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A Study of Guilt and Shame in the Connection
with the Developmental Stages of Self-respect

Kr~nar MORIGUCHI

In the comparative study of cultures, it has been very popular to classify them into shame
cultures and guilt cultures. Ruth Benedict who used this classification in her The Chrys-
anthemum and the Sword, may be called representative. According to her explanation, “true shame
cultures rely on external sanctions for good behavior, not, as true guilt, cultures do, on an
internalized conviction of sin. And the crucial distinction between guilt and shame was explaind
on the basis of that between self-criticism (internal sanction) and criticism by others (external
sanction).

The aim of this article is to criticize the popular definition of shame and guilt which is
represented by Benedict’'s work and to clarify -the central and various aspects of these two
phenomena in the connection with the developmental stages of "self-respect.” In this article, the
concept of self-respect means the need for maintaining and raising self-estimation withs one's
own attributes and powers which one evaluates byoneself. We can discriminate the developmental
stages of value standards in self-respect which shine on and criticize the real self, in the following
three aspects ; (1) source and its representability in time and spatial scope, (2) stability and
(8) degree of internalization (independence on others' response) .

These three aspects are developed separately to some extent, but with close relations toeach
other. I categorized the self-respect into three stages, mainly according to the source and repre-
sentability in standards of self-estimation; self-resepct in (1) the semi-socialized (family) stage,
(2) the socialized stage, and (3) the creative stage. (semi-socialzed standard) is represented by
parental norms, ‘socialized’ by modal socio-cultural norms, and ‘creative’ by norms, emergent
in the unique self.

On the other side, I recognize the crucial distinction of shame and guilt between good-or-
bad norm and spuerior-or-inferior norm (value) with which the standards of self-estimation are
concerned. And, through examining of various cases of shame and guilt experiences, I try to
place them on three developmental categories of shame and guilt mentioned above.

In my criticism, external and internal sanctions can only divide the degree of internaliza-
tion of standards, but not of shama guilt. While we can point out some cases of shame to be
placed on the creativ stage according to the creative self-respect and internal sanction like
Nietzsche, we can also find many cases of guilt feeling based on fear of punishment and

critcism from others as B. Russell mentions in his The Conquest of Happiness.

The Butler Act
——A Case Study of Policy-Making in Education——
Tarzs HYODO

(1) The principle which promoted the enactment of the Butler Act i. e. the Education Act,
1044, was “equality of educational opportunity”’. The Government's White Paper on
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Educational Reconstruction, the General Secretary of the National Union of Teachers
and the Archbishop of Canterbury, all advocated it. It was a problem, however, to what
degree and in what field educational opportunities should be attained. There were two
approaches to the problem. One approach was that the priorities and the content of
educational reform should be decided with a view to rejecting the influences of social
and economic inequalities upon educational opportunites. Another was that problems to
be improved should be defined, considering what had hitherto been attained. The Govern-
ment adopted the latter approach. Therefore, the character of the Butler Act became,
as H. C. Dent said, “recapitulatory and remedial, not progressive and creative.”

(2) As for the procedure of policy-making, it ought to be pointed out that the Butler bill was
formulated through co-operation between the government and the interest groups (for exam-
ple, teachers, churches, and local authorities) under the leadership of the President of
the Board of Education, R. A. Batler and his Parliamentary Secretary, J. Chuter Ede.
These two politicians were extremely capable in reconciling contradictory views and the
demands of various groups in order to crystalize the bill, and in piloting that bill through
the Parliament,

(8) Thus,the Butler Act was the product of democratic procedure in governmental policy-making,
but at the same time, it is hard to say that the object of“the socail unity within the educational
system which will open the way to a more closely knit society” (the White Paper on Educa-

tional Reconstruction) was fully realized through the Butler Act.

Side View on Friobel’s Educational Thought

Tsvaro AJISAKA

Very often Frobel's educational thought is introduced as religious idealism. He is called a
religious romantic. .

