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The purpose of this study is to analyze how immigrant children in Japan 
are included in the phenomenon of gakko kino no fukushika (Kuraishi 2014: 
56) —henceforth “welfare-oriented schools”—by using the analytical framework 
of education-welfare. Fieldwork took place in an elementary school Japanese 
language class, along with interviews with immigrant mothers, a Japanese lan-
guage teacher and a Filipino language supporter. The paper focused on three 
aspects of Filipino immigrants’ lives: child neglect, dietary habits, and truancy. 
As regards education-welfare, this study has illustrated both the possibilities 
and limitations of teachers taking the “care” roles for immigrant children. Al-
though previous literature has drawn a distinctive line between education and 
welfare specialists, in this study, the boundary was ambiguous as the Japanese 
language teacher considered herself a “social worker.” On the other hand, one 
of the limitations was that the teachers’ dominant ideology of a “good” way of 
living excluded the logic of the immigrants. 
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1. Introduction

The purpose of this study is to analyze how immigrant children in Japan are included in 
the phenomenon of gakko kino no fukushika (Kuraishi 2014: 56) —henceforth “welfare-ori-
ented school”—as translated by the author. This term denotes the extended roles played by 
schools as institutions not only of education but also of welfare (Kuraishi 2014: 56). Over 
the last few years, every child has been exposed to an environment where there is poverty, 
depression, bullying, truancy, abuse, an increasing need for special education, and so on. 
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Consequently, “schools have had no choice but to actively be involved in the spheres of wel-
fare” (Kuraishi 2018:40). This phenomenon has been followed by governmental policies such 
as introducing social workers at schools in 2008, the promotion of “schools as a platform of 
poverty alleviation,” and the mandatory reporting of child abuse (Kuraishi 2018: 39). 

As regards the growing number of immigrant children in Japan, educational researchers 
have mostly focused on discussing how to secure education for them. Some have pointed out 
that the exclusive nature of Japanese school culture makes immigrant children feel isolated 
and uncomfortable at school, leading to truancy and dropouts (e.g. Shimizu 2008). In addi-
tion, previous research has demonstrated that immigrant children have less access to educa-
tion due to their lack of Japanese language skills, their age upon arrival, socioeconomic hard-
ship, and resident status (e.g. Kojima 2016). The low rate of high school enrollment of 
immigrant children due to selection and inadequate resources and support system has also 
been raised as an issue to take into consideration (e.g. Kaji 2007). 

However, discussing how to secure education for immigrant children is not sufficient. As 
immigrant children are also part of the complicated phenomenon of the “welfare-oriented 
school,” it is necessary to depict its internal realities and to examine how immigrant families 
are included in the education-welfare framework. This study illustrates how teachers become 
involved in the daily lives of immigrant families and how immigrant families respond to 
such intervention. Thus, it is meant to contribute to the discussion on education-welfare for 
families with diverse cultural backgrounds. 

2. Background of Filipino Immigrant Children in Japan

This study is specifically focused on Filipino immigrant children and their mothers in 
Japan, since statistics and previous studies show that they are at great economic and social 
disadvantage. 

Firstly, the Filipino immigrant community in Japan is characterized by a large number 
of single-mother households. Filipinos are the fourth largest immigrant population in the 
country, with a total of 292,649 people (Ministry of Justice 2020). Women represent almost 
70.0%, most of whom are permanent (45.3%) or long-term residents (18.4%) (MOJ 2020). 
According to a survey by the Ministry of Health, Labour and Welfare (2018a), Filipino resi-
dents are by nationality the second most numerous recipients of public assistance among 
non-Japanese, comprising 11.6% of the total foreign recipients. Furthermore, 59.8 % of the 
Filipino households that receive public assistance are single-mother households. Considering 
that single-mother households only comprise 5.6% of the total recipients of public assistance, 
this large number is distinctive. The explanation for this situation can be found in the histori-
cal background of Filipino immigration to Japan.

In the light of globalization and economic growth, the Japanese government started to 
accept young Filipino women to the country as entertainers in pubs at the beginning of the 
1980s. Until the United States warned Japan that such activities were regarded as human 
trafficking and the so-called “entertainer visa” (kogyo visa) was regulated in 2005, more than 
one million Filipino entertainers came to Japan (Hara 2018). Consequently, the number of 
marriages between Japanese men and Filipino women from 1992 to 2004 ranged from 5,000 
to 8,000 per year. Moreover, these numbers increased to over 10,000 after the regulation of 
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the visa in 2005, with more Filipino women using marriage to local men as a means to stay 
in the country (MHLW 2018b).

