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Abstract
This study examines Japanese teachers’ perspectives on International Baccalaureate (IB) curriculum,
focusing on the Primary Years Programme (PYP) and Middle Years Programme (MYP). Through semi-
structured interviews with two experienced IB teachers at a school in western Japan, we investigated the
gaps between IB ideals and classroom realities, as well as how these programmes influence their teaching
approaches. The analysis revealed several key challenges, including the difficulty of fostering proactive
learning attitudes in students accustomed to passive styles, the complexities involved in assessment, the
hurdles associated with the transition between programs, and the trade-offs regarding linguistic accuracy
within concept-based approaches. Conversely, both teachers noted that their experience with IB instruction

was transformative; it promoted a stronger awareness of cultivating lifelong learners, encouraged teacher
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self-reflection, and fostered a long-term perspective on education. The findings suggest that stronger teacher-
parent collaboration, balancing linguistic accuracy in a concept-based curriculum, and professional

development opportunities can support effective IB implementation in Japan.

F—U—R:EFHESTaLTY, BUF2T A PYPT OV T A MYPT OV T A ZilioRfE
Keywords: International Baccalaureate, Curriculum, Primary Years Programme, Middle Years Programme,

Teachers’ perspectives

1. Introduction

The International Baccalaureate (IB) programmes started in Europe during the 1960s with the aim of
developing inquiring, knowledgeable, and caring young people to create a better world (IBO, 2017).
According to the IBO (2024b), there were 5,800 IB schools in 162 countries and areas as of 2024. In Japan,
the Ministry of Education, Culture, Sports, Science, and Technology (MEXT) actively promotes the
expansion of IB programmes. Reforms also target entrance examinations, which now increasingly
incorporate IB-inclusive options (MEXT, 2020). MEXT aimed to establish 200 or more IB-accredited
schools by 2022, and the number of IB-accredited and candidate schools was 251 as of 2024 (MEXT, 2024).
It is expected that IB programmes will continue to establish a stronger presence in Japanese education.

Importantly, IB education also places significant emphasis on developing multilingual students (IBO,
2025d). For example, the IB requires every student in the Diploma Programme (DP) to learn at least one
additional language (IBO, 2025b). Language acquisition is not only a requirement in IB programmes but is
also considered a crucial medium for promoting intercultural communication and cognitive flexibility
(Carder, 2007). As the IBO states, “the role of language is valued as central to developing critical thinking,
which is essential for the cultivation of intercultural awareness, international-mindedness and global
citizenship (IBO, 2011, p.3).” In this sense, language functions not merely as a tool for communication but
as a fundamental lens through which individuals perceive and interpret the world.

In this study, the focal language, Japanese, is situated at the intersection of the language used for subject-
area instruction in English and the language of the society in which learners live. Consequently, Japanese
plays an essential role in supporting students’ broader social participation, which is why this research
focuses on Japanese language teachers in an IB context. Exploring Japanese teachers’ insights into the 1B
curriculum in Japan—particularly the gap between its ideals and actual classroom realities—is crucial to
understanding how educational philosophies are translated into practice. This issue, which lies at the heart
of bridging ideals and realities in the bilingual and global education context, represents a critical area of

inquiry for both researchers and practitioners.
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2. Literature Review

2.1 Overview of the IB Curriculum

The IB curriculum is designed to cultivate well-rounded, globally minded individuals through a holistic
and inquiry-based approach to education. The IB curriculum adopts a concept-based model, meaning that
rather than a topic-based model that aims to know factual knowledge, it aims to understand big concepts and
transferable ideas through time, across cultures, and situations (Erickson, 2011). With a focus on
interdisciplinary learning, the IB curriculum seeks to nurture students’ academic, personal, and social
development, equipping them with the skills necessary to succeed in an increasingly interconnected world

(IBO, 2024a).

2.1.1 Goals

The IB aims to develop students who are not only knowledgeable but also inquisitive, ethical, and
compassionate global citizens. It emphasizes critical thinking, intercultural understanding, and respect for
others. IB graduates are expected to become lifelong learners who can navigate the complexities of the

modern world and solve problems with creativity and integrity (IBO, 2024a).

2.1.2 1B Learner Profile

The IB advocates ten attributes to assist learners in becoming responsible members of local, national, and
global communities and to create a better world beyond academic success. These ten attributes are
represented in its “Learner Profile” and are central to all IB programmes. The key attributes outline that IB
learners should be inquirers, knowledgeable, thinkers, communicators, principled, open-minded, caring,
risk-takers, balanced, and reflective. These traits guide both students and educators in creating a learning

environment that encourages intellectual curiosity, self-reflection, and global awareness (IBO, 2019).

