performing schools will be rewarded and the non-
performing will be penalized. The penalty can be in
the form of less funding. Such a high-stake condi-
tion may have further perpetuated the deficit model
practices because the students, teachers, and school
administrators would be in fear in that policies
which can fix the issues will be devised. Again, this
fixing effort will usually try to focus on internal
matters of why students do not perform well.

Characteristics of Deficit Thinking

Valencia (1997, 2010) proposes six characteris-
tics of deficit thinking: (a) blaming the victim, (b)
oppression, (¢) pseudoscience, (d) temporal
changes, (e) educability, and (f) heterodoxy. These
are explained in the following sections.

Blaming the Victim

Here, deficit thinkers would not address the ex-
ternal factors as to why the low-SES students are

failing in school, but they would consider internal
individual factors. They are eager to “fix” those in-
ternal factors as they see this as a simple act of prob-
lem-solving. Thus, the real issues of inequality will
never be addressed.

Oppression

The abovementioned blaming game would trans-
late into a form of oppression—*the cruel and unjust
use of authority and power to keep a group of peo-
ple in their place” (Valencia, 2010, p. 9). Classroom
teacher practices or school board policies can poten-
tially oppress the marginalized students, especially
when the policies further blame the students and do
not address the real causes to their low performance,
for instance. School segregation is another example
of oppressive education policy that is grounded in
deficit thinking.

Pseudoscience

As has been said, deficit thinking is considered a
pseudoscience because it lacks empirical verifica-
tion. Deficit thinkers usually base their study on
“unsound assumptions, use psychometrically weak
instrument and/or collect data in flawed manners, do
not control important independent variables, and do
not consider rival hypotheses for the observed find-
ings” (Valencia p. 12).

Temporal Changes

According to Valencia (1997), deficit thinking is
“greatly influenced by the temporal and Zeitgeist
(spirit of the time) in which it finds itself” (p. 7).
Two points would make this clearer. First, deficit
thinking is shaped more by the ideological and re-
search climates of the time—rather than shaping the
climates. Second, the fluid aspect of deficit thinking
is not seen in the basic framework of the model, but
rather in the transmitter of the alleged deficits.

Educability

Valencia (2010) argues that the social and behav-
ioral sciences have four goals: describe, explain,
predict, and modify behavior. Deficit thinkers would
use these goals to put forward their deficit perspec-
tives. For example, Stanford University Professor,
Terman (1916), as cited by Valencia (2010), de-
scribes the IQ of Portuguese, American Indians,
Mexican Americans, and African American as being
at the bottom, he explains the cause to their low 1Q
(which was allegedly genetically-based), he then



predicts huge racial differences will emerge, and
finally he proposes modification which was segre-
gation of these low 1Q people. Here, Valencia ar-
gues that “deficit thinkers would have us believe
that educability largely depends on individual intel-
lectual ability and that social, political, and eco-
nomic conditions within the schools and society do
not appreciably relate to why variability exists in
student learning and academic performance” (pp.
15-16).

Heterodoxy

Valencia (1997) argues that the notion of hetero-
doxy, which can be simply referred to as alternative
or differing views, can help us grasp the debates
between deficit and non-deficit thinkers. “Histori-
cally, the deficit thinking model has rested on ortho-
doxy—reflecting the dominant, conventional schol-
arly and ideological climates of the time. Through
an evolving discourse, heterodoxy has come to play
a major role in the scholarly and ideological spheres
in which deficit thinking has been situated” (Valen-
cia, 2010, p.18). Although such heterodoxy had lit-
tle impact on challenging the status quo in the past,
it was always a part of the deficit thinking evolu-
tion.

Deconstructing Deficit Thinking: Practical
Solutions

Pearl (1997) proposes “strong democracy” as an
alternative to deconstruct deficit thinking. In order
to deconstruct deficit model policies and practices
within the school, democratic education should be
in place. Pearl says that at least four requirements
should be met in order for the democratic education
to take place. The requirements are (a) provision of
knowledge that would allow every student to
equally engage in “an informed debate on every
generally recognized important social and personal
issues,” (pp. 215-216), (b) assurance that everyone
has equal right of freedom of expressions, specified
rights of privacy, due process (e.g., presumption of
innocence), and freedom of movement, (c) provi-
sion of opportunities and skills to everyone so he or
she can participate with equal power and (d) provi-
sion of equal encouragement to everyone so he or
she could participate in various societal activities.

Further, Garcia and Guerra (2004) proposes a
socio-cultural framework for the deconstruction of
deficit discourse through professional development.
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In their study, Garcia and Guerra report how some
69 teachers managed to challenge their deficit model
teaching beliefs and practices after participated in
Organizing for Diversity Project (ODP) at the
Southwest Educational Development Laboratory
(SEDL) in Austin, TX. During the projects, these
educators were able to discuss ways to create more
equitable learning environments for their students.
This makes a lot of sense. In-service teachers can
significantly benefit from discussions with others or
consultations with experts as they can, perhaps, be
aware of their taken-for-granted teaching beliefs and
practices so they can make calculated changes next
time they teach.

Valencia (2010) also summarizes a number of
anti-deficit thinking suggestions put forward by
other scholars. Scholars have suggested anti-deficit
thinking strategies can potentially improve the edu-
cational experiences of all students. Those strategies
are discussed within the issues of preservice teacher
education, parental engagement in education, educa-
tional leadership, social justice, ethnography of
school.

Alber (2013) suggests that teachers need to build
on students’ strengths and interests to avoid deficit
model teaching practices. Specifically, Alber (2013,
para. 8-12) suggests the following tips to build stu-
dents’ strengths and interests:

1. Goal Setting. Ask students to list what they
are good at, what they'd like to be better at,
and what they can teach others to do. Include
a writing activity where students set personal
and academic goals, highlighting how the
skills and talents they already possess will
help them grow and accomplish these goals.

2. What [ Know Well. Invite students to teach
or share something they are good at with the
class. Here are some examples of things I've
seen students share: origami, dance steps, a
self-defense move, basic guitar chords, car-
tooning, Photoshop.

3. My Learning Inventory. Ask students to list
all the ways they learn best: by doing, by read-
ing, by drawing, by seeing, by creating... Also,
have them list the things that have made their
learning memorable (possible answers: "a
good book," "a nice teacher," "a fun assign-
ment"). Ask them to also include things that
may interfere with their learning (possible ex-
ample, "if something is too hard").



4. Artifact from My Life. Students choose
something precious to them, an item that has
value (personal, not monetary). Create an as-
signment where the students bring the item to
class (a photo, an award, baby shoes). They
can write about it and then share in small
groups why the item is so special.

5. Takeaways. Remember that critical to the
learning process is self-reflection. Provide
students with an opportunity to name and
celebrate their own “takeaways”—all that
they have gained from a specific learning ex-
perience.

Theoretical Framework

For the present study, I consider deficit thinking
theory which blames the students’ failures on their
backgrounds (e.g., Anderson, 2013; Garcia &
Guerra, 2004: Pearl, 1997; Valencia, 1997; Valen-
cia, 2010; Walker, 2011; ) and I was also inspired
by Bourdieusian perspective of democratic educa-
tion (issues of access) and socials (Grenfell, 2012).
These informed my analyses of my interview data
with Ms. Anna, a local Head Start lead teacher, to
learn how to define her students and their parents’
participation and to learn if she develops and main-
tains deficit perspectives when talking about her
students and their parents, particularly when dis-
cussing students’ achievements.

Methodology

This is simply a case study but tries to utilize
Gee’s (2014) discourse analysis tool called “the
context is a reflexive tool” which brings my focus
on the context, not just on what was said, as the lead
teacher talks about her students and their parents.
As we use language to construct, deconstruct things,
or to get things done, the contexts may help us in
this sense. The “property of context -namely that it
is both there (and gives meaning to what we do) — is
called the “reflexive” property of context. Speaking
reflects context and context reflects (is shaped) by
speaking (what was said)” (p. 91). Here, Gee’s tool
was used as an additional tool to analyze interview
data. Here, I adopt the following Gee’s questions to
analyze the data:

How is what the speaker is saying and how he
or she is saying it helping to create or shape
(possibly even manipulate) what listeners will
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take as the relevant context?

How is what the speaker is saying and how he
or she is saying it helping to reproduce con-
texts like this one (e.g., a class session in a
daycare), that is, helping them to continue to
exist through time and space?

Is the speaker reproducing contexts like this
one unaware of aspects of the context that if
he or she thought about the matter con-
sciously, he or she would not want to repro-
duce?

Is what the speaker is saying and how he or
she is saying it just, more or less, replicating
contexts like this one or, in any respect, trans-
forming or changing them?

Gee argues that “no act of speaking in context is
ever totally identical in every aspect to another (e.g.,
every lecture is different somehow), but sometimes
the differences are small and not very significant
and other times they are larger and more signifi-
cant” (p. 91).

Research Context

I chose to observe a local federally-funded pre-K
classroom (best known as Head Start classroom) and
interview its two teachers. The Head Start classroom
that I observed is situated within a church building
on the east side of a mid-sized college town in the
Midwest. Altogether, there are four pre-K Head
Start classrooms at this church location. The class-
room that I observed is was team-taught by Ms.
Anna and Ms. Sharon (not real names). During my
research, 13 students were enrolled in this classroom
(maximum number).

Observation

To better help me understand the research con-
texts and everyone involved in it, I observed Ms.
Anna’s class twice (approximately four hours in
total). I decided to observe the class from 9:00 am
(starting time) to 11:00 am (right before the children
went to the playground to play) because I wanted to
witness the kinds of teaching practices that Ms.
Anna and Ms. Sharon, the assistant teacher, engaged
in inside the class. In fact, the children would not
spend so much time studying after lunch as they
would take an hour-long nap and have some snacks
before they go home. In addition, Ms. Anna also



suggested that I observe her class before lunchtime.

During my first observation, I paid attention to
the physical condition of the class and the kinds of
activities that the students and the teachers were
doing from the beginning. From this observation, I
learned that the class is following some types of
routines. In fact, Ms. Anna printed and attached a
list of daily activities that the students and the
teachers will be doing every day from the very first
minute to the last minute.

Because I witnessed the same activities were
performed on my second observation, I diverted my
attention to unfamiliar things that the teachers or the
students were doing. With careful observation, I
noticed that Ms. Anna and Ms. Sharon were not re-
luctant to do different things (e.g., doing different
math and science activities) in their class although
routine has been established. In addition to observ-
ing the nature of student-teacher interactions, I also
focused on how Ms. Anna and Ms. Sharon per-
formed team-teaching and on how responsibility
was shared.

Overall, I used my observation as a tool to gain
preliminary knowledge or initial assumptions of my
research setting. The observation was expected to
provide me with an “authentic” experience of how
the class is actually run. For me, such initial knowl-
edge and experience would better assist me when I
conduct the interview. For example, I can just con-
firm my interpretation of one particular classroom
activity or interaction during the interview. Also, |
was hoping to get some general impressions of Ms.
Anna’s class and to see whether deficit discourse
was enacted in the way she ran the class.

Interview

I initially conducted two separate semi-
structured interviews with Ms. Anna and one inter-
view with her assistant for another project that fo-
cused on teacher teaching beliefs. For this study, I
decided to use the data from my two interviews
with Ms. Anna (because this study focuses on Ms.
Anna). I later decided to do another interview with
Anna where I asked specific questions that could
reveal deficit discourse was enacted as she was talk-
ing about her students and their parents. Here, I fo-
cus my analysis on my interview with Ms. Anna.

Participants

Ms. Anna was born and grew up in a Midwest
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state and she has extensive experience teaching chil-
dren aged 5 and under. Ms. Anna started her career
teaching children after she graduated from college
decades ago. Ms. Anna, she has been teaching in
this federally-funded classroom for almost five
years. During the interview, it was revealed that Ms.
Anna had taught in many different daycares before
but Ms. Anna had to adjust here and there and had
to upgrade her ability when she first worked at her
current Pre-K class. She had to do more paperwork
and learned other computer skills which were not
required in her previous works. Currently, Ms. Anna
serves as a lead teacher.

Data Analysis Process

After I retyped my observation notes and tran-
scribed all interview data. I also coded my interview
transcripts and observational notes. It is important to
note that I had to omit some data because both Ms.
Anna and Ms. Sharon talked about things that were
not directly related to the topics of my questions.
[Omitted] would indicate such data omission.

As per the transcription process, I decided to pro-
vide light Jeffersonian transcription where I type
what I hear but also add some Jeffersonian tran-
scription symbols. To help me transcribe the huge
amount of audiotaped data, [ used Express Scribe
software where I can set hotkeys (e.g., | assigned F4
key for pause and F9 key for replay) so I could con-
tinue typing without having to close my Microsoft
Word file. Because the transcription process can
also offer some initial interpretation of the data, I
deleted the data that I did not need (i.e., I omitted
data that was not related to topics discussed). An-
other benefit of this transcription process is that I
could develop some kinds of initial analysis of the
data.

To analyze the data, I first tried taking the fol-
lowing three steps: describing, analyzing, and inter-
preting. The data I collected from the interview were
transcribed and were coded and analyzed themati-
cally. I also took the same process when I analyzed
observational note data. I would discuss these
themes in regard to deficit thinking theory. For in-
terview data, I tried to apply Gee’s the Context Is
Reflexive Tool which could, I hoped, shed addi-
tional light on the kind of contexts deficit thinking
discourse/perspective which is or is not enacted.

Here, I simply printed my transcribed data and
provided my codes on the margins of the papers or



in-between the lines because I did not use any quali-
tative analysis software packages such as N-Vivo.
This coding strategy, however, resulted in numer-
ous codes, thus making it more difficult to come up
with themes that accurately represent the data.
When I revisited the data several more time, I de-
cided to draw themes based on the themes of my
interview questions. This strategy allows me to
quickly arrive general interpretations of the data.

Furthermore, I was aware that it is important for
me to try to “establish trustworthiness” in my analy-
sis so I tried revisiting my initial codes several
times. This allows me to move from a broad under-
standing of large dataset to categories/themes. I also
asked one of my colleagues to read my transcripts
and codes to check if the themes have accurately
represented the dataset.

Findings and Discussion

I decided to discuss only a few major themes in
order to delimit this paper. As I said earlier, these
themes were largely based on the questions that I
asked during the interviews, but the themes mostly
connected to how the teacher perceives her students
and parent’s participation. The themes are as fol-
low:

1. Teaching high-SES vs. low-SES students
2. Children Education & Parent Capitals

3. Rough Family Life & Defiant Students
4. Perfect families vs. broken families

I would go through each of these themes in de-
tails where I would refer to specific quotes to sup-
port the proposed themes. As these are tentative
themes, I may possibly revisit and revise themes in
my future studies involving the same dataset. This
makes sense because my understanding of the data
would possibly evolve if it is seen at a later time.

When asked to compare her experience teaching
both high- and low-SES (social economic status)
students, Ms. Anna offered some significant con-
trasts between what the parents of high-SES stu-
dents and low-SES students expect from their chil-
dren’s pre-K education. In the following interview
excerpt, Ms. Anna considered parents of high-SES
students belong to elite groups and assumed these
elite parents want their kids to learn more, not just
playing, so they can be better kids.

I guess they’re focusing more on what is it I
don’t know the elite group. You know since

13

they had jobs, more than college-educated.
And I guess they think since their kids know
so much more at this age that they think
they’re gonna be better kids, maybe. I don’t
know. It’s just status, status, symbol we call
like maybe. I mean you know like I said I had
parents who want good education; they are
learning something, not just playing.

The context of Ms. Anna’s account here was
when she was talking about how goal-oriented these
parents were. The parents would oftentimes ask
whether their children had met their learning goals. I
think, here, Ms. Anna is trying to produce a context
where the parents of high-SES students want their
pre-K children to learn more, not just playing. When
Ms. Anna said “[T]hey are learning something, not
just playing,” she seemed to highlight the contrast
between the teaching goals of the expensive daycare
which she taught before and Head Start program
where she is teaching now. The high-SES parents
who paid expensive daycare fees demanded to know
if their children had met the learning goals while the
low-SES parents of Head Start program did not nec-
essarily do so. The low-SES parents would let their
children follow Head Start learning principle which
learning through play.

I think the context that Ms. Anna was trying to
produce here indicate some kind of deficit dis-
course. The elite parents who can afford expensive
education fees are depicted as the ones who want to
make sure that their children receive a good educa-
tion from early on so they will be better kids thus
the possibility of their having better and brighter
future will be more likely. This kind of education
scenario has seemingly been taken for granted for
generations; it is supposed to be like that; critical
review of such scenario is not needed. Here, I recall
when Grenfell (2012) discusses Bourdieu’s critique
of supposedly equal access to education. Although
quality education is claimed to be available for eve-
ryone, only those with sufficient capitals can truly
access such high-quality education. In the end, the
marginalized low-SES students will stay in their
places.

Ms. Anna went on discussing how parents’ eco-
nomic, social, political, and or cultural capitals mat-
ters in children’s education. When Ms. Anna was
asked to compare her experience teaching at her pre-
vious work site with her current Head Start program,
she valued a different kind of social capital of the



parents of her current students. The context of her
discussion was the Head Start program which is a
federal-sponsored program that provides both nutri-
tion and pre-K education to poor children at no cost.
She did not talk about the parents’ low economic
status but praised their education. The fact that her
classroom is attended by international students
whose parents are working on graduate degrees at a
well-known university in the Midwest makes her
Head Start class uniquely-different from other Head
Start classes. Other classes usually have local poor
students whose parents do not necessarily have a
college education. Ms. Anna is aware that her stu-
dents’ parents are not rich because, to be eligible for
Head Start, a student has to come from a family
whose household income should be at or below
Federal Government poverty level but the parents’
higher education provides a key difference here. In
other words, the parents may not have economic
capital but they have social, cultural, and education
capitals that make them stand above the rest of par-
ents of students in different Head Start locations. To
me, the discursive discussion here is that the parents
will care about their children’s education when they
care about their own education in the first place so
the students will have more possibility to succeed.
This kind of perspective seemingly makes perfect
sense but, on a second thought, the perspective is
too stereotypical, if not deficit model of thinking,
because students’ internal motivation to learn can
just be overlooked.

FZ: Uh uh, so so if you compared your ex-
perience with the parents uhm in the previous
church daycare and here. Did you see differ-
ences?

MA: A huge different!

FZ : What are they? Can you explain?

MA: Well, here’s a huge difference from
where I work and another Head Start site,
which is on the other side of town, because
like I said a lot of my parents are a Midwest-
ern university-affiliated so they’re coming to
learn. To do more research, to learn.

FZ : Students?

MA: Oh yeah, right here where I am at, this
site, right here. If I do another site, it was not
(.) but I worked at Broadview was nothing
like it.
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FZ : Why?

MA: Demographic

FZ : What demographic what’s demography
like over there?

MA: Like I said uhm (.02) I had more parents
in jail hum(h)our

FZ : More parents in jail?

MA: Incarcerated uhm like I said uhm we
serve the Midwestern university population,
about two miles from campus, two miles.

FZ : Why do you think do:: you think that has
connection with uhm (.)

MA: That’s just my opinion. I just feel like
because I’'m uhm I don’t know I mean a lot of
[people cause I have]

From the above excerpt, we can see how Ms.
Anna links parents’ rough conditions (e.g., being
incarcerated) to the possibility of the parents’ will-
ingness to get involved in their children education.
Although Ms. Anna was seemingly a bit hesitant
about drawing a direct connection between family
condition with children learning, we can understand
the context here. She hinted that teaching students,
whose parents are uncaring, is very much different
from teaching those with caring parents. Simone
(2012), whose study investigates the kind of strate-
gies school principals employ to eliminate deficit
thinking, argues that many teachers view their job
assignments to teach lower level students as nega-
tive ones. “Common perceptions regarding the
lower track students included troublesome, unmoti-
vated, uncaring parents, unprepared for rigorous
work, difficulty with discourse ... are indicative of
deficit thinking” (p.1). Such perceptions are cer-
tainly troubling because they impact how a teacher
teaches.

Moreover, Ms. Anna addressed her concerned
about the kind of negative impacts children with
rough family life would bring to the classroom. She
asserted that a lot of time the students would behave
violently in the classroom or say inappropriate
things that no children of their age would have said.
As a teacher, Ms. Anna said she indeed dreaded of
coming to class and face these kinds of children.
“The kids, you know, they were violent. They
kicked, they hit me. They kinda choke me,” says
Ms. Anna at one point during the interview. I think
she said this to picture how difficult her previous



teaching condition was. It was a struggle for her as
a teacher to come to class as there was no comfort
at all. Ms. Anna did not, however, confirm if she or
her colleague at the school had tried to do some-
thing to help these violent students. To me, these
kinds of students would likely be like this because
not many teachers would go extra miles to learn the
actual causes of their violent acts as everything,
usually, is linked to their family life. Below, Ms.
Anna explains why a child’s behavior is somehow
connected to their family life.

Well, it was hard because when they have a
rough family life, they’re gonna come in and
some of that takes a toll on the child, whether
emotionally or socially yeah.

Here, Ms. Anna argued that difficult family life
would affect a child either emotionally and socially.
This can then explain why a child behave violently
when interacting with others. While it makes so
much sense to make such a conclusion, we need not
close other doors of interpretation. We also need to
consider other internal and external problems to
help explain why a low-SES student performs
poorly at school. That way, we will not base our
conclusions on assumptions and we will not be at
risk of being trapped in the deficit model of think-
ing.

Similarly, Ms. Anna further talked about ideal
families that could better encourage and support a
child’s learning. According to Ms. Anna, two-
parent families are seemingly better supporters of
their children’s learning that single families because
the husband and wife can take turn caring for their
children. Thus, children of a two-parent family can
get full familial supports.

I think it makes a difference. This is just my
opinion. You could ask somebody else,
maybe someone say no because I am not say-
ing all people of single families. I am not say-
ing that at all. I’'m saying that a two-parent
family who are working together as uhm fam-
ily, man, and wife, and a family encouraging
the child that’s better than just the single par-
ent whose significant other is in jail, de-
ceased, or out of your life. And it’s harder on
a single mom.

From the excerpt, we learn that Ms. Anna claims
that a single mom would find it harder to support a
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child’s learning. Though we can see that there are a
lot of examples of struggling single-mothers, we
cannot simply conclude that a struggling mother is
uncaring about her child’s education. We have seen
so many stories of single mothers successful raising
and educating their children. I think it makes sense
to consider single-family hardship and struggle but
this should not make us engender deficit thinking. I
understand the context that Ms. Anna was referring
to when she talked about. She was referring to vul-
nerable mothers who had to stay in a woman shelter
because they could not afford housing on their own
or those young mothers whose partners had abused
them.

Perhaps, Ms. Anna here considers that students
coming from troubled or broken families are at risk
of not being able to learn like other children who
have a “perfect” family. Valencia (2010) contends
that “at-risk™ are usually referred to minority stu-
dents. In this sense, he writes “given that at-risk stu-
dents are concentrated among pupils of color, from
poverty households, single-parent families, and im-
migrant populations, the at-risk inventory approach
has the strong tendency to stereotype” (p. 112).
Judging from Ms. Anna’s class population, we can
see that the students are somehow connected with
one of the characteristics of “at-risk students” men-
tioned by Valencia above. Thus, simply labeling
Ms. Anna’s students at “at-risk” students might just
be a form of stereotyping.

Ms. Anna’s definition of an ideal family consist-
ing of a man and wife might not fit everyone’s defi-
nition of a family. For instance, a child who did not
know his or her mother and father and was raised in
a foster home would never have a family if he or she
goes by such a definition. Adopted children raised
by same-sex couples might also be troubled by the
definition. I think educators need to avoid using a
single broad brush to treat every issue in their class-
rooms.

Conclusion

The tentative findings that I present in this paper
indicate that deficit thinking are very likely to arise
in educational institutions where marginalized
groups of students are present. We should not take
the seemingly neutral practices for granted but begin
to critically question such practices so we might not
continue perpetuating practices that would marginal-
ize minority groups. Educators need to be aware of



the deficit thinking and actively find ways to dis-
mantle it in their everyday practices. Also, student-
teachers who come from minority groups should be
aware of deficit thinking in education for disman-
tling the model of thinking that have discriminated
them in the first place.

This research project and its findings have not
only enabled me to learn more about deficit think-
ing and Head Start Program in general but also al-
lowed me to practice what I learn in qualitative
class and experience what it really means to actu-
ally conduct a qualitative study. The themes that I
draw from the dataset might not represent the
“reality” in its entirety but the readers, especially
those interested in the issues of deficit thinking in
the field of education, would gain a deeper under-
standing that deficit model of thinking can be en-
gendered or perpetuated unconsciously.
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Every Contact Leaves a Trace:

A Literary Reality of Locard’s Exchange Principle

Jeroen Bode

Ibaraki Christian University

n an earlier OTB forum article (Bode, 2017) I

mentioned the possible literary traces in the
works of Washington Irving and Arthur Conan
Doyle. This year (2018) while reading Edogawa
Ranpo’s short story The Psychological Test (LBt
%, 1925; English translation by Harris, 2012) for
some reason it reminded me of something I had
read in 2015 or 2016. A trace' was still lingering in
my mind. The case details (fictional) in Edogawa’s
story resembled one of Conan Doyle’s writings; not
a Sherlock Holmes story but something of his other
less familiar works. Conan Doyle also wrote on real
criminal cases that happened in the UK. The piece
in question is The Debatable Case of Mrs. Emsley
(published in the Strand in May, 1901). These prod-
ucts have been collected by Jack Tracy (editor) in
his 1988 edition. Important to mention here is that
Edogawa’s story cannot be regarded as a case of
plagiarism because it has an original quality in its
further development. In the foreword by Patricia
Welch to Harris’ translation of Edogawa’s stories it
becomes clear that Edogawa was an avid reader of,
among others, Edgar Allen Poe and Arthur Conan
Doyle in his university days (p. 15). This might
have led him to include, as homage to Conan Doyle,
in his story line of The Psychological Test details of
the Emsley case.

Authors’ Motive

Peter Ruber (Conan Doyle, 1988) writes in his
introduction to the Conan Doyle collection of real

Bode, J. (2019). Every contact leaves a trace: A
literary reality of Locard’s Principle. OTB
Forum, 9(1), 18-22.

cases that he started these as a series of studies into
criminal psychology (p. xvii). He actually intended
to write and submit to the Strand magazine twelve
stories, but due to an illness in 1901 he could not
finish them. During his recuperation, his friend B.
Fletcher Robinson gave him through his stories
ideas for writing another Sherlock Holmes story
known now as The Hound of Baskervilles.

For Edogawa Ranpo reasons are not discussed
fully in the Harris (2012) translation of a selected
number of his stories. However, in the preface (pp.
8-9) we can see the statement that Edogawa started
his writing career as an exponent of the mystery sto-
ries in 1923, the year that in the Tokyd-Yokohama

The Debatable Case of Mrs. Emsley (before enter-
ing the crime scene). Strand Magazine illustration
(May 1901) by Sidney Paget.

' Most of these Locard’s exchange principle is an important principle within the field of forensic science; through which
crimes are investigated. In all crimes the perpetrator leaves “particulars” of him/herself behind as evidence of involve-

ment in the crime. Dr. Edmond Locard stated it accordingly:

"Il est impossible au malfaiteur d'agir avec l'intensité que suppose ['action criminelle sans laisser des traces de son pas-
sage." [It is impossible for a criminal to act, especially considering the intensity of a crime, without leaving traces of this

presence.] (Baxter, 2015, p. 23)




area a great devastating earthquake occurred. Al-
ready, in his youth he had become familiar with the
crime fiction read to him by his mother (p. 16) and
he continued reading detective stories (by Poe,
Chesterton, Conan Doyle) during his university
time. Those stories appealed to him due to the care-
ful plotting, logic and reasoning (p. 15). With these
experiences it is perhaps not a surprise that Edo-
gawa became an author in his own right.

The Debatable Case of Mrs. Emsley (published in
the Strand, May 1901)

This is an actual case that happened in London in
1860 (August 16th). The most striking details are
that the widow Mrs. Mary Emsley was found mur-
dered in her house. One of the discoverers, named
John Emms (cobbler), became a suspect in the case.
While in fact it turned out that Emms had a “most
convincing alibi” (p. 40; but no details of what that
was.) and that the person, George Mullins (plasterer)
who tried to implicate Emms in the case was con-
victed and hanged on November 19th. Although he
left a statement of his innocence the most important
evidence seems to have been the planting of the evi-
dence (Mrs. Emsley’s possessions) in Emms’ shed.
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Edogawa, R. (1988). Japanese tales of mystery and
imagination. North Clarendon, VT: Tuttle.

19

It is unavoidable for the judge at the time to convict
Mullins with such a small margin of error. The
judge at the time recognized that although the mar-
gin of error was very small, to convict Mullins in
this manner was unavoidable. These are the essen-
tial details of the case as presented by Conan Doyle
and in the section on comparison of the writings of
both authors I will describe what first arrested my
attention to the similar details in Edogawa’s story to
Conan Doyle’s writing.