Notwithstanding this cross-cultural marriage boom, in some cases Japanese-Filipino chil-
dren were born after their mothers went back to the Philippines, or out of wedlock. Due to 
the revision of the Japanese Nationality Act in 2008, it has become possible for these chil-
dren to acquire Japanese nationality if recognized by their Japanese father before the age of 
20. Consequently, many Filipino mothers—including former entertainers— have come back 
to Japan with the help of NPOs or brokers, seeking the recognition of their children. This 
explains the large number of single-mother households among Filipino immigrants in Japan. 

Another marker of the economic and social disadvantage of Filipino mothers in Japan is 
that while local women work in various sectors, Filipino women are mostly so-called 
blue-collar workers. According to the Japanese national census of 2015, 43.5% of Filipino 
immigrant women worked in the manufacturing sector, 19.5 % in the service sector, and 
13.9% in the transportation, cleaning, and packaging sector (Ministry of Internal Affairs and 
Communications 2017). Consequently, they are more likely to lose their jobs in the case of 
an economic downturn. In fact, the COVID-19 crisis has severely affected Filipino residents 
in Japan, especially those marriage migrants who worked as part-timers (Asato 2020). It is 
estimated that the average monthly income of Filipino residents decreased from 136,900 yen 
to 62,500 yen by June 2020 due to the pandemic (Asato 2020). 

Considering all of the above, investigating how Filipino children and mothers are includ-
ed in the “welfare-oriented school” is crucial.  

3. Education-Welfare as an Analytical Framework

As the word “welfare-oriented school” implies, schools are compelled to become in-
volved in the sphere of welfare. However, the two pioneering “welfare-oriented school” ex-
amples introduced in this section have demonstrated the difficulties of connecting the logic of 
education and the logic of welfare.  

The first example is the pastoral system of the United Kingdom. In the UK, after gram-
mar, technical, and secondary modern schools were combined into comprehensive schools in 
1965, teachers had to deal with the diverse needs of their students. As a result, the so-called 
“pastoral system” was established, changing teachers’ perceptions of their students (Johnson 
et al. 1980=1983). They were called on to care not only about students’ academic success, 
but also about their social and emotional condition. Furthermore, teachers tried to understand 
students as individuals by getting to know their family lives and the issues they confronted 
outside school (Johnson et al. 1980=1983). However, teachers within this system started to 
face some dilemmas. One concern was whether pastoral care could be conducted alongside 
discipline in order to manage the school and classes (Johnson et al. 1980=1983). Another is-
sue was teachers’ expertise. It was widely pointed out that demanding that schools pay more 
attention to the welfare sector could threaten schools’ professionalism as educational institu-
tions and teachers’ expertise in education (Johnson et al. 1980=1983). 

Another example of teachers getting involved in the daily lives of their students is the 
fukushi kyoin, “welfare educators dealing with non-attendant and truant students from the bu-
raku outcaste communities in Kochi Prefecture” in the 1950s (Kuraishi 2015:582). Teachers 
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regarded as fukushi kyoin expressed in their reports the internal conflicts they went through. 
For instance, when buraku children had to work for a living, the fukushi kyoin found it hard 
to force them to attend school. The inclusion of these children in education was not leading 
directly to an improvement of their daily lives (Kuraishi 2015, 2018). 

There are also theoretical discussions on the difficulties of connecting the logic of edu-
cation and welfare in the research field of education-welfare. As an example, Takada (2019) 
claims that the collaboration of specialists in education and in welfare is difficult, since their 
approaches to children are different. While the former deal with issues such as poverty and 
social exclusion in order to achieve effective education, the latter perceive education as part 
of realizing children’s well-being (Takada 2019). In addition, Nihei (2018) points out that the 
logic of education denies the unconditional right to life security by showing how citizenship 
education values “independent” citizens. Yamaguchi and Tsutsumi (2014) also criticize how 
the logic of education produces social inequality by selecting and excluding certain groups of 
people: it justifies social security policies that guarantee rights only under specific conditions. 
Furthermore, practitioners of social work at schools indicate that the institution’s attempts to 
maintain group harmony can conflict with the needs of individual families (Japanese Society 
for the Study of School Social Work 2008). 