2.1.3 Stages of the IB Programmes
According to the IBO (2024c), the IB curriculum is divided into four key programmes, each targeting

specific educational outcomes for different age groups:

1. Primary Years Programme (PYP): For students aged 3 to 12, the PYP focuses on inquiry-based learning
and transdisciplinary themes, promoting a student-centered approach that encourages students to explore
local and global issues.

2. Middle Years Programme (MYP): For students aged 11 to 16, the MYP builds on the PYP by developing
critical thinking, research, and communication skills. It equips students with a solid academic foundation,

while maintaining a holistic view of education.

3. Diploma Programme (DP): For students aged 16 to 19, the DP fosters learners’ desire to learn as a pre-
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university course that offers a balanced range of subjects, combining in-depth academic study with research

and service-oriented projects.

4. Career-related Programme (CP): Also designed for students aged 16 to 19, the CP is geared toward those
seeking a career-specific education. It integrates academic rigor with practical, hands-on learning

experiences.

In Japan, the distribution of IB accredited programmes as of 2024 was as follows: PYP 65, MYP 39, DP 69,
and CP 0. It is also worth noting that only 13 IB-accredited schools in Japan have continuous programmes

running from PYP through DP (MEXT, 2024).

2.2 The Ideals of the IB

According to the International Baccalaureate Global Research Department (2013), teachers’ educational
perspectives in IB programmes should prioritize students’ diverse viewpoints and intellectual curiosity,
founded on inquiry-based learning instruction. These educational perspectives include the following

elements:

(1) Significance and Purpose of Learning: In IB education, emphasis is placed on learners actively engaging
in inquiry and deepening their understanding through their own perspectives and experiences. Through the
inquiry-based learning process, students are encouraged to achieve learning beyond mere knowledge
acquisition. This approach aims to balance academic knowledge with practical application skills in real-

world contexts.

(2) Cultivation of Global Perspectives: IB programmes underscore international perspectives, and teachers
are expected to focus on cross-cultural understanding and diverse value systems. Through collaborative
learning, students are expected to deepen mutual understanding by gaining opportunities to encounter
others’ values. This educational approach is considered to foster “global citizenship” perspectives and

promote empathy toward different cultures.

(3) Social and Ethical Role of Education: IB programmes stress the cultivation of students’ ethical judgment
and sense of social responsibility, aiming to enhance awareness of social contribution through education.
The teaching approach seeks to establish a foundation for students to form their own values and beliefs

while deepening their social engagement. This aspect aligns with the IB’s philosophy.

In essence, teachers’ educational perspectives, when aligned with the core IB philosophy, should center on
students’ independent inquiry and respect for diverse viewpoints, aiming for learning that combines
academic knowledge with practical application skills. Additionally, this philosophy prioritizes providing

comprehensive learning opportunities that focus on developing global perspectives, cross-cultural
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understanding, and social responsibility (Wolf & Brown, 2023).

2.3 Issues

Although the goals of IB programmes aim to guide learners on how to live as global citizens, literature
suggests that there are misalignments between what the IB expects and the reality. Walker and Lee (2018)
identified gaps between IB programmes and practical realities in Asian contexts. These gaps include
challenges in programme transitions arising from different pedagogical approaches, limited understanding
among colleagues across different IB programmes, misalignment between parental expectations and 1B
offerings, and difficulties in teachers’ adapting to IB programmes (i.e., PYP, MYP, and DP).

In addition, Lee et al. (2011) highlighted two major challenges in IB implementation: issues related to
parents and community, and external assessment challenges. Regarding parents and community, they
identified a mismatch between IB philosophy and social norms in East Asia. Specifically, they noted that
traditional East Asian educational philosophies—characterized by their exam-result orientation, teacher-
directed instruction, and a focus on subject content—fundamentally conflict with the IB’s curriculum
orientation. Transition difficulty is also an issue. For instance, while the MYP curriculum emphasizes
learning processes and skills, the DP is more content-driven and heavily influenced by university
examination requirements. This structural difference creates substantial challenges for students moving

between these programmes (Lee et al., 2011).

24 Position of the Research

Although the IB is gaining more and more attention in Japan, the scope of IB research in this context
remains limited. Previous studies have primarily focused on the relationship between the DP and higher
education, particularly in connection with university entrance examination reforms (Hanai, 2019; Shibuya,
2016). However, sufficient research focusing on the transition between the PYP and MYP has not been
conducted to date. Research on this transition is critical because it may allow for a firmer foundation to be
established. Establishing this base of understanding can allow learners to have more consistent learning
opportunities while allowing teachers to improve the overall quality of IB education. Furthermore, more
deeply understanding teachers’ perspectives and their beliefs should be helpful to the effective operation of
the programmes and identification of challenges. When teachers are unaware of their beliefs, unintended
consequences may arise in the classroom. Xu (2012) argues that belief reassessment is essential when
adapting to new educational environments.