The Psychological Test (.L>EEFRER, 1925; English
translation by Harris, 2012)

This is a fictional case to begin with and written
as such by Edogawa Ranpo in 1925. The fictional
case details relates a story wherein Fukiya Seiichird
(the murderer) murders the widow who, like Mrs.
Emsley in Conan Doyle’s story, is a landlady with a
similar unpleasant disposition to others. Fukiya is a
Waseda student and his friend Saito Isamu, also a
Waseda student, is regarded as the prime suspect in
the case by the police. The preliminary judge (not as
“the district attorney” in the translation) Kasamori is
not convinced but cannot find a way to proof that it
is in fact Fukiya. Even with his familiarity with psy-
chology, Kasamori could not find a result marking
Fukiya as the true criminal. An old friend of Kas-
mori, Akechi Kogord helps and reassesses the word
association test showing that Fukiya overdid his
mental training and spoke too fast in response time
with a trick question on what was in the room at the
time of crime, which Fukiya could not have seen
two days before (his alibi) the crime. Because the
screen-painting was brought in just a day before he
did his crime, Fukiya sealed his guilt. The timeline
issue of the screen-painting proved that he had been
there.

A Comparison of the Sources

The first trace was the similar description of the
widows in both writings: their unpleasant character
to others and in dealing with their tenants. Is this a
coincidence, perhaps? Not according to the Special
Agent Gibbs’s rule #39 (NCIS series). These points
are the common features of both writings. However,
the time of the crime are in each different. In Conan
Doyle’s writing the time is set on Monday evening,
some time after 19:00 (p. 37). While Edogawa’s
story has the crime occurring in the morning without
a definite time (p. 56). The main persons involved
are in Conan Doyle’s a cobbler and a plasterer. The
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Conan Doyle, A. (1988). The complete true crime
writings of Sir Arthur Conan Doyle: The Debatable
Case of Mrs. Emsley.

two suspects in Edogawa’s are Waseda students.
The widow Mrs. Emsley (in Conan Doyle’s) is mur-
dered by repeated blows to her head (p. 37). The
nameless widow (Edogawa’s) has first been stran-
gled by Fukiya wearing gloves and stabbed her in
the heart with a jackknife so as to make it impossi-
ble for others to revive her. Fukiya steals half the
money she keeps in the house and brings it to the
police in a wallet he prepared for that purpose. In-
stead of stealing money, the murderer of Mrs. Em-
sley took small items of hers (p. 39: “3 small
spoons, 1 big one, a cheque”; p. 40: “a gold pencil
case, a similar spoon”). Emms was initially arrested
for the crime (p. 39) because the police found some
of the stolen goods in his shed (planted by someone,
possibly Mullins, to implicate Emms). The police
arrested also charged Mullins in connection with the
crime. Although in Conan Doyle’s report of the case
what made the police suspect Mullins as well is not
fully addressed. Fukiya finished the job with a jack-
knife while Mullins probably committed and con-
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cluded the crime with a hammer. In the report of
Conan Doyle the case is build up through witnesses
(who have either seen him near Mrs. Emsley’s
place, or saw that his pockets were bulging with
things) and the physical evidence stolen from Mrs.
Emsley. That Mullins planted the evidence in
Emms’ shed was considered a major factor in his
guilt. The cumulative force of the evidence resulted
in a verdict of Mullins being hanged on November
19th. The judge in this case had reservations on the
case but it nonetheless resulted in a guilty verdict by
the jury. In the story of Edogawa, there are different
theories why Fukiya did the crime. For financial
gain or instead to commit the perfect crime. In a
similar way, also Mullin’s motive is not addressed
or did not emerge from the testimonies during the
court proceedings. It seems to be an overly intricate
way to implicate Emms in the crime to receive a re-
ward by initially murdering the Mrs. Emsley.

Conclusion

In both the translation and the Japanese edition of
Edogawa’s The Psychological Test (‘\L>PEFAER,
1925; English translation by Harris, 2012) is not
stated whether Conan Doyle’s report was known by
Edogawa while writing his story. Since he seems to
be well acquainted with Conan Doyle’s work, Edo-
gawa might have read other writings of Conan
Doyle too. In that case, The Debatable Case of Mrs.
Emsley (published in the Strand May 1901) would
be a possible source for Edogawa’s story discussed
in the present report on mental literary traces.

A point for further study is whether trace-
evidence is just restricted to the individual reader
only. Is it just a memory-trace or is it an intentional
trace placed by the author for the reader to find?
One important result from this report is that Edo-
gawa is not guilty of plagiarism if it turns out in fu-
ture discoveries that he found Conan Doyle’s crime
report a good starting point for his own story bor-
rowing case details from Conan Doyle. Applying
Locard’s principle beyond its original field of foren-
sic investigation and — that every contact leaves a
trace — has also a bearing on the source of literary
creativity and appreciation.
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Appendix.

Timeline of World Literary and Historical Events, 1809-1929

Year World Literature World history
1809 Edgar Allan Poe *
1812 Charles Dickens *
1815 Defeat of Napoleon
1218 Mary Shelley, Frankensiein
1824 Wilkie Collins *
1837 Caeen Victona| - 1901)
1847 Eram Stolker * Marx and Engels: Communisi
Manifesto
1854 Sigmund Freud *
1857 The Sepovy Rebellion
(cf: Signof Four)
1830 Arthur Conan Doyle * Chartles Daren: On the Originof
Species
1861 —18635 Amencan Crvil War
1866 Fyodor Dostoyevslky, Crime and
Punishment
1867 Meiji emperor
Ear Marx: Das Kapital
1368 Shogunateendsin Japan
1870 The telephone
18789 The light bulb
1885 First automebiles
1394 Edogawa Ranpo *
18041803 Smo-Japanese War
1805 Tower Bndge (London)
1900 First underground (Paris)
1901 Conan Dovyle: The Debatable
Case of Mrs Emsley, The Hound
ofthe Baskervilles
1904 -1903 Fusso-Japanese War
1914-19138 World Warl
1923 Yolkohama-Toloyo earthquake
1925 Edogawa Fanpo, The Adolf Hitler, Mein Kampf
Psychological Test
1929 Wall Street Crash
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Revisiting Karl Haushofer at 150:
A Critical Look at the Most Recent Biography

Christian W. Spang

Daitd Bunka University

Abstract: This (review) article deals with Holger H. Herwig’s recent book, The Demon of Geopolitics. How

Karl Haushofer “educated” Hitler and Hess. Despite the fact that research on Haushofer and his views goes

back about 100 years, the book by Herwig is a retrograde step because it overlooks everything that has been

published about Karl Haushofer and German geopolitics since the mid-1990s. Herwig’s book often mixes true

and false aspects and it is this type of writing that makes it particularly difficult to decipher the mistakes for

those who do not already fully know the Haushofer story.

Keywords: geopolitics, Haushofer, Herwig, propaganda, demon, Japan, mistakes, essay, out-of-date

bout 150 years prior to the publication of this

article, Karl Haushofer was born in Munich on
August 27, 1869. Roughly 77 years later, on March
10, 1946, he committed a dramatic double suicide
with his wife Martha. A look at various Wikipedia
entries on the “father of German Geopolitics”
shows that they are far from being reliable, with the
English entry’s superficially academic structure not
being backed up by its content, which is still based
on wartime and cold war literature (Spang, this is-
sue, pp. 35-47). Claims for information being up-to-
date, reliable and verifiable—not met in most
Wikipedia entries (on Haushofer)—are far more
legitimate if looking at academic books, even more
so if they are written by established scholars and
distributed by well-known publishers. How far a

Spang, C. W. (2019). Revisiting Karl Haushofer:
A critical look at the most recent biography.
OTB Forum, 9(1), 23-34.

recent monograph about Karl Haushofer meets these
requirements will be discussed below.

Karl Haushofer as an Object of Propaganda and
Historical Research

Many wartime publications saw Haushofer as a
prompter of Nazi Germany’s aggressive foreign pol-
icy. This exaggerated interpretation of Haushofer’s
influence was the basis for eulogies in the Axis
countries and severe Haushofer-bashing by Anglo-
Saxon authors such as Andreas Dorpalen (1942),
Johannes Mattern (1942), Siegmund Neumann
(1942/43), Frederic Sondern (1941), Robert Strausz-
Hupé (1941/42), Edmund A. Walsh (1942, 1944,
1949), and Hans W. Weigert (1941/42, 1944), who
frequently published in journals like Current His-
tory, Foreign Affairs, Fortune, Harper’s Magazine,
Life, or Readers’ Digest.' Their critical view was
taken up in the 1950s by some authors in the new
Eastern Bloc, who saw many parallels between
Haushofer’s theories and Western geopolitics during
and after World War IL.> Authors like Giinter
Heyden (GDR) and Juri N. Semjonow (USSR) criti-

! Most of these authors either came from Germany or Austria or had family roots there. Different from other US authors,
H. W. Weigert had realized the importance of Haushofer’s Asian experience in 1908-10 and argued more cautiously.

Murphy, 2014, p. 14, summarizes these views and their long-term influence as follows: “As has been noted, Haushofer’s
alleged dominance over Hitler’s thought was sometimes cast in the most categorical terms, during the war, in its immedi-

ate aftermath, and for decades later.”

2 During the occupation period after WWII, the Allies created lists of works to be taken out of German libraries. The
high number of Haushofer’s works on the Soviet index-list reflects the above-mentioned critical view in the communist
Eastern bloc. See http://www.polunbi.de/bibliothek/1946-nslit-h.html (Dec. 18, 2018) for details.



cized post-war “American Imperialism” as
Haushoferism.? After this wartime and post-war
hype died down, the impact of Geopolitik and thus
Haushofer’s influence has been interpreted as rather
weak (if there was any discussion of geopolitics at
all). In the late 1970s, Rainer Matern’s 1978 disser-
tation examined Haushofer rather uncritically, try-
ing to explain but not evaluate his activities and
theories. One year later, Hans-Adolf Jacobsen pub-
lished the most comprehensive (two-volume) de-
scription of Haushofer’s life and work, but the
whole endeavor was more of an annotated anthol-
ogy and collection of documents than a critical bi-
ography. Jacobsen saw Haushofer’s influence
mostly in the field of “volkisch” politics dealing
with Germans abroad. In the mid-1990s, two hotly
debated German works about Haushofer by Frank
Ebeling (1994%) and Bruno Hipler (1996°) refueled
the debate. Ebeling and Hipler interpreted things
differently from earlier works and from each other.
Ebeling strictly differentiated between Haushofer’s
thinking and Nazi ideology and then used this claim
to apologetically clear Haushofer from his (too-)
close Nazi connections. Hipler argued that
Haushofer intensely influenced Rudolf Hess and
claimed (without offering enough evidence to prove
his hypothesis) on this basis that Haushofer must
have had an equally strong influence on Hitler.
While the first part of the arguments made by
Ebeling as well as Hipler can, to some extent, be
backed up by primary sources, their conclusions
contradict earlier and later research. Other publica-
tions of the same period, like those by Rainer
Sprengel (1996), David T. Murphy (1997), Rudolf
Gottschlich (1998), Heike Wolter (2003), to name
just the related monographs, argued that Haushofer
had some influence on Hess, Hitler, and Joachim
von Ribbentrop but mostly from the 1920s to the
early 1930s—much less so during the immediate

pre-war and wartime years. Most recently, works by
Christian W. Spang (2013, 2018) and Nicola Bas-
soni (2018, 2020) are based on the earlier research
when it comes to the overall judgment of Haus-
hofer’s personality and work but focus on his con-
nections with the two other Axis powers, i.e., Japan
and Italy.

With such an array of related publications, any-
one attempting to present a balanced view of Karl
Haushofer’s life, work and impact should be able to
do so, even without unearthing new documents. To
find out how far Holger H. Herwig was able to ful-
fill this task in an up-to-date, reliable and verifiable
way will be the topic of the following scrutiny of his
book The Demon of Geopolitics published in 2016
with Rowman & Littlefield.

The Demon of Geopolitics and the Question of
Sources

Somehow, already the propagandistic title of
Herwig’s book hints at what can be expected from
its contents. Most likely, using the term “demon” in
connection with Karl Haushofer goes back to the
sonnet “Vater [father]”, posthumously published as
sonnet no. 38 in Albrecht Haushofer’s Moabiter
Sonette: “But my father broke away the seal. He did
not see the breath of evil. He let the demon soar into
the world.”®

Overall, Herwig’s title looks like a mixture of
1940s wartime propaganda titles such as Andreas
Dorpalen, The World of General Haushofer: Geo-
politics in Action (1942), widely used in the refer-
ence section of the English Wikipedia-entry on
Haushofer (Spang, this issue, pp. 35-47), the title of
an MA thesis supervised by Herwig around
2001/02, Setting the Demon Free: Karl Haushofer,
Rudolf Hess, the Thule Society and Hitler in Mu-
nich, 1918-1920, by Richard Lee McGaha’ and the
title of Bruno Hipler’s book Hitlers Lehrmeister:

3 See the reference section below for bibliographical details of their works.
* See Heske’s 1995 well-balanced but very critical review of Ebeling’s work. Heske describes Ebeling’s Ph.D. thesis as

apologetic and a step backward.

> For some criticism of Hipler, see Murphy, 2014, p. 15, who writes that Hipler’s view “echo wartime accusations that
Haushofer, not Hitler, really authored the programmatic passages of Mein Kampf” and continues that “there is just suffi-
cient truth in this narrative to keep it on the safe side of parody”.

® The German reads: ,,Mein Vater hat das Siegel aufgebrochen. Den Hauch des Bosen hat er nicht gesehn. Den Dédmon
liess er in die Welt entwehn.* A complete reprint of all 80 sonnets can be found in Haiger, lhering, Weizsédcker, 2002,

pp. 127-150.

Tt is noteworthy that the introduction of McGaha’s thesis starts on p. 1 with Albrecht Haushofer’s sonnet. See https://
search.proquest.com/docview/304798549/fulltextPDF (Dec. 16, 2018).



Karl Haushofer als Vater der NS-Ideologie [Hitler’s
Teacher: Karl Haushofer as the Father of National-
Socialist Ideology] (1996). The chapter titles of
Herwig’s book repeat this catchy style with phrases
like “Key to the Mystery” (chapter 2), “The Demon
Fledges” (6), “The Demon Soars” (7), “The Demon
Crashes” (8) and “Prophet Risen?”

Knowing that Herwig had already published an
article about Haushofer in 1999%, one would expect
that the German-born Canadian author has full com-
mand of all late twentieth and early 21st-century
German publications in the field.” However, Herwig
straightforwardly ignores most of the recent re-
search in the field. Publishing about “the Father of
German Geopolitics” without referring to the latest
publications about Karl Haushofer, his wife and son
as well as about German geopolitics in general, is
incompatible with accepted academic standards.
The fact that Herwig follows in the footsteps of
Bruno Hipler, maintaining that Haushofer exerted a
strong influence on Hitler since the 1920s, a claim
that is out of tune with most of the more recent re-
search in the field, shows that Herwig did use some
German publications, in fact.

In a November 2016 review of Herwig’s book,
published in the conservative quality paper Frank-
furter Allgemeine Zeitung (FAZ), Roman Toppel
concludes that Herwig’s failure to take into account
the writings of various other early 20th century au-
thors caused his exaggerated emphasis on Karl
Haushofer as “educator” of Hitler:

Herwig is so focused on Haushofer and his
writings that he completely overlooks numer-
ous publications of other contemporary au-
thors, which were then read in Hitler's envi-
ronment. This leads to partially absurd con-
clusions. Thus, Herwig traces back to
Haushofer all of Hitler’s utterances about le-
bensraum and population development in
Mein Kampf and later on. Haushofer’s

thoughts on imperialism, the ‘war as a school
of the nation’ and the struggle for space, how-
ever, had already been written by writers like
Heinrich ClaB or Friedrich von Bernhardi
years before. "

Disregard of sources is among the reasons why
Herwig’s as well as Hipler’s work are at best vague
or ungrounded with many missing references to
prove their hypotheses. Due to this lack of evidence,
many arguments presented by both authors are at
least questionable.'' Their common argument that
Haushofer had worked for more than two decades
“undercover” for Hitler (Herwig, p. xv) is based on
a single 1938 letter by Haushofer. The question why
Haushofer would have needed to work for Hitler
secretly before and during the Nazi era is neither
asked nor answered. Besides Hipler, the only other
more recent work used by Herwig is the harshly
criticized monograph by Ebeling. The selection of
Herwig’s sources must therefore be called ambigu-
ous and erratic.

Looking at Herwig’s introduction, a footnote at
the bottom of its first page (xi) catches the eye of the
attentive reader because of its weird claim.'” Herwig
explains here that he uses “Hess” instead of the Ger-
man “Hefl” based on the “third version of German
orthography” (Rechtsschreibung'?) of 2006. To start
with the obvious, there is no need to explain the us-
age of “Hess” because it is the accepted English
spelling of the surname of the Nazi Party’s deputy
leader. Furthermore, Herwig’s claim that this spell-
ing (Hess) has anything to do with Neue Recht-
schreibung is untenable, because changing German
orthography does not interfere with proper nouns, of
course. Otherwise, one of Germany’s most famous
authors should nowadays be spelled either as Gote
or Gohte (the “h” after the “6” indicating the long
vowel) because “oe” as well as “th” are nearly ex-
tinct in modern German'*, while in fact, we are, of

% For some criticism of this article, see Spang, 2013, p. 51 (note 139) and p. 450 (note 113).

? In this sense, his monograph resembles the English Wikipedia-entry on Karl Haushofer (Spang, this issue, pp. 34-46).
and is thus—at least in large part—a step behind what others have already written.

10 Toppel, FAZ, November 7, 2016. Retrieved February 17, 2018, from https://www.faz.net/aktuell/politik/politische-
buecher/haushofer-und-hitler-landsberger-erzachlungen-14506547.html

1 Toppel, 2016, argues along similar lines.

12 Why the book features nearly 90 unnumbered footnotes along with its roughly 500 endnotes remains unclear. Mixing

these two systems is confusing.

B3 Herwig’s spelling (Rechtsschreibung) is wrong. There should not be a double “ss” in the middle of the word.
14 See the title of the successful German movie trilogy Fack ju Gohte 1-3 (intentionally wrong spelling for “Fuck you,
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course, still talking about Johann Wolfgang von
Goethe (with “oe” and “th”).

For various reasons, Herwig’s book must be
called an extended essay rather than a thoroughly
academic monograph. While such a judgment might
sound harsh at first sight, Herwig himself admits in
his introduction (p. xvi) that his “the approach [is]
speculative at times.” He goes on explaining this by
claiming a lack of primary sources, which surprises
anyone who ever worked with the Haushofer files at
the Federal Archive (Bundesarchiv) in Koblenz,
which holds seemingly endless boxes with diaries,
official documents, galley proofs, letters, newspaper
clippings to be found either in the Haushofer papers
(Nachlass N 1122) or those of his biographer Hans-
Adolf Jacobsen (N 1413), let alone further material
in the University Archive of the Ludwig-Maximi-
lians-University, the Bavarian State Archive
(Hauptstaatsarchiv, Abteilung IV Kriegsarchiv) or
the Institute of Contemporary History (IfZ), all in
Munich. Moreover, there is the private archive of
the Haushofer family. How anyone who claims to
have visited most of these places (preface pp. ix-x)
can honestly argue that there is a lack of sources,
remains inconceivable. Herwig, however, even adds
to this by spreading the “fake news” that “the per-
sonal diaries of both Karl and Albrecht Haushofer
were destroyed or lost.” While most—but not all—
of Albrecht Haushofer’s diaries disappeared, nearly
all of Karl Haushofer’s (very sketchy) diaries are
accessible at the Bundesarchiv (N 1122, Vol. 127);

only those covering 1926-30 are missing. Addition-
ally, many of the far more elaborate diaries by Mar-
tha Haushofer are available in the same folder."
Finally, a very elaborate 150-page travel diary, writ-
ten by Albrecht Haushofer during his trip to East
Asia in 1937, has been saved by the family and is
currently under preparation to be published with in-
troductions, annotations and various appendices.'®
Herwig retells Haushofer’s life from “modest
stock” (p. 1) to World War II, a story that has al-
ready often been told. One might, by the way, ask
whether “modest” is an appropriate description for a
family that included various professors, a member
of the Bavarian parliament and a university presi-
dent, ennobled by the Bavarian Wittelsbach dynasty.
Even though the book features around 500 endnotes,
many of the points made lack proper referencing,
adding to the overall essayistic style of the book;
rather many minor mistakes are present in these
notes as well.'” Adding to this, an examination of all
endnotes reveals that Herwig mentions a total of 28
works by Karl Haushofer. While this looks like a
solid sample, knowing that Haushofer published
around 600 or 700 works (including around three
dozen books), makes one wonder if Herwig took
Haushofer’s publications seriously enough.'®
Furthermore, there is no regular reference list at
the end. Instead, the book features a six-page section
called “A Note on Sources”, in which Herwig de-
scribes his sources in prose, yet another reason to
call the book an extended essay.'” Among the works

Goethe”) released between 2013 and 2017. Until the late 19th century, “th” was frequently used in terms like Mittheilung
(message) but has virtually disappeared other than in a few exceptions like Thal (valley) or Thron (throne). The use of a
diphthong (ae, oe, ue) instead an Umlaut (4, 0, 1) is frequent in Switzerland, but is unusual in standard German, except

for some (old) proper nouns.

15 Herwig even mentions Martha Haushofer’s diaries but he only used the copies made by Jacobsen, available in BA
Koblenz, N 1413, vol. 2, without ever actually looking at the original diaries available in the same archive, N 1122, vol.

127.

' This book is currently under preparation by Christian W. Spang and Ernst Haiger.

' Throughout the book, there are many quotes that either lack any reference or feature a mistaken reference like chapter
II1, note 33 (29, not 21 January 1918), chapter V, note 40 (the reference does by no means prove what Herwig says),
chapter V, note 50, refers to lan Kershaw’s Hitler biography, only that the book was published in 1998, not 1988, as Her-
wig states here, chapter VI, note 6 (Herwig says what Jacobsen referred to but not where Jacobsen does so), chapter VI,
note 16 (Herwig refers to Jacobsen 1979/1: 1-2, while he means vol. II. There are no numbered pages 1-2 in vol. I of that
book), chapter VII, note 59 (pages indicated by Herwig are wrong: not 367-368 but 368-369), conclusion, note 34
(Herwig refers to pp. 94-95, correct is 394-395). See reference 28 below for a short discussion of the confusing fact, that
the book features around 90 footnotes besides its roughly 500 endnotes.

A comprehensive list of Haushofer’s publication is provided in Fochler-Hauke, n.d., pp. 276-285. Jacobsen, 1979/1, p.
160 (note 5) mentions a list of 525 works. Spang, 2013, offers an Auswahlbibliographie (selected bibliography, pp. 758-
785) and a list of Japanese translations of Haushofer’s works (pp. 786-789) of more than 500 titles in total.

P tis tempting to add here that this approach resembles what Haushofer had done in 1913 in Dai Nihon, where many



Herwig mentions, there are only three publications
that appeared since 2000.%° This seems to indicate
that Herwig wrote (most parts of) his work in the
1990s, an assumption strengthened by the fact that
he refers to Hipler’s 1996 monograph as “recent”
(p. xv) or “most recent” (p. xii) in his introduction.”
Furthermore, Herwig seems strongly influenced by
this book because his general argument, i.e., that
Haushofer somehow educated Hitler, strongly re-
sembles Hipler’s main hypothesis.*

Without referring to them in his “Note on
Sources”, in the endnotes of each chapter, Herwig
mentions an average of four to five works released
since 2000. Applying academic standards, the print-
ing date of the newest work mentioned, indicates
the general cut-off line, which means that every
relevant publication issued before should have been
included. The fact that Herwig mentions one little-
known (Hillmann, 2005%) and one new but flawed
Haushofer-related article (Murphy, 2014%%)
strengthens the impression that excluding all other
recent works on Haushofer (listed with an asterisk
in the reference section below) was made on pur-
pose, what purpose remains unclear, however.

Herwig offers a glossary on page 249, which
would be helpful for those readers of the book who
do not understand German if not several of the
translations were at least unusual.”> Herwig’s usage
of Blutverwandschaft (instead of Blutsverwand-
schaft with an “s” in the middle) is as disturbing as
his constant translation of the suffix -denken as
“orientation”, while it would usually be translated
as “thinking”. The term rassenbildende, which Her-
wig lists in his glossary, does not exist.”® The trans-
lation offered for Volksboden, namely “regions

1

where Germans were still living” is far too ambigu-
ous. Multiple additions are necessary to clarify the
term’s actual contemporary meaning: “regions
[beyond German borders] where [ethnic] Germans
were still living [after WWI]”. Any shorter version
would be unclear.

This kind of ambiguity continues in the notes.
Without any explanation of his system, Herwig ab-
breviates some book titles even at their first appear-
ance. A look at the first endnote of the book (p.
x11/221) is a case in point. How any reader who is
not already an expert on Haushofer should be able to
decipher the following note remains an enigma: “1.
Cited in Karl Haushofer, 2: 568-69.” This
cryptic reference denotes Hans-Adolf Jacobsen’s
already mentioned book Karl Haushofer — Leben
und Werk. 1979, Vol. 2, pp. 568-569.

Debatable Interpretations

In Herwig’s book, even some simple facts, like
family relations, are wrong . While the real Karl
Haushofer had one sister (Marie Amalie, 1871-
1940) and one brother (Alfred, 1872-1943), Herwig
(p. 2) invents a third brother named Albert. Her-
wig’s claim that Martha Haushofer had agreed to
stay behind in Bavaria with her father also demand-
ing this, while Karl Haushofer would go to Japan
alone, contradicts long established facts: Martha was
the driving force to leave Bavaria temporarily. Not
only did she actively support Karl’s last-minute ap-
plication for the post of military observer in Japan,
but she also convinced her father to partly finance
their sojourn in Asia.”” On page 20, Herwig suggests
that both Haushofers employed eight people in Ja-
pan, while in fact, they hired and paid just half as

books are mentioned without indicating place and year of publication and in case of articles, exact dates or page numbers

are often missing.

2% These recent titles either deal with the Ludwig-Maximilians-University in Munich or with the obscure Thule Gesell-

schaft (society), but not with Haushofer himself.
21

Another hint in this direction is that Herwig refers to the Nachlass Jacobsen at the Federal Archive Koblenz as “N

413” while it is listed nowadays as “N 1413”. Haushofer’s Nachlass is correctly labeled by Herwig as “N 1122”,

2 Toppel, 2016, argues along similar lines.

% In this case, Herwig knew the article because he published a chapter in the same volume.

** For a criticism of Murphy’s article, see Spang, this issue, notes 23 and 43.

%3 For authoritative translations of historical terms refer to Winfried Baumgart’s trilingual (German-English-French)
dictionary of historical and political terms of the 19th and 20th century, published in 2010.

2% The term is the present participle of the predicate Rasse bilden, which means “to form a race”. The final “¢” is a gram-
matical ending. The most authoritative dictionary of the German language, the Duden (est. 1880, https://

www.duden.de/), does not have any such entry.
27 See Jacobsen, 1979/1, pp. 95-97.
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many: a cook (1) and his wife (2), a house boy (3)
and a stable boy (4). The fact that the cook paid for
a kitchen helper (5) out of his own pocket and the
Japanese Imperial Army provided a soldier (6) to
help Haushofer does not make Herwig’s claim of
eight servants any more accurate. Again, Herwig
states these “fake news” without any reference.

To what kind of wrong assertion the over inter-
pretation of one older source (Heske, 1987, p. 39) in
connection with completely ignoring a newer source
(Spang 2013, pp. 321-325) can lead, may be shown
by referring to Herwig’s claim that Haushofer
“throughout the 1920s had supplied the [German]
army with secret foreign policy reports” (p. 147).
While Heske said that Haushofer provided these re-
ports for “several years” (not the whole decade of
the 1920s), recent research (by Spang)—published
two years before Herwig’s book—has shown that
Haushofer wrote these reports most likely for less
than 12 months starting around the turn of the year
1921/22 before nascent hyperinflation made the
necessary Asian newspapers and journals too expen-
sive for the Reichswehr to buy.

Another example of a mistake that could have
been avoided easily can be found in a footnote on
page 122, where Herwig mentions “Haushofer’s
insistence” that only “previously published articles”
were reprinted in the anthology Bausteine der
[recte: zur] Geopolitik.” Not only does Herwig fail
to offer any proof for Haushofer’s alleged resolve,
but it is just wrong. The fact that this false claim
somehow contradicts Herwig’s call that Bausteine
where Haushofer’s “most ambitious effort” to de-
fine Geopolitik shall be mentioned here in passing.
A look at the last page of Bausteine zur Geopolitik
(p- 349) is enough to clarify that Herwig’s argument
is wrong because the editors of the volume explain
there that the book contains new as well as exten-
sively revised articles.

In the section of his book in which Herwig dis-
cusses Haushofer’s anti-democratic leanings, he

mentions (on p. 138) Haushofer’s severe criticism of
“a Reichstag consisting of thirty-seven self-serving
parties.” As in other cases, the overall direction of
Herwig’s criticism of Haushofer is correct, but the
details are problematic. Here, it remains entirely un-
clear what Herwig had in mind when talking about
37 political parties in the Reichstag. A look at the
election results of the Weimar years (i. €., between
June 1920 and March 1933) shows that on average
little more than a dozen parties were represented in
the Reichstag.”