In this paper I have looked into another side of him——that of the educational realist. His
principles of Zeichen, Zahl, Wort were analyzed as fundamentals of learning. His thought
on Zeichen und Wort are analyzed here. His statement “Das Zeichen steht eigentlich zwischen
Wort und Sache in der Mitte, hat Eigenschaften mit Wort und Sache gemein----- was most
intensively analyzed.

To criticize his thought on Zahl, the meaning of the following theory is taken up. “Auf
die in dem Wesen der Zahl liegende Weise:-- nach den in dem menschlichen Geiste bedingten
Denkgesetzen:--nach dem sich in dem Leben die Aufforderung dazu zeigt”

My conclusion is : experience, fundamentals and systems must organize harmoniously to

make our learning more concrete and effective.
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Association Methods in the Analysis of Verbal Learning

‘and Verbal Behavior

Taxao UMEMOTO

The purpose of this paper is to examine the role of association methods in the analyses of
verbal learnig and verbal behavior. First, the historical background of association methods
are discussed with the relation to verbal learning research (from Ebbinghaus, G. E, Miller
to McGeoch and Underwood ) , to measurement of intention and set (Ach, Lewin), and to
personality testing (from Freud, Jung to Kent and Rosanoff).

Second, the role of association method in current development of research in verbal behavior
are discussed in three parts ; (1) methodological analysis of verbal learning (serial learning,
paired-associates learning, free recall and recognition), (2) measurement and standardization
of verbal materials (with relation to rating method (SD)and counting method), (3) experimental
analyses of mnatural language and verbal habit, The measuremet of verbal materials by
association method was furthermore classified in to three types of analysis, i. e., stimulus-
centered analysis, response-centered analysis, and stimulus response-centered analysis, As the
values obtained by stimulus-centered analysis, we have association value (Glaze 1929), mea-
ningfulness (Noble 1954), and a number of asociations of a differentind. The values obtained
by reponse-centered analysis have basically similar characteristics of frequency scores by
countig method, such as Thorndike-Lorges and U-count. This value of response-centered
analysis have a high correlation with familiarity scale by rating method. Stimulus-response-
analysis means an analysis by which the norms of Kent-Rosanoff are obtained.

In the third part of this paper, three approaches to the analysis of meaning by association
method are discussed. (1) The analysis based on the mean number of association (e. g., mea-
ningfulness value of Noble 1954), (2) the analysis based upon overlapping association(similarity
score of Bousfield (1961), and factor analysis by Deese (1962), Laffal and Feldman (1962) and
(3) the analysis based upon the number of frequency of co-appearance in associative response,
which is used by the research group of verbal learng in Kyoto University (1960). Followings
are details ofthis new method. Stimulus words were 1096 Japanese nouns sampled at random
from a dictionary for junior high school pupils. Subjects were instructed to write down in
succession any adjectives and verbs which were associated to each stimulus noun within 20 sec-
onds. Totals of 516 10th and lith graders were occupied with the association testing. Analyses
were made upon the rateof co-appearance of adjectives and verbs in associative responses.
Based upon the co-appearance matrix of adjective-adjective-verb, and verb-verb, factor analyses
‘were performed several times, by the methods of centroids and D. Main factors and represent-
ative adjectives or verbs for those factors are as follows; (1) non-objective, pleasant factor (do,
go, pleasant, joyful), (2) objective, sensitive factor (delicious, red, eat, make), (38) anxiety
(fearful, dangerous, dark, die, cry), (4) esthetic or pastoral factor (beautiful, pretty, bloom,
look, plant), (5) intellectual factor (difficult, write, read, talk, listen), (6) economic factor
(expensive, buy, sell), (7) potency factor (high, wide, big, climb), (8) activity or movement

factor (fast, run, ride, walk, move, ump). Some possible applications of this method are discussed,
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Criticism and Educational Anthropology

——The Problems of Education, Culture and History:

Harumaro MATSUI

Hitherto,we have had many treatises on Kantian philosophy. Many of these have overempha-
asized the details of Kant's system, particularly in regard to the First Critigue. But there are few
which have been related to a total perspective of his thought from the point of view of edu-
cational philosophy and anthropology.