Therefore, this study seeks to better understand what gaps exist between the IB’s ideals and reality, and how
Japanese teachers perceive IB programmes, focusing on the PYP and MYP in particular. Drawing on Japanese
language teachers’ narratives and beliefs, we examine how learners’ multilingual language development is
coordinated and shaped within multilingual environments. These insights can support more effective
implementation of IB programmes in Japan. Accordingly, we address the following research questions: (1)
What are the conflicts teachers face between IB curriculum ideals and the teaching realities in Japan? (2) What

are Japanese teachers’ perspectives on how the PYP and MYP affect their teaching approaches?
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3. Procedure

3.1 The Research Field

The school, located in the West of Japan and serving as the field for this research, offers programmes from
PYP to DP and has continued to implement an IB education since the 1990s. It has placed importance on
efforts to deepen understanding of the IB philosophy through teacher training and by providing information
to parents and learners. Because the acquisition rate of the International Baccalaureate Diploma is very high,
it is assumed that the IB philosophy is firmly established consistently across each programme; thus, we
considered the conflicts observed between the ideals of the IB and the reality at the field level to be
meaningful. Additionally, since the students are mainly foreign nationals coming from various countries, we
considered it an important case for revealing the reality of the field regarding how the IB philosophy is

actually deployed in a multilingual environment that aligns with the IB’s concepts.

3.2 Participants

The first participant, a PYP teacher, possesses 24 years of teaching experience, including nine years
abroad and fifteen years of the IB. Before his current role, he taught Japanese at a secondary school in
Australia and an international school in Thailand. Upon returning to Japan, he transitioned into IB education;
at the time of this study, he was in his eighth year of teaching in the PYP at the research site.

The second participant is an MYP teacher with 18 years of experience, 17 of which have been within the
IB framework. Her career began in an elementary school teaching English to returnee students.
Subsequently, she served as a librarian at an IB school for seven years before transitioning to Japanese
language instruction. She has built her career primarily in Japan and is currently in her sixth year of teaching
Japanese within an IB context. We chose these two participants because of their extensive and rich teaching

experience and their familiarity with an IB context.

3.3 Process of the Data Collection
In 2024, we conducted a series of semi-structured interviews with participants. Prior to the interviews,
each participant completed a questionnaire designed to provide background information on their
professional experience and their involvement with the IB programme. The questionnaire examined their
teaching experience in the IB setting, their perspectives on the IB curriculum, how they understand its
structure and implementation, the challenges they encounter, and the key considerations they take into
account when teaching in an IB context. The followings are the examples of the questions:
< IB HE B2 FF > 72 X S )T IXA T3> (What sparked your interest in IB education?)
CINETBHBICED L D ICBD > TE E L7A (What has been your involvement in 1B
education?)
- IB TOHBERER Tl LRI > T D 2 &3 T34y, (What has been your most memorable
moment in your experience with IB education?)

" IBTOHBERBCHROLEEL o Tmm, KET - 72 803X TJ 2> (What has been the most
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challenging aspect of your teaching in an IB context?)

CEENAIBOAY F 2T Lk L) LSHEMEL, RETD20ICE, EOL REE RS V—
APPEETS LHUNE T, (What supports or resources do you think teachers need in order to better
understand and implement IB curriculum?)

- IB LRI & LI OZEWRFT v U 7 O ARV K-> T, ED X 5 R UIZK D& £ L72h (Reflecting
on your teaching career before and after working in IB, what changes or transformations have you

noticed?)

Each participant then took part in an interview lasting approximately one hour, for which we obtained
permission to record. The questionnaire served as an interview guide, helping us initiate and extend the
conversation. For example, while the questionnaire documented the extent of each participant’s involvement
in IB education (e.g., how many years they have worked within the IB system), the interviews allowed us to
expand the conversation into their specific perspectives on IB curriculum and the ways they integrate its
philosophy into the classroom. In this way, we maintained a general direction in our questioning while also
creating space to elicit deeper, more personal narratives from the teachers.

For data analysis, we employed reflective thematic analysis following Braun and Clarke’s (2022) six-
phase framework: (1) familiarization with data, (2) generating initial codes, (3) searching for themes, (4)
reviewing themes, (5) defining and naming themes, and (6) producing the report. This approach allowed us
to identify patterns and themes that reflect the interplay between teachers’ beliefs and the IB curriculum.
Following the analysis, we conducted member checking to enhance the credibility and trustworthiness of the

data and interpretations.