At various times, Herwig also contradicts him-
self. Haushofer got 250 RM per semester for his lec-
tures and seminars at Munich’s Ludwig-
Maximilians-University from 1919 to 1939. He
lived on his military pension (around 9.500 RM per
year) as a retired major general. According to Her-
wig (p. 139), Haus-hofer got these “250 RM per se-
mester for books” only after gaining the title of full
professor in 1933, which is wrong. Herwig finally
confuses his readers on page 165, where he refers to
“forty semesters [obviously 1919-39] of unpaid
teaching at the university”. While this is close to the
truth, because Haushofer made his small remunera-
tion available to the department to buy books (for it
would have been deducted from his state pension®")
obviously, Herwig’s argument on page 139 some-
how contradicts his statement on page 165.

Even concerning Hitler’s anti-Semitism, Her-
wig’s narrative is misleading. On page 154, Herwig
states that Hitler began “to drop his guard” only af-
ter the Berlin Olympics in 1936. That sounds apolo-
getic considering the sacking of most Jewish state
officials as early as mid-1933 and the proclamation
of the Nuremberg Race Laws in September 1935.

Another example of Herwig’s statements being
close but not close enough to the truth can be found
in chapter seven, where Herwig refers to the last di-
rect encounter between Haushofer and Hitler in Ru-
dolf Hess” Munich home in November 1938. Ac-
cording to Herwig, Haushofer “referred to that day

28 Why the book features nearly 90 unnumbered footnotes along with its roughly 500 endnotes remains unclear. Mixing
these two systems is confusing. One potential explanation would be that Herwig added the footnotes when he revised his

nearly finished late twentieth century draft of the book.

% While Herwig mixes up “der” and “zur” on page 122, on page 235 (note 25), he uses the correct title.

3% A closer look at the last free elections during the Weimar Republic, in November 1932, shows that the five biggest
parties gained 538 (92%) of the 584 parliamentary seats. The next three parties got 36 seats, leaving a mere eight seats
for the smallest six parties. That means that 14 out of over 50 parties that entered the election were represented in the
Reichstag, with the most significant five parties exercising political power.

31 See Jacobsen, 1979/1, p. 167.



as the final and irreparable break with Hitler”,
which is not wrong, but Herwig’s statement that
Haushofer did so “for the rest of his life” seems to
indicate the years 1938 to 1946.%* Thought through,
this would mean a well-known person married to a
“half-Jewish” wife would walk around in Nazi-
Germany talking about his own “final and irrepara-
ble break with Hitler.” Obviously, that was not what
Haushofer did. To the contrary, he never mentioned
this episode until it became clear that Nazi-
Germany would lose the war. That means that
Haushofer kept silent as long as a “final and irrepa-
rable break with Hitler” would have hurt him and
his family but started to mention it at a time when
such a relationship with the Nazi leadership seemed
to offer a way off the hook.>

Haushofer, Russia and East Asia

When Herwig analyzes Haushofer’s view of
other nations, he does not take into account the con-
temporary political situation of Germany after
World War I. How could Haushofer have continued
to praise the USSR (p. 156) with the Nazi govern-
ment declaring Communism the No. 1 (or No. 2 —
after the Jews) enemy of the Third Reich? This lack
of consideration of the circumstances is one of the
general flaws of Herwig’s book. It is also unclear
what Herwig means when he referred to the
“Russian-Japanese treaty of friendship” of 1929 that
according to him was “at least momentarily ending
the tripartite dispute over the Manchurian Chinese
Eastern Railway” (p. 156). In 1925, Japanese-Soviet
diplomatic relations were (re-)established, and in
1928 a fisheries agreement was concluded. In 1929,
a brief armed conflict between China and the USSR
ended with a peace treaty that more or less restored
the status quo. Judging from the contents of what
Herwig says about the “treaty of friendship”, this

32 Herwig, 2016, pp. 162-163.

treaty comes closest, meaning that Herwig might
have mixed up China and Japan here.

Some mistakes indicates that the World War |
expert Herwig moves on thin ice when analyzing
events of the interwar era and even more so when it
comes to East Asian affairs in general and
Haushofer’s relation with Japan in particular. This
even applies to his introduction of some of the most
famous leaders of Japan during the Meiji Era (1868-
1912). Different from what Herwig claims, Yama-
gata Aritomo was no “member of the powerful Cho-
shii daimyo house.”** Unlike Yamagata, It Hiro-
bumi, another famous leader of Meiji Japan, did not
have any military background although Herwig de-
scribes him as “general” on page 170.

Deciphering Japanese codenames used within the
Haushofer family for various Nazi leaders such as
Adolf Hitler (O-Daijin) or Ribbentrop (Taish/[i]kan)
is, of course, difficult without knowing Japanese,
but this only explains—not excuses—the mistakes
Herwig makes on page 157. The usual translation of
daijin is “government minister”. The prefix O can
either have a purely honorific meaning or it could
stand for “big” or “great”.**> According to Herwig,
daijin means “a rich man who uses money gener-
ously”. If that were correct, one might ask why
Haushofer would use this term for Hitler.

Taishi means ambassador and would have been an
appropriate codename for Ribbentrop, who was Am-
bassador-Plenipotentiary at Large since June 1935.
Nevertheless, the Haushofer family used the less
appropriate term Taish/iJkan [embassy].*°

Herwig mistranslates the term as “court official”,
which might look appropriate at first glance because
of the “von” in Ribbentrop’s surname. However,
Ribbentrop’s nobility was not hereditary.’’

On page 157-158, Herwig’s description of
Haushofer’s “pro-Japanese” activities is exagger-
ated.’® In June 1935, Haushofer co-organized a visit

33 Spang, 2013, describes and analyzes the whole episode in some detail on pp. 444-446, and also mentions it on p. 372.
34 Herwig, 2016, p. xv. In fact, Yamagata came from the Choshi feudal domain (located at the southwestern tip of the
Japanese main island of Honshii) but was—Ilike most Meiji-leaders—initially a lower-ranked samurai without any direct

connection with the Mori clan, the local dynasty.

3% Without knowing which kanji (written character) the Haushofer family had in mind, it is impossible to decide either

way.

36 Generally, the suffix “kan” stands either for “building” or any bureaucrat or official. See, for example, “shidokyo-

kan” [academic advisor].

37 Ribbentrop “earned” his “von” when his aunt, Gertrud von Ribbentrop, adopted him. The actual adoption contract of
May 15, 1925, is available at the BA Koblenz, Nachlass N 1163, Vol. 13.



by Ambassador Mushak®oji Kintomo and other Japa-
nese diplomats to Munich (including a trip to the
German Alps) but not “a tour of Germany” as
Herwig claims. While Haushofer most likely did
play some behind-the-scenes role regarding the
early stages of the Anti-Comintern Pact negotia-
tions, he did not “set up secret talks between Rib-
bentrop and Military Attaché Oshima Hiroshi.”
Haushofer knew Oshima and Ribbentrop, but the
only known secret meeting that happened at
Haushofer’s home (on 7 April 1934) brought to-
gether Rudolf Hess (not Ribbentrop) and the Japa-
nese Navy (not Army) Attaché, Yendd Yoshikazu.*

Without any reference, it also remains doubtful if
one can say that Haushofer “orchestrated formal
government meetings at Tokyo’s embassy in Ber-
lin” (p. 158) three times in 1935. Concerning Japan
as well as the Sudetenland (Western Czechoslova-
kia), Herwig twice used the same term, calling
Haushofer’s involvement “more than simply the
role of ‘honest broker’” (p. 158). Regardless of the
level of Haushofer’s involvement, the term is mis-
leading because an “honest broker” is someone who
has no personal interest in the outcome of negotia-
tions. Haushofer conversely had been calling for
close German-Japanese relations since 1913 and
engaged himself heavily in favor of Germans living
abroad. If Haushofer’s role was as crucial as Her-
wig indicates, one wonders why Herwig does not
elaborate on this topic in more detail.

Conclusion

Even though Herwig’s book appeared only after
David T. Murphy’s recent article about the myth of
Karl Haushofer, Murphy’s description of the long-
lasting influence of allied propaganda hits the nail
on the head concerning The Demon of Geopolitics.
Murphy concluded that “hysterical wartime popu-
larizers [...] presented Haushofer as the eminence
grise behind Hitler’s foreign-policy maneuvers [...].
And this wartime narrative inspired the interpreta-
tional paradigm which endures, in admittedly less
sensational hues, to the present” (2014, p. 14).°

In terms of basic academic requirements, 7he De-
mon of Geopolitics fails to provide a systematically
structured reference section, which makes it at times
difficult to understand the notes as well. To make
matters more confusing, Herwig uses foot- and end-
notes, without any explanation of this very unusual
approach. The book contains various avoidable sim-
ple mistakes such as claiming that Karl Haushofer
had two brothers, while in fact he had only one, or
saying that Haushofer cooperated with the Reichs-
wehr for years, while the (hyper-) inflation in Ger-
many ended this cooperation after about 12 months.
Some of Herwig’s hypotheses lack the necessary
historical basis and often contradict the latest find-
ings of other scholars in the field, which is not sur-
prising given the fact that Herwig not only ignored
most recent Haushofer-related research but also
overlooked some important sources (such as the
Haushofer diaries) as well as early 20th century
writings. The glossary of German words and the
translation of the Japanese cover terms reveal some
language problems as well.

The type of mistakes in Herwig’s book makes
them difficult to decipher for those who do not al-
ready fully know the Haushofer story. An otherwise
balanced review of Herwig’s book written by Pro-
fessor Dr. Catherine A. Epstein of Ambherst College
is an excellent case in point because Epstein con-
cludes her review as follows: “Although Herwig
occasionally refers to works published in the 1960s
and 1970s as ‘recent’, this is a solid biography, care-
fully researched and free of major errors or omis-
sions.” While the implicit criticism of the first part
of this quote seems appropriate, the judgment of
Herwig’s work as “solid”, “carefully researched”
and most of all “free of major errors or omissions”
looks out of tune with the findings of the detailed
scrutiny of The Demon of Geopolitics above. This
kind of review makes Herwig’s book so distressing.
If even history professors do not see the problems,
how can “normal” readers be expected to find them?

Herwig’s book is in many ways a retrograde
step compared with the latest Haushofer-related
research, which Herwig has chosen to ignore. In

38 Herwig, 2016, p. 157, claims the following: “Beginning with [...] April 1934, a steady stream of Japanese ambassa-
dors, attachés, admirals and generals arrived in Munich.” While Japanese representatives sporadically visited Haushofer,
their number and frequency does by no means warrant the description “a steady stream”. By using this far exaggerated

description, Herwig is misleading his readers.

3% See Jacobsen, 1979/1, pp. 341, 364, 474. In German, Endd usually wrote his surname as “Yendo”.

0 Murphy, 2014, p. 14.



fact, Herwig’s narration gets more trustworthy and
conclusive the further the story gets away from
Haushofer (and Japan). For a book that claims to
inform the reader “how Karl Haushofer ‘educated’
Hitler and Hess”, this is an indictment.
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How Reliable i1s Wikipedia 18 Years after its Establishment?
A Comparative Look at Various Language Entries on Karl Haushofer
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Abstract: This article discusses the level of accuracy of different language Wikipedia entries on Karl

Haushofer, a highly controversial German geopoliticians of the first half of the 20th century. Entries are com-

pared in terms of length, the number notes and Haushofer’s own publications. Also the structure of the texts,

and the quality of the reference section is discussed. The content of the longest entries is scrutinized and the

most common along with the most serious mistakes of these entries are shown and corrected. The English en-

try on Karl Haushofer differs from most others by referring mostly to US publications of the 1940s, which re-

versely means that most of the more recent research on Karl Haushofer is ignored.

Keywords: Haushofer, geopolitics, case study, reliability, mistakes, Nazi Party, Hess, Hitler, Ribbentrop,

Asia, Japan

The Internet as a Source of Knowledge

n the 21st century, we are used to having up-to-

date information available at our fingertips. Ide-
ally, we further expect that this information is reli-
able and—preferably—even verifiable. While most
people would claim that the first assertion (up-to-
date) is the least of problems with Wikipedia en-
tries, the other two (reliable and verifiable) are more
likely to be questioned when discussing the merits
and demerits of Wikipedia, which has long been a
bone of contention within the academic world.
However, with the multilingual web-based encyclo-
pedia’s having turned 18 in January 2019', the dis-
cussion has somehow cooled down and (nearly)
everyone is using Wikipedia. Many believe that
most of the apparent shortcomings of any “wiki”-
style text (i.e., many, usually unknown, sometimes
obscure authors) can be overcome by checking dif-
ferent language Wikipedia entries on the same
topic. While they often look similar (because they
frequently use identical illustrations), authors and
sources and therefore contents often differ exten-

Spang, C. W. (2019). How reliable is Wikipedia 18
years after its establishment? A comparative look at
various language entries on Karl Haushofer. OTB
Forum, 9(1), 35-47.

sively. However, even looking at a wide array of
different languages does not necessarily mean that
one ends up getting solid information because dif-
ferent language entries feature common as well as
uncommon mistakes, often framed in ways that only
people that already have extensive know-ledge
about the subject in question can decipher.

Karl Haushofer as a Case Study

Karl Haushofer was born in Munich in 1869 as
the eldest son of Professor Max H. Haushofer. In
1887, Karl joined the Bavarian army, where he stud-
ied at various army schools culminating in the
Bavarian War Academy. Later, he taught there,
joined the general staff, and was sent to East Asia as
the first Bavarian military observer to Japan, where
he stayed from February 1909 to June 1910. Upon
his return, a lung disease meant that he was put on
the reserve list. This allowed Haushofer to recover,
write his first book and get a Ph.D. in Political
Geography. Dai Nihon (1913), as well as his Ph.D.
thesis (1914), dealt with Japan. During World War I,
he rose to the rank of colonel and was promoted to
major general upon his retirement in 1919—a kind
of golden handshake, not unusual in the military. In
that year, he met Rudolf Hess, who would later
become Hitler’s deputy in the Nazi Party (NSDAP).
When Hitler and Hess were imprisoned in Lands-

"InJ anuary 2019, Wikipedia turned 18. See https://en.wikipedia.org/wiki/Wikipedia (February 24, 2019).



berg, Haushofer visited them numerous times, and
we can assume that his ideas of Lebensraum (living
space) must have struck a chord with Hitler, who
was at that time looking for a new vision for Ger-
many. From the 1920s to the early 40s, Haushofer
published many books, and his son, Albrecht (1903-
45), a political geographer in his own right, was
sometimes sent on semi-diplomatic missions by
Hess and Joachim von Ribbentrop, Hitler's foreign
policy advisor and later foreign minister (1938-45).

Karl Haushofer, like the Nazis, aimed at over-
coming the restrictions of the Versailles Treaty; he
aimed at doing so without risking another World
War. His most influential geopolitical idea was that
of cooperation between Germany, Russia (later the
USSR), and Japan, the so-called Kontinenalblock,
directed at Anglo-Saxon world domination.
Haushofer’s direct influence on Hitler was never
profound and disappeared when Hitler gradually
moved from Munich to Berlin. Hitler’s hubris
meant that he became increasingly self-assured so
that the opinion of others did not count much any-
more. Nevertheless, Haushofer’s indirect influence
on some Nazi leaders continued for some time via
his well-known publications, the connections of his
Berlin-based son Albrecht as well as via his friend
Rudolf Hess. In the 1930s and early 40s, Haushofer
was involved with various academic intuitions like
the German Academy in Munich and folkish-
nationalistic Nazi organizations dealing with Ger-
mans abroad, but he never joined the Nazi party,
mostly due to his wife’s half-Jewish background.
He was no (racist) anti-Semite. Albrecht Haushofer
was involved with the resistance and was killed by
the Nazis in April 1945. After being interrogated by
the allied representatives, Karl Haushofer commit-
ted suicide together with his wife, Martha, in March
1946.

Due to his closeness to Hess and some other
Nazis, his half-Jewish wife, and the allied (mis-)
understanding of Geopolitik as one of the pillars of
the Nazi conquest of Europe, Karl Haushofer has
always been an ardently contested figure, both
during his lifetime and posthumously. If we assume
that controversial topics tend to reveal more differ-
ences between different language entries in Wikipe-
dia, comparing the depictions of Karl Haushofer,
therefore, might be an ideal choice for such a case
study.”

On the Internet, the information available has
multiplied manifold over the last one or two dec-
ades. Entering the four terms “Karl, Haushofer,
Geopolitik, Japan™ in that fashion produced a mere
300 results in August 2005. This number increased
to 4,700 in September 2011 and 5,600 in May 2012
and stands now (February 2019) at 19,700.> Among
the many books published about Karl Haushofer
since the late 1970s, some make him look innocent
(e.g., Ebeling, 1994; Matern, 1978), some argue
critically but in a balanced way (Jacobsen, 1979;
Sprengel, 1996), and some overestimate his influ-
ence (Herwig, 2016; Hippler, 1996).* If we add spe-
cialized studies such as Gottschlich (1998), Spang
(2013, 2018) and Bassoni (2018, 2019) to the pic-
ture, one might think that everything has been said
and that on such a broad basis a balanced represen-
tation of Haushofer’s personality, work and impact
should be possible.

Karl Haushofer in Wikipedia

1. Statistical Analysis

If we now look up “Karl Haushofer” in Wikipe-
dia, we find that there are entries in 37 mostly Euro-
pean and some Asian languages.” Among his con-
temporary rivals as geopolitical thinkers, Sir Halford

? For more information about Haushofer in general, consult the two most comprehensive books about Haushofer by H.-
A. Jacobsen (1979) and C. W. Spang (2013). A brief discussion of the literature can be found in Spang, this issue, pp.

23-24.

3 The older figures are taken from Spang, 2013, p. 62 (note 169). A search in February 2019 was conducted via
google.com. The use of the German term Geopolitik was intentional; changing it to “geopolitics” increased the number

of hits to 34,900.

* See Spang (this issue, pp. 23-34), for a critical analysis of Herwig’s work.

> See https://www.wikidata.org/wiki/Q76746#sitelinks-wikipedia (Feb. 24, 2019) for details. Entries are available in the
following languages: Belarusian, Bulgarian, Catalan, Chinese, Croatian, Czech, Danish, Dutch, English, Esperanto, Esto-
nian, Finnish, French, Georgian, German, Hebrew, Hungarian, Indonesian, Italian, Japanese, Javanese, Korean, Latin,
Lithuanian, Norwegian, Persian, Polish, Portuguese, Romanian, Russian, Serbian, Serbo-Croatian, Slovenian, Spanish,

Swedish, Turkish, and Ukrainian.



Table 1. Statistical Analysis of Wikipedia Entries on Karl Haushofer

[anguage Word count References =~ Haushofer’s Sgcondary ]_Externa_l +
=S (characters) (notes) works literature Library links
German 4,858(35,936) 23 32 17 445
English 3.724(25,208) 47 18 13 8+11
Polish 2,994 (23,106) 42 17 9 4+12
French 2.901(18,673) 19 (7+12) 18 22 2412
Italian 2.539(17,623) 7 45 3 1+5
Norwegian 1,683 (11,568) 2 19 17 3+11
Russian 1.344(9.,939) 7 6 0 3+10
Rumanian  1,203(8,501) 5 0 0 0+8
Spanish 1,045 (6,849) 0 3 0 3+13
Catalan 1,033 (6.447) 0 6 0 0+10
Japanese 2.957(4,397) 2 1 4 5+11
Chinese 710(1,058) 0 0 0 2+12

Note. These data were retrieved on December 14, 2018.

Mackinder (33 languages®) and Alfred T. Mahan
(28", or allies Rudolf Kjellén (24%), Friedrich
Ratzel (42°), only Ratzel is covered in more lan-
guages.

2. From Norwegian to Spanish

Beyond the five most comprehensive texts,
which will be discussed hereafter in more detail,
that the Norwegian entry is the sixth longest comes
as a surprise. In some parts, it resembles the Italian
text, at least when it comes to devoting a lengthy
section to Haushofer’s experience in East Asia, in-
cluding similar mistakes.'® The fact that the Russian
text 1s among the most substantial, reflects, on the
one hand, the overall size of the Russian Wikipedia,
which is currently the fourth biggest when it comes
to the number of entries;'' on the other hand, it ech-
oes Russian interest in geopolitical questions and

the fact that Russia/the USSR played an important
role in Haushofer’s concept of an anti-Anglo-Saxon
alliance of Germany, Russia/the USSR and Japan,
the so-called Kontinentalblock. It has to be added
here that the Russian introduction of Haushofer
seems to avoid many of the common mistakes and
presents him in a comparatively balanced way."
Why precisely the Rumanian entry makes it into the
top ten in terms of length remains unclear, however.
A cursory look at the Rumanian text shows that it
mixes up some dates, claiming for example that
Haushofer entered the Bavarian army in 1889, while
he actually did already two years earlier. Also,
Haushofer got his Ph.D. in 1913, not in 1912. The
entry also mentions the legendary but fictional Insti-
tute of Geopolitics in Munich (which will be dis-
cussed later) and claims that Haushofer became the
dean of his faculty at Munich’s Ludwig-

6 https://www.wikidata.org/wiki/Q299938#sitelinks-wikipedia (Feb. 24, 2019).

7 https://www.wikidata.org/wiki/Q142988 (Feb. 24, 2019).

8 https://www.wikidata.org/wiki/Q455088 (Feb. 24, 2019).

? https://www.wikidata.org/wiki/Q76762 (Feb. 24, 2019).

19 Both entries, i.e., the Italian and the Norwegian, share—among others—the following mistakes in this section. First,
Haushofer, in fact, never acted as an artillery instructor in Japan; second, he did not travel in Asia for four years and
never visited Tibet; third, Haushofer did not speak Korean, Chinese, or Russian; finally, Haushofer did not understand
Hindi. Both entries also repeat the long-standing claims that Haushofer was connected to some occult societies.

! The number of entries in each language can be checked at https://www.wikipedia.org/ (Feb. 24, 2019). English (1): 5,8
Mio. entries, German (2): 2,27 Mio., French (3): 2,08 Mio., Russian (4): 1,53 Mio., Spanish (5): 1,5 Mio., Italian (6): 1,5
Mio., Polish (7): 1,32, Japanese (8): 1,14 Mio., Chinese (9): 1,04 Mio., Portuguese (10): 1,02 million.

"2 In the case of the Russian entry, Google Translator was used to examine its contents. Along with translating the text
into English, one gets an alphabetic rendering of the Russian text, making it easier to deal with proper nouns and many
other aspects.

37



Maximilians-University (LMU), a position that he
never held.

The Spanish along with the Catalan entries are
ninth and tenth regarding length. As Spanish is spo-
ken in many countries and by many US citizens,
this entry shall be scrutinized here a little more
closely. The Spanish entry says that Haushofer
started to teach at Munich University (LMU) in
1913, while, in fact, he took up teaching there only
in 1919. A common mistake can be found here as
well, namely, the idea that Haushofer had been ma-
jor-general during WWI, while in reality, the high-
est rank he held as an active officer was that of
colonel. The entry mixes up Karl and his son
Albrecht Haushofer at times, wrongly claiming that
Karl was engaged in diplomatic activities in Lon-
don. The idea promoted here, namely, that Albrecht
Haushofer was the no. 2 of Nazi diplomacy and the

man behind the Hitler-Stalin Pact has no basis at all.

It was Karl rather than Albrecht, who was in favor
of cooperation with the USSR." The suggestion
that the British Secret Intelligence Service (M16)
had anything to do with the death of Karl and Mar-
tha Haushofer also lacks any solid basis.

One grave mistake of the Spanish, as well as the
Catalan entry, has to be singled out here because it
turns history upside down. While Haushofer surely
cooperated with many Nazis (especially Rudolf
Hess and Joachim von Ribbentrop), there is no
doubt that he never joined the NSDAP. Nonethe-
less, both the Spanish and the Catalan entry
wrongly declare that Haushofer and Hess founded
the NSDAP in 1919." In reality, the party was
founded as Deutsche Arbeiterpartei by Karl Harrer
and Anton Drexler on January 5, 1919, at a time

when Haushofer and Hess had not even met. It was
renamed as Nationalsozialistische Deutsche Ar-
beiterpartei (NSDAP) only in February 1920.

The Catalan text resembles the Spanish one in
some parts (both refer to Haushofer’s encounter
with Lord Kitchener in India and mention the same,
rather unlikely people among those who influenced
Karl Haushofer (Thomas Macaulay and Edward
Gibbon), but it does not mix up Albrecht and Karl
Haushofer and does not repeat the strange M16
claim and is, therefore, a little more balanced.

3. Haushofer in Asia: Comparing Two Asian
Wikipedia Entries

The Japanese entry also contains various mis-
takes; many of them seem to be based on the Eng-
lish Wikipedia entry. The inaccurate statement that
Haushofer studied and taught at “German” (doitsu)
military schools, while, in fact, they were more spe-
cifically “Bavarian”,' is a particular misinterpreta-
tion of the Japanese entry. Also, the incorrect idea
that Haushofer had been German military attaché in
Japan and arrived there in 1908 are two mistakes in
the Japanese entry that are not reflected in its Eng-
lish counterpart. Both entries mix up Haushofer’s
Dai Nihon (1913) and his Ph.D. thesis (1914).'° The
claim that Haushofer spoke Japanese, Korean and
Chinese, while in fact, even his Japanese was me-
diocre, is common but not shared by the English en-
try. The shiso to eikyo (thought and influence) sec-
tion again reflects the English Wikipedia entry be-
cause it is organized similarly by singling out Ratzel
and Lebensraum (living space), Kjellén and the con-
cept of autarky, Mackinder’s heartland theory, pan
regions and potential world dominance via German

3 An example of Albrecht Haushofer’s skepticism vis-a-vis the USSR can be found in a letter, dated July 30, 1930,
which he sent from Moscow to his parents. In it, he explained that “judging from my impressions, there is no way to
think about a joint game with Moscow.” The letter is quoted by Laack-Michel, 1974, pp. 294-295 (Doc. 22).

“n Spanish, the relevant sentence reads as follows: “Desde 1919, Haushofer y otros dirigentes (entre ellos Rudolf
Hess) fundaron el Partido Nacionalsocialista de los Trabajadores Alemanes [...].” In Catalan, the parallel sentence is as
follows: “Des de 1919, Haushofer i altres dirigents (entre ells Rudolf Hess) van fundar el Partit Nacional Socialista dels
Treballadors Alemanys [...].” Both sentences quoted above, translate into English as: “From 1919, Haushofer and other
leaders (among them Rudolf Hess) founded the National Socialist German Workers’ Party.” The usage of “desde” (or
“des de”) = since or from, might reflect the fact that the party was not yet called “NSDAP” in 1919.

'> Based on its rank as a kingdom and its size as the second biggest state of the German Empire (1871-1918), Bavaria
enjoyed various special rights, the so-called Reservatsrechte. Among them was the (near) independence of its army in
peacetime. On this basis, Haushofer had been sent to Japan in 1909/10.

' K. Haushofer’s Ph.D. thesis, Der deutsche Anteil an der geographischen Erschliefung Japans ... (1914), and Dai
Nihon (1913) are both listed in the reference section below.
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cooperation with the Soviet Union as its main
points.'” While these aspects are part of German
geopolitical thinking, Haushofer’s most essential
theories were arguably his call for German-Russian/
Soviet-Japanese cooperation (Kontinentalblock) and
his idea of a unity of the monsoon region (Einheit
der Monsoonldinder) from India in the South-West
to Japan in the North-East, a concept that was posi-
tively received by 1930s/40s geopoliticians in Ja-
pan.'® One unique point of the Japanese entry is a
picture of Haushofer’s tomb close to the family es-
tate, Hartschimmelhof (40 km south-west of central
Munich).

The much shorter Chinese entry equally misses
out on the difference between the German Imperial
army and the Royal Bavarian army. It also wrongly
claims Haushofer had mastered various languages,
adding Russian to the list. The Chinese text further-
more incorrectly says that Haushofer was promoted
to major-general during WWI. Mackinder, Ratzel,
and Kjellén are mentioned as sources of Haus-
hofer’s geopolitics while the Chinese text talks of
his “great influence” (F2%21R KX, Yingxidng hén da)
on Nazi foreign policy, which is an overstatement."

4. How Good are the Most Substantial Entries
Beyond English?

Comparing the five most comprehensive
Wikipedia entries on Karl Haushofer shows what
the statistical analysis also hints at, namely that the
English (no. 2 in terms of length) and the Polish en-
try (no. 3) are very similar, which in real terms
means that the Polish version is a slightly edited
translation of the English text. A mere look at the

parallel table of contents and the fact that 40 out of
42 endnotes of the Polish entry are directly taken
over from the English original, suggests that the Pol-
ish text does not warrant any further scrutiny. Fur-
thermore, the list of Haushofer’s works almost per-
fectly mirrors the English entry’s list, and the four
external links offered are identical with the first four
provided in the English text.

The Bibliographie of the French entry (no. 4) is
the most comprehensive catalog of secondary litera-
ture among all the entries on Haushofer. It mentions
no fewer than twelve works in German, eight in
French and two in English. Nevertheless, the notes
(Références) are almost entirely based on French
works. The structure of the entry also differs evi-
dently from the English (and the Polish) one with
the addition of various subheadings hinting at some
of the important aspects of Haushofer’s life and
work, such as Zeitschrift fiir Geopolitik (Journal of
Geopolitics), Influence sur ses contemporains
(influence on his contemporaries),” and Haushofer
et 1’ Asie (Haushofer and Asia).”’