Consequently, the coexistence of the logic of education and welfare within the “wel-
fare-oriented school” is still controversial and requires further discussion. 

4. Methodology

In order to examine how immigrant families are included in the framework of educa-
tion-welfare and what kind of conflicts have arisen among different actors within the “wel-
fare-oriented school,” I conducted fieldwork and interviews. 

I did fieldwork at an afterschool Japanese language class at the public Y Elementary 
School in X City from May 2018 to December 2019. The X City Board of Education has 
had support measures for immigrant children since 2014. Under these support measures, chil-
dren who have been in Japan for less than a year can take private Japanese language classes 
as part of their official curriculum during school hours. Those who need special support can 
also participate in Japanese language classes after school. Furthermore, Japanese language 
teachers and bogo-shien’in, language supporters who speak immigrant children’s native lan-
guages, visit multiple schools to assist them. 

Y Elementary School is in an area where Filipino immigrants, as well as economically- 
disadvantaged households, are concentrated. I found Y School to be a good example of a 
“welfare-oriented school,” as the Japanese language teacher and the language supporter were 
actively involved in the daily lives of the immigrant children. They frequently visited the 
children’s homes and tried to understand their financial, immigration status, and family situa-
tions. Although a social worker has visited Y Elementary School once a week since 2018 ac-
cording to X City policy, the Japanese language teacher claimed that what the social worker 
could do was very limited as the she did not have a chance to interact with immigrant chil-
dren directly on a daily basis, and did not know much about immigration policies (Interview 
July 31, 2019). The conditions of school social workers vary depending on the cities; while 
some cities allocate social workers to each school, other cities have social workers visit mul-
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tiple schools. X City takes the latter policy, in which a social worker visits multiple schools. 
I participated at Y Elementary School as a student volunteer in its afterschool Japanese 

language classes once or twice a week for about ninety minutes a day, assisting immigrant 
children with their homework. There were about 7 children from the Philippines in the class-
es. The fieldwork at the Japanese language classes was appropriate for this study because 
these classes are the “only place where immigrant children can freely express their cultural 
backgrounds” (Ota 2000: 211). Thus, I could observe the interactions between teachers and 
immigrant children more closely than in regular classes.  

Moreover, in order to understand what happens within the “welfare-oriented school” 
from different perspectives, interviews were conducted with Filipino immigrant mothers, a 
Japanese language teacher and a Filipino language supporter at Y Elementary School. 

In this paper, I have selected three cases of Filipino families recognized by teachers as 
“needing support” in order to discuss the impact of education-welfare on their lives. Table 1 
presents the children’s profiles and Table 2 shows those of their mothers. All mothers in this 
study worked as caregivers after having received a three-month training in the Philippines. 
They all hold long-term visa status. Moreover, Katy and Mary were single mothers whose 
children’s fathers were Japanese nationals.

Table 1　Children’s Profiles 

Name Mother Grade Age of Arrival Nationality
Manami Katy First grade 5 years old Philippines
Saki Mary First grade 5 years old Philippines
Mirei Maya Third grade 1 year old Philippines, Japan

Table 2　Mother’s Profiles

Name Hometown Language Religion Year of Arrival VISA
Katy Metro Manila Tagalog Catholic 2016 Long term
Mary Samar Island Tagalog Iglesia 2016 Long term
Maya Pangasinan Tagalog Iglesia 2011 Long term

The Japanese language teacher has been working at Y Elementary School since 2009. 
She is in charge of the Japanese language classes for immigrant children, the multicultural 
lessons, and the training of new Japanese language teachers. The Filipino language supporter 
has been working at the school since 2015. She came to Japan in the 1980s and has been 
one of the most active members of the Filipino community in X City. When this study was 
carried out, she was visiting four schools as a supporter. 

X City was an appropriate city for this study, since it has a long history of striving to 
integrate education and welfare. In addition, the total number of foreign residents in the city, 
including those of Filipino origin, is rapidly increasing. Thus, examining the impact of school 
welfare on diverse population groups is an urgent issue.

Regarding ethical considerations, I received consent to participate in this study from all 
of my interviewees. As the study addresses family privacy issues, I also received consent 
from the principal of Y Elementary School.  
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5. “Welfare-oriented school” for Immigrant Children

5-1. Child neglect 

Jessica: “My room is messy because of Manami. She sleeps in my room and I even 
have to take showers with her. I’m tired of it.”