4. Findings

4.1 Ideals and Reality

Regarding the first research question, both the PYP and MYP teachers shared similar perspectives. The
themes we found to reveal the main gaps between IB ideals and reality in both the PYP and MYP settings
were in terms of students’ learning attitudes, assessment difficulties, and transition issues. Additionally, the
PYP interview data shows a lack of accuracy and foundational knowledge in language. To better understand
the gaps between the ideals and the reality in IB programmes in these settings, we compared the curriculum

documents against the perspectives of two teachers from these settings.

4.1.1 Students’ Learning Attitudes

According to the PYP curriculum (IBO, 2025¢), the IB adopts a student-centered approach that fosters
active participation in learning. However, the PYP teacher we surveyed and interviewed reported that the
students he teaches tend to favor passive learning. Similarly, although the IBO (2024d) mentions that MYP
develops students’ confidence in managing their own learning and making connections between their

learning in the classroom and the real world, the MYP teacher we interviewed indicated that students often
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PYP teacher Questionnaire data 1

AEFE IR 72 B REFE DA RN —FNRE T2 L B £ 97, IB Learner Profile O—>& L CHIF b
TWDH LY, IB T, fE0kkx 72 Licon sk, Bfzkh, AR DL TEOEZE
BRTDWIBOLEFHFOZERHFSNTHET, LrLn b, ZOAEEN RN EREE
ZEGT D2 EEDR VA LAULVREENTE, RS, AARKRDT U7 OE% OAGER, 2l
AR IR Z 12T 2% T OFEEZH X A TREND TERIFEBE L AEICEE ST
5 DI HIZERATEERA LT E 97, [I think fostering a proactive learning attitude among students is
the most challenging aspect. As outlined in the IB Learner Profile, the IB expects students to develop a
sense of curiosity and inquiry about various societal issues, as well as the ability to pursue answers on
their own. However, acquiring this proactive learning attitude is a very high-level skill. In particular,
students in Japan and other Asian countries often prefer a passive learning style, where the teacher
imparts knowledge to the students. Because of this, I am constantly experimenting to help students
internalize a proactive learning attitude.]

Question Number 6

MYP teacher Verbal data 1

HEL L TUIABRZRWAERICH L TH EDLWDR, ENHHICE ) & anES THEIR
LML AEETVEET o TNIAE <BE> LYY 2 A% o THAIE BN T &
DVEETWDTD LT HITIEE D LEEBW00ON7, AT IB THNDNR-S TN & &
& VU F 9 J I, [As a teacher, I feel frustrated with students who lack confidence. So conversely, I
wonder... for people who say “I will live strongly even if my scores are bad” ... how can we help them
develop resilience to face society and live their lives? There are times when I really question whether
the IB is truly the right approach.]

Discourse Number 56

4.1.2 Assessment Difficulties

The IB curriculum describes assessment in the PYP as ongoing assessment that provides constructive
feedback (IBO, 2025a). However, the PYP teacher reported that their assessments are generally abstract and
that there is a lack of understanding about assessments among parents. In the MYP, the curriculum
emphasizes that “the IB takes great care in ensuring assessment of students is meaningful and fair” (IBO,
2025a, IB assessment principles and practices, para. 1). Nevertheless, the MYP teacher we interviewed
noted that despite her feeling that her students are amazing, this excellence does not translate to their scores.

Moreover, the final assessment outcome tends to be reduced to just a number.

PYP teacher Verbal data 1
EFobhbtwni b HIZIEZI RVRT = NART—=NDHRRYRTINoTND & ZAR
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bV FET LR, BUEELTH006, PYPOTGIE, HrolX<bOnbRrNENI N, Thail
AL LTZTT0s, REHE O NTD 9L, £ LTELV - TV )| Eb, EfELE O T,
ZobLDHNEFRX=2a VPN ERDLEEBVWET L, £obDH e A THNHATT
FEH, ZNERLD L. FHTPYPIXIB TRV ->TWH | ZIHLOEBEIH Y 4 Lk,
[Relatively speaking, for example, middle school and high school are easier to handle. That’s because
they use numerical assessments. As for the PYP, it’s a bit hard to understand; if it were more quantified,
it would be easier for parents to understand, and they would prefer it that way—students too. Some
students are more motivated by that approach, and some prefer it. However, if you take that route,
particularly in the PYP, it might no longer align with what the IB represents. So, there’s that conflict. ]

Discourse Number 17

MYP teacher Verbal data 2

T2, B L LTREOODIT Lo > T D & TRTUIZEBWN TEITIEES > OGEFICEE LY,

<l >R 1E 0 ZOHFORAEZEDED LWV I BHEIICASE LTIZ ZETERALND,
ZETTEDIES D LB TODAENTHE S V2> 7256 - T ) DIFFER IS LW T

£ 42, [However, to be honest, it’s extremely difficult to connect everything to numerical measurements

---Indeed, when it comes to balancing the numbers, or when a student who I believe has reached a

certain level of capability and potential is not evaluated accordingly, it becomes extremely painful.]