One mistake that warrants correction here is the
erroneous statement that the Zeitschrift fiir Geo-
politik ceased publishing in 1941 after the outbreak
of war between Nazi Germany and the USSR (“la
guerre a I’Est, ce qui entraine 1’arrét de la publica-
tion de son journal en 1941”). The journal continued
to be published until Volume 21, Number 5/6
(September/December) 1944 with Haushofer as sole
Herausgeber [editor].

The biggest mistake in the French entry is the old
but unsubstantiated and incorrect claim that
Haushofer headed the Institut de Géopolitique de
Munich, with its supposedly 1000 people working

" The J apanese, like the English Wikipedia entry, constructs a connection between Karl Haushofer and the left wing of
the NSDAP around Georg Strasser and others on the mistaken assumption that Haushofer wanted to cooperate with the
USSR because of its communist regime while in fact, Haushofer wanted to do so despite the Soviet leadership of the
country. Besides these similarities, five out of eight external links listed at the end of the English Wikipedia entry reap-
pear here, among them a questionable History Channel documentary.

'8 For a concise introduction of Haushofer’s view of monsoon Asia as one geopolitical unit, see Spang, 2013, pp. 354-
357. Haushofer’s influence on the development of geopolitics in Japan is discussed in Spang, 2013, pp. 480-546.

19 Regarding the areas of his influence on Nazi foreign policy, the one difference between the Japanese and the Chinese
entry is the latter mentioning the “state-as-organism” idea, not to be found in the Japanese text.

2% This section is mostly based on the comments Stefan Zweig made about Karl Haushofer in his book Die Welt von
Gestern [The World of Yesterday]. Zweig met Karl and Martha Haushofer in 1909 on an ocean liner on their way to East
Asia. Zweig and the Haushofers remained in contact until the late 1930s.

! n this part of the text as well as in the preceding one on Occultisme, claims of Haushofer's alleged membership in
secret societies and spiritual influence on the Nazis are correctly rejected, based on the findings of Jacobsen (1979) and

others.



for the Nazis.”? Such an institute never existed, a
point that David T. Murphy (2014) has recently
taken pains to explain. Had he taken account of an
important hint published one year before his article
appeared (Spang, 2013, p. 469), he could have
avoided much speculation, though.”® The list of
Haushofer’s works provided by the French Wikipe-
dia is almost identical with the one included in the
English entry.?* Overall, the French text is well
structured but still needs some serious revisions.
The Italian entry (no. 5) is based on the Italian
version of a rather old text by Robert Steuckers, a
Belgian ultra-nationalist, who has been involved
with German and Russian right-wing activists since
the 1990s. Six of seven notes refer to Steuckers, and
two of three works mentioned in the bibliography
(Fonti) are by him.” The Italian Wikipedia entry is
strictly chronologically organized and features a
detailed table of contents. The Biografia section
talks at some length about Haushofer’s sojourn in

Japan and the Orient (// Giappone e [’Oriente), and
is the only Wikipedia entry on Haushofer with a
separate subheading on Albrecht Haushofer.?® Con-
cerning Karl Haushofer’s Asian experience, the fol-
lowing mistakes have to be pointed out: Haushofer
never was an artillery instructor (istruttore dell ’ar-
tiglieria), and his level of Japanese was never good
enough to read on his own. He did not speak Ko-
rean, Chinese or Russian, as is claimed in the Italian
Wikipedia entry.?’ Similarly, the assertion that
Haushofer translated Hindi texts is far beyond the
realm of possibility.”® The only foreign languages
that Haushofer spoke reasonably well were English
and French. Noteworthy is the exceptionally long
list of Haushofer’s works presented by the Italian
entry. Finally, it should be mentioned that the
French and the Italian text utilize completely differ-
ent sources from each other as well as from those
used in the English entry.

?2 The relevant sentence in the French text is as follows: “En 1938, Karl Haushofer dirige I’Institut de Géopolitique de
Munich qui emploie un millier de collaborateurs.” https://fr.wikipedia.org/wiki/Karl Haushofer (Feb. 24, 2019).

3 Murphy (2014, pp. 8-10) presents his lengthy argument how an October 1940 article by Charles Kruszewski (which
does not even mention the proper noun “Geopolitical Institute’’) might have spurred Frederic Sondern’s claim for such
an institute with “1.000 Nazi Scientists”, while, in fact, reading Spang, 2013, p. 469, would have provided the link Mur-
phy was looking for, namely a New York Times article of February 17, 1940, which reported about a lecture in the US
capital as follows: “The German war aims were outlined tonight as a re-establishment of the Holy Roman Empire by Dr.
Edmund A. Walsh, regent of the Foreign Service School of Georgetown University, before a capacity audience in
Memorial Continental Hall in the first lecture of his annual series. ‘There exists in Munich,’ he said, ‘where it has been
functioning for many years, a so-called Geopolitical Institute. It is the headquarters of that composite branch of science
which the Germans call geo-politik, to describe the double element of geography and political science contained therein.
[...] Hundreds of very competent, if very fanatical, experts are working under the leadership and direction of a certain
General Karl Haushofer, who is the master mind and chief advisor of Hitler and at the same time the controlling power
over the Reich diplomacy and foreign relations. There is the true Nazi brain trust.”” That all of this was “fake news” is
shown by a straightforward comment by Karl Haushofer in his “Apologie der deutschen Geopolitik”, where he flatly
denied the existence of such an institute by saying: “Ein Institut fiir Geopolitik in Miinchen hat nie existiert.” See
Jacobsen (1979/1, p. 640).

2 Astonishingly, the French entry’s list does not include a French translation of various texts by Karl Haushofer, called
De la géopolitique, published in 1986.

25 One of these internet-based texts is listed with “1912” as the year of publication, while in fact, the text has been online
since 2002, even if the year 2012 appears in the URL: http://robertsteuckers.blogspot.com/2012/10/i-temi-della-
geopolitica-e-dello-spazio.html (Feb. 24, 2019). Steuckers’ original French text “Karl Haushofer” (1992) is no longer
online, but a revised version (2000) can be found at http://www.evrazia.org/modules.php?name=News&file=
article&sid=255 (Feb. 24, 2019). The mistaken claim that Haushofer was sent to Japan to (re-)organize the Japanese
army remained unchanged: “il est envoyé au Japon pour y organiser 1’armée impériale.”

organize the Japanese army remained unchanged: “il est envoyé au Japon pour y organiser I’armée impériale.”

26 Albrecht Haushofer is portrayed as geopolitican and playwright. His involvement with the failed July 20, 1944 plot
against Adolf Hitler and some of his plays are correctly mentioned.

27 The relevant sentence of the entry reads as follows: “Durante i quattro anni successivi viaggio per I'Estremo Oriente,
aggiungendo il coreano, il giapponese ¢ il cinese al suo repertorio di lingue: russo, francese e inglese.”

%% This claim is presented here with the following phrase: “[...] tradurre parecchi testi indu e buddisti [...].”
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The German entry on Haushofer lists 17 secon-
dary works, 14 in German three in English, many of
them reasonably up-to-date.” Most of the 23 notes
(Einzelnachweise) either refer to publications by
Haushofer and other contemporary authors or recent
publications on Haushofer, mostly published in the
21st century, with a few exceptions like a reference
to the early standard work on Haushofer by Hans-
Adolf Jacobsen (1979). The current version of the
German entry is reasonably balanced, even though
there are still numerous simple mistakes, such as
arguing that Haushofer’s planned stationing at the
German embassy in Tokyo did not materialize be-
cause his low military rank would have meant sub-
ordination under the military attaché. In fact, the
opposite was the case: After his arrival in Japan,
Haushofer was promoted to the rank of major while
military attaché von Bernewitz was just a captain.
Due to this development, Haushofer could not be
subordinated to the attaché.*® The statement that
Haushofer was introduced to Japanese dignitaries in
spring 19009 is also wrong. By coincidence,
Haushofer briefly met the former Foreign Minister
Aoki Shiizo, but the German embassy did nothing
to call his presence to the attention of the Japanese
before his official stationing with the 16th division
of the Imperial Japanese Army in Kyoto in the late
summer of 1909. Only then was he introduced to
the Japanese authorities.

Karl Haushofer in the English Wikipedia:
Appearances are Deceptive

Directing our attention now to the English entry
on Karl Haushofer, the first thing to notice is its
academic structure, featuring a list of 18 of
Haushofer’s works, a total of 47 references, a bibli-
ography with five books, and a further reading sec-
tion with another eight works. Eight external links
round off this entry, which is frequently edited.
What is striking, though, is that not a single work
referred to in the 23 notes of the German entry is

mentioned in the references of the English text.”!
The bibliography and further reading sections list
just two German works but ignore all other lan-
guages. Instead, the notes are dominated by Andreas
Dorpalen, The World of General Haushofer (1942),
Johannes Mattern, Geopolitik: Doctrine of National
Self-Sufficiency and Empire (1942), and Edmund A.
Walsh, Total Power: A Footnote to History (1949).

Dorpalen’s work appears 15 times directly and
once indirectly in a reference to the introduction to
the book by Herman Beukema. Mattern’s mono-
graph is cited in seven notes, and Walsh’s work ap-
pears 14 times, with the same author’s September
16, 1946, Life article mentioned once. Adding note
no. 32 to “Mackinder, p. 78" and a reference to an
anonymous 7ime article of March 25, 1946, this
amounts to 40 allusions to American wartime or
early cold war sources, barely ever cited in any
other language entry on Karl Haushofer (other
than—for already explained reasons—the Polish
one). Out of 51 works mentioned in 47 references a
mere three have been published since 2000. None of
these three recent publications has any direct rela-
tion with Haushofer, and even the most recent work
is already more than a dozen years old. In short, the
English entry ignores nearly everything that has
been published about Karl Haushofer over the last
70 (1) years.

While the English Wikipedia entry presents most
of the basic facts about Haushofer’s life without se-
rious blunders, many of the interpretations reflect
the age of the reference works. Probably due to this
basis, Haushofer is introduced here as a politician, a
term not used in any other (major) language men-
tioned in Table 1, other than Spanish (and Catalan).
Phrases like “His son, Albrecht, was issued a Ger-
man Blood Certificate through the help of Hess” are
not wrong but unnecessarily ambiguous because one
wonders what happened to the other son, Heinz, and
Haushofer’s wife Martha, who, in fact, got the same
kind of certificate. Also, Haushofer was not sent to

2 Seven of these 17 works have been published since 2000, two each in the 1990s, 80s, 70s, and 60s. The two remaining
works listed in this section (Literatur) were both published in 1939: one is a Festschrift for Karl Haushofer’s 70th birth-
day, and the other one is a short history of the Haushofer family by Haushofer’s second son, Heinz.

3% This is explained on p. 242 of Martha Haushofer’s travel diary (Reise-Tagebuch), available in the Haushofer family’s

private archive.

3! Reference no. 47 provides the link to Haushofer’s book Weltpolitik von heute, which can be read online: https://
archive.org/details/Haushofer-Karl-Weltpolitik-von-heute (February 24, 2019).
32 Without any further information, one can only guess that H. J. Mackinder’s book Democratic Ideals and Reality

(1919) is meant here.



Japan “as an artillery instructor”. To the contrary,
he was sent there to learn from the Japanese army,
which had beaten Russia in 1904-05. Furthermore,
it is not true that Haushofer “had attained the rank
of General”, as it is claimed here, “by World War
I”. Correct is what we find two lines further down
in the text: “[H]e retired with the rank of major gen-
eral in 1919.”

Like some other language entries, the English
one confuses Haushofer’s Dai Nihon and his Ph.D.
thesis. Similarly to the comment about Albrecht
Haushofer’s “Blood Certificate”, the following sen-
tence is not wrong but at least awkward, because it
judges developments with hindsight and requires
too much prior knowledge of Haushofer’s further
curriculum vitae: “Haushofer entered academia with
the aim of restoring and regenerating Germany.”
Usually, anyone who wants to “restore” or
“regenerate” a country “enters” politics and not aca-
demia. The reference to Louis Pauwels’ book and
the claims to occultism remain equivocal enough
not to criticize them too harshly here. Finally, the
statement that Haushofer was working for a
German-Japanese alliance is correct but to link this
to his book Geopolitik des Pazifischen Ozean
(1924) ignores that Haushofer had argued for Ger-
man-Russian-Japanese cooperation already in Dai
Nihon in 1913.%

The geopolitics section of the entry starts with
indicating Haushofer’s main sources. Once more,
what we find here is not wrong, but just mentioning
six names without further evaluating the kind and
amount of influence exerted by each of these men is
not sufficient. While especially German political
geographer Friedrich Ratzel and pro-German Swed-
ish political scientist and parliamentarian Rudolf
Kjellén* strongly influenced Haushofer, the input
by Oswald Spengler, Alexander von Humboldt, and

Karl Ritter was far more indirect while the influence
of Halford J. Mackinder on Karl Haushofer was
probably not as strong as it is claimed further down
in the English entry.*

Describing the fields in which geopolitics influ-
enced German foreign policy thinking in the Nazi
era, the entry goes as far as saying that Geopolitik
presented “itself as a panacea.” It should be recalled,
though, that Haushofer frequently repeated that geo-
politics could explain about 25% of politics,*® which
contradicts claims of Geopolitik formulating
“normative doctrines for action” or the one men-
tioned above: a 25% panacea does not make much
sense. Here, the wartime and cold war base of the
English Wikipedia entry shines through.

This is also the case when the text repeats the
mistaken idea that Haushofer founded “the Institute
of Geopolitics in Munich” and a “Munich School”,
which both never existed as has been stated above
already.’” Many aspects that are described here as
essentially German are, in fact, part of the late nine-
teenth and early twentieth-century imperialist zeit-
geist, strongly influenced by Social-Darwinism. An
example of this is the fact that buffer states in East-
ern and Southeastern Europe (created in Versailles
in 1919 without even allowing German delegates to
participate in the discussions), are presented here as
an idea taken from German geopolitics.”® According
to the English entry, Haushofer was calling for Ger-
man control of Eastern Europe and Russian terri-
tory. Whether Haushofer was thinking in terms of
occupation and direct control or calling for coopera-
tion is an open question because his approach dif-
fered at times and it is difficult to know which of the
two approaches was his own and which was an ad-
aptation to the ever radicalizing Nazi zeitgeist. Influ-
enced by wartime and cold war authors, the overall
tendency of the English Wikipedia entry is to stress

33 Haushofer, 1913, p. 262. In fact, before the end of WWI, Haushofer hoped for a monarchical alliance of four empires:
the German, the Russian and the Japanese empire along with the Hapsburg empire (Austria-Hungary)

3* The claim that Kjellén was Ratzel’s “student” (apparently taken from the English entry on Kjellén, https://
en.wikipedia.org/wiki/Rudolf Kjell%C3%A9n, Feb. 24, 2019) also has to be questioned. This term seems to establish a
teacher-student relationship between both men, which was not the case. Staying within the realm of Wikipedia, it is note-
worthy that neither the Swedish nor the German entry on Kjellén even mention Ratzel’s name.

35 The reference given here leads to a short description of German geopolitics in a book by Saul B. Cohen (2003), which
can be found there on pp. 20-22 (and not on pp. 21-23 as reference no. 5 states).

3¢ Haushofer mentions his 25% idea many times. See Haushofer’s Einfiihrung [Introduction] to Fairgrieve, 1925, p. 6, or
Haushofer, 1928, pp. 47-48. Sprengel, 2000, p. 162, calls this a Pseudodeterminismus.

37 See Murphy, 2014, and Jacobsen, 1979/1, p. 640.

3% Not surprisingly, the related note refers to Dorpalen, 1942, pp. 205-206.



“control”, while Haushofer’s support for the Anti-
comintern (1936), the Hitler-Stalin (1939), and the
Tripartite Pact (1940) seems to indicate a stronger
focus on “cooperation”. While in his wartime publi-
cations Haushofer praised the successes of the
Wehrmacht and Hitler (probably to some extent to
protect his half-Jewish wife and their quarter-
Jewish sons), entries in the diary of his wife, Mar-
tha, show that the outbreak of war in Europe in
1939 depressed him and that the attack on the
USSR on June 22, 1941, was interpreted as a black
day (schwarzer Tag) in the Haushofer family.*® Ja-
pan’s role within Haushofer’s theory seems to be
underestimated in the Wikipedia entry. The country
was an essential part of Haushofer’s Kontinental-
block mentioned twice already.

The last section of the text is called “Contacts
with the Nazi leadership.” While the Nazis as well
as proponents of Geopolitik (like the majority of
contemporary Germans) opposed the Versailles
Treaty of 1919 and dreamt (at least) of returning to
the pre-WWI boarders, to claim that “their practical
goals were nearly indistinguishable” without further
explaining what is meant by “practical goals” is
misleading. The Holocaust and the anti-communist,
radically racist aspects of the war on the eastern
front were core aspects of the Nazi regime’s policy,
but have nothing to do with Haushofer’s geopoliti-
cal thinking. Already in 1987, the growing distance
between the Nazis and Geopolitik in the 1930s and
40s has been described and analyzed in an excellent
article by Mark Bassin with the telling title “Race
contra Space: The Conflict between German Geo-
politik and National Socialism”. Although this pio-
neering text was published at a time when Ronald

Reagan was the US president and Mikhail Gorba-
chev led the Soviet Union, its results have still not
been taken into account by the English Wikipedia
entry on Karl Haushofer.

Returning to the beginnings of Haushofer’s con-
tacts with the Nazis, we are still unsure how often
the professor met Hitler while the latter and Hess
were imprisoned after the Beer Hall Putsch of No-
vember 1923. Whereas US-wartime propaganda
claimed that Haushofer was at the Landsberg prison
every week, some post-war authors go as far as sug-
gesting daily meetings between Haushofer and both
prisoners.*” Without any further explanation or ref-
erence, the English Wikipedia entry states that
“Haushofer spent six hours visiting the two [i.e.,
Hess and Hitler]” in prison.

Based on the visitors’ lists, one of the post-war
directors of the prison informed Hans-Adolf
Jacobsen in 1971 that Haushofer was in Landsberg
eight times, namely on June 24, July 1, 8, 15 and 22,
August 5, October 9, as well as November 12.4
According to the details provided to Jacobsen,
Haushofer spent around 22 hours at Landsberg in
1924.** Haushofer’s diary mentions either
“Landsberg” or “Hess” on all of these dates except
July 15 and August 5, but also on October 2, which
means that we can thus verify six visits with two or
three more being rather likely. Officially, Haushofer
was listed as visiting Hess, not Hitler. However, no-
body can indisputably say how many of his visiting
hours Haushofer spent with Hitler (and Hess), rather
than with Hess alone, Murphy’s (2014) skepticism
whether Haushofer had met Hitler in Landsberg at
all*? is most likely erroneous. There are two reasons
why we can be quite sure that Hitler attended at

3% See the October 15, 1939 entry of Martha Haushofer’s diary (BA Koblenz, N 1122, Vol. 127): “Karl, who has now
also given up hope of containing the conflict, [is] in deepest depression.” Potentially, the sinking of the British battleship
Royal Oak at Scapa Flow by a German submarine on the previous day had made it clear to Haushofer that at this stage
no negotiated peace settlement was possible anymore. The June 22, 1941 entry reads, “Today [is] another black day:
War broke out with Russia.” Karl Haushofer’s diaries contain little more than his appointments.

40 Neumann, 1942, p. 292, and 1943, p. 283, claims weekly visits, Pauwels and Bargier, 1967, pp. 372-373, go as far as

saying that Haushofer was there (almost) daily.

*! The list indicates precisely when Haushofer came and when he left. Each time, Haushofer was there between half an
hour and two hours in the morning and between 75 and 120 minutes in the afternoon. Landsberg is only a little over 30
km away from Haushofer’s already mentioned estate (Hartschimmelhof).

2 Jacobsen, 1979/1, p. 239 (note 37). There is no reason to distrust the director of the Landsberg prison.

3 Murphy, 2014, p. 16-17, writes that “Haushofer’s visits with Hitler in Landsberg are complete inventions.” Interest-
ingly, in his Ph.D. thesis (1992, p. 161), the same author had explicitly claimed that Haushofer visited both men in
Landsberg. Obviously, Murphy did not read Spang, 2013, before publishing his text. This has already been established

above in note 23.



least some of these encounters between Haushofer
and Hess. First, Hess wrote to Haushofer in 1924
how the latter had impressed Hitler.* Second, much
later, on November 20, 1933, Haushofer wrote to
Hess what he would tell Hitler directly if he still
had direct access to the chancellor like he had at
Landsberg or at social gatherings in the 1920s at the
home of Munich publisher Hugo Bruckmann and
his wife, Elsa.* These two letters seem to be proof
that Haushofer did see and talk to Hitler at the
Landsberg prison, even though we cannot be sure
how extensive these encounters actually were.*°

In his post-war “Apologie der deutschen Geo-
politik”, Haushofer’s wrote that only Hess and For-
eign Minister (1932-38) Constantin von Neurath
understood geopolitics. Rather than taking this
statement at face value, it needs to be put into his-
torical perspective, however. When Haushofer
wrote down his apology, he had been interrogated
many times and just about escaped being put on
trial along with the main war criminals at Nurem-
berg. Under these circumstances, it would obvi-
ously not have been wise to elaborate on his and his
son’s working relationship with some Nazi leaders
during most of the prewar and the (early) wartime
period. Until 1941, there is ample proof that Karl
and Albrecht closely cooperated with Hess and Rib-
bentrop.*’ In July 1935, Karl Haushofer and Rib-
bentrop missed each other in Munich. As a result,
Haushofer went to Berlin to catch up with Ribben-
trop. After the latter had been appointed Nazi am-

bassador to the UK, he sent a telegram to Karl
Haushofer to congratulate him on his 67th birthday,
personally signed with the closing phrase
“comradely greetings” instead of “Heil

Hitler”.*® Albrecht Haushofer, who worked free-
lance for Ribbentrop’s office, the so-called
Dienststelle, and was sent to Japan on a semi-
diplomatic mission in 1937,* called Ribbentrop in a
letter to his father, dated March 16, 1937, “our
friend in London”,*® indicating that Haushofer’s
“Apologie” needs to be read with care.

The final misinterpretation that has to be cor-
rected here is a mistaken attempt to link Haushofer
with the socialist wing of the NSDAP around
Gregor Strasser, who was one of the most prominent
casualties of the notorious “Réhm purge (night of
long knives) of 1934, during which Hitler consoli-
dated his grip on power by having Strasser, the SA
commander Ernst R6hm, and the former Reichs-
wehr leader and chancellor Kurt von Schleicher
assassinated. Among Haushofer’s alleged collabora-
tors on the left wing, even Ernst Niekisch, one of the
representatives of National Bolshevism, imprisoned
by the Nazis from 1937 to 1945, is mentioned.”!
While calls for cooperation with the USSR made
Geopolitik look suspicious at times,”* Haushofer did
so for purely geopolitical reasons, despite being a
staunch anti-communist. Based on the political
status quo, Haushofer had simply
accepted the fact that the government in Moscow
was communist. He, therefore, suggested coopera-

* The letter was dated June 1 1, 1924, and is reprinted in Hess, 1987, p. 334. In it, Rudolf Hess wrote that Haushofer's
quiet and thoughtful way of speaking had impressed Hitler. How the date fits with Haushofer’s above-mentioned visits

remains unclear, however.

* See Jacobsen, 1979/1, p- 376. In November 1933, Haushofer wrote: “[I]f I still had the opportunity to speak to your
boss, Fuehrer, Chancellor, and tribune, as I did in Landsberg or at Bruckmanns’ place”.

46 Another seldom mentioned proofis a comment in Ernst Hanfstaengl’s autobiography (1970, p. 168). After his release
from Landsberg, Hitler talked with Hanfstaengl and told him that Germany should closely cooperate with Japan.
Hanfstaegl saw this as an indication that Hitler must have been indoctrinated in this direction by Haushofer at Lands-

berg.

T These events can be traced in Karl and Martha Haushofer’s diaries, available in BA Koblenz, N 1122, Vol. 127. Ex-

cerpts are quoted in Spang, 2013, p. 427.

8 BA Koblenz, N 1122, Vol. 54. The telegram is dated August 27, 1936.

* See the forthcoming edition of Albrecht Haushofer’s travel diary 1937, edited by C. W. Spang and Ernst Haiger.

50 The original German is “unserem Londonder Freund”. On March 2, 1938, Albrecht Haushofer presented his views of
the leading German diplomats to Ribbentrop. See Jacobsen, 1979/11, pp. 342-344.

>! Jacobsen, 1979/1, p. 202, rejects any claims like this.

“Ina long letter, dated November 26, 1937, Kurt Vowinckel (publisher of the Zeitschrift fiir Geopolitik and many of
Haushofer’s books) explains why geopolitics was viewed critically by many within the Nazi leadership. According to
Vowinckel, pro-Russian leanings among geopoliticians were one reason for growing official skepticism.



tion with the USSR despite—not because—of the
communist leadership of that country.>

Conclusion

Besides various factual mistakes and many mis-
interpretations, large parts of the English Wikipedia
entry are open to various readings. This ambiguous-
ness is partly due to the out-of-date literature on
which most of the text is based. Taking into account
the latest research would allow a more precise argu-
mentation.

A comparison of the most comprehensive
Wikipedia entries on Karl Haushofer reveals that
only the German, and—to a lesser extent (and
somehow surprisingly)—the Russian one, are rea-
sonably close to the results of recent research and
thus to historical reality. While earlier versions of
the German entry had dealt with far-fetched ideas of
Haushofer’s alleged “occultism”, trips to Tibet that
never took place, even mentioning the counterfac-
tual Institut fiir Geopolitik, the current version
seems to be much improved. Apart from the obsti-
nate ungrounded mirage of that Munich Institute,
the Spanish/Catalan claim that Haushofer founded
the NSDAP is the most recent addition to a long list
of wrong assertions regarding “the father of German
geopolitics.” Other inaccuracies that have earlier
been rampant (e. g., the idea that Hess had been
Haushofer’s aide-de-camp during World War I)
have mostly disappeared in the meantime, indicat-
ing that there is hope that revisiting Wikipedia’s
Haushofer entries in the future might be less disap-
pointing. For the time being, looking at the entries
on Karl Haushofer in various language editions of
Wikipedia strongly suggests that, even after 18
years of its existence, Wikipedia should still be used
very cautiously.
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Common Factors Found in Successful International Marriages

Ron Crosby
Gifu Shotoku Gakuen University

Abstract: Studies show that cross-cultural marriages have been increasing through the years. Structural
theories hold that this phenomenon may be explained by shifting demographics partly driven by migration,
while racial motivation theories state that there are some people who find others belonging to a different cul-
ture, highly appealing in the romantic context. However, studies show that cross-cultural marriages can be
potentially beset with marital stability and quality issues. Therefore, culturally-influenced disagreements be-
tween the couple may frequently erupt. This study sought to determine the relationship between tolerance for
disagreements and success in cross-cultural marriage wherein one spouse is Japanese. This study was moti-
vated by the researcher’s observation that many Japanese tend to romanticize the notion of cross-cultural
marriage. To address this research objective, this study used the quantitative method with survey question-
naire as instrument.
FLSB IR, IO H A3, OB EL T, #ENHERIT. EEEO AN D OBENZIVEEO A
ARG SRR LTZ T2 ThHEFAL . —H Tk, SESERB MG R RSB ANFEA 4T Lo 20D DB B[R 1T
FO<ENE TR T 2 HmbH D, ED— DI, NI TUTEIULITB T DN ZEL  HHEIcE->TIr~
YT IRENERFOREELHLEEDITND, LinL, BT, BUEFFEEICITZONE, 720 EN
ISTARLTENZ 2D ATREMED + 23128 %, £ DR F, [Fl— LM ORI AE TN SUE DENZ KD Km DA —
BORENECDHZEN DD, ZOWFETIT, BIUEFREE DI T DITITE D IR ER D3 57 O T 57
DI ESAVFFRE S, I OERNIZH 503, EOR B EL T, MG EERIX, EIZEEO AN A OBENZ LD [E
DN ARERINPZAFA LTI THLHEFIL . — 7 Cld, SESERE NS HE R ANFEZ A Lo &) LB 2
RN EES<EE TR T 28 mb o5, £D— 212, NI TUTEYRITR T2 NI Z KL HEIcd->TiE
v F o0 ENEFFOGELHLHEE LTINS, Lol BUFEIDIE, BIUEEFEEIZIZEONE, T72RbbHEP
IRIEIDN TR B2 D ATREME DS+ 028D, Z D B, [Rl— UL DAE IR Z A TR SO MZ XD Kb D
AN—BDOBENELLHZED DD, ZOWFZETIL, BSUBREIES T DITIEE D IR ER 38 57 % O
DTN, SEELL LGB AETE DMoE N TOD B BREIRE I D J7 > 7 AR L T o r — Ml A ZAT V. RIS TR R
AN—BUTKR T DAL | T AT T MR IR T DER G MO T, BRE D— TR HRNTHLI YT V%
PELIZEZA, — DD —AZRNTTNTHEDN AN, RISE AN TLASRGEE H B & LR RITR o7,

7 AT COBIALRIFE BEOEIIK N RDENNTF 4 RAHZENTED (“Mixed unions in Canada”, 2015),
BEMOBERIZH D, ZiuE, A A OEERRIBENCLD — 7 HATIE, 20134E1T H & A7 25 8F JE 660,603
FULEI OO M L2 k426D THS (Qian & EON, 21,4880 BOBRIASIE ©. 24U
Lichter, 2011; Wang, 2012), 3.3%. T 70 HI0FHIC D BB ffEE 2 L Tu
T AVHERE T, 19708 1T 2 LRSS 1T % Z L2725 (“Alook at international marriage,
T20.4% THoT=DITHL ., 20135 ITITZ N ETICH .
DIV \13%@%}:[11%:77‘)7011/75§fﬁ\j(ﬂﬁFﬁﬁ%ﬁ%ﬁ&)/)?ﬁ CI‘OSby, R. (2019) I%‘%ﬁ%ll%@EJZIJJ@JKﬁ oY )
(Wang, 2015), JEE# K[ [Common factors found in successful
ZOIABEIE. M20E 0. 2 THRRE international marriages]. OTB Forum, 9(1), 48-
64.