Japanese language teacher: “I see. Manami is staying at your apartment.”
� (June 25, 2018 at Japanese language class)

During my stay at Y Elementary School, I could observe how the Japanese language 
classes offered teachers an important opportunity to understand the daily lives of immigrant 
children. Through their conversations during the class, the Japanese language teacher found 
out that Jessica, a fifth-grade Filipina student, was taking care of Manami at home. From the 
perspective of the Japanese language teacher and the classroom teacher, Manami’s mother 
Katy was not taking good care of her. She had not treated Manami’s skin when she had a 
skin problem, she was not checking her homework, and she had not read the messages from 
the school. Also, when the classroom teacher had visited Manami’s apartment, she had no-
ticed that there was only one room in the apartment, with two-thirds of it taken up by a gi-
ant bed. There was no desk for studying, this being one of the reasons why Manami could 
not study at home. Furthermore, the Filipino language supporter had found out through social 
media that Katy was partying at night, leaving her children alone at home. Based on this ev-
idence, the teachers had come to think that Katy was not taking proper care of Manami. 

Japanese language teacher: “Even if I want to teach Japanese, it is impossible for 
little children to concentrate when their home environment is not good. Consequently, I 
have to become a social worker.” 
� (Interview, July 31, 2019)

The Japanese language teacher believed that the home environment had a significant im-
pact on the motivation and academic achievement of the children. As she felt that not only 
Manami but also Katy needed support, she tried to contact Katy frequently. When the teach-
ers wanted to make sure Manami was safe, they also contacted Katy’s workplace if they 
could not reach her on her cellphone. Moreover, with the help of the Filipino language sup-
porter, the teachers kept collecting information about Katy and attempted to prevent any 
problems from happening. 

Although the teachers expressed concerns about Katy’s performance as Manami’s moth-
er, Katy believed that she was doing her best in taking care of her children.  

Katy: “There is no stress in the Philippines. I have no family in Japan. I do 
everything by myself. In general, people have a boyfriend, a husband, and family. I’m 
jealous sometimes, but I’m happy. No one helps me and I’m proud.”
� (Interview, February 11, 2019)

Katy emphasized during our interview that she was doing everything by herself as a sin-
gle mother. Any support that the teachers were trying to provide for Manami and Katy was 
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not being regarded as “support” by Katy herself. She sometimes felt that the teachers were 
scolding her even though she was waking up early every day, cooking breakfast, checking 
school materials, and reading messages from school through a translator for Manami. Fur-
thermore, she wanted Manami to be as “independent” as possible so that she could have a 
“better life.” Therefore, she was letting Manami do what she could: for instance, she was let-
ting the child do the laundry and her homework alone. However, Katy’s efforts and beliefs 
were not visible to the teachers. 

5-2. Dietary habits and delinquency
Saki’s diet started at the end of 2018, after her homeroom teacher persuaded her and 

Mary, her mother, to change their dietary habits. The homeroom teacher had also connected 
them to a doctor. 

Mary: “The homeroom teacher said, ‘Saki is too fat. She had better be hospitalized.’ 
I was so stressed.”
� (Interview, January 30, 2019)

Although stressed, Saki and Mary worked on changing their dietary habits. They prom-
ised to go to check-ups at a hospital once a month with the Filipino language supporter and 
to report the results to the school. Moreover, every Friday, Saki had to visit the nurse’s room 
at school in order to be weighed. Mary bought a weight scale for their home, reduced the 
amount of rice in their meals, and started jogging with Saki. However, during the spring 
break, Mary did not take Saki to the hospital and Saki gained 2kg. The teachers were frus-
trated with Mary, feeling that she did not care about Saki’s health. On the other hand, the 
Filipino language supporter had sensed that Saki and Mary had been under too much pres-
sure. 

In June, the teachers became increasingly concerned about Saki’s attitude, as she had 
started to go out at night without Mary’s permission. On one of these occasions, she was 
caught by her mother at the convenience store. Saki had stolen Mary’s money and bought 
some snacks. Another night, Saki was caught by a school friend’s parent because she was 
riding her classmate’s bicycle without permission. Mary was not able to find Saki that night 
because she did not know who Saki’s friends were. This issue became a big problem at 
school. 