This paper aims to present an interpretation of his philosophy as educational anthropology.
The main problem of Kant's philosophy known as the Kantian critical method was to elucidate
the whole figure of man. Though his thought evolves centering around theoretical, practical and
aesthetic problems, I think that his principal interest lies in practice rather than epistemology.
In human conduct, the whole figure of man's being which contains metaphysical dignity and
physical limits is indicated.

Kant pointed out the three components of man, namely of animality, humanity and
personality, in his work Religionin the Limit of Mere Reason. Among these components humanity
is the most peculiar one lying between the transcendental and the natural. While being
prescribed by Nature and dealing with Nature, humanity, in conduct, always seeks the trans-
cendental idea as norm. Nature and freedom are two areas of Kant's philosophy, and these
unite in the dimension of humanity. It may be said that the concept of humanity offers us a
key to the mystery of Kant's dualism.

According to Kant culture is to make a man capable of accomplishing his purpose, and
he regards the history of man as unfolding such culture. Culture and history have connection
with the concept of humanity. Therefore, the object of education,i. e. to make a man as the
subject of culture is dependent on bringing up humanity.

Kant sees a similar structure between the process of education and of history, for man is

a microcosm which the devine-will created in the world to reflect upon.

Psychological Analysis of Parent-Child Relationships

Hmoro KOJIMA

The influence of parent-child relationships to children's personality has been Psychologically
" studied for more than thirty years. These studies contribute To some extent to the development

of theory and are also useful for the solution of such practical problems as child-rearing prac-
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tices, juvenile delinquency, hospitalism, and behavior disorders of infants and children, etc.

In spite of the strenuous efforts devoted to these areas, the findings from these studies are

not always fconsistent with each other. One reason for this is the lack of close examinaton

in the measurement of the antecedent variables, that is, the parent-child relatonships. This
paper deals theoreticalfy with the psychological analysis of parent-child relationships which
is one of the pressing needs in the study of this area.

The writer classifies the variables used in the analysis of parent-child relationships into
four major categories. They are as follows :

1. Social and cultural factors (e. g., social class, culture and subculture, and location of
home)

2. Family factors (e. g., family composition, family size, ordinal position of child, working
mother, presence or absence of parents; human relations within family, power relations,
role and status of family members)

3. Parental factors

3.1. Parental background (e.g., parents' education, parents' early relations with their own
parents, and parents’ social classes)

3.2, Parentsl’ personality, attitude, belief, and value system in general

3.3. Parental attitude or opinion toward child-rearing

3.4. Parental behavior to child

3.4.1. Report by parents

3.4.2. Observation of the observer
4, Child's factors

4.1. Child’s perception of parent’ behavior and attitudes
4.2. Child's personality factors, particularly mode of person perception

These variables have sometimes been related to each other and more often related to the
child's behavior or personality. Some of these antecedent variables are so distant from the ch-
ild's behavior that several steps of conceptual sequence are needed to relate them to the child's
behavior, and others are closer in antecedent-consequent squence, It seems to be advisable
first to analyze the closer variables. Most of the former, that is, the more distant, antecedent
variables can be related, through the latter, to the child's behavior. The criterion for distance
of these antecedent variables from child's behaviot.,is determined both by the consequent
variables to be taken and by the theory from wtich the hypotheses are drawn.

The closer variables first to be analyzed are: a, Parental behavior toward the child as
reported by parents; b. Parental behavior to the child described from the view-point of the
observer; c. child's pereception of parents’ behavior and, attitudes toward him, The child's own
perception may be the closest determinant of the child’s behavior, but the writer thinks it is
necessary to assess and integrate these three kinds of measures in order to grasp the parent-
child relationships more completely. The reasons for this are as follows, 1. The child's
perception as antecedent variable is a part of the child’s behavior as consequent variable, so
that the correlation between the two will be heightened by contamination of these two variables.
2. Parent and child may have different intentions, motives,and hence, different perceptions
of each other,and each of them behaves according to their own perception. Difference between

each other’s perception is meaningful from the view-point of interpersonal behavior, 3. In
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order to improve, for exmple, the problem-child’s perception of his parents, it is necessary to
know the cause of his perception. To take an example, when a child perceives his mother as
rejective, the problem is to determine whether the mother is really rejective or the child's frame
of perception is distorted.