48



1: P AUDCHET2REE - B ERHEEOER

&L RESEMMLTVDDIFRPHANTE

PHEANDBEETHDHZEDDND, ZDH
AL B — 27 D20064F0035,993417 520134 D

1544240 F T571% DWW & T\ 5, —
7. ERHARANORIALMFEEORIL, v —

7 D20064E128,70841 Tdh - 7= D A320134-D
6,046/ L7721 T, i ERIF30.5%12

WEpV, RS AARNTEISMEAND L

ST —EDO T — A Tho =Dk L, &
23 HAR N TRFMNE AN O TS FESIL, 3

(ZRE LT FE2 R LT D,

7o NITE BRI OS2 3 S5 En)H T e
WZBAL T, —oOMBAMERIIN TV, —D

% 0 T T T T T T
1960 1970 1980 1991 1992 2000

T
2010

2013

L IEEBER L D) IR AR I S<EIRE T

H{ B8 : TS Bureau of Census, Population Reports

2015) AARICISWCIE, M3 TRD ZENTXD
£ 912, 1970%- 0 B b FFE 13545614 (KD
0.5%) ToH oD, 1980F L T2 H % 8
Z . 1990EERLHTII3 FTIHIEL TV D, D
20065 F THEIIEIMN L7223, 20064E044,70114
(6.1%=1641IZ /) % &' — 7 (2 D% ITE LW
ZRD, i, e RICEEENMET LS
Ll EEBAEANOENEITHIC o722 L
%1% & B s (“A look at international mar-
riage”, 2015), L2~L. S#ULHFREEDOWNRE 2%

Bl2 : DFACHIT2EXREEIBOZE(1991~2011)
5 4.6%
4.5
4
3.5 3.1%

3 2.6% ]

2.5
2 -

1.5 -

1 -

0.5

0 - . .
1991 2001 2011

[ IEEAE > Lo

I (3 0 B IR E A D IERE
L
National Household Survey, 2011.

Statistics Canada, census of population, 1991 and 2001;

49

AT 5 CTH D (Kouri & Lasswell,
1993), #EIEEGRIL, B Z BRIz T,
ES PSRN NI DTS Y IVANE S G =N | = <N 6 b
728 N AR BRI I B b s e A 2L E
BRICHRE IS LMK DV OB CTh D, ZHUL, s
TRENAYIZZR0 N O TENELIH AN A< AU H RIS E
HHRT, ra— kS R TIEB LN e T
720N, — 5, NFERENEBLGER L, fET oy 7 o
WL — MBS HHNT B R AR - BT A% )
I THHEELHEVHEER TS (Kouri & Lasswell,
1993),
AL MFEE B T, 0% 'HORE
DNEIZEES (Afful, Wohlford & Stoeltmg, 2015,
Bratter & King, 2008; Dainton, 2015; Forry, Leslie
& Letiecq, 2007; O’Leary & Vidair, 2005), 32(b
A I, [Rl— U BRI OFE IS 2132 ST b7
AL AR DOF v T LD R ED L & D P REME DN B
\ZAFTET D, ZHUE, KimfE o SbIH D0 T AT
TRIEDNRERRE, PRI, R B2 IS~ AT AD
WELRIFL, BABDNIFIREL TOHLNE LS
KELKET D05 THS (Bratter & King, 2008), &
DI T2~ AT ADEEIMEM T HEE . RimDBIFRIC
BELNAELDZEDR DD,

AL MRE L R — U RS O R H DT
BN SR 2 L3 DA 2013, i BT Z < ThivTnd
D3, IERRZR NI RE RIS 2N eI, ROV HE P S
FHRICB W T AT AR EZ S LIZL TV T, [/ —
F 7V OIBHRA TIERWOT, I L TR
ROTfERBHTND, ZHHOFRAE TIL, Bk
T D 7 3 [Al— AL FREIE Z0 DT 0 7R IS ORISR
DMENEIWREL I TILd D03, L TR UL
IEDOREEFRO J7 73R — AL MAE IS OB R I Eu
EVIRE R0 TOD LI W R A SR D T2 b D
THDHH, K1OFHE LTI, BSULFFEEO H2n



3 RIEO—ADHEADES CERGIEDOHER

40000

60000 | | |

EmEHEA 5
20000 Em*HAEA

— AR /

30000

20000

10000

0

f 1970 1975 1980 1985 1990 1995

2000 2005

2006 2008 2009 2010 2013

i EASEE, NOERERETEHR. BEE 2 R CRR22 F)

BEES RN Em DSV EUED R b5, £ DO Qian
and Lichter (2011)<°Zhang & Van Hook (2009)C#,
[FARZRE S 232 S TERY | &L T, FE, BEET
BEOHRIL, ESALRFEED )7 236 — b RE &
DHEOEIRE S TS, “Interracial mar-

riage” (2016) OETH ., [F]— AFERIRS M5 ORfEAE=
31%\Zxf L C o AFEERE AR DOBEEFR41% (2002)&72>
TW%,

FIRNOFZEZ AU, B LRIAE R D RIS
JRRD—2IZ, EHEHRE M L7 B 23 AR 72 /)
7P ThoTzZ e THHZENFER STV D(Harris &
Kalbfleisch, 2000), = DOMOPRBIDJFIRIZIL, ENZE
DS DR 5T 15 S5 AERL, (sht/e L D BR
D I OB RAZKINL D E LD ZENHDH
(Bratter & King, 2008; Rosenblatt & Stewart, 2004;
Zhang & Van Hook, 2009), 3725, AIBMRICE
T F~DOHIRE, REECFIEDIED FITxT 55 2
FpE B g ST AU 5D NS Ie o785
B ZANEFREODT DN KO RN R EEREBBELG 60
FEUEAETE DB AR CERWG AT, S ISR
IR LT 2 F T DT LT D ATREMEI L R E W,

L2>L, Teven, McCroskey and Richmond (1998)
&R, BROMEIZILSHDIEIEN, ZORE R
VP Lb AT ATHIRAI TIT7e W, TeLA, B RO

50

BT FEHOEWIIa = — A BB IO AD
H DA MRS R [E 25 S Il TR R D &7 D, &6
|ZTeven et al. (1998)IZLAUIE, NITFFAHIPHN THIL
TEADHEBICIDmAIT DL, ZOIH%mm LT
LA AT D EIICHD, B ROMHIEZE AR 0
ELTHR DL B LD, BRAOFIEICKT T 25
KENEWONT, T<ISTRFEmbd L3 died | H
BEDMRO NI Thim g h3%<725 (Teven et
al., 1998), ZDJHIL THDE, B ROMEIK T2
A TAFBIRIZIBWN TR D D LIE DRI
R CELEROMEL ~L [|[CE-THAZENTES
(Teven et al., 1998, p. 211),
BSACRE IS LT= o7 Vi, BRI s DE
I ADOBERITIIRE TN EIKEI R, BLFEID
V&L A= SR ORI Tl E 2RO RI-EDS | ReDNRED
IZON TR IED — A% 8-T<5 (Rosen-
blatt & Stewart, 2004), £ kRS I TSI
FANDNDOOHLLTFIHDD | KU RISt
THEEMRE ZBWEIZITAFEL, EAS, FMTRE
F1EUTHRIF R OREEATE OB L E N T 5 EE
#4595 (Bratter & King, 2008; Forry et al., 2007;
O'Leary & Vidair, 2005), Z5L7=&H Ot A5 e
VRS0 D8 ERIR BUSR0 . SRR AD D
DXFEFDOL L PRNZ E72E N L DGE O R



= 1

T AVANERECH TSR - ABRGECEAERBIECH T IRBEORTRE RO L

B —ARBRGEEOAENIEXATSEEN SIS
IFREEE. & HER=RE PR SRIEHFER - HARST - 4BFF
Schmitt, 1969 B 22 5% E— A FEfE] 1964-66 DEHE
22 1%E A FERER g 1961-1963 DS
ARl
Ho and Johnson, 1990 HEEEER 54.0%[E]— A EH 1985-87 M EFEME - BEME
3TanFEHA - EEAE EAREEE|
38 THWEHA - REAE
B iABEBEOREFELATLEEN SV E WV IEE
IR EE. & SEEE SAERE R SRIECAFER - HAR - 4BFF
Cheng and Yamamura, BB 20 4%[E— A FEfH] 1952-54 BfHE
1957 29 8% R A B 1945-54 FE4E. 7T A
Monahan, 1966 EigEE 18 8%[=]— A A 1958-62 HitE
20.2% 8 A FER] 1956-62 FE4B. T i
Monahan, 1970 BirgE= 19.4% 1 AR 1955-67 BHEE
39.1%3 A FH 1948-54 FE4B. 7 T
3 1nFEHA - EEA
16.80FE A - EHA
Monahan, 1971b EagsEs 27%[E— A FER 1952-69 BB
45% 8 A FER] 1949-66 FE48. 74 20
Heer, 1974 1950-60 45 fH # 1 | 22 2% F AfH 19605 1970 S EEE L A O
1970 EIEesRE M EEER | 10.2% 5 AT A, AR
533%FHA - EEA
36.6%FEE L - EHA
Schwertfeger, 1982 FEIEEI L —FEE D | 13.8 F—AEM 1968 F MiEtEE
B ABH O HhE 19.2 £ A JEH] 1976 FCIBEFT — &, NI
Rankin and Maneker, EHAEE OIRIBHERE | 04 F=HAM 1977 FDOEFEREEHE
1988 B 51==2 L/ U TN
6.5 =7 Ot A FER
29FHAEN
4.7 FH AT DM
50FE AT DM
Hoand Johnson, 1990 EihEEE 24 6vE— A ] 1985-87 S OEFrEE - sEIEE
33.0nFEA c ETOM AL
356 1%FEH A - FT O

‘L
Angeles) March 24, 2000, p.6.

s s AEDD D725 (Bratter & King, 2008;
Harris & Kalbfleisch, 2000),

FAL RS B o 28X T E TITE <70
IWTETm, ENHDELIIT AV IIRAFY A7 E D
FEAEESTIThN b DO ThH o7, - T, HAANDES
1228V RETRE B L T, SUEDAENE DX
NTHEMEAETE I OB DO BEINFIE I 380D 72
W, ZHLTZBLIROH T AFZEIXZ I ETOMFEE A
e HIIEL, HARANDBILR T 258 B RRIFE I TRl
DILTBNZ AL TE D FEREZFIAEL . B R OMEIT
T HEAE L B EFEME DO R & B2 A
T2

51

Rose M. Kreider, “Interracial Marriage and Marital Instability,” Population Association of America (Los

ZDIIHEICBN T U — MBI AR AR TH
DN, FEBS DR T2 AL CWDIEA . BRI O 5% A,
FHFCTIREZITOZ 3D THEEL L, 72 2 Z U0 ATRE
ThHhoT=LLTH, WL EBIIfRE G LTS
DICHEECTHL LB DbND, 16> T, ZOFMAETIE,
IERERIIL TNy 7 VRt RELTITHZEE LT,
FEEDR DL TONA Y 7L 2GS DA FREHIIC D
ELIRDIITRZED3H 2 XS TCL RERTRO
FPHA R E T HIENTED,

T, IS ERDMATE TS B L T Do B
THDHE, ZHUTHARNDOHDHFTHDH, BEEDOK)
3571 (33.6%: 20154F) 23, FEHE 2 5F-LANITHE AL T



4: BFRICEITLERBOEIISE TR EHAR - g#1E% (20154F)

HHOITHL, AARN ML

%l”%% MED AR A

33.6%

3,16341C . 51%L72>TVD,
Tz OEFER TR R E A

HE.RAALNDHLERY, E

22.9%

LoD —Ab 7Y L
E R EITENZED D

75)\ :ODiE]/\\ -f‘/LD+H/j ;I'-LEEED%

14.6%

THZETNEETHD, A

11.3%

SROIRHEAIZLAEIFTIT20
ORGS0 HHTENT

4.7%

ARG, B 7 RS O
TATDHRRITITEL TR

-
6 |

5 |
s

5 |

9 |

|

o

||| “‘\ i

25%

WO TRV EEDbILS,

At

bR 5~ 108 10N15$ 15’”20@ QDNQSE 25~ 308 30’”35@ SSELU:

FZDIHRIRIO T T, g
EH < B EL B D

Hi : ERFEE ADEBRERITER BER4E (PR 2TH)

WHEVOTAERERD DD (K4) , £z, BEEEEROH
UL E(55.8%) M3 Ak S 14 10AE LAPNIZBERS L TUWLDZEN
TFIB,

WIZ, BARNEE OEEEORFLORES Okt kA
RAZLIZES T, EOMAEIED I T IV RREEF
BN Eh R AR L . EOMAE DD IR TH
HIEHNHZENTED, EFSFEHEOMREIL, 201565 T
1L, ROPMEANTEN HARANDLE1314,809%H
(70.6%), Fe28 B AN TEIIE ADOHE136,16TH
(29.4%) 72> TV, MSHEFENOHERT D, Bt
EEMETIIREEODRHDLZEITIEH SND, ZOH
T, HEE TR, FRER e B E D, EEIL R
TSR ALMFEIE THHNEINNTHEL BV EE N, 29

M, TAVBETFTUNT, K
B ANV R BV
MAFVATHDHZEDN 301D,

FEMSAETE DO EREZ AT D720 \-éﬁﬁﬂﬁ@?/
r—NATO FZEOSH BT EE W, B, Uk
R EORMR, FEHREITONT, %ﬁﬂi@F'ﬂ@ﬁ%ﬁEg
FROETRER BRI U D S B D7 8 Bz,
B ROFLEICRT T DA OFHAITIE, Tolerance for
Disagreement Scale (& FLOFHIEIZ & 2 A LA
/r—/V; Teven et al., 1998)& =7 o r— Nl &%
1To77,

N AN

AWFZED B RYIE, BSUERFEIR ORI D723
HNE AT ZEROT, DA REKD AN

J Y K
LTHDE, HRNZHEDFIRL TOD  mo . srmi-argass BALAOEBOBE L OEESR (2015 5)

BYEDEFEL, 7 AV LHE D EEIR

(2L RIZT TN AFVA, 74VE

s Floy AARNBMEDRHIEL T

WDECHEDEFRT, TEET AU
JEBIEINZ S, HA T TUN TA L

TAn

‘f‘JL<\_<1_’75)/\75‘§)0 Lol 2, HE
THREEHORE Ch- T, fEEDRL
DaRTHLO TR,

ZITRIT, SESFBEERA T

L CHDE, IRD IR LD 3035,

F9° . HAR AR ORE ise REEM O
FERS OISR AR U20154E TR CAD
& BARNFELOBE1534%, 5 EFE R

DG EIT61%E | [EBSAS B O BEMS R 1TD>

R0 E<7e o TN D, ST, RO T & 0
MTRTHDE, HARNFIEESEFE L

#0E - t VIIIIII.. aF DEH
aEOEE
e ]
T ]
ctunyiic Wﬂm
1000 QOOO 3000 4000 5000 6000

PEDO M OBEMEFRENTI, T82FH T, 66% T  tisft : Ehsha Tt 28 BF A BAFEISHES NEECET 2% OBER. p12,

52



T2 EEMEFRFGEOERHEE (2015 F) LENX, TAV, TT
5L kROEE EIEFL  EEE | EOEE GREEAAL  EEER (;EE ;’L ?56@375‘3
PN Py - 3 o
1 71U 89% | 74 UKL 95% 2 o e
2 65% | i 60%  Einl. LOEIA
3 SB[E] - FEE 65% | $BE - g 46% RSBy T N %
4 adq 54% | w2l — a5o  RLHTORESRC
ETIRR DTN, A
5 wul— 49% | Z4 0% EEREoTR, BREE
6 TSN 41% TAR 36% DEESH— AR A A
7 FAH 24% | TSYNL 34% N THEELL ERE B AETS
, \ DN TUND25
8 Uz 21% 1) 3 32%
il o et  VBOABIEEE G

THEMLTZ, INETICRAIEHFHREEEBETHE, KR
DIV ZRETHIENZ Y THHEEZ LN,
() B SAV B E 2L TOD Ay TV TEDE L LN
HARNTHLZE, QF DO CTHEISAETE N4ELL it
WTWDHTE, FEEHCITBEBS SR D353 D 1355 AT
CTHEBSL . AR DN L0AEAT CRERSL QA2 e s
T DL, 107N EREhE RS nEE->Th &
WS, T D8 TAERS GO L CLEID T,
CIZTIISETRRIhEE 2 D2 L LT, Q) EEER DB
R I2 BB B TR N, 2D X7 Bl
BN TODEEIL, ZHELOFEEOEEN, B
V> CRERSAETE 28D LI RITE DN R WG A N ELE
FNTWBZEN TSN, AFHED BHIIZIXES DR
W, ZOFBEIZIZ T AVE SO E N E D, A2
LTh, BLrRAEXANDEDLGENEFEIZEZ N
DT, [ACIIez L3 ke

Mo, Fio, #E-JfEO  me -

BE XS EORGIEMBIER

ZENTE -, ZHD
T T DR TENAARAND T T IL2450 ., R A A
ANDT—A I ThH -7, B biZBL X, BB
(229725 Te DT BFEE O ANZ B L THRLT-
FERZ DI/ oT, Ll B ARIZE T 5 E SRS S
DL E TR LN B ARNFBHESNEN O — 70D
T, I RBEDOHIRMEE BB LIZGA . USSR
HAECTITen e Bbns, HREONRIL, KM6ITRT
LB | FEHSAETE O EG ~ 9N 1240, 10~ 144F
D8, 156~ 244E 5/ CTH o7, F7=. SME A DOEE
FOHFEX, 7TOEBOT AV ERE 24 HTH
644, AXVRILL A —ANTUT 24, HIE14E, 1 NE
PN T R CERER O T ThoT-, et —
ARZUT T EDOSMIT G TIEES2N A, RO
DT B T2 T ofE RN TE 28R T
O, TNRVDOBEBNRHDLOTIIRVOINEEZ S

Sraid, HARENTASE

NWTHAEIZZRUATE 6
NEADBDRDEENDHEE
DD, (D HARNEREEEL 5
TUWD/ =R~ —D 5kt
BHIZOETHDHIE, HiE 4

FUZIZ196 D [E & il 238
DO, ARNE T AT

8 R
o

72D FOEEEITE VX
E I MENCE

8]

FLLEHDE, K5 TH,
5D, FOG)DSEMD
EZle. TAUH 7T 1

DIV AFYA A=
FRO7RN, (5) LB i A

DR EOETHS
&, ZDOIDTRMERRE
T 5L, HERLR LG

5 6 8 9 10 14 15 16 19 24

FEAE ARG FE

53



E 7 AENROHMEAREE DL EE

SREESF L, D%, Step 3

TAUH
yrloakd
A FY R

F—AF5T

HE

LLT

TFD = 48 + (Total of Step
1)—(Total of Step 2)
DRUNE > ThRAEATT ZHL
as | 7o HERMELLCRE AT &
ROIDNTHIELIZ,

o*=
46L2L £ =E\E A FE(TED)
2L F={RWVE R E
10 12 A

3246 D[H] = D ERE

N5, IHIZ, [AUIEGERETHY LI TH T A 04
XYREDTRDDOE BN TIEF L THAD T, ik
xHRELT,

T —RNE B OHIZIE I O RIE S DR, 1Y
AL FREENS T2 INTHEMS O R & AT 5 E
HRA TG EN TR oz, EBIT, T —hOfE R
(AR DS DR TIEARWEW) FEEEA 2217 5 AT REME
HRWIZH DD, FAEEIT>T= DN KFDEALDIEFE
HENTHY, ZDRBLOMANEBL TGREDOXSRE %
U720, RICIO s fafomlEE 1%
NoT-Z b Bz D, FERICITR E RO THER
RiBL, ZHEOHSHREHPEATZEOHE THY,
B FRE TN AL E LRI AN T— LW
TR To ATREMEDS TRV, ZNHDOEFRE H4 B O A OfE
ORI BERNIZINZ TEZLDNEY ThHHEE DI
Do

A

7 —hOWNRIZBEIL TS RERI72BE > DRAMFE
HET7NIIT, 7o —NIEFEE B AGEORICAE
DHDOEER LT, HARGEDT o —MeAHEAICE
T, £, B ROMHEICK T EAREOPFAIZIX,
Teven, McCroskey & Richmond (1998) 23 FE L 72
Tolerance for Disagreement ScaleZ i FHL 7=,
kil

FEIROFEREIZBE 57— MO\ L, EiE%
HHOMNICT D0 B — LU i E a4
FHL7c, Eo, FERTIL, RILAEFEZLTWTH, 0D
ZATIED T HEIT LMD DRNTHIER LT,

B ROMIEICBE T DRAEOFAIZREL T,
Tolerance for Disagreement (TFD) Scale D¢ 5 7%
(o7, Thb b, AFHSOERMOZNZ UKL
TI5=88<ZH B 11 =2 B2 k)
U J1—hRETDIRIEZRD, Step 1EL THEAED
E&RYERMI, 2, 5, 7,8, 14, 15 (TRI=&HKKkAaT
35) DIFEEHEFL, Step 2L THEAE OLSER]D
B3, 4, 6, 9, 10, 11, 12, 13 (8R=HK Kk2=740) D

FER
H ¥ AERE
ZITIE, TR BRI EA Y FL Vo THE
VIORTRICHE S E | EDO IR BRI DG IS ATE D I
DIRMBDDNEI LN HFHAERE Ba FLChE-0,
9. BEAEEICET AT U —ME R ER TR
3DIHNT D,

1. ZOfREROS34H

F OO TiE, #3IWRT IS, Tl
WA T 5 e L AR TR : T LA | O 5 53 T-
TWBHIDEFHIT84% L L CTHFEIfEE THHZ
EMIIMINZ D, 12121 FTFED T NEANRKEL 2o
TWBEEL TWDDITHIL T, RO IFITFIIZE DN
TWRWEARE THHH, ZIULFFREFHICADD
TIEZR2WINEE 2 HILD,

2. YellE Doy

VRO ICEAL T, 52% D RN FED I L& %
T20DFENTFED I | FTNX N T TEMWFED TR | &
Kz FEOAHENKELISTWNBIERIDNNZ D, L
MU BN R FET 58, D48 Tl )7 4% | L Z
FED68UH ] 7 -2 | FI= X T H 723 FED AR\
EEZ DRV DOL ALV ETEEN I TNDIEL
IR D,

3. £

BFEO S IZBIL T, AR T LB tOEEE
AR E T 5 5 VD EZE D FH TS 12% K<,
[FED I [ T LAZE | LV AT RIET2%, T
T6%EFED AR RKENIINIONDZD, LIV THAELE
AEIEDSRRALL TWAEWAZ 8T, ZOTFITNT o AD
ENT-HAHIPHCHLEEZ LD, TDOEHIL, £5-
ZOIZHLNDHINT, ROWR O FFIANZEDED
BHRIZH A TNDHZ Ll ZEDEZ T 555812138
S DEORHEEZ BT AN L, TNHDTENE
DOBEHRRKEINIEZH > TNDIDNTHZ D,



F3 HRESICET YT — MR

1. FENIHERTICFEORIRE LTV20 (%)

[EEE FeD EDHh EnRE=s MR LA5k WmH I HBLASE
= 4 12 24 24 36
= 0 12 24 12 52
2. FERIEE R EIEE L T2 (%)
* 0 52 48 0 0
= 0 32 28 0 40
M 3. FENIEE IOk E L T2k (%)
b 16 36 12 0 36
= 12 40 12 0 36
M 4. BEIL EOEIOREF BT VAN (%)
msr B Fes FERLCs TR Eotma.
* 12 12 48 16 12
= 12 0 28 60 0
M5, &% 5CECHEMFERN (%)
Eeg ssoEops CRCTEY mEEros, FEIULEE HECDLOE
* 32 12 56 0 0
= 32 0 56 12 0

4. FRETRALEE

FRETEHE R XTSRRI DEOEENEED
BRIk 20T, 5 TRAEBY, REFEDMT
PRI ERIR S TS, £, THEFETCBW SV [E]
%%i\ KD DIZHDN LT, ZEL28%LIED
BoTWRWn, Fo, FERTORIEE BAHE, TRRE
DEDOERD I ) DL H7Z05EE B A DE O
BN | LERIRL CWVVADIZZEILENON R DIEDN,
DA% @l@ﬂiﬁ@%kb\olﬁl/@ﬁxlz% G|
ji H 4 OEOEFEINZ N 2316%E , 385k T D
%o ZHUE, B H Zx@%ﬁﬂﬁﬁiix:yﬁ%ﬁ%
ELRPEF RO RZ S STENRTZT A —IZEATELD
THHZEND, EZETHHARRBTEZ G A A
BHE TN EW XN NIZE - TR TIE R
WD, DR, ZEOT2%03 B 53 O E Ok
BFELTW ST B OEOEBNZ N EEZ Tk
DB OBAHENRKEWENA DSOS ELET DR A
FTAHZLIC KTl R 21 22N I T AN ES
NTCWDDOTITARVWINEE 2 HND,

5. &7 E OB
ELLDEORMEE I A TR ARDNEWVIE TR

55

T, 6L, THODEOERL LT E 2 7=
DPKHFEH32%HD— 7, THHFRITIHV &V [E]
/tybii% FELH56%H0 . R 4 END, R O

RN ENTS SRR OB RDIENTE

oto‘(ﬁ%nzo TONDZEITEHMOEFEETHY, £
0)7‘_ IHLRERELRFEICE D, FkoORAENE
_ﬁar%% B BlE R 22 U s700, 29T
WEDZWEL HELIZ AL, KA THH LW
B IZTHIENTE, GEIZIoTTENE LT
ANTETDHIDNH2D, ZHLIZE I T HERE
D E ST B SRS I IS EBRETHDHEE BN
D3, 32%L56%03F DFFAFEIFH DRI TH DB EIL
20, 3 H OB FICRIE B TZ0 2 BN IS 7
OB ARIRTIURRSIRFERE TR I X5 Fin /e
THA9,
BB &AW

BUBATEBWIC
NTHD,

L. WS OBURE R DB

WA OFH B OFHRICBEL T, 4D LB, FEHC
FHHEPRKELIEELRWNDIDNTRRIWERR T Tl s

BI o7 —MRid, £4DLEk



ZENGID, BEDNEE L CEFOAMNKEL2DE,
WANWABENELDEZEZLNDLD T, /T AHEL
NCWbEEDbID, BT AV OEE . T -
T2 ARSI L CHE g R L, ENTHRENAHE A 130
727250 T, ZORIFEITEEOBEZRL TVDHEHE
Z6ND, £, B HEIM R OBMBE O— A2, &
FPL FICBUR ISR R oo 2 by | FEIRAETS
DREFEDSEE T2 D ESETILIRINAID,

2. ENOBR AR HAEE

RKETHMDIINT, KFED KA N TENDBK
BRIV CONDZEDRIM N 2D, ZhE, Bk
RS IC RO T E DL FE R ICH Y T ED % T,
TN TEZL WA LR — L MIFE IS CHIFEIC RS
ZEMZND, W T, ZOIINT EFIZBUBSEHV N
HRTNDENHIZEIE, FEE DRI B WIZEBRL
TNWBEVIZENTED,

3. BLEE OB DT EHE~DSN

R LTy 7 V25D DB 2450 D K3 E N T H
RIAEFEL TCWAZEEEBRE T HE, RIUTRT IO
(R 2 N5 ) EEZ T2 FRD300%H > T2V H T 21,
SIS %, BARD B ARDFREAETRIZBW T, HiE
FEERT0 8 DAGKEII R T F DI T ) DSIR B IS
HHT, ZOINTHE AR B OBBRE DO Fia 32T
HZEE, HASUEDO R #E S A TH RV ES
NHZETHS,

T4 HMEMAZEENEAT ST T — FiER

4. FRFE OBOFTO A I3 DY

BLBE OFIREOBLADEEWNZOWTIE, B
ENDHD, ROTORNFEED— B DIHTZEEE TNHNDHD
(R CL FEET6% DN E DI LW N B ERED LS T72E
JEL TS, ZOEDOERO—DIZ1F, SAEADFK
DR B ARENITEATWTC, ZEOBBAZ N
BEBINC SN EICHY, SHIZRDNER S D EE
bdLBbihd, ZOREBETHE, BUFIC—E L)
RNV ROBECIEN TR OB | SR EDDITRE
Ml CEDDO TR,