Japanese language teacher: “This is common among immigrant families. Saki does 
not respect her mother because she can read, write, and speak Japanese better. We 
should do something before the parent-child relationship gets worse.”
� (June 21, 2019 at Japanese language class)

The Japanese language teacher suggested that Mary study Japanese so that Saki would 
not disdain her. She believed that language is not just a convenient tool, but can also build 
parent-child relationships. The Japanese language teacher also told Mary that she could pro-
vide her with information on Saki’s friends so that Mary could ask them for help if Saki dis-
appeared again. 

In July, Saki was suddenly admitted to a hospital for a month. According to the Japa-
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nese language teacher, it was not just a matter of Saki’s weight. The teachers considered it 
to be a positive measure for several reasons. Firstly, while Saki was in the hospital, there 
was no need to worry about Saki running away at night. Secondly, Mary could distance her-
self from Saki and rest for a while. Thirdly, Saki could learn “the right amount of food in a 
meal.” Fourthly, Saki could work on her homework at the hospital. However, the Filipino 
language supporter had a different perspective. She believed that Mary and Saki had been 
stressed by the involvement of the school in their daily life.  

Filipino language supporter: “When I visited Mary’s house with the teachers, Saki 
was cooking alone. I was impressed that Saki could help her mother, but not one teacher 
took it positively.”
� (Interview, September 3, 2019) 

The teachers were worried that Saki could not control the amount of rice she was eating 
if she cooked by herself. The Filipino language supporter explained that in the Philippines 
children help their families with cooking and that child obesity is not considered to be an is-
sue. Furthermore, while Saki’s teachers thought that she was “problematic,” within the Filipi-
no community, she was popular among adults because she could speak to them politely. All 
in all, although teachers had no doubt that Saki needed to change her diet and attitude, Saki 
and Mary did not think the same way.  

5-3. Truancy
Mirei had been absent from school since September 2018, for about six months. Mirei 

had told the Japanese language teacher that she had no more friends at school after Jessica, a 
good friend of hers, was suddenly deported to the Philippines. Mirei had also said that she 
missed the Philippines, where many of her family members lived. In contrast, she only had 
two siblings living in Japan. The Japanese language teacher felt that Mirei could not attend 
school due to psychological shock and accumulation of loneliness. Therefore, she asked 
Maya, Mirei’s mother, to be with the child as much as possible. However, Maya told the 
teachers that she could not be absent from work. Because of the way she replied, the teach-
ers thought that Maya was not taking the issue seriously. 

The classroom teacher, the Japanese language teacher, the Filipino language supporter, 
the school counselor, and Maya held meetings regularly. According to the Filipino language 
supporter, Maya had gotten very emotional at one of the meetings. 

Filipino language supporter: “She said, ‘Japanese people do not understand Filipino 
culture.’ She probably wanted me to take her side. She was furious. I also cried that day 
on the way home.”
� (November 2, 2018 at Japanese language class)

When this meeting took place, Mirei had not gone to school in about two months. Maya 
suggested giving Mirei pocket money if she went to school as a means to motivate her. 
When the teachers strongly disagreed with the idea, thinking that it would not help Mirei, 
Maya sought the approval of the Filipino language supporter by saying that it was a common 
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practice in the Philippines. The Filipino language supporter suffered at the time, as she could 
not agree with Maya.  

One month later, Mirei’s mother told me in our interview that she wanted to communi-
cate more with the teachers (December 28, 2018). She believed that the misunderstandings 
between her and the teachers in their daily lives could be one of the reasons why Mirei did 
not want to go to school. For example, Maya was taking her children to church late at night, 
but the teachers had requested her to let them go to sleep earlier as they were often late for 
school in the mornings and unable to concentrate in class. However, attending church was 
Maya’s priority. 

Discussion

6-1. Can teachers be welfare specialists?
As regards education-welfare, this study has illustrated both the possibilities and limita-

tions of teachers taking the role of welfare specialists for immigrant children. The Japanese 
language teacher and the Filipino language supporter were involved in the daily lives of Fili-
pino children in a variety of ways. They were trying to understand how these children spent 
their time at home by observing their attitudes and conversations at school. Even during holi-
days, they visited the families whom they were concerned about. When they could not con-
tact immigrant mothers, they contacted mothers’ workplace to check if the children were 
safe. They had frequently reached out to immigrant mothers and helped them with important 
procedures such as going to the hospital and applying for child-rearing allowances or visas. 
When there was suspicion of child neglect, dietary problems, or truancy, it was also the Jap-
anese language teacher and the Filipino language supporter who took the lead in solving the 
issues. 