Discourse Number 58

4.1.3 Lack of Accuracy and Foundational Knowledge in Language

According to the IB curriculum, the PYP aims to “develop knowledge, conceptual understandings, skills
and the attributes of the IB Learner profile” (IBO, 2025¢c, The PYP curriculum framework, para. 2).
However, the PYP teacher we interviewed reported a lack of foundational knowledge and accuracy,

particularly in concept-based learning settings.

PYP teacher Verbal data 2

BIZITFEEZHAD VI DI, (IB D) EEN—ATT NG, LOHGERE D, EMEMEE D, &
WO EBENRB SR ICR DN, LoD T2 HDHATT L4, [For example, teaching a
language (in the IB) is concept-based, so there are definitely many times when the foundations like
knowledge and accuracy, tend to be neglected.]

Discourse Number 21

4.14 Transition Issues

The IB intends to provide a “connected curriculum” across the PYP, MYP, DP, and CP programmes (IBO,
2019, p.5). However, the PYP teacher reported that many students experience confusion during the transition
from PYP to MYP. In addition to the different assessment system between PYP and MYP (PYP teacher
Verbal data 1), the MYP teacher raised the issue of the amount of homework between PYP and MYP, which
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could also lead to a transition issue.
The MYP teacher shared the same perspectives and mentioned that schools need to work as a unified team

to support students transitioning between programmes.

PYP teacher Verbal data 3

BEI FVRAZ =M ER->T, FREOAEENRO D Z LT Db, Ehb, 22610
DBATZ, o L AL—RIRXRHLBEIH LR EITES ATHTIT LS PYP 225 MYP OF
TN, E9 LRV DnEn s DiE, GiLAEVWTESHTWET, Kb EEORIZHE
LT, PYP DfFEDEE MYP OfEEDEILS, #E 9 &, [Every year, quite a few students who
move up to middle school end up being confused. So I think there’s a need to make that transition
smoother...During the transition period from PYP to MYP, what we should do about it often comes up
in discussions. So, regarding the amount of homework as well, the amount of homework in PYP and
the amount of homework in MYP are currently different.]

Discourse Number 18

MYP teacher Verbal data 3

RoFVHE D L, BEOBERIZL D b LREH OB > TV O DHIFEFITRFL LA
IDT, T2 ) EFRNELDD, £V TENTELL—FE VWL LTI R, FF
WZED KT vy ardDbE PYP O MYP, MYP 22 DP O b7 P O E W D D3,
e —H e LT Y, [I think the teachers’ capabilities, their experience, and also parents’
understanding are very important, so it would be best if the school could bring all of these together
effectively. Especially during transitions—the structure of transitions from PYP to MYP, and from MYP
to DP—the school really needs to work as a unified team.]

Discourse Number 42

4.2 Teachers’ Perspectives on the IB curriculum
Along the same lines of our findings for the first research question, both the PYP and MYP teachers
shared similar perspectives on how these programmes influence their approach to teaching—particularly in

terms of awareness, learner initiative, and a long-term view of education.

4.2.1 Awareness

The data shows that both the PYP and MYP teachers developed greater awareness of their own
professional identities while teaching in an IB context. They each noted having established their teaching
philosophies through their IB teaching experience. The PYP teacher stated that the IB taught him the
importance of learning through trial and error rather than focusing solely on accuracy of grammar and
knowledge. Through teaching in an IB context, he felt that his teaching focus shifted from the goal of
delivering specific content to one of cultivating lifelong learners.

It is noteworthy that both teachers referenced the predominant educational beliefs in Japan as a point of
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comparison. The PYP teacher stated that Japanese language textbooks tend to emphasize accuracy, which
contrasts with what he has learned in an IB context. The MYP teacher mentioned that the IB setting provides
her with more opportunities to develop her teaching perspectives and educational philosophy compared to

teaching in a more traditional Japanese school.

PYP teacher Verbal data 4

HARDEREL PR TL LR, oY EMEERLATT L, FHISHRADNEEAD L E
(CIEMEMEREMAL T, @ERVLEFRWTT, T, ZNLZEMMEEHRL T, S bALiEX
ZHEWVTRNSTW) K977 rn—=F L0 b, UTHRROTNDL, ZOFUOE La BT,
HINRZ LI LTEARE, 2025 TTR BBATNTEI NI BIRTHA TN
DT, NERE N/ - 7= & B 942, [When you look at Japanese textbooks, they really
emphasize accuracy. Especially when teaching languages, if you focus too much on accuracy, students
can’t speak or write effectively. ... Rather than emphasizing accuracy and taking an approach where
making mistakes is forbidden, when it comes to finding learning corrections through trial and error,
yes, IB has taught me everything in that sense, so I think my life has been enriched.]