'R

BIRICEL T, FHAR D22 D0y 77205 7>
BRIEZGT, TORRIL, KEDLBHTHD,

1. FEER R B ADEEORE L E 1)

HNRICRFE 52 H%ENT, K5O EBVEERIIZ
FETHDLLGEMNE W, ZhuE, A THIUT S RO L
T, Fl—3UEMDOFERE THRICZENF 25, - T,
ENRFOBEOMEEEZTD0LENST, ZIUNHE
PR RIRE IR OBIRICE B2 I T L13E 21<
W, BLERTRODOIE, H O RP B b E LI &7
BLTCWDEDIZ, EDOFIXFEALEZFDINITE ST
RN ETHD,

2. LR T LT DS
FHREEFE T LEITH IO ETHIT, ROELH DO

M 1. st F EOEETIHINA R (%)

EEEHE B - A 2~ 3FI—E 4~ 5EI—FE 6 FELLEEFhIe\
- 0 44 40 24
= 0 20 10 40

M 2. EFOHRE EOSEE THNRAD (%)
= 88 0 12
= 92 4 0

M 3. B EEEOEHBOITESMT 2R (%)

E&EE  EEHZ LIS Bf 20T 2 EEELTENTE 207 2 Ridn
- 0 100 0 0
-3 32 28 0 40

M 4. BEEFOHB TN EE EDLDICREL 2 (%)

EEE FEO—BOLD  BEOHEBCWEEE BOHE]BEE DFFIZZhS
> 72 28 0 0
& 20 76 4 0

56



Fe BRIHTET - T— FiER

il RO EE oHFE« LICREES LD (FEILEST

(%o)

F 0 68 5 0 27
E2 0 91 0 0 g
12 FESLETLELYOEREFEHRT S (%)
[HEE HED Sl Z DD ETE
* 95 5 0
E=2 0 100 0
i3 BEoEiBEEt - LEaPEcEn L (W)
[EE& W PRIRY-4
F 63 32
2 50 50
Fl4 BRidEOSFEET L ETEHICEDHS D (W)
[EE& s RT3
* 45 55
2 41 59
Ris FERLELEDEETII 2o~ 3 0 ER-TWEh (%)
[EEE B D EoifE oEEE BERO I« WEERERBECHES
= 90 5 5 0
= 14 0 85 0
fl 6. BN T E S OFEFOECERERE-TED (%)
[HEE F = WHERL S & B\FH L RICHE mHECE
F 27 14 32 0 27
2 0 50 9 0 41
Fl 7. BEA T B OFETEDEMNERNICENT 5 (%)
Eifoe- F # WHEL S & B\FHF L RICHE W ECE
* 0 77 0 0 23
E=2 0 77 0 0 23

FEE LTS, ZOLH7RZ 8%, TSR0t
D COATESFEN AARGEOS G BN EEMIN
AR TIIAV YN THDLHEE 2 OND, FahNEIE S G
(2720 TNDIKAE S TIL, B2 E 2 T RHUH
THERD B0 TlE7ew i gsns, 7t~ 7T, E
ZIKHZAkb‘Oﬁﬁﬁéﬂtﬁﬂiﬁfﬂ%E EVIOBRES
FRETEDNDENIZ &I, Eﬂ]ﬁﬁfﬁﬁ_kb\
174#K§l 1Z72 > TN IS TH D,

3. HoORERZFE T &2 TR 5L
H oy OREEZ A e+ I 2 LW B E R

57

XU TIE, =D TH68%, Tz 132%, FEDIREE

FENZOE TN Z A% DL, BPFLHE RA 5K
LT, UL, ZREBIDOAE TR HE, T-Eh
ICEILTHIDE L b2AT T RBRN DT L

R L7220 B 7R D5 D TIN50,

4. FABE ORREZ R 2Lz T IIcED 5L

BeRE ORFEEZSE T 22 D D EVH T &I
BILCTH ., ROGAETIIVN 5345%. [V ] H355%, FED
ATV 231 % , TR 2359%E B B30T
Wh, T T OMBTELI LI, HECkT A ERE

= R



BOHHHIFIEICL > TEEIETHDHENHZ L,
EDIHNREBHE DL DEVS ZENE DT
72T, BRBEE OFHBMIThIv, ZOHEHTEL
TRIFM OB B NHDHENIZETIH R NENHIZET
55, TOINURETHIEIZLE-T, 2O T%7H
FTAHZELENTEDLDTITRD, HDHWL, BIOE L
[FIUL, FRENTHIFEELFETHZE72<, FEBIT
HHICEIRSED L0 BRI A L5 D ATHREMD
1A%

5. Tt aIa=r—va T H55E

T DAI 2= — g F DAY DS ELE
FAT 2LV RIS LTIE, RO H 45 DRk
FEEEZTWDDITKIL, T T 4L H 53D
FE I LB Z TR, RS THEIZFEN A A
FEOBE . AARANORBITE L A AZGEEFH O TIE
TRVNEIRBE IS, TR S FEDOIv 7 A1 )1385%E e
BAREDNE<I2o TS, 2ty H ARESIZRIT HHGE
DHE BN JEIH R EEL THDHO TR e
EEONDERIFRC, THH THARZ ENRBEESINT
WAHI B DbND,

6. T-EHLOMIRD TR

HEMNT-EHDOREECTE A P Aro TODEWHE R
IZXF LTI, REFZOFEFRICT I b5, RKD59%
DR FITH G RICLHN | EBZTHDDITHL
T EFN W F N FICFE | EE 20D, Th
. RITESEBRL TUOZRWDIT TIZZRWA, KK
R NEZATEIZEDNRD DB T10MThilTnD
ZEDPIPINZD, L, BIFEEL TCZDIH 7T EMF
ET DO THDHNDL, ZHVN BRSSO E 72>
TWDHEITE 2T,

7. TELOFRATERHINEE ~D SN

HENT-EH O THECIHIMNEEN IS I TWDHD
EVOBERNCHRILTIE, TS ED L TFI2E L
100%23E 2 TEY, Zivd, —oDO2BIGRLL E X
Do AR RIZE S TR BN BN DD et — R
ThDd, BN T-ESDOHE D BRI 2 D
NTHHEUATERIZENTEDIINTRDETITE, B
AAEE DKM E L ER L THDHINIZE b
b fET, ZOMIZEL T, BEE2Z T ANIS D%
F20 DT, BRSSO~ A F AEKIZIF2 > T
WRNWIOTH S,

Hugt e DfFE AU

Mgt S LD E B W T 57 7 — Ok BT
#£6DLEENTHD,

1. Hil A2 OIEE ~D SN

Hulsi it & OTEE~DOZ ML TiE, SEHRR B A
O TH, KIFERRIRTE TRV IRY, —FOFRE
THDHEHEL TSMT 5GSBS LR
ETHHNPHES > THIEGNEDLDDOIT TR, ZD
ZEEEGITH IR TG, 1272, FED R Fe Lk
AT, LB BB FD 72V IRIE TR INL T
WHDIE, HEDBENEDEIDVE VRSN =T 80
IZEIE, EHR B ROFETHIRIL Th D,

2. HUlAL S CIEEEN R A2 RE L TWHD0

H AL S CIEREN T AR E L TUOD BV RN
SUTIE, REZEDOFEFHRDZENF L, FKOI%H I 7
DRFELTODEEL, ERREL TODEEE VDD
%I E 72 A3, FEIH83%DH A H A MR L T

TO MEHTEOAZENCEAT Y T - FER

R 1. HE =B oML Ty a5 (%)

[EEEH ST VLR e (R LEHENE)
F 12 8 80
e 48 44
i 2. AR EAFELTOED (%)
(& * = [Epig
i 0 9 91
= 0 83 17

RH 3. M OFBITEI oo T EO L SICEDTVEAD (%)

[EEE M TR ORER DI

TUSIRBIIA, TEREE FEohieL, 2L

L7 < s W EFEoTVA
i 0 48 52
= 0 52 48




=7 REHET T T FiER

M2 HHEOHLE (%)

[ :AOELE/—[\%’—’DE LT :A@qﬂf\fﬁ G EEE S %hﬁfw@l{{{)\&:mwﬁéﬁ
RitEEHT B N3 FERABIANTVS

*x 36 44 20
% 56 8 36

3. HEOZHOIESE (%)

[EEE F = B GRE-oTuRkuy)
* 0 60 40
= 0 72 28

M4 EOLINZLTHEELTWED (%)

[ &= —fElC—D D pE = KB DO HSBD DR & Bl 2 DO EE
* 76 0 24
= 52 12 36

5 FHEORELBRECMEFTLLE2EOL3 DTSR (%)

[ElEE& EHTAET 2 D2\ 4 TR TR TR TEL
F 100 0 0
= 80 0 20

6. HADRERBEVIET2LE2LDL 3T VSR (%)

[E[EF ERNAHHT 2 A\ ARED & T TR TR TE]
F 52 0 48
= 80 0 20

HEFRKETONT, MR L TOD LKL THHDIE
17T%ZIWE7RN, ZHUE, RO RZ72WNEZATED )
R0 DOMIIEFN 21T > CNODEIWEENREICHLHDT
X7t Bbinns, LonL, 91%D I3l )7 17280
BIRE S TNDENIZ ST, KEWANWARIEENICH
HREESANL TNDEVOZENHEITE D, kD=
IXHD0N, B LW ART U ZAREIN TWODD TIEZRY W),
3. MUkt 0 TEIZHOWNTED LT TV

VYR

AL S OFEITEICSIMTHZETDONTE DI
JEETWDNEWDIRTITHTL T, b ZFEB R EHN
BN DL THRPUT 2O BN TERIZ LRV TR
FWNEE 2 EVOEEIISIMNT 2L IR D
T, B THEWZEZFES TWAEE X TS, &
N HTEUE OS2 & Z PV,
ZDIH7RZENRHLNLEE > THEB AR I ZZLRED A
HDIFE TR,

et

1. IAJR
AHEFHEL-HEDON, 92%, T b5 iEDN

59

2ME NI DR TH 7=, FHVOE R ORE R
FTDOEBVTHD,

2. FtEIZEDOIOIZLHL TLhDE

FEERIIE DIHTH L TWB LW BRIk
[T, RTIZROND IR ] TRl 72585k 07
NdH5, £ DRVOWEICE T ADI AL —
DL TNAEEZ TWADIL., HARDIEEZE A
TWDENTHDHEZZDNDN, ) TRWIEHIZE
WTIE, RIFFELFRFAE FZHE AN TOD SRR
NHDHMN, ZEOFIFFNE DRS485 5 5
Llﬂfb\é&b\jﬂb uﬁiﬁﬁ)gﬁb\ AU, {5(@ EFqODE

WZRBNDISNT, EOFHMBMATOMAEIE->TND

&b\o_ész’) 5. %@jﬁxﬂiﬁ ZHURZHHEL TWHT
O TIEIRV BB I A,

3. BHE O oY

HEOBE WO YEE X, HARDOEE IS TED
FEN 2> TODDIIKRIFHDEEOEASWEREDD
EREL G TS, 2, ZkHEF O ROERD
EAWOEIHLYEE-S TN,

4. E\Tj':@ﬂ:/t



HP&: D IFIEICBIL T, Hom a4 D LR T
WD N R OFRER TILT76%, FEDFRHTIE52% T,
IR E VR THMEO AN ALND, BLRE D
1. ROFSRNEZATENAEEZBINTND I
MINZDEENHTCNDZETHD, 2T, FEDO/NHE
7o e E U CRERFFHIZADH DO TIHRWINEE 2B
2o

5. ZIEOT=ODOREIZBE AN OO J7

FIROT-DICRERE WM ETHHE, EOIITR
TEL TWDMDEVI IR L TIE, K23 N CTHHI
AL OB EE Z TS, 2HLT- AR —L
BSFHTEINTEDLZEDFEBE DR DR THY |
IR FIFEIR MR TN CNDZERINNZ D,

6. ANDKEZ7 B\ W ET5850OWRD I

AN KEI2E A ZT D551, —RNIIFE
DEVMIVEFOHHAPBEOLNTHINO T
WINE ZBID, A RIOREDLA . KD52%, ED
SO EHINAHRE T DHEEZZNDMN, 12T T
TR LB 2 TR D348%, FED20% -7, UL, EH5
DR CHWEL TELOLRESONHLNTII 20
DOTHIETHIEILTERVD, FEtEiki- A S0
FRY . HHFEEE O B BB MIZR DD Tl e
E 251D,

BROMERIHTORBFEDT AMER

B RLOMEICE T 27 ARORE Rix, £SITALH
DI, ROGEIZ68% D EVEIREE  32%H3 BN
DEREEFFOLVIFERIZ, EOLHEIL8ANH EN
ERE . 16903 LOWVOEREEFFOLOFERITR
D, BEMIITA SRS ERE RO NDOE A
Tl A CREREE 3 DMER OF [ 03 2L T
DHEVYERENHONI -T2, Zhud, [fl—3bE o
FEIETH RUWIC T TALRL TN T, BB ED
A TR CEE 2 E AR EL COERNTHLHES
Z5N5,

BE

ZOMFFETIX, e DAk G a UL RS I
BIWTHELL B L CWOTRRIIL TWD T —AD T
TIVDINIFLE S TNDTZD | Z A RAHND T T ADE

RNTAE S ORI EBRL CWAER EL TR 528N
T, v AT AO RIS RS R AETR BV TR
REFHNICHH LRI TED, (R ETRFRHH ) &
VIR EIID 20 EBIZE S TH DN, B ARD Y
FI7R I BT D EREAMND LI LT, — DR JE
ERHTZENTED, BAROFIZGEAWIZTHHH
W SRR L= 7 MiE T _CHARIZEFEL T
HZ &, BR2s O N24 R N EE D H RN TR FEGE
B DOEOHE THHZERENHR THD,

F9°. HARICBIT A8 E TG o i L @ it o
FlGDOEELE DL, KBIZAOLNAHIHIT, 1990/ FE
TIHIEIERE TH =03, Q0L b B X i
HEDBE S RELIRY . 20154F 0D B P T F el 2 i %
D362%, BEEE IO HEEAI38% LD EI S 1T/ o TS,
— 05 ARl SR e Ao 7225 HHEFTIE, 23 1HH7(92%)
DB E A Tho7o,

Fo. BARIZBT @ E R ImOFZ FO/AHICET
5201645507 o r— M CHAR L B A -2
AL KODIHT, FARL L TIEFRE0%, FEH0%3 KV Eu
IRIE N ERDA4.2%E b <, F240%, FE60%EE 2 7=
DH19.3% ., F30%, FET0REE Z 72D H321.5% EIFIE A
e (75 J57C40.8%) T, FHFHD43HIE50/500 003D
TN THRLEE/RNEVNIE Z NS XNy
Molz, EWVHZEIE, EREIZINLVHED F &N
KELIROTNDEVIZEDINNZ D,

EEEDOE D L7 RPN 2> TOD I EWVD IV %}
LTI, K10%, FEI0%E D EIZE N FHH %< T21.5%H1
20/807%315.2%, 30/70A317.3%%. 40/607313.1%. 50/50
D5 7%END 534 T o7, D720 I 72 RN NDHE
WIAZEGB Doy, EREEL TR KO TGN F
FHOSENTLAAHL TWAHBEWIHEEENH BN -
7o ZNHOE T2 SRS RIOFHEDOR REE L1
THATZUN,

ZOHAROEEEZIEIZASBIOFHEREEZ AT
BE9,

A. FEBSORRThO T T AD TR L3 2 55 HAR

FEOFHICEL UL AEEONEICEI>THE T4
HOEIENERD L T RIOFHE RO TN H
RO 72 LG OB RPN KE VD, b RO

x*8 EROBERINT IEFEDT 2 MR

E6. HADKERBEVHE TS L EDL DT E0 (%)

5 e s \ ¢ B DERE EVERE
il =] ! IJ_:,‘
EEE  SCEAE W6RUE) o b1 46 mom) (32 ELIT)
= 68 32 0
= 84 16 0

60



8 BRIZH I 2FETIRitH L LB S HFTORER

1200

10000
1100 *q_a /
1000 H"AV
900 ~ - - __
= S ca-
So -
800 LN

-
/ -—- ERFRET
38%
600 T T T T T T T Iﬂ{%%ﬁ% T T T T T T T ’
TR SR R S -3 Vo> ® O > O & 0 D >
TR RSP ITIILIITIS
KRG G SAIRC SPG SRC SR S SR G SN AR AN

E 1 TEREREF] 3, KVEENERERS TENERSE GEFBNANRUREERE) OHEF.
E 2 THE X 3, RELOIHEEMEERFOET,
HiH : BEFEE [EEF@EE . NN BxdmEsEeE) (WFhE TR 26 £/ | #3%E 15

@hEE GHERED 1 (2002 FLIFE)

BHBENEHOOIIFEORER T, [l )75 ) [l 572038
DLAZE W TR LAR ZEhEDH L84,
KNILEINL TNDZEDINDIZ D, TG
DHE RIFASWINEEIZEHBRL TWDEEZTHRY, FED
68%A3 [ [ 7 -4 | IR Tl FTE 3 LA LB 2T
W, ROSMEFENTREROWRIZE N, ZIULVEH 272
BHETH WL |3 12%F TR ST, [T 5  LTED
[T L AFE | G5 E, KOBIZEIT84%, FEDIH]
BIE88%E T2 FEDO AN RY KEL 2> TNDHD
TSSO ERNI 2> TWAEITEZ DN, &
RPN OWTHI VB FEE T & 28, IR OE
JRWRIFRZNENNNIZETIHD, FEFH56%A3 7
DEDOE_RYDECLHWHFEEE Z TS, 2L,
BHEZ T D00 AL RSB0, B0
VESTeBENTBNLN  EESTHLR DR N LN
ENZ2 D, ZHUFRIE 2K 7T ADHEK E LTIV T
[AYR

BUBATEAWICBEL T, MO BURORARIT2~
SN~ EDDFA~SFT— FELE X -7 0384%
TEVTZEAL ERWHIRIC—EL BRIV EEZRBWD
TORGMIT, FEHTEEL ) D72WE N TORL
[ 72> TS, A~BHIC— W) LIt DR R
HWENDEZHEHIMNETEHI0ICE Bbindns,
FatOmENS RDHE ERNENIZ ST ART AL
=25, EINOBURIL, FEARNZIZAARANDOZEDFEE
DHLLTHAHN, D EEUIF 1B HEe] & B
WL FIROITE~DSMEEILL00% T, shti=E&

61

IEFEBEDO— B DIHNTIEEDHENIEIE N T2%, BREE
7N HINE WA ANDE100%1272 5, ZD IR
BUREDOBIMRZE BAFITRDEVDZ LT, FEZE-oTHiE
LWZET, FEEOREI O K&/ ER EE 2 HiLd,

FENTHISEEICEL T, MR BARIT) &
VYD DF—T —RThHIOZ B bbb, £7°.
RHLRED, TEEF T XTI o OREEEE AL
TW5, B ORGEEZRE T2 THHTBID 2 8
BERNCHRIUCTIEND D | LB 2 7= DI, Feh368%, FEN350%
ERST=X0 7o T-, 2, FENO S FEL I
RNPD B0 FHUTEDBIR DS HMIEFE T LD
BRI A Lo TODEIRIR T HZ LN TED, [AERIC,
BB E ORGEEFE T 28 a THHIEID DBV D VT
STUTHEND S ) L& X T-DI13FRDM5%, FENM1% T, +
HHERIMESIL CND I TH D, SHIT, Fitp=
Ra=b—raAEATHEREL. KIT90%05H 43D
FERESE 2 208, ZEL8W N W S FEDIv I A LT
Z FREDOHPTILMH T OFFEDHZ/2IOITHRROEE -
TWBEW) B HZRFEHER DN 2D, ZDXHITEH
SEENLTET THHEN CEDIEN, BHOEZSRHE S
FarEBIZTHLA T 720 VD B BB BE RE NS
LI bbb, HARDFFETYH, TEbDOEE Fdt
WZRIL CIERBLEREBR OB RN T 52 eI D
B, ZHUE, BBz 2 EUICHULMAT IO LT 51T
BDOXSLTHEHDLD T, ZHLTZXR LN 72N e | A IS
DR ERN/201ED,

FEHTBEL L, BRI L F BT m L



Blo : HEOXFRZIHTIREDE GEEIE

=)

0% 10% 20% 30% 40%

50%

60% 70% 80% 90% 100%

HiE 412 3 JL HoNote [ :f#) & FIZOxFENHOERE, £OFFSMIE T TEALI 7,
2016 FE9HBE~THA »&—F3 v MoLA2FEELY =618

VIOIRE— O mnt A EHBICTHZEDT
EHBELHOEREHDENIRE = N EH D7
UWNEE N BRI CTH D, 16> T, FIROT=D DR E:
BUIXFANTFIRE T D5 AL, HADE N
M2 Bl Rfx R G CTELZENHHEMIZEL T
W5,

FERS OB R IL CWOB A — S TEH L, [
I AEDRWHIE LR THD, EOLTHLIHL T
IZ72B7 2N BV BERIA D72 H T H R EREN
DA R W Ebns,

B. AT AER THLIHRFHIFAN THHEEZ X B H5
]

FZELE OGS T, AEIOFAE R GL, EEIH
72 RO Z0E I AN ROBINTLEIE D 5L
FKHZDIDNTHALTWDA, BT, KO R 2720
LZATEITL S LN TS, ZHUIZHOWT, RIFR
FPNTORWEANZ, ZOZEE, ZDXH7 T
= R IT > THLNNI R T-28 T BHE RIS
BWTEIZZOFEFEIZOW THHII R ZRE L HZE72<
SRR BTG A o CND, ZD IS REFE DD
Xro L, ZOREIFFHRHHTHLHESZ DD,
BHEIZBEIL TUIZEOAHMNIEFITREZVN, FLH D
DH-ZIRIBEZ T AHZENTEDLHEWNY T, EIBITRIT

62

R DOIEDNEL AT b DEBNLLAERTHHHZE
D TEDHEVHZETEDOFFRFFDILAR>TNDHLEIIC
I Z Do

FHHIBEL L B EOXHOFEIZENL D
EVOHER 23 T2% L m <, B AR DO F FEORRFA A ], &
LT T AANDE W ETHEXIC, [EURE DD
RWEIICH S T TIR TELZ k75>2§>5jk/¢xfu\5@
23, FIX20% THDLDITH L TRIFA8 TH D, ZHUZ
%{D/J ST A RNFRD TNDIINT /AT, %Bﬁ%

IXFERPHANTHD I TIEe HEmIch e -

ﬂ\ék%zz):kzﬁf%éo
BHYIZ

A RIOFAE L, BB (EESEES) 23 ksh 5
DITITE DI 72 BRI DMENTOD D EN) BLffi7e 5
NBAZ—RLT, T, WEDRIGER-T=DF
TS A TR DSBAE LU _EREREL TS Wb DS L7 i
HORThHoT, HattIC Ao E, A RREL- Iy~
LD CRE R ISERIT244E . 250y 7 L DS IE
FEXNT10.8FETTHH1-DT, ZIICELETIZT TIZ
1243 0)73/7 /mlﬁ&’t/ubm\f L3 A X
BT BEELITNOTHD, ETHE, S EIOFA N
%&fxof:wnyi HARDNLJHI 727107 1 K0
WEDNCRIFE DO FF OB TEY, 1XD0NT
RFEMTH BT KiFM TR T HY,



8 BRIZH I 2FETIRitH L LB S HFTORER

1200
10000
62%
1100 Moo= /
Ay
1000 \‘ ,_""‘vAV
\
=Saeso N
-~
900 AN Chd AL N
/ -’h‘--
\-"\
800 /—/ Ne
“
~
-~
700 S
/ -—— BEEFFEF
38%
600 T T T T T T T |ﬂ@%ﬁ% T T T T T T T
N PR N Vo B o) N Q7 3 o o N S 3 o o Q NG =3
D B o b o D DY T T D N N N L N R A I
RIS IR SR S LR SR LR SR S S S R O ISR

E 1 TEREREF] 3, KVEENERERS TENERSE GEFBNANRUREERE) OHEF.
E 2 THE X 3, RELOIHEEMEERFOET,
HiH : BEFEE [EEF@EE . NN BxdmEsEeE) (WFhE TR 26 £/ | #3%E 15

@hEE GHERED 1 (2002 FLIFE)

HHO—IEL TENENDERDEES VD EH -
~ o M EDDITHT=> T, ZO IR ERIL, Bl
BTSN T A LSV ETIE R, &

HIZ, FEBPMERICHE L FHRVERTHIED D)
EEZDNBND, FEIRIZOWTIL, 5% 2D
T2 b L AT L L HBIIZE 2 /2T U

DOFEDFEMSICB N TH Bl TRYIZEE 2 H2= TRBIRNKE R THD,
IN—=H LI H D TRV EWD ZENBABNNZ 72> T
7o, BIHERIFERS 2D T, [Rl— AL IR I ClIEE% References

HLARWZEE  ITNEBIERFICEERZ L HRTE
T DMPZUTRIIL THDOBE LI, Z2IZE
HETIT - A LT RS ClrE, ZHOLTEBLE N B0 72
INST=DONHL LIV,

A BIOFAE TIETFEIRO T ) & BIZSELL B
IEAETE DN TNDEWVI T DB TDER DT T
Btz SHELL B TOD RIERFERORIL % 4 5
Do TITIE ATEL > TREB D RIL CTWDES 2D
DDy, EDIHRZ LN fEREE LB L TOI=H 1207
MDD, ZOYE Rl — b fE s L B FR S <
ITEIDD, 7 ESBITIBIETHZ LTSS, Bl
(CBITDAEIS I, RS ORI T R COHERK ZFHHL T
OO B WSS 28 S 8D I 7 FT A7 ks 1S
DBENT D720, T2 TWDNEE E L AMalh b7 EE
FL A TREIFIZEY, WANWARIEITH MO RAT
LHHDThHD, 16T, BURDRE I IZBAED BiF
TUWEDTHAD, EDIH7RBESE DA A O )& 12
RS TV D THAIN, NI TUIBAEWE LG
DAV, BRARL | B | T L) KO 2R R e
HIZBITDERE DN EWIEERThEE X F-HD AN
ITRRF N TE LT AL DIRWVETE P& 2 &

63

Aftul, S. E., Wohlford, C., & Stoelting, S. M.
(2015). Beyond ‘difference’: Examining the
process and flexibility of racial identity in inter-
racial marriages. Journal of Social Issues, 71(4),
659-674. doi:10.1111/josi.12142

Bratter, J. L., & King, R. B. (2008). “But will it
last?”’: Marital instability among interracial and
same-race couples. Family Relations, 57(2), 160-
171.

Dainton, M. (2015). An interdependence approach
to relationship maintenance in interracial mar-
riage. Journal of Social Issues, 71(4), 772-787.
doi:10.1111/j0si.12148

Foeman, A., & Nance, T. (2002). Building new cul-
tures, reframing old images: Success strategies of
interracial couples. Howard Journal of Commu-
nications, 13(3), 237-249.
doi:10.1080/10646170290109716



Forry, N. D., Leslie, L. A., & Letiecq, B. L. (2007).
Marital quality in interracial relationships: the
role of sex role ideology and perceived fairness.
Journal of Family Issues, 28(12), 1538-1552.
doi: 10.1177/0192513X07304466

Harris, T. M., & Kalbfleisch, P. J. (2000). Interracial
dating: The implications of race for initiating a
romantic relationship. Howard Journal of Com-
munications, 11(1), 49-64. doi:10.1080/
106461700246715

Hatch, L. R., & Bulcroft, K. (2004). Does long-term
marriage bring less frequent disagreements? Five
explanatory frameworks. Journal of Family
Issues, 25(4), 465-495. doi:
10.1177/0192513X03257766

Interracial marriage and divorce. (2016). Retrieved
from http://www.divorcesource.com/blog/
interracial-marriage-and-divorce/

Kouri, K. M., & Lasswell, M. (1993). Black-White
marriages: Social change and intergenerational
mobility. Marriage & Family Review, 19(3-4),
241-255. doi:10.1300/J002v19n03 03

Kreider, R. (2000). Interracial marriage and marital
instability. Retrieved from https://
www.census.gov/hhes/socdemo/marriage/data/
sipp/interracial-instability.pdf

Leslie, L. A., & Young, J. L. (2015). Interracial cou-
ples in therapy: Common themes and issues.
Journal of Social Issues, 71(4), 788-803.
doi:10.1111/j0si.12149

A Look at International Marriage in Japan. (2015).
Retrieved from http://www.nippon.com/en/
features/h00096/

Marriage and divorce: Patterns by gender, race, and
educational attainment. (2013). Retrieved from
https://www.bls.gov/opub/mlr/2013/article/
marriage-and-divorce-patterns-by-gender-race-
and-educational-attainment.htm

Mixed unions in Canada. (2015). Retrieved from
https://www12.statcan.gc.ca/nhs-enm/2011/as-
$a/99-010-x/99-010-x2011003 3-eng.cfm

O’Leary, S. G., & Vidair, H. B. (2005). Marital ad-
justment, child-rearing disagreements, and over-
reactive parenting: Predicting child behavior
problems. Journal of Family Psychology, 19(2),
208-216. doi:10.1037/0893-3200.19.2.208

Qian, Z., & Lichter, D. T. (2011). Changing patterns
of interracial marriage in a multiracial society.
Journal of Marriage And Family, 73(5), 1065-
1084.