In the case of Y Elementary School, the cooperation of the Filipino language supporter 
was essential for the involvement of the school in the daily lives of immigrant families. As a 
member of the Filipino community, she could discover private information about the immi-
grant mothers, which made the school’s involvement smoother. For example, the teachers 
discovered that Katy was frequently absent from home after the Filipino language supporter 
collected evidence from within the immigrant community. On another occasion, the teachers 
had received information beforehand from the language supporter which had prevented an 
immigrant mother and her children from disappearing without warning. In addition, the Fili-
pino language supporter had made it possible for the teachers to understand the logic of im-
migrant families. 

As these examples show, it is possible for teachers to take the role of welfare special-
ists. Previous literature has drawn a distinctive line between education and welfare specialists, 
arguing that they understand children differently (e.g. Takada 2019); however, in this study, 
the boundary was ambiguous. Although not confident about her expertise as a teacher and 
distressed from time to time, the Japanese language teacher created a new identity by posi-
tioning language as an essential tool for supporting the daily lives of immigrants. Because 
she had more experience dealing with immigrant families than any other staff member at 
school as well as more knowledge about visa status, patterns of parent-child relationships 
among immigrants, and the hardships they confront, it seemed more effective for her to act 
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as a “social worker.” 
Nonetheless, when I asked the Japanese language teacher if she had any requests regard-

ing the current system, she did not hesitate to answer, “I want more staff who can do social 
work at school” (Interview, July 31, 2019). The Japanese language teacher had felt some 
limitations when taking a “care role” with the immigrant families. Firstly, as social work 
takes a lot of her time, she expressed the desire to have more time to prepare her language 
classes as a professional in education. This complaint supports Johnson et al. (1980=1983)’s 
discussion on teachers’ expertise. Secondly, it was difficult for the language teacher to take 
the children’s side because teachers are expected to educate their students in what is “good” 
and “bad,” and encourage them to “learn” and “develop.” While yorisoi, or standing by oth-
ers, is said to be a key concept in social work (Ikai 2016), it was not always easy for the 
language teacher. As explained more in detail in 6-2, the majority-minority relationship made 
the logic of the teachers especially demanding towards the Filipino immigrant families.

6-2. The Dominant Ideology behind “Welfare”
This study has revealed that it is even more difficult than expected for teachers to be in-

volved in the daily lives of immigrant families, as majority-minority relationships are also at 
work. In the phenomenon of the “welfare-oriented school,” there is a dominant ideology of 
what makes a “good” way of living. How immigrant children and their mothers perceive 
their way of living has been obscured within the school setting. In other words, they have 
often struggled because of the school’s involvement in their family life in the name of wel-
fare. 

In this study, the teachers required Filipino mothers to take care of their children “ap-
propriately” by letting their children maintain an “appropriate” weight, wear “appropriate” 
clothes, and lead a “regulated” life. However, what these immigrant families thought to be an 
“appropriate” life was not necessarily the same as the teachers’ own perceptions. Mary had 
let Saki eat a lot of rice despite her teachers’ concerns about her obesity. Katy was trying to 
let Manami be “independent,” something that her teachers considered child neglect. 

When the logic of teachers and immigrant families conflicted, the Filipino language sup-
porter complained that she was “a cheese between the burgers” (Interview, September 3, 
2019), and often had to face the difficulty of juggling teachers and the Filipino community. 
While the teachers expected her to obtain information on Filipino mothers from within the 
Filipino community, the mothers expected her to understand their “culture,” as Maya’s exam-
ple shows. As regards the Filipino children, many of them saw the language supporter as 
someone with whom they could express themselves but simultaneously as the one who could 
disclose problematic information about them to mothers and teachers. For instance, Manami 
was afraid that her mother would find out that she was not doing her homework because the 
Filipino language supporter had translated a complaint letter from a classroom teacher into 
Tagalog. Therefore, in the school setting, even the supporter confronted difficulties when tak-
ing “care” roles with the immigrant families. 