Discourse Number 33

MYP teacher Verbal data 4

R E > THARDFL THA T LA LI~ L KD ZDRHINRNNERVIKIETH D
BEBEDBEREZ STV DEREIETCLLRADLDTF Y U A2 b brl, ThaEEOARE
Db I ARBICKFRREBELE - T, —HIIERSETE L A>T I OIEFFEFICRE 2
ZEREEWET, <B>ZNZHSNFETETEL o722 LIk o T, ADOFEFIIXLTE
IRHSTHTE D> TN I DEEZLND L IITRATEDT, arT UV E2VINCHAD
MoOTNIZERDS, IBOMETHLIRAEY LV RWEEFEESTNIDELEIR-T
ZD— A= ANDEFEITHEZAF T TNT D032 T D DR —FD T 4 — N RBED T —H AT
ol=® T, EWICEITRWEL, FWRE o hnde L B E T, [Compared to when I was
teaching in Japanese schools, I’ve been given the chance to develop my educational views and
philosophy in a less restricted environment. Being able to grow together with students during their truly
important developmental stages is something I consider extremely significant. ... Through what I've
learned, I’ve become able to think about how I can contribute to today’s learners. Rather than focusing
on how to teach content, my main educational focus has become how to instill in each individual
student the IB philosophy of becoming better lifelong learners. I think this has been a very positive
change and learning experience for me.]

Discourse Number 69
422 Learner Initiative

The data reveals that both the PYP and MYP teachers place importance on learners’ initiative. Rather than

giving answers to students directly, they first provide opportunities for students to think independently. For
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example, the PYP teacher’s teaching ideal is “not to teach.” He prepares challenging tasks that spark
students’ curiosity and prompt them to ask themselves “why.” The MYP teacher’s response also
demonstrates support for student initiative. When students make repeated mistakes, she does not judge them.
Instead, she asks what the student thinks. She designs learning experiences that encourage students to

initiate their own courses of action in their lives, which fosters student responsibility.

PYP teacher Verbal data 5

RIMDZ AT B2 2> TN ) ZETUHANIZ, SoZDIB TUENS—FE-TLHZ &I,
LIOHZ RN ST &, HIEHZ RN o TN I ZERATYT, EOASDBEOEZ ST T
IDIL, HHREZ ZTHZSONDTLE D, EWIDETHLT, ¥ A7 Z3HH L E§ L,
EHKIK, 2L IITEOND, TLEEL, (BED) RATESI>TELTIND L, (#
AN Bt Eio, (ER) B22HEL TV 2T ) o2y, B, [In terms of
thinking about inquiry-based tasks, basically, what I’'m thinking most about in the IB right now is not
teaching. The ideal is not to teach. My current ideal teaching method is to anticipate where students
will hit walls and plan tasks accordingly. Generally, they’ll encounter obstacles at certain points. Then
they’ll think “why is this happening?” When they ask questions, I have the answers prepared —that’s
the ideal.]

Discourse Number 24

MYP teacher Verbal data 5

SHIRTTBFAOEN T 3B T o LRIEATHITE, AARIMELFEATHT, BARE
TEEZOIWVIHIMENEZTHDILE D TTN?2 o TNI 51T, LE D, DN ERENE )N
EDRVWT, [HRIFIEIEZXDLD?2 TN LTE I RD 2 HRIIFTNEE RIS
b, ZOFEERZOLDIFE I RD? ] 5TV LA, AFDANEICELEEZ LD Lo
FEB, BADOANEIL, E9LTEVDRo>TWITHAS U ZHSTISEDL>TVI DA, KT
MYP O 1 BB EALEAAIL TV T, [You don’t understand how to use particles correctly
and keep making mistakes. How do you feel about still making these kinds of errors in Japanese despite
living in Japan for many years? Instead of simply labeling things as good or bad, I ask, “What do you
think about this? How do you feel about it? If you’re not thinking about this, what about your learning
process itself?” It’s about having students take responsibility for their own lives, and having them
design how they want their lives to be. I increasingly incorporate this approach starting especially from
the first year of the MYP.]