Rosenblatt, P., & Stewart, C. (2004). Challenges in
cross-cultural marriage: When she is Chinese and
he Euro-American. Sociological Focus, 37(1),
43-58.

Teven, J. J., McCroskey, J. C., & Richmond, V. P.
(1998). Measurement of tolerance for disagree-
ment. Communication Research Reports, 15(2),
209-217.

Voils, M., Barroso, J. & Hasselblad, V. (2008). Mak-
ing sense of qualitative and quantitative findings
in mixed research synthesis studies. Field Meth-
ods, 20(1), 3-25.

Wang, W. (2015). Interracial marriage: Who is
‘marrying out’? Retrieved from http://
www.pewresearch.org/fact-tank/2015/06/12/
interracial-marriage-who-is-marrying-out/

Wang, W. (2012). The Rise of intermarriage. Re-
trieved from http://www.pewsocialtrends.org/
2012/02/16/the-rise-of-intermarriage/

Zhang, Y., & Van Hook, J. (2009). Marital Dissolu-
tion among Interracial Couples. Journal of Mar-
riage and Family, 71(1), 95-107.

About the author: Ron Crosby teaches English majors at Gifu Shotoku Gakuen University’s Department of
Education. He has over twenty years experience in education including teaching elementary school in the US, working as

an ALT in Gifu Prefecture and a dozen years at the university level. His research focuses mainly on English education,

but often includes cultural issues.



Language Learning
and Teaching

65



The 1Pad at 10: Literature on Its Use in the Classroom

Jackie Talken
Temple University, Japan

Abstract: This article presents a review of the literature on iPad use in the classroom, focussing specifically
on the benefits and the concerns of using iPads as well as recommended strategies for successful iPad inte-
gration. Affective benefits, such as an increase in motivation for both students and teachers, as well as im-
provements in learning, such as the increased retention of vocabulary, have been found (Pegrum QOakley, &
Faulkner, 2013). Issues associated with iPad use include classroom management difficulties, technical prob-
lems and the challenge of maintaining a pedagogic focus.

Professional development is the essential ingredient for successful implementation of iPads into the curricu-
lum (e.g. Topper & Lancaster, 2013). A plan for professional development should be personalised and based
on the needs of individual teachers (Fenton, 2017), progressive rather than focussed merely on the implemen-

tation stage, and designed to help educators integrate technology without compromising pedagogic goals.

While brief and limited in scope, it is hoped that the insights presented here will be useful for educational in-

stitutions looking to implement iPad use into their curricula.

he ubiquitous use of technology, by young and research on iPad use in schools. These themes in-

old alike, as well as the amount and variety of clude the advantages of iPad use, concerns associ-
information readily available at the touch of a but- ated with its use, and recommendations for institu-
ton has led to an increasing number of educational tional implementation based on the experiences of
institutions incorporating technology into their other institutions as well as supportive empirical
classrooms. In 2010 we were introduced to the iPad. evidence.

It is portable, easy to use, and can host a wide range

of applications. Because of its functionality and di-

versity, the iPad'is being usc?d in.m(.)re and more Affect
schools. In the eight years since its introduction, _ o
many institutions have implemented iPad use in Improvements in motivation, engagement and
their curricula and numerous researchers (e.g., Fer- enthusiasm when learners use iPads are well-
guson, 2017; Pegrum, Oakley, & Faulker, 2013) documented in the literature (e.g., Falloon, 2015;

have examined the effects this has had on the learn- Pegrum et al., 2013). For instance, in a review of
ing environment. mobile technology practices in several different

In Japan the use of the iPad in school is not so schools from kindergarten to high school, Pegrum et
common but is slowly gaining in popularity. As al. (2013) found it was a motivating factor not only
schools look to incorporate this technology into for learners but educators as well. Benton’s (2012)
classrooms, it is prudent to make use of the learn- study revealed similarly positive findings. All of the

ings of other institutions and to be aware of the lat- eight teachers from middle to high school that she
est research in the field. interviewed saw higher levels of engagement, more

The purpose of this paper is to present an over- effort and increased motivation when using iPads in
view of the main themes that have been covered in the classr(?om: . ,

A longitudinal case study involving 5th and 6th
graders revealed that particular aspects of the iPad
contributed to their engagement, enjoyment, and

Benefits of iPad Use

Talken, J. (2019). The iPad at 10: Literature on its
use in the classroom. OTB Forum, 9(1), 66-72.
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motivation (Ciampa, 2014). Immediate feedback
from games or other applications helped students to
track their progress. Game difficulty levels were
automatically adjusted based on performance which
encouraged the learners to keep trying. Addition-
ally, the learners valued the ability to control the
pace of the game, to repeat if necessary, and to per-
sonalise their experience. The teacher found that
adding an element of competition, against one’s
own previous performance in one instance, gener-
ated a meaningful learning experience as well.

In a more recent study, Maich, Hall, van Rhijn,
& Henning (2017) also found that a majority of stu-
dents felt iPad use was a valuable addition to the
classroom, helping them with coursework as well as
general technological skills. They felt they learnt
more and worked harder when using iPads. The
iPads used in the Maich et al. (2017) study provided
customised, individualised material, which gave
learners the opportunity to interact with the material
and not merely receive it. This allowed for greater
creativity and engagement, and therefore enjoy-
ment.

Of particular relevance to English as a Foreign
Language learning situations was a study done in
the Philippines comparing learner attitudes based on
iPad use during lessons (Alluad & Ishizuka, 2018).
The results of questionnaires given to Grade 5 ele-
mentary students in two different schools showed a
significant difference in attitude between the two
groups, with iPad users rating English lessons much
more positively. Interviews were not conducted to
understand the role that possibly confounding vari-
ables may have played in the difference between the
two schools. However, in a portion of the question-
naire delivered only to the students with iPads, an
overwhelming majority said that they enjoyed
learning English more with an iPad and that the
1Pad encouraged them to learn new words.

The studies above clearly show a positive influ-
ence on affective factors such as learner motivation,
effort and engagement when iPads are utilised in
classroom settings. Customisable features of the
iPad additionally mean that pedagogical materials
need not always be one-size-fits-all.

Collaboration

A study on the influence of the iPad on dialogic
teaching revealed that learners spent a large propor-
tion of class time working independently rather than
collaboratively in pairs or groups (Engin &
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Donanci, 2015). For instance, during one observed
lesson, half the time was spent explaining and the
other half spent on independent work. However, in a
primary school in New Zealand where the curricu-
lum was specifically designed to foster collaboration
among students, this was not the case (Falloon,
2015). Students gave high ratings to the portability
of the iPad because it allowed them to easily col-
laborate with other students or other groups, both
inside and outside of the classroom. This collabora-
tion also meant that students received immediate
feedback on work from their peers, in a variety of
situations from face-to-face pair work to inter-class
interactions within the school, and from relatives
and friends after school hours.

Likewise, Kirkpatrick Brown, Searle, Sauder, &
Smiley (2017) found an increase in students com-
municating with each other and working together
after they began using iPads in school. This study
was specifically concerned with assessing the effect
of iPad use on the social inclusion of learners with
exceptionalities, and their findings show more col-
laboration among students regardless of exceptional-
ity.

Although some research findings point to the use
of iPads leading to solitary, independent work, if
implemented with a view towards increasing col-
laborative opportunities, iPads have proven effective
in fostering communication both in and out of the
classroom.

Improvements in Learning

Few studies have thus far addressed the issue of
whether iPad use results in learning improvements.
However, Alyahya and Gall (as cited in Walsh &
Farren, 2018) discussed the affordances of iPads to
potentially enhance learning outcomes. For instance,
1Pads can be used anywhere and anytime, there are a
number of available applications that can be used
for various pedagogical purposes, and iPads provide
the means for increasing communication among stu-
dents and between students and teachers.

Anecdotal teacher and student perceptions of in-
creased learning due to some iPad features have also
been reported. A case study done by Ciampa (2014),
for example, detailed the improvements made by a
Grade 6 student named Lisa who became inspired
through the making of a video using the iPad, which
led to her increased interest in the iPad and its fea-
tures. One of the features she discovered was the
iPad’s ability to read for her. She disliked reading



and was not very good at it but after finding this
feature she was reading more and teaching others
about the various features of the iPad. This qualita-
tive study provides compelling evidence that learn-
ing experiences and knowledge can be enhanced
due to use of the iPad.

An extensive survey of nearly 700 middle
schoolers revealed similar learner perceptions as
those described in the case study above. When
questioned, a majority of students using iPads felt
they learned better if using an iPad instead of tradi-
tional pedagogical tools (Ferguson, 2017). Interest-
ingly, Ferguson analysed this finding even further,
breaking it down by native language. A signifi-
cantly higher percentage of English as a Second
Language (ESL) students answered this question
more positively than did their native English peers.
A second significant finding was that ESL students
likewise reported being less distracted with other
applications when using their iPads than did native
speakers.

Small-scale examples of research which went
beyond possibilities or perceptions were two em-
pirical studies conducted in Australian schools, one
concerning French vocabulary and the other mental
mathematics (Pegrum et al., 2013). The study on
mental maths skills consisted of a pre-test, use of
relevant applications on the iPad for one academic
term, and a post-test in which improvement was
found. Another school tested three different groups,
one of them a control group, on their retention level
of French vocabulary and found that students in the
two 1Pad groups outperformed those in the control
group, remembering between 20 and 26 words com-
pared to the control group’s 12. While admittedly
limited in their generalizability, these studies do
point to the learning gains which can be realised
through the effective use of iPads.

SKills for the Future

Even in 2008, before the release of the iPad,
Abell recognised that integrating technology into
the classroom would be of benefit to learners in pre-
paring them for life in the 21st century. Being able
to use various technological tools is required for
many careers and those who are able to demonstrate
these capabilities are at an advantage. In 2014, not
long after the introduction of the iPad to the market,
Male and Burden stressed the importance of inte-
grating technology into learning environments.
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Student perceptions of technology, most espe-
cially the easy availability of information, have af-
fected the way that they use technology and affected
their perception of traditional classroom subjects.
Hoffman (2013) found that the introduction of iPads
into the classroom highlighted for students the im-
portance of knowing where to find information.
Memorisation and rote learning of facts carried even
less weight because they had this information, if al-
lowed to use it, at their fingertips. Students felt that
knowing where to find information, of whatever
type, was of more practical use than memorising.
This led Hoffman to question whether the long-held
definition of a good student as one who can recite
facts and pass tests without outside help should per-
haps instead take into consideration the fact that
learners are growing up in a world surrounded by
information that is always available.

More recently, Prensky (2017) echoed a similar
need for change, not only for technological integra-
tion but also with regard to the fundamental goals of
education. He spoke of a shifting educational para-
digm in which the focus is not on a sequence of aca-
demic courses, but real-world projects that learners
complete as a team, the aim of which is to improve
the world around them. In the process of completing
these tasks, they acquire valuable skills related to
thinking, acting and accomplishing a goal. Rather
than trying to prepare students to one day be able to
possibly effect change in their world, they engage in
it while they are still students (Prensky, 2017). The
adoption and regular integrated use of iPads in the
classroom is one way in which students have an op-
portunity to start taking control of their learning. It
is a small step towards a transformation of our edu-
cation system which can help to ensure that learners
truly benefit and are prepared for the future that
awaits (Prensky, 2017).

The principled integration of iPads in the class-
room has proven beneficial in many respects, from
learner engagement to 21st century skillsets. The
use of technology in the classroom affords opportu-
nities for bridging the classroom with the outside
world, through collaboration, research and real-
world projects. Empirical evidence has also demon-
strated improvements in learning for both language
and mathematics. Moreover, iPads have been effec-
tive in motivating learners to become active, enthu-
siastic participants who find more enjoyment in
learning.



Concerns about iPad Use

Distraction and Classroom Management

One of the most oft-cited concerns about iPad
use in educational settings is the ease with which
learners become distracted. Students participating in
Hoffman’s (2013) action research study, for in-
stance, were frequently distracted from classroom
tasks by the various social applications or games on
their iPads. She therefore recommended that the
purpose of the devices be made clear to students,
along with the possible removal of any applications
not appropriate for an educational setting.

Educators from 10 different school districts who
had been using iPads in their classes for at least
nine months commented on a noticeable increase in
students being distracted by games or other applica-
tions or websites (Fenton, 2017). This frustration
led the teachers to request more training and infor-
mation on how to deal with these types of situa-
tions. The shift in classroom dynamics due to the
introduction of technology calls for different class-
room management strategies than those used in
teacher-centred paper-and-pencil lessons.

However, not all research reveals this tendency
for students to become distracted. Ferguson (2017),
for example, found that 72% of middle school stu-
dents did not easily become distracted, but this
could have been influenced by the even higher pro-
portion of students who felt their teachers had made
effective use of the iPad during lessons. Using an
iPad because it was available as opposed to the effi-
cient, strategic and well-planned use of it as a
means of accomplishing pedagogic goals appears to
have been the crucial difference in the level of dis-
traction that learners experienced.

Haptics and Paperless Curricula

We gather many types of information through
our sense of touch. It is one of the fundamental
ways that infants learn about the world around
them. In a study on finger-painting, very young
children using a tablet rather than paint, paper, and
fingers showed a wider variety of touch types, both
longer and faster touches as well as more complex
sequences of touches (Crescenzi, Jewitt & Price,
2014). However, in spite of these clear benefits, the
children using tablets also used fewer fingers,
showed less variety in the pressure they applied and
missed out on the textural quality of the paint.
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While this study was conducted with very small
children who had not yet fully developed their sense
of touch, similar tactile preferences have been ex-
pressed by older students as well, as illustrated be-
low.

A paperless curriculum, while ecologically
friendly, does have its drawbacks. When questioned
about differences they perceived in the use of tech-
nological versus paper pedagogical materials, a ma-
jority of students commented that they missed read-
ing paper books and writing things down (Ferguson,
2017; Hoffman, 2013). Technological problems
were part of the reason for this bias, but students
also felt they learnt more when taking notes with a
pen as opposed to a keyboard (Hoffman, 2013). Ad-
ditionally, students in Ferguson’s (2017) study were
very negative about their paperless curriculum, es-
pecially with regard to specific subjects like Mathe-
matics. Clearly the touch and feel of pen on paper is
still important, even to young learners who are so
familiar and adept at using technology.

Pedagogical Challenges

Integrating the use of an iPad into lessons re-
quires extensive time and consideration in order to
ensure that technology is being used in the best way
possible and that pedagogical goals are not being
compromised. Primary school teachers who partici-
pated in a case study commented on this challenge
(Maich et al., 2017), pointing out the added neces-
sity of training students how to use an application or
tool. Their concern was with regard to the time that
these instructions took away from the actual task
students were to do.

In planning lessons as well, there are important
and often time-consuming decisions to be made as
to which application best fits with the aims of the
lesson (Hutchison, Beschorner, & Schmidt-
Crawford, 2012; Maich et al., 2017). The results of
this painstaking work can be immensely positive,
with students actively engaged in tasks and produc-
ing quality work, but the time and energy invest-
ment involved in planning can be quite substantial.

Moving beyond the first introductory lessons in
which technology is used, the pedagogical chal-
lenges continue. As teachers and students alike be-
come familiar with the technology and its various
applications, it is no longer necessary to allot sig-
nificant class time for instructions on how to use the
technology. At that point, strategies are needed for
truly incorporating the technology into the curricu-



lum and sustaining its use for the long term (Fenton,
2017). Student-centred lessons in which learners are
using technology on a 1:1 basis require a consider-
able shift from traditional teaching methodologies,
and this shift can be quite a challenge. Somewhat
surprising was the finding that older teachers were
more adept at this type of integration than their
younger peers, despite the ease and familiarity with
which younger generations are able to use technol-
ogy (Crichton, Pegler, & White, 2012). Years of
teaching experience proved more valuable than
technical skills.

Technical Issues

While the vast majority of middle-schoolers re-
sponded positively to using iPads in school, the
main complaints were about technical issues such as
crashing (Ferguson, 2017) which consumed class
time and caused difficulties in submitting work. En-
gin and Donanci (2015) also found that technical
problems were a frequent occurrence during les-
sons, with a considerable amount of class time spent
in troubleshooting. Difficulties downloading appli-
cations, insufficiently charged iPads, and Internet
connectivity were the most commonly cited issues
by teachers, who complained of the class time lost
in dealing with these issues rather than working to
accomplish the pedagogical goals of their lesson.

Recommendation for Implementation:
Professional Development

It has been noted by several researchers that the
most critical component in ensuring the successful
integration of technology into the curriculum of an
educational institution is the preparation, support
and engagement of the teacher (Keane, Lang, & Pil-
grin, 2012; Topper & Lancaster, 2013). The profes-
sional development of educators using technology
has also been analysed by various researchers, with
common recurring themes that are discussed below.

Based on a Well-Structured Plan

A detailed, progressive plan for professional de-
velopment is necessary as the support needs of a
teacher are considerably different at the time of im-
plementation than in the years that follow (Fenton,
2017). Data from Fenton’s study revealed that dur-
ing the first year of integration, teachers wanted
training on iPad features, applications and learning
management systems. Time needs to be set aside for
attending formal training, working informally with
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colleagues to share ideas, researching applications
and exploring their possible pedagogical uses
(Pegrum et al., 2013). Setting up communities of
practice to enable the sharing of ideas between col-
leagues was also recommended by Walsh and Far-
ren (2018), based on journals that primary school
teachers kept over the course of one school year as
well as follow-up interviews.

Issues that teachers requested for professional
development sessions later in the implementation
process included topics such as course design and
assessment (Fenton, 2017). In the beginning, teach-
ers are more focussed on the day-to-day use of tech-
nology in the classroom and the integration of it into
their lessons. As this becomes less of a pressing
need, the focus broadens to consider aspects of the
curriculum as a whole. The teachers in Fenton’s
(2017) study emphasised the importance of ensuring
that training and development concerns are not lim-
ited to the initial implementation but extend to the
years that follow.

Personalised and Based on Need

While it is sometimes necessary and most cer-
tainly easier to deliver a one-size-fits-all training
session for everyone, a more effective professional
development session addresses individual concerns
and needs in small groups (Fenton, 2017). Teachers
typically have little time and this more focussed
method provides teachers with what they need in an
efficient manner. In addition, individualised atten-
tion given, for instance, during a lesson in which a
particular type of activity is planned, is particularly
effective as well (Pegrum et al., 2013). Providing
teachers with adequate support and resources helps
to ensure they will be able to effectively integrate
iPad use into their classrooms.

Pedagogically-based

Initial concerns at the thought of a classroom full
of students, each one using their own 1Pad, will
likely centre around the technical and logistical as-
pects of the integration. However, this would most
certainly be replaced quickly by pedagogical con-
cerns (Pegrum et al., 2013). The teachers in Pegrum
et al.’s study remarked upon the need for help in in-
tegrating the iPads into their lessons without com-
promising the intended goals. Several of the schools
had already implemented a framework in which the
teaching pedagogy was the driving force in choosing
which applications to use and how to use them.



Other schools were in the process of moving in this
new direction based on their experiences.

Conclusion

Integrating the use of iPads into learning envi-
ronments is still a somewhat new endeavour, but in
the past eight years, quite a wealth of information
has been gathered regarding advantages, disadvan-
tages and best practices.

Research has shown that, to ensure the success-
ful integration of technology such as iPads into the
curriculum, proper training and subsequent support
of educators are the most effective steps that can be
taken (e.g., Topper & Lancaster, 2013). Practical
experience in an integration process has revealed
this need for training as well. One of the most sig-
nificant and recurrent topics that emerges from in-
terviews and journal entries of teachers is the need
for pedagogically sound, well-planned, need-based
and ongoing professional development (e.g., Pe-
grum et al., 2013). This training needs to be tailored
to the teaching context, the phase of integration and
the varying technical ability of the educators in-
volved. Professional development, ongoing support
and relevant resources help to ensure that teachers
are well-prepared and confident in their use of the
iPad within the curriculum, which helps to ensure
that students truly benefit from this integration.
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Eiken Picture Description Practice: A Sequence of Tasks

Norm Cook
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Abstract: Using the Eiken test as an example, this article demonstrates how tasks can be sequenced within

two 50-minute lessons. The tasks feed into one another so that learners can see the purpose of having com-

pleted each one. The tasks also progress in complexity, better allowing learners to achieve greater complexity

as well. Additionally, the benefits of task-based learning over traditional focus on forms approaches are dis-

cussed. These benefits include authentic communication and using language to accomplish goals other than

mere language use.
Keywords: sequences, task-based learning, Eiken

Task-based approaches to language learning
provide considerable benefits over more tradi-
tional approaches such as focus on forms (FoFs).
Task-based approaches are meaning-focused and
goal-oriented. Learners use language to accomplish
objectives. Thus communication is authentic and
there is an emphasis on output and collaboration.
Language is therefore more salient because learners
learn by doing. This is compatible with the con-
structivist idea of situated learning (Brown, Collins,
& Duguid, 1989). Learning by doing, as a type of
embodied learning, also forms stronger neural con-
nections according to cognitive linguistic theory
(Holme, 2009). Furthermore, task-based approaches
are more learner-centered than FoFs approaches.
Whereas FoFs courses tend to move through rigidly
preset structural syllabuses regardless of student
development, task-based syllabuses tend to reflect
student progress as well as recycle previously learnt
material.

Such goal-oriented communicative use of lan-
guage reflects Long’s (1985) interaction hypothesis
which states that language development takes place
through interaction. Learners must attend to both
input and output. Learners can receive negative evi-
dence when their output is not understood and ne-
gotiation for meaning can then take place (Long,
1985).

Ideally, form-focused instruction (FFI) should be
included in post-task stages of task-based lessons.
This FFI should be reactive, based on language use

Cook, N. (2019). Eiken picture description: A
sequence of tasks. OTB Forum, 9(1), 73-80.
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which arises during the task. Without such explicit
language focus, learners often fail to notice struc-
tures they can use again in the future. This can also
result in a lack of feeling of having learnt anything
during lessons. Swain (1991) found that if FFI is not
included in learning, then even students in meaning-
focused immersion courses fail to make linguistic
gains. Furthermore, Norris’ and Ortega’s (2000)
meta-analysis showed the advantages of using FFI
in language courses.

Task-based lessons typically consist of a series of
increasingly complex pedagogical tasks which pre-
pare the learner for a target task that resembles real-
world language use scenarios. This paper presents
an example of a task-based lesson plan which can
occur over 1.5 to two hours of class time.

Method

Participants and Context

These lessons are designed for Japanese students
in their final year of public high school. Students are
typically of mixed proficiency and studying English
as a required course. A needs analysis shows that
most of these students will take English proficiency
tests with speaking components for the purposes of
entering university. The Eiken (specifically, the
Jitsuyo Eigo Gino Shiken [Test of Practical English
Proficiency]; Eiken Foundation of Japan, 2019) the
most widely-used of these tests in Japan, requires
students to verbally describe a series of illustrations.
With this in mind, these task-based lesson materials
are aimed at developing the learners’ abilities to de-
scribe events they see in pictures.



Instrumentation: Tasks

The objective of these two hours of instruction is
for learners to be able to engage in the illustration
narrative description task on the Eiken test. The tar-
get task, therefore, is an authentic recreation of that
task (see Appendix A for examples of Eiken illus-
tration tasks). All of the tasks chosen for these les-
sons fall into the task type of picture descriptions.

Procedure

A series of four unique tasks will be imple-
mented over two 50-minute class sessions. Each
task will increase in complexity until the final,
target task.

Task 1: input-based narrative. The first task is
the least cognitively complex. The goal of this task
is to prime the learners to meaningfully engage with
illustrations in preparation for the more complex
picture tasks which follow. The learners are pre-
sented with several illustrations, listen to an audio
description, and must decide which of the illustra-
tions corresponds with the description.

In the pre-task phase, the instructor explains the
task directions and demonstrates the activity. A
worksheet with four to ten illustrations is distributed
to each of the students. During the task phase, the
audio description is presented to the entire class and
learners determine the appropriate illustration.

During the task phase, the students will engage
with the task in the same fashion as in the example.
They will listen to descriptions and select the corre-
sponding illustrations. Complexity can be manipu-
lated to suit the proficiency level of the learners.
Complexity can be increased by selecting illustra-
tions which are similar to each other. For example,
for a description including “The boy with the red
hat is about to catch the baseball,” provide multiple
illustrations containing the boy with the red hat
playing baseball, however in one instance he is
throwing the ball, in another he is holding a bat, and
so on. Contrarily, complexity can be decreased by
providing illustrations which are considerably
different. For example, only the correct illustration
might depict a boy interacting with a baseball.

During the post-task phase of this task the in-
structor elicits the correct responses for each audio
description. The instructor can ask students to ex-
plain why each corresponding answer is correct.
Following this answer check, FFI can begin. The
instructor can elicit from students different ways to
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express specific activities depicted in the illustra-
tions.

Task 2: single illustration description. The sec-
ond task builds in complexity from the previous in-
put-based task by having the students produce their
own descriptions of illustrations. This task resem-
bles the task before it, but differs considerably be-
cause now the learner must produce linguistic de-
scriptions rather than listen to them (see Appendix B
for examples of illustrations which can be used).

During the pre-task phase, the instructor primes
the learners by presenting the class with an illustra-
tion and eliciting as many descriptive sentences
about actions occurring in the scene as they can con-
struct. In this way, students activate their schemata
for relevant vocabulary.

During the task phase, learners can work together
in pairs to construct their own descriptions of subse-
quent illustrations. The first learner selects an illus-
tration from a series of illustrations and describes it.
This second learner must then select the appropriate
illustration from a group of pictures similar to the
procedure of Task 1. Complexity can be increased
by changing the descriptions from here-and-now,
present tense descriptions to there-and-then descrip-
tions set in the past tense.

Then in the post-task phase, pairs can demon-
strate the task again in front of the entire class. FFI
can take place and other students provide alternative
descriptions.

Task 3: spot the differences. Depending on how
class time is allotted, this may be the first task of the
second session of instruction. Students are put in
pairs and each student receives a picture card they
cannot share with their partner. The pictures
strongly resemble each other but include 10 subtle
differences. The students work together to identify
the 10 differences through discussion. This task
builds in complexity from the previous picture de-
scription activity because it requires similar descrip-
tions but there is now a clearer goal to achieve
through collaboration.

During the pre-task phase the previous picture
description task is reviewed and the instructor dem-
onstrates the current task. During the task phase,
students work in pairs and perform the task as previ-
ously described. During the post-task phase the
teacher elicits the differences from students before
finally showing the two pictures to the entire class.

Task 4: target task: In this task, students de-
scribe what is happening across a sequence of pic-



tures. This task is intended to replicate a component
of the Eiken test where the learner is provided a se-
quence of illustrations and describes the narrative
displayed (again, see Appendix A for examples of
illustrations appropriate for this task).

In the pre-task phase, the learners are informed
that this is an authentic task similar or identical to
what they will encounter on the Eiken. This will
increase the authenticity and validity of the activity
for the students. The task should be demonstrated to
the students by a proficient student.

During the task, the learners can practice by
working together to describe what happens in a pro-
vided sequence of illustrations. To challenge the
students, they should subsequently perform the task
individually by describing another set of illustra-
tions to a partner or small group.

During the post-task phase, the task can be dem-
onstrated again in front of the entire class. Correc-
tive feedback and alternative descriptions should be
provided. The learners should be pushed to provide
as much detail in their descriptions as possible. The
instructor can also reiterate how performance of this
task connects to the Eiken. Finally, other advice for
the Eiken can be given.

Discussion

Task Stages

When designing this sequence of tasks, Long’s
stages of task-based learning design were em-
ployed. Needs analysis led to choosing the target
task and then pedagogical tasks were derived to
support that target task (Long, 1985, 2000). First,
students’ needs were considered (Long, 2005) and
developing Eiken picture description skills was se-
lected as the primary desired learning outcome.
Next, the target task which resembles the real-world
activity the learners are expected to encounter on
the Eiken outside the classroom was chosen (Brown
& Lee, 2015; Willis & Wills, 2007). After that, a
series of pedagogical tasks was developed to pre-
pare the learners for that target task. As Brown and
Lee (2015) noted, pedagogical tasks build towards
allowing the learners to perform the target task. Fur-
thermore, Willis and Willis (2007) characterized
pedagogical tasks as functioning to prime the learn-
ers for each subsequent task, help them focus, and
access their relevant background knowledge.

Each of the tasks is divided into pre-, main, and
post-task phases, as Brown and Lee (2015) sug-
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gested. Willis and Willis (2007) described the pre-
task phase as the priming stage. This is when learn-
ers receive input about the tasks they are to engage
in. This can take the form of the teacher directly ex-
plaining the task or topic. Alternatively, it can be
accomplished by demonstrating the task in front of
the classroom with volunteer students or showing
video or audio recordings of the task being per-
formed (Willis & Willis, 2007).