In fact, the teachers were conscious of majority-minority relationships. The Japanese lan-
guage teacher mentioned that it is essential for teachers to be careful how they talk and to 
build trust with mothers, because especially for minorities such as immigrants, any little 
thing that a teacher asks could be regarded as demanding and threatening (Interview, July 31, 
2019). Despite being conscious of these majority-minority relationships, the challenges for 
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these teachers in becoming agents of welfare are double: they are not only teachers but also 
part of the majority within the Japanese society. 

It is also important to note, however, that immigrant families do not always remain pas-
sive. The Filipino children and their mothers also resisted teachers, protesting that they have 
their own way of living. For example, Mary and Maya could be demonstrating resistance by, 
respectively, not taking Saki to the hospital and strategically using the concept of “culture.” 

6-3. Proposal
The study has demonstrated issues in current “welfare-oriented schools.” One of the re-

markable issues in the case of Y Elementary School was the fact that most of the practice 
had been carried out only by the Japanese language teacher and the language supporter, due 
to lack of commitment by other staff, including the social worker. The social worker visited 
Y School only once a week and did not have direct contact with immigrant families under X 
City policy. Consequently, the Japanese language teacher was distressed about her expertise 
as a teacher. The language supporter also experienced stress when torn between the conflict-
ing demands of school and the immigrant families. Immigrant mothers struggled as well 
when they could not ask for alternative opinions because they only had limited connections 
and resources at school.

To overcome those issues and construct effective education-welfare for immigrant chil-
dren, I propose to implement a school system that ensures immigrant children diverse forms 
of “welfare” through a variety of faculty members at school. In particular, as a welfare spe-
cialist, the social worker can offer “welfare” for immigrant families from different positions. 
In other words, teachers, language supporters, social workers and other staff can all provide 
“welfare,” but its quality varies depending on the context and the positionalities. For exam-
ple, the Japanese language teacher provided “welfare” by placing language as an essential 
tool for building a better parent-child relationship and for surviving in Japan. Education-wel-
fare would be more effective if each teacher and staff member could make use of her own 
expertise in the spheres of “welfare.” Collaboration with the social worker would function 
better if she could focus on one school and get to know immigrant children well. To sum 
up, it is necessary to consider what kind of “welfare” each school staff member can provide 
within the “welfare-oriented school” and how they can collaborate in order to maximize their 
respective expertise and to secure the lives of immigrant families with the latter’s perspec-
tives. 

6-4. For Further Research
This paper is significant as it illustrates the realities within the “welfare-oriented school” 

and provides immigrants’ perspectives on the discussion about education-welfare. The con-
cept of “welfare” can be both “supportive” and “intrusive” depending on the context. Indeed, 
I should mention that what I saw in the field was only a small part of immigrant children’s 
daily lives, and that my status of student volunteer, interviewer, and “Japanese” affected how 
immigrant mothers responded to the interviews; for example, they added positive comments 
about schools after talking about their struggles, worried that I might feel bad because of 
their previous statements. The fieldwork and interviews, however, made it possible to depict 
the negotiations of what “welfare” is between teachers and immigrant families in everyday 
lives. 
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In the study, immigrant families often struggled when teachers were involved in their 
family life in the name of welfare. Their struggle might partly be due to the differences be-
tween schools in Japan and the Philippines. For further research, examining how schools in 
the Philippines are involved in the children’s welfare sector is necessary. More specifically, 
analyzing the Basic Education Act of the Philippines to understand how schools are expected 
to be involved in the welfare sector and conducting fieldwork at schools to observe the prac-
tices would be essential. Through comparison with “welfare-oriented schools” in Japan, im-
migrant mothers’ perspectives would become clearer. 

Finally, while this study analyzed welfare for immigrant children at a micro level by fo-
cusing on schools, it did not discuss the position of schools among other actors at the macro 
level. In his theory of welfare regimes, Esping-Andersen (1989) examined the roles of di-
verse actors such as the government, market, community, and family in welfare. As regards 
the “welfare-oriented school” in Japan, “schools had no choice” (Kuraishi 2018:40) but to 
undertake the care roles for children. This paper depicts what is happening within the “wel-
fare-oriented” school, but does not examine the social structure that has forced schools to be 
involved in the spheres of welfare. In order to grasp the whole picture of what schools can 
and cannot do in the welfare sector, it is necessary to relativize the role of schools among 
different actors. By investigating the phenomenon of “welfare-oriented school” at both the 
micro and macro levels, it will be possible to better envision education-welfare for immigrant 
children. 
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