Discourse Number 63

423 A Long-Term View of Education
Both the PYP and MYP teachers shared their views on taking a long-term perspective in education. The
PYP teacher compared the IB to more traditional approaches to education in Japan. While more traditional

schools in Japan tend to set absolute goals for students to achieve by the end of the year, he stressed the
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benefits of carrying learning forward to the next grade level in an IB context. He believes it is important to
maintain a long-term view of education. The MYP teacher also mentioned that there are times when students
cannot achieve good short-term results in an IB context. However, even when this happens, she hopes for
students to continue to grow as lifelong learners who can create something on their own and learn with

curiosity even after the IB.

PYP teacher Verbal data 6

BlZIE, BARDGE . BN H L0000 LiLRWT E b o, Mt Z ZI2, BRERFIIZ 2200,
SIRATHIRNE AW LR ATT I E, TH, o0, ZORATIE, ZZETAT
IR TEN D AR, ROFPFEICFFBEL TV T SR T TS 7259 -
TWH Z &%, HfFT2L0non oD, £HWI BT NMLEZ LB WE I 4, [For
example, in Japan’s case—this might be a misstatement, but it’s like “You absolutely must reach this
target goal, you have to get there.” But I think at this point, if they didn’t reach that level, we carry it
forward to the next grade level and expect that they will eventually acquire it in the future. I think we
need that kind of perspective.]

Discourse Number 28

MYP teacher Verbal data 6

AR R2FEBRRIREE 2% SETHRPHRVOIITTE ST d 0 LIVRNWATYT
FEL, WAARRSIFEY ZZTRTHD L FRVDKRFACASTHEORK, (T 5078,
WA LR ST TP LD 2 A TT LR, FHERICHTHLZEURET D, MhER
HED A, B TERLDER S THEELTWT DA TV IHIDE, DL THL Lo LHB.
BEVWIPHRDIEDLZENTED L IZR2AUTNNE D DT, [People might wonder why
there are no results despite providing 12 years of such special education, but looking at various cases
here, there are actually quite a few examples of people who got into good universities but then, how
should I put it, ended up sinking afterward. I think it would be good if we could somehow awaken—
through education, or rather—people who can continue learning even after entering society, people who
can create something, people who can study with their own sense of curiosity and inquiry. ]

Discourse Number 45
5. Discussion
In this section, we supplement the data and make suggestions for teaching in IB contexts.
5.1 Dilemma of Numbers and Importance of Extracurricular Opportunities
Regarding assessment, the assessment system is rather unique in the IB curriculum. In the PYP, all

assessments are conducted internally by teachers within the school (IBO, 2009). In other words, the

assessment is not grade-based. Therefore, the ways in which assessment is handled depend on the teachers
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and their schools. In the interview, the PYP teacher noted that he provides descriptions to parents to inform
them about how the student is learning. However, he also mentioned that most teachers and students tend to
prefer numbers. Additionally, he stated that non-numeric feedback makes it difficult to compare students to
one another, only allowing comparison to their past selves. The difficulty of assessment was also found to
apply to the MYP context. Assessment in the MYP does provide numerical grades, which creates another
potential conflict among students and parents seeking only “good numbers.” While numbers do not always
reflect students’ actual abilities or their promise for a bright future, students have to get good grades to get
into university.

We suggest that while teachers should obviously encourage students to perform to the best of their
abilities in school, they should also create opportunities that help expand students’ views and paths for
learning outside of the classroom. During the interview, the MYP teacher mentioned that she tries to suggest
extracurricular opportunities that she thinks may fit with individual students. For example, she encouraged a
student to enter a writing contest because she thought that student had great writing ability. Of course, many
students are busy with schoolwork, and oftentimes achieving good scores becomes their primary goal.
However, it would be beneficial to help students more fully realize the breadth of their strengths beyond

school grades by sharing opportunities outside of school.

5.2 Balancing Linguistic Accuracy with Concept-Based Learning

“Accuracy” in the interview data (PYP teacher Verbal data 2, MYP teacher Verbal data 5) refers to
linguistic precision, specifically regarding grammatical form and mechanical correctness. In a traditional
Japanese language classroom, such accuracy is often the primary goal. However, in the IB’s concept-based
curriculum, language is viewed primarily as a tool for inquiry, critical thinking, and communication (IBO,
2011).

The findings suggest that the teachers do not view the lack of accuracy merely as a deficit, but as a
pedagogical trade-off or a shift in focus. The PYP teacher believes that strictly enforcing accuracy ( “must
not make mistakes” ) can hinder students’ willingness to speak, write, and engage in trial and error, which
are crucial for inquiry. He accepts some loss of immediate accuracy to foster a “richer life” and a proactive
learning attitude. The MYP teacher addresses grammatical errors (e.g., particles) not by immediate
correction, but by prompting self-reflection (e.g., “How do you feel about making these mistakes despite
living in Japan for many years?” ).