The writer suggests a method to grasp the parent-child relationships more completely.

Step 1.7To assess the parent-child relations with three kinds of measure previously mentioned
(i.e.,a,b,c,) .The most useful and most meaningful dimensions for the description of the
parent-child relations at each level (i.e.,a,b,c,) should be used respectively.

Step 2. To examine whether there exists a significant and predictable relation among
these three levels of description.

Step 3. To assess both the attitude or opinion level and the projective level of responses
about parent-child relation, and also the personality factors of parent and child respectively.
Then relate these measures of parent and child respectively to the measures of parent and
child mentioned at step 1.

Step 4. To assess the cultural, social, and historical factors of family and to relate
these measures to the measures at step 3 and 1.

By taking this procedure, we can make the causal sequence clearer and can understand
the real parent-child relationships more completely. Factor analytic method may by useful in
the above-mentioned step 1 and 2. In step 1 and 2, it is useful first to factor-analyze the
three' kinds of measures separately and then to relate them to each other. Even when similar
factors are found in all measures, this does not mean that the parent-child relationships at
all levels can be conceptualized under the same dimensions. And also when different factors
are found in each measure, this does not mean the dimensions under which the parent-child
relationships at each level are to be conceptualized are different from each other. Here the

examination of factor score equivalence is needed,

PARETAL ACCEPTANCE OF MENTALLY RETARDED CHILDREN

Mixinacairo TATARA

In this paper I attempt to describe and analyze the process of parental acceptance of
mentaly retarded children through the analysis of letters and personal handnotes of parents.
Our methodolgical frame of reference in’ approaching this sudject-matter is phenomenological,
because our research purpose is to know the inner personal world, personal feelings and

experiences of the parents.

Many researchers have found that the parents who know the mental retardedness of their
children feel despair and agony and wonder how they live with those children. This is the
critical situation for the parents to have a good experience in the future, because they have to
give up the desire that their chid will grow normally.

We found that there are two types of of parents: One is the accepting parent who does not

feel any despair and agony but rather feels security and hope in the future, These parents
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are divided two sub-groups ; 1) the socially-oriented group, 2 ) the citizen-like group. The

* former group involve themselves in the activity of the social welfare movement and become
the leader of the parents who have mentally retarded children. The latter group do not involve
themselves in any activity, They are also interested in the problems of mentally retarded children
They live as citizens and do not have any characteracteristics of the leader. The other type of
parent is the non-accepted parent who feels and experiences despair and agony with children.
Those parents are divided three sub-groups ; a ) despair group whose parents are in the midst
of the despair and agony and reject their children, b) non-information group whose parents
do not know the real problem of their children and who think their children normal, c¢) low
) intelligence group whose parents can not treat the children in live with the children's reality
for their own mental retardedness, and who need help from outside.

In this paper, was analyzed only one of those groups, thatis, accepted and socially-oriented
parents. Two cases of them are analyzed. We found eight steps of development in the process
of parental acceptance of their children ; 1) the step of knowing that their children are
mentally retarded, 2 ) the step of trying to teach in desperate effort, 3) the step of
experiencing despair and agony, 4 ) the step of finding other parents who have mentally
retarded children, 5) the step of sound effort for children, 6 ) the step of the warmth
and acceptance of the family, especially affectionate wife relationship, 7) the step of
thanks-giving children, 8 ) the step of activating the effort for the other parents who have
children with the same problem.

In those two cases, the supporting factors of the despair and agony are the warm and
affectionate family relationship and sufficient information through the counselor. The
conditions of experiencing despair and agony is the parents identification of children. As the
parents become more objective to the child's reality, the feeling of despair and agony become
less desperate,

Some research problems in future are discussed. Analysis of other types of parent groups
and of the counseling of papents and of the educational role of a staff member of an institution

is suggested.
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