The main task phase is characterized by a focus
on meaning. At this point, learners engage with each
other in performing the task. The teacher refrains
from explicit language-focused instruction as much
as possible.

The post-task stage is typically where focus on
form can be employed. If appropriate, learners re-
ceive explicit corrective feedback and alternative
linguistic expressions at this stage (Brown & Lee,
2015). Feedback and alternative expressions should
be elicited from other students before being pro-
vided by the instructor.

Task Sequencing

According to Robinson’s cognition hypothesis,
pedagogic tasks should increase in complexity until
they approximate the demands of the real-world tar-
get tasks (Robinson & Gilabert, 2007). Specifically,
Robinson predicted that increasing cognitive de-
mands of tasks would promote greater accuracy and
complexity of production as well as increased inter-
action, negotiation, and attention to forms
(Robinson, 2007a).

Robinson’s triadic componential framework for
task classification provides factors for determining
the complexity of a given task (Robinson, 2007a).
When looking at this framework’s task condition
participation variables, the task sequence I have pro-
vided in the methods section inherently increase in
complexity by increasing interactional demands.
First, consider the one-way/two-way variable of
Robinson’s framework. Task 1 is an input-based
scenario description. Information flows one way:
from the instructor or a recording to the learner. In
Task 2, where the learner describes a scenario to a
partner, information still flows one way at a time but
the learner must now produce the information (for
the second learner, Task 2 functions the same way
as Task 1). In Task 3, the spot-the-differences task,
information flows two ways as learners collaborate
and negotiate to determine 10 differences between



two similar illustrations, while each learner is only
able to look at one illustration.

Using another of Robinson’s task condition par-
ticipation factors, open/closed tasks, complexity can
be seen to increase as well. Task 1 is a closed task
because there is only one illustration that correctly
corresponds to the description. Task 2 is an open
task for the learner who produces the picture de-
scription. This is more complex than Task 1 be-
cause the learner must construct their description.
Task 3 is ultimately a convergent closed task be-
cause there are 10 specific differences that must be
discovered. Even though this is a closed task, it is
more complex than Task 2 because learners must
negotiate with each other to arrive at the solution.

Robinson’s (2007a) resource-directing task com-
plexity factors are not inherent in the sequencing of
these tasks, but should be attended to during imple-
mentation to ensure an appropriate challenge for the
students’ level. Each of the tasks can easily be ma-
nipulated to increase or decrease complexity ac-
cording to Robinson’s factors. Factors he provides
as resource-directing include: few elements, here-
and-now, and no reasoning demands. First, for the
few elements factor, the illustrations used in any
and all of the four tasks can contain as many or as
few elements for learners to describe as the instruc-
tor desires. Fewer actions taking place in an illustra-
tion will be less cognitively challenging for learners
to describe. If the task is repeated, then more chal-
lenging illustrations with more elements can be
used. Second, with regard to here-and-now, if a
higher degree of cognitive complexity is warranted
by the students’ proficiency, students can be in-
structed to construct their descriptions in the past
tense as a there-and-then task. Third, no reasoning
demands can be implemented in follow-up ques-
tions about illustrations. Such questions are used
during the Eiken test and should be implemented in
the target task. For example, on the Eiken test, after
the 1llustration is described, the interviewer will ask
a question such as “Look at the fourth panel. If you
were the woman, what would you be thinking?”” To
increase or decrease complexity of the target task,
the instructor can choose to use or omit that ques-
tion. For the pedagogical tasks, the instructor may
ask similar questions about the motives of charac-
ters appearing in the illustration during the post-task
phase. Alternatively, instructions for the task can
include that the learner must describe each charac-
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ter’s apparent thoughts or motives in addition to the
physical description of the scenario.

Similarly, Robinson’s (2007a) resource-
dispersing task complexity factors should also be
attended to when customizing the cognitive com-
plexity of these tasks. These factors include plan-
ning and prior knowledge. First, planning refers to
the amount of preparation time the learner is pro-
vided with before they must produce output. During
the real-world Eiken test, in levels 1 and pre-1,
learners are given one minute to observe the illustra-
tion and think about what they will say. During the
lower-proficiency levels 2 and pre-2, students are
given 20 seconds to prepare (however the illustra-
tions and the demands of their descriptions are less
complex than in the higher proficiency level tests).
With regard to the pedagogical tasks, the instructor
can provide as much or as little preparation time as
they desire in order to affect complexity. Pre-task
planning has been shown to provide benefits during
task performance (Willis & Willis, 2007). Such
learners produce lengthier, linguistically richer,
more fluent, and more complex output (Ellis, 2003).

Second, Robinson’s prior knowledge factor can
be manipulated in the selection of the illustrations.
To be less cognitively complex, the illustrations can
contain actions and artefacts more familiar in the
real-world to the learners. Alternatively, they can be
topics the learners have greater experience talking
about in their L2.

Conclusion

In contrast to a task-based approach, such as the
one presented here, consider a more traditional FFI
approach to the same material. Such an approach
might involve extensive rote practicing of linguistic
patterns, decontextualized from any specific task,
during a significant part of the lesson. Once pattern
practice has been completed, a single target task de-
scribing a sequence of pictures might be introduced
without any priming tasks feeding into it. Learners
might be expected to make the sudden jump from
pattern practice to being able to implement those
patterns without direct preparation for that new skill.
This FFI approach might improve the learners’ abil-
ity to use patterns, but it will not give them suffi-
cient context in which to develop the skill of using
those patterns in practice the way a task-based ap-
proach will.



Alternatively, consider the benefits of imple-
menting a task-based approach. Here, the focus is
on developing a skill (i.e., the ability to describe a
situation) rather than on acquiring isolated linguistic
knowledge (i.e., specific linguistic patterns). This
skill development takes place because learners learn
by doing the task and by interacting with peers to
accomplish a goal. From a cognitive standpoint this
improves language acquisition because learners ex-
perience using the language in a meaningful way.
Meanwhile including intermittent, responsive FOFs
instruction based on learner performances at the end
of each priming task should mitigate grammatical
errors. These reasons demonstrate how a task-based
approach can much better prepare learners for real-
world language use.
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Appendix A
Examples of Eiken Picture Description Illustrations

(Reproduced from Eiken Levels Pre-1 and 1: Ikoma, 2018).
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Appendix A (continued)
Examples of Eiken Picture Description Illustrations

(Reproduced from Eiken Levels Pre-2 and 2: Ikoma, 2011).

Your story should begin with this sentence: One day, Mr. and Mrs. Fujita were talking about Linda, who
was coming from the United States the next week to stay with them.

Let’s take her to a
traditional Japanese town.

nce: 'Ohéay, two office

Your story should begin with this sente
having a video conference.

Please get ready for
the video conference. /

"f A few minutes
\-.‘— later

sl N I——— T R S
Your story should begin with this sentence: One day, Kenji and his father were talking about a new
Shinkansen train.

The new Shinkansen train will
start running next Saturday.

7,

= Bis
Your story should begin with this sentence: One summer day, Mr. and Mrs. Takahashi were talking about
the “no idling campaign.”

The local bus service has
started a no idling campaign,

i
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Appendix B

Examples of Illustrations Appropriate for Tasks 1 through 3

(Reproduced from Eiken Kawauchi, 2015)
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Shakespeare in an American Movie:

An American Way of Interpreting British Classics

Sho Kubota
Waseda University

used to dread having to read Shakespeare: for

most Japanese students Shakespeare is like a
high wall that requires serious efforts to climb over.
There is always a huge cultural barrier, to say noth-
ing of a linguistic one, awaiting us when reading
Shakespeare. His plays were, after all, written many
centuries ago in a different culture in a very differ-
ent language. But how is it with Americans? They
speak the same language, but does it make it any
easier for Americans? You just have to watch Al
Pacino’s Looking for Richard to know the answer to
that question.

It never occurred to me that Americans might
have difficulties understanding Shakespeare, but
considering that there is a big difference between
American and British culture, it may be only natural
that many Americans find Shakespeare as foreign as
we Japanese do.

In this paper I will try to point out some cultural
patterns of Americans in adopting other cultures
seen in an American movie in which Shakespeare’s
works play a crucial role.

Renaissance Man, The Movie

The movie, Renaissance Man, is an American
movie made in 1994, directed by Penny Marshall
and starring Danny Devito. The story begins with a
middle aged man named Bill Rago losing his job as
an advertising agent. Consequently he has to find a
new job, but all he can find is a teaching job at an
army base, for which he feels no particular enthusi-
asm. He has no teaching experience and dreads hav-
ing to teach eight young soldiers everyone thinks
hopelessly dumb.

His students are half African Americans while
the other half are Caucasians. All of them are from
poor families and have had very little education to

Kubota, S. (2019). Shakespeare in an American
movie: An American way of interpreting British
classics. OTB Forum, 9(1), 81-86.
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speak of. Bill has a hard time as they not only lack
knowledge but also motivation to learn.

By chance, however, they start reading Hamlet
and, to Bill’s surprise, they somehow become inter-
ested in this colossal masterpiece they knew nothing
about. Their path is rocky, but thanks to Bill’s unor-
thodox way of teaching, they soon find themselves
enjoying learning for the first time in their life.
Their self-confidence grows as they keep learning.
The most moving scene comes when Donnie
Benidez, whom everyone thinks superficial and stu-
pid, recites the famous Agincourt speech from
Henry V in front of an Army instructor who thinks
learning Shakespeare is a sheer waste of time for
soldiers. The end of the movie sees all eight students
more mature and self-assured.

Cultural Climate

In the 1980’s the weight of discussion on Ameri-
can culture shifted from the traditional European/
Anglo-Saxon male-oriented culture to diverse multi-
cultural perspective. In the 1990’s, the time when
this movie was made, more attention was drawn to
minorities and ethnocultures, but this was also a
tough time for so-called underclass people. As Mo-
tohashi (2002, p. 6) points out, the poor, many of
whom were African Americans and Latinos, were
considered socially undesirable, and under the so-
called social purification policy, were driven from
public places in big cities. It may not be a coinci-
dence that all the students in this movie are from a
socially disadvantaged background.

Shakespeare a la Americana

None of the students have heard of Shakespeare
before and have no idea who he is. How do the
young soldiers with so little knowledge on Shake-
speare and his works relate themselves to this un-
known culture? How do they react to their first en-
counter with Shakespeare?

When Bill explains that Hamlet is a prince of
Denmark,



Who is Hamlet?

Montgomery dismisses Hamlet as ‘a rich kid’. It
is likely he has no idea where Denmark is, nor does
he care what being a prince means. When they hear
Hamlet say, ‘Denmark is a prison’, Haywood insists
Denmark is a much better place than the trailer park
in Georgia where his family lived. It is extraordi-
nary that they are quite unaffected by Hamlet’s
woes and that none of them show any interest in
Hamlet as a person. They seem unconcerned that
the play takes place in a different time and in a dif-
ferent place from their own.

It is widely accepted that Hamlet deals with the
problem of one’s identity (Who am 1?) and exis-
tence (How should I live?). Hamlet philosophizes
about every imaginable subject throughout the play,
trying to make sense about the world and the cir-
cumstances he is in. When reading Hamlet, there-
fore, the center of interest usually lies with the man
himself; what kind of man Hamlet is, why he is
troubled so much, why he can’t decide what to do.
We are drawn to his complex personality and psy-
chology. As we read or watch the drama, we try to
follow his thoughts and to understand this difficult
character. Bill’s students, however, seem to take
little interest in those things.

Sex, Incest, and Murder

Bill introduces Hamlet as a story about sex, in-
cest and murder, which immediately draws the at-
tention of the students. When Bill explains that
Hamlet’s mother marries his uncle soon after his
father’s death, they are intrigued. Miranda Meyers,
whose mother ran off with a man, showers Hamlet’s
mother with severe criticism. Mel Melvin, who was
beaten by his step father, says he has a similar situa-
tion at home because his step father married his
mother’s sister after leaving his mother. From their
remarks the viewers are made aware of the harsh
and often ugly reality to which those young Ameri-
cans are subjected.

It is clear that they are more interested in the plot
of the play rather than Hamlet himself. This is an
interesting point as it clearly goes against how most
people react to the play. Cynthia Greenwood (2008)
says the following about Hamlet:

[...] the plot of Hamlet seems to pale next to
Hamlet himself, the titan of all Western pro-
tagonists. (p. 227)
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Unlike Shakespeare’s later tragedies, Hamlet
takes us into the mind of one man [...] Hamlet
is considered the world’s greatest modern lit-
erary masterwork because the central charac-
ter thinks, questions and ponders his existence
in a philosophical fashion. (p. 240)

If the students feel any sympathy for Hamlet,
they show little of it in the movie. They are more
interested in the plot and feel excited about how
‘sex, incest and murder’ appear in the story, because
they are no stranger to those problems.

“Why can’t they speak like us?”

Bill sells his prized trophy at a pawnshop and
with that money he takes the students to a theater to
see Henry V. Afterwards Benidez says he liked eve-
rything about the play but he declares that he didn’t
like their ‘stupid accent’ in which the actors spoke
their lines. He then asks, “Why can’t they speak like
us?” Nobody takes much notice of him, but he liked
the play so much that he bought the book and starts
reading it all on his own, even without being told to
do so. Several days later when he is told by his com-
mander Sergeant Cass to recite some Shakespeare
during the military exercise, he surprises everyone
by reciting the famous St. Crispin’s speech from
Henry V. He did so, however, with his usual nasal
New York accent.

Linguist Lynne Murphy (2018, p. 19) points out
that many Americans suffer from so-called Ameri-
can Verbal Inferiority Complex. She says in spite of
inflated self-esteem Americans generally have in
other matters, linguistically, they think people with
British accent are more intelligent. British English
sounds more educated and upper class to most
Americans. If so, the recitation scene carries signifi-
cant weight in the movie, as it clearly tries to relay
the message that some people are not susceptible to
this verbal inferiority complex. They may be claim-
ing that they can stand on their own ground when
facing the seemingly superior British culture like
Shakespeare. After seeing the actual play, Benidez
is fully aware that Shakespeare’s plays are per-
formed in British English; still that awareness does-
n’t stop him from using his own accent. He never
tries to imitate the Shakespearian accent he heard on
the stage, and openly says he doesn’t like British
accent. Thereby he is making it clear that he has no
intention to conform to other people’s rules, includ-



ing Shakespeare, to whose works he took an enor-
mous liking. His recitation in American English
might have shocked Shakespeare, but would his
speech have impressed everyone around him so
much if he had done so in British English?

Let’s Beat to Hamlet!

Another moving incident in the movie comes
when Hamlet is made into rap music by the stu-
dents. All the students sing and dance to the rap mu-
sic, telling the tragic story of Hamlet. It is a signifi-
cant scene in that it is a good example of what hap-
pens when two completely different cultures meet.
Those young soldiers successfully adopt Shake-
speare and create something new out of it. If Shake-
speare represents so-called high sophisticated cul-
ture of intellectuals, rap music represents so-called
popular sub-culture of socially inferior youngsters.
One seems to have nothing in common with the
other, but unexpectedly, the ‘dumb’ students try
something nobody would usually dream of doing.

Some Unique Features of an American Way
of Adopting a Different Culture

Certain features unique to American way of ad-
aptation of Shakespeare can be observed from vari-
ous scenes in the movie.

Plot over Protagonist

Their obvious interest in the plot of the play over
the famous protagonist Hamlet shows that they are
always more interested in themselves and their own
affairs than others. They are only interested in
Hamlet so long as they can see he has something in
common with themselves. They are interested in the
plot because there are some elements in the story
that they can identify themselves with. They are try-
ing to understand Hamlet through their own experi-
ence in life and not by extending their imagination
over things that they have never known so far. They
take little interest in what they cannot imagine or
what they don’t know. A man like Hamlet may not
be known to them, so they don’t bother to stop to
think why Hamlet is full of melancholy and grief or
to analyze what kind of man Hamlet truly is. As
Terry Eagleton (2013) says, “[T]he United States of
America is a peculiarly self-involved society” (p.
147).

&3

Innovation over Tradition

Terry Eagleton (2013) also points out the follow-
ing about Americans:

[...] innovation is what Americans are su-
premely good at. The British instinct is to fit
into an established mould, conform to a given
model, whereas the American impulse to
break the mould and create a fresh model. [...]
Tradition, then, relieves you some of your
freedom of choice, which some Americans
find objectionable. [...] Americans suspect that
to hand over your choice to tradition or con-
vention is to be inauthentic. (p. 155)

In a country where innovation is valued over tra-
dition, there is no need for Americans to look up to
the traditional ways of interpreting Shakespeare.
They only have to invent new ways to interpret
things on their own in any way they like. In the
movie Bill tries to give Roosevelt Hobbs, whom he
believes to be a promising young man, a better
chance to study and eventually hopes to help him
climb the social ladder. His good intention ends up
sending him to prison instead. The other students get
upset over the incident and blame Bill for Hobbs’
misfortune. When the angry students are leaving the
classroom, refusing to listen to what Bill has to say,
he says to them, “Remember. To thine own self be
true.”

This is part of the long advice Polonius gives to
his son Laertes when he is about to leave for Paris.
The father is quite fussy about what his son should
do and not do in a foreign land and concludes his
good advice by these words:

This above all: to thine own self be true
And it must follow, as the night the day
Thou canst not then be false to any man.

Hamlet, 1.3.78-80

It is generally understood to mean that he should
be self-reliant, rather than dependent on others judg-
ment when in doubt or in trouble; and so long as he
1s sincere to himself, he does no wrong to others. It
can be noted that this original meaning doesn’t sit
well with the message Bill tries to convey to his stu-
dents, who are about to desert him. What Bill wants
to say is, no matter what happens, one should not
forget to follow one’s own heart, which, in light of
what happened to Hobbs, may sound like a lame



excuse. Little importance seems to be attached to
such a difference in nuance and interpretation.

In the 1970s through 1990s there was a trend
also in America to try to understand a literary work
in its original cultural background, not in the con-
text of one’s own culture. However, it should be
noted again that hardly anyone in the movie shows
interest in Shakespeare or the English culture in
Shakespeare’s time.

Us Over Them

Motohashi (2002) says culture is not free from
power games and awareness of one’s own culture is
made by the existence of another which has been
excluded by the social/cultural systems of one’s
own. To be aware of one’s own culture one has to
be aware of cultures different from one’s own, and
vice versa. There is always ‘us’ versus ‘them’ and
when two different cultures meet, there will be
power games, which end up one culture having
more impact over the other.

The contrasting cultures in the movie may be
described as shown in Table 1. Bill and the students
belong to different cultural groups as well as social
classes. The students’ initial dislike and distrust of
Bill comes from these differences and one theme of
the movie is about how these two different cultures
overcome their differences and learn to understand
each other.

On the surface, it may appear that Bill exercises
more influence on his students by teaching them
Shakespeare, but actually the students never leave
their familiar ground to learn something new. As I
said before, they understand Shakespeare only in
the framework of their knowledge and experience.
Therefore, it is Bill who is unexpectedly influenced
by the culture of his students. He gradually moves
to their side and in the end fully approves their
ways. At the end of the movie there is no apparent
cultural gap between Bill and his students that was
felt so strongly at the beginning.

Yoshimi (2000, p. 9) compares culture to a bat-
tlefield; when different cultures clash, it is more like
a battle. When they are finally adapted, it is rarely
done so on an equal basis or to an equal extent. And,
in this case, it seems that the students have won the
final battle.

To quote Eagleton’s words again, “Americans
are trained to admire achievement” (2013, p. 133).
Thus, they like to win and like success stories,
which is perhaps why the authentic European cul-
ture represented by Shakespeare and Bill cannot pre-
vail over the less well-known American youth cul-
ture.

Optimism over Pessimism

Eagleton (2013) also points out the affirmative
spirit that prevails in the US, and says Americans
have “the belief that you can change the world by
positive thinking” (p. 141). There is overwhelming
optimism in this movie, in contrast with the gloomy
nature of Hamlet. They are not affected by the sad
ending of Hamlet and Ophelia, but they are rather
overcome with the sense of achievement that they
studied something as difficult as Shakespeare. You
can feel there is a strong affirmative feeling that
anything is possible if you try.

Success over Failure

Lastly, it should be stressed that this movie 1is,
like so many other American movies, about success.
In spite of the initial reluctance Bill teaches success-
fully and wins the students’ trust and respect. The
students also prove themselves to be capable of
learning as well as overcoming difficulties.

Hirotaka Mitsui (2005, p. 51) lists as one of the
characteristics of American culture the importance
of gaining successful achievements, saying that the
self-enhancement American people seek is made
possible through successfully accomplishing tasks
that lead to positive results. Similarly, L. Monique
Pittman (2011) points out by citing Hochschild’s

Table 1. Contrasting Cultures in Renaissance Man

The culture Bill represents

The culture his students represent

English culture of the 16% century
Shakespeare
Classical high culture

Elite intellectualism

VS.

VS,

VS,

VS.

American culture of the 20 century
Rap
Popular sub culture

Anti-intellectualism
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study that in America there is little sympathy for
those unable to achieve: “Because success is so cen-
tral to Americans’ self-image, and they expect as
well as hope to achieve, Americans are not gracious
about failure” (p. 87).

It is, therefore, imperative for the characters in
the movie to enjoy success to keep up their self-
esteem, and the success becomes all the more glori-
ous if the task they have to challenge is not easy. In
this sense, it can be said the movie uses Shake-
speare’s authority to legitimate their hard-earned
success.

Conclusion: So Who’s Afraid of Shakespeare?

From the movie Renaissance Man, a certain
American attitude toward different cultures and val-
ues becomes clear. The eight soldiers in the movie
are self-oriented people and they think they are the
center of the world. A close observation of how
events turn in the movie makes it clear that Ameri-
cans strongly approve of self-oriented people like
Bill’s students. While the eight soldiers in the
movie may represent just a particular class and their
behavior and reaction may not be considered in any
way typical of all Americans, their presence in the
movie clearly suggests there is a strong undercur-
rent of admiration in American values for keeping
one’s ground when facing a different culture. Peo-
ple who consider themselves the center of the world
are inclined to think they are ultimate criterion to
measure the world. This self-confidence produces
an attitude whereby they follow their own rules
when adapting other cultures to their own. To them
it does not matter how the particular culture they are
going to adapt originated or what other people think
about it. What is important is how they can associ-
ate themselves with it and how they digest it.

Such an attitude results in a considerable lack of
interest in the original culture, but at the same time
it gives them freedom to adapt the culture in any
way they like, which can be a great asset when
adapting aspects of other cultures. However, it can
be a problem when trying to understand other peo-
ple and cultures, as they don’t often see things from
the same viewpoint.

As the Shakespearian scholar Yasunari Takada
(1998) and many others have pointed out, Shake-
speare deals with fundamentally universal human
problems, so that it has relevance to our problems
today and allows a wide range of interpretation. I
am quite sure Shakespeare would approve of any
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form of interpretation or adaptation no matter how
unexpected it may be, and there is no need to be
afraid of Shakespeare.
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Appendix

Neither a borrower nor a lender be,
For loan oft loses both itself and friend.
And borrowing dulls the edge of husbandry

This above all: to thine own self be true,

And it must follow, as the night the day,

Thou canst not then be false to any man
Hamlet, 1.3.75-80

This day is call’d the feast of Crispian.

He that outlives this day, and comes safe home,
Will stand a tip-toe when this day is nam’d,
And rouse him at the name of Crispian.

He that shall live this day, and see old age,



Will yearly on the vigil feast his neighbours,
And say ‘To-morrow is Saint Crispian’,
Then will he strip his sleeve and show his scars,
And say ‘These wounds I had on Crispian’s day’.
Old men forget; yet all shall be forgot,

But he’ll remember, with advantages,
What feats he did that day. Then shall our names,
Familiar in his mouth as household words-
Harry, the King, Bedford and Exeter,
Warwick and Talbot, Salisbury and Gloucester-
Be in their flowing cups freshly remember’d.
This story shall the good man teach his son;
And Crispin Crispian shall ne’er go by,
From this day to the ending of the world,
But we in it shall be remembered-

We, few, we happy few, we band of brothers;
For he to-day that shed his blood with me
Shall be my brother; be he ne’er so vile,
This day shall gentle his condition;

And gentlemen in England now-a-bed
Shall think themselves accurs’d they were not here,
And hold their manhoods cheap while any speaks
That fought with us upon Saint Crispin’s day.

Henry V, 4.3.40-67

About the author: Sho Kubota is a graduate student at Waseda University, studying Shakespeare. His main
interest in literature lies in so-called 'outsiders', and he is particularly interested in the roles foreigners play in
Shakespeare and how they are represented in his plays.
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Consider yourself invited to peruse the multimedia offerings of the OTB Forum. On our publi-
cations page (http://www.otbforum.net/publications.html) you’ll find several audio files and one

video. Enjoy!

Outside the Box: A Multi-Lingual Forum
A Couple More Things ...

Visitors to the OTB Forum webpages and readers of the journal might be curious about the imagery
employed. Allow us to explain.

Why is forum used in the title of this journal? We envisioned this journal as a meeting place that
would welcome viewpoints from various people and quarters and in various languages. In history, the
word forum referred to an open square which served as the center of business and public discussion;
the etymology of forum is the Latin foris, “outside.” Of course, the Roman Forum (Forum Romanum)
was such a center of commerce and government.

Why a column? As the reader may have noticed in the issue in your hand or on the screen, the OTB
Forum employs this image of a column quite often. This image is of the top third of a large column lo-
cated quite near the Foreign Language Center (now the Center for Global Communication) at the
University of Tsukuba, where the OTB Forum originated.

The column is in the Corinthian style, the latest of three main Greco-Roman column styles: Doric,
Ionic, and Corinthian. Corinthian columns were used to support temples and other important public
buildings. They were erected to celebrate victories in military campaigns and to commemorate posthu-
mously the greatness of certain emperors such as Trajan. The scrolls found at each corner of Corinthian
columns were a key symbol of civilization for the Romans. They signify respect for the written word
and its facility to convey law, history, and other information. These columns were also used to separate
areas of different religious importance, such as each god’s alcove in the Roman Pantheon. Hence, their
use in the OTB Forum as a border between different sections is intended as a continuation of a time-
honored tradition, albeit only for literary purposes. (See http://www.ehow.com/about 6570954 sym-
bolism-roman-columns.html for an excellent explanation of Roman columns and symbolism, and a
photograph of the interior of the Pantheon with its Corinthian columns can be viewed at http://
www.trekearth.com/gallery/photo1114648.htm.)

On some of the pages of the OTB Forum webpage, you will find a gray brick background. This refers
to the roads built by the Roman Empire.

Finally, the viaduct below is located in Segovia, Spain. This, too, is a vestige of the Roman Empire
(and it makes a fine divider in its current incarnation).
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Outside the Box: A Multi-Lingual Forum
Submission Guidelines

These are the categories we’ve arrived at for the OTB Forum. We encourage submissions in any of
these, and we further welcome submissions that do NOT fit these categories—this is, as the name sug-
gests, a forum.

Articles (formerly Theory and Other Dangerous Things) is devoted to theoretical issues and academic
articles of interest to language teachers and practitioners. Articles in this section undergo double blind
peer review; please consult http://www.otbforum.net for a detailed explanation of the peer review proc-
ess.

Language Learning & Teaching deals with classroom advice and tips.

Experiences focuses, as the name suggests, on experiences (!) relevant to language. These can be, of
course, as a learner, teacher, or practitioner.

Around the World deals with international topics (i.e., outside Japan), including but not limited to
travel, living abroad, and studying abroad. In this category, photographs would be an excellent addition
(see Nagata, 2011).

Technology addresses the expanding use of technology in the classroom.

Creative Writing welcomes any type of creative writing: short stories, reflections, poetry, among many
other possibilities.

Reviews may address any medium (e.g., books, music, film, theater) and should include ISBN, ISSN,
and price information.
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Outside the Box: A Multi-Lingual Forum
General Guidelines

In your articles, please adhere to the following general guidelines.

Submissions should be, in principle, a maximum of about 6000 words in length for academic pa-
pers and about 2000 words for all other submissions.

To make your article as accessible as possible, informative abstracts (containing selected results) in
both English and Japanese are encouraged. If the paper is not in English, then an English abstract is
strongly suggested.

Use Times New Roman font for Latin-based languages, and use MSEA#] for Chinese and Japa-
nese.

The text should be 12-point font.

Use the format/paragraph/special indentation/first line feature to indent paragraphs (please do
not use spaces or tabs).

The OTB Forum uses APA style for references. Please consult the latest edition (currently the 6th
edition) for details.

For section headings, please consult past issues for general guidelines. Please note that we do not
use numeration (e.g., 1.1, 1.1.1, 2.1) in section headings.

Figures such as photographs and images are acceptable. The author should provide images and in-
dicate approximately where images should be located in the text (see Davidson, 2010, and Rude &
Rupp, 2008).

Footnotes may be included (e.g., Bode, 2008; Kenny, 2010; Spang, 2019a, 2019b).

Use of copyrighted material is allowed, but responsibility for obtaining copyright permission lies
with the author, not with the OTB Forum.

Call for abstracts: The next issue of the OTB Forum is planned for later in 2019.
Authors may submit a short abstract (about 200 words) for planned submissions.

Please send abstracts to editor@otbforum.net
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