Acknowledging this trade-off, some may feel that more rigorous tests with numerical outcomes can help
students improve accuracy; however, if PYP assessments were to become purely numerical, it would not
align with the philosophy that the IB envisions for the PYP (PYP teacher Verbal data 1). According to the
IBO (2009), PYP assessments are conducted through five methods: observation, performance assessments,
process-focused assessments, selected responses, and open-ended tasks. Although teachers might be able to
use performance assessments and selected responses (e.g. tests and quizzes) to evaluate accuracy and
knowledge of language, the IBO places strong emphasis on a holistic approach. Therefore, it may still be

difficult to prioritize accuracy and knowledge alone within the PYP framework.
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In contrast, the MYP provides more detailed assessment criteria than the PYP. According to the IBO
(2014), MYP assessments in Language and Literature are based on four criteria: analyzing, organizing,
producing text, and using language. Similarly, in Language Acquisition, the four criteria are comprehending
spoken and visual text, comprehending written and visual text, communicating, and using language. Internal
assessments at the MYP level include both summative (final evaluations) and formative (ongoing)
assessments. These assessments offer some flexibility to teachers, making it possible to place greater
emphasis on language use, which may help students pay more attention to accuracy. Additionally, ongoing

feedback provided during each stage of a project may also support student improvement.

5.3 Challenges in Transition and School-Specific Initiatives

In the transition period within the IB curriculum, there is a structural gap between the PYP and the MYP.
Millikan (2001) notes that the PYP is an inquiry-based approach, whereas the DP is characterized by
subject-focused and specialized teaching. The MYP serves as the bridge between these two programmes;
however, the philosophical shift from the PYP to the MYP is not always clearly understood. The findings
reinforce this issue, which includes the differences in assessment systems, and the different amounts of
homework between these two programmes. IBO offers continuum-based professional development to help
educators smooth out the transition between the IB programmes (IBO, 2015).

At the school level, the participants in this study recognized regular in-school dialogue and voluntary
study groups as the practical forums for addressing transition issues. At the school, transition-related issues
are discussed during a monthly all-staff meeting, where matters such as homework load and concrete
adjustments are addressed. In addition, challenges are shared through voluntary study groups. These kinds
of context-specific responses are key to bridging the systemic gaps. Moreover, the teacher-parent
relationship is crucial to support students. Both of the IB teachers interviewed for this study use online
platforms through which students submit assignments and receive grades with teacher comments. Through
these platforms, interactions between teachers and parents are expected to occur smoothly even though
parents may find it difficult to find time to establish an ongoing dialogue with the teachers.

It is noteworthy that during the interview, the PYP teacher described the IB context as “community-
based,” where students, parents, teachers, and neighbors create the learning environment together. This kind
of collaboration also leads to providing students with more opportunities outside of the classroom, as we
mentioned in section 5.1. Combining dialogues among the teachers and close teacher-parent relationships,

teachers can find the individual needs of the students and provide context-specific supports.

5.4 Creating Professional Development Opportunities

The IB curriculum is concept-based and centers around the IB Learner Profile as a core component. As a
result, teachers may sometimes be unsure of how to effectively integrate these concepts into their
classrooms. Professional development opportunities, such as study groups among IB teachers, are helpful
for allowing teachers to learn from one another. In these study groups, teachers exchange ideas about their

teaching approaches and discuss the challenges they face. In fact, during the interview, both the PYP and
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MYP teachers mentioned that they participate in study groups once or twice a year. These study groups
bring together both new and experienced teachers, giving them the opportunity to consult with one another
about teaching in the IB programmes. For example, the study group that the MYP teacher attends provides a
space for teachers to share what happened in their classes, what they tried, and whether or not it worked.

Through these interactions, teachers gain practical insights from these sessions.

6. Conclusion

In this study, we aimed to explore teachers’ perspectives on the IB curriculum and to understand the
realities of teaching in the PYP and MYP in Japan. We would like to emphasize that although the IB
curriculum is not perfect, the teachers expressed a positive attitude toward the educational philosophies of
the IB. They believe in its potential and feel that they grow alongside their students through the teaching
process.

One of the limitations of this study is that our research focused on only two teachers from a single IB
school. To gain a deeper and more comprehensive understanding of the IB, it is essential to include more
participants from a wider range of schools, especially in Japan, where there are not many schools with
continuous programmes from PYP to DP. Therefore, it would be fruitful to involve a broader spectrum of 1B
teachers, ranging from those with a single programme to those with multiple programmes. Additionally, a
longitudinal case study focusing on a single new teacher and how their teaching philosophy evolves over
time would be valuable. Such research could provide deeper insights into how teachers adapt their practices

to the IB setting and how their educational philosophies develop through their experiences with the IB